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Abstract 

 

Title 

Occupational therapy students’ perceptions of learning and experiences through images: 

Role-emerging practice placement case studies 

Introduction 

There is limited research exploring occupational therapy students’ learning experiences 

during role-emerging practice placements. In particular, there is a scarcity of studies 

researching pedagogic models or methods that can mediate students’ reflection and learning 

in this setting. In this context, students can struggle to link key disciplinary concepts to 

practice (Hunter & Volkert, 2016). This thesis explores the application of an innovative 

pedagogy, an Inquiry Graphics (IG) learning design, with six occupational therapy (OT) 

students on a role-emerging practice placement (REP).  The IG learning design aims to 

facilitate the application of theory to practice, placement learning outcomes and related 

threshold concepts. This was achieved by students creating or selecting images to represent 

their placement experiences, writing reflective narratives about the images concerning key 

OT concepts, and discussing their creations with their OT educators.   

Methods 

A hermeneutic phenomenology approach was adopted to explore the experiences of 6 

students through case studies. An IG learning design was implemented as part of the 

students’ weekly reflective logs. Data constituted analyses of reflective logs, images, 

interviews and conversations with OT educators 

Findings 

Key findings suggest that the student-created artefacts and the IG design reinforced the 

personalisation of their reflections through creating a weekly IG.  Incorporating photos or 

digital imagery and text to reflect and explore their individual placement experiences, 

concept understanding and feelings associated with learning resulted in a deeper, more 

personal reflection.  In particular, an exploration of their feelings about placement learning 

and associated threshold concepts was essential for progression.  

The IG that students created reinforced an understanding of learning as socio-material, 

situated, affective and metaphorical.  These findings contribute to our understanding of 
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student learning on REP and introduce an innovative, creative multimodal learning design, 

along with its preliminary evaluation and characteristics.   

Conclusion & Implications for practice  

Using an IG learning design provided an effective, personalised, multimodal method for 

students to reflect on and explore learning on a REP.   Further application and research are 

warranted within role-emerging and other occupational therapy placements.   

  



iv 
 

Table of Contents 

 

Abstract ...................................................................................................................................... ii 

Table of Contents ...................................................................................................................... iv 

List of Tables........................................................................................................................... x 

List of Figures ........................................................................................................................ xi 

Acknowledgements .................................................................................................................. xii 

Authors Declaration .................................................................................................................xiii 

Publications derived from work on the Doctoral Programme................................................. xiv 

Chapter 1 – Introduction ............................................................................................................ 1 

1.1 Introduction & Outline of the Chapter .............................................................................. 1 

1.2 Context of the Study and Background of the Researcher ............................................... 1 

1.2.1 My motivation ............................................................................................................ 1 

1.3 Rationale for the Study .................................................................................................... 2 

1.4 Description of the Study Development ............................................................................ 5 

1.4.1 Review of OT Educational Research and Role-Emerging Placement Research .... 5 

1.4.2 Early Pilot Studies ..................................................................................................... 6 

1.4.3 New Learning Designs: Applying Visual Methods, Semiotics and Inquiry Graphics 7 

1.4.4 Developing Inquiry Graphics Learning Design for Occupational Therapy ............... 8 

1.4.5 Research Aim, Design and Methodology .................................................................. 8 

1.4.6 Being an Insider Researcher..................................................................................... 9 

1.5 Structure of the Thesis ............................................................................................... 10 

1.6 Chapter Summary ...................................................................................................... 10 

Chapter 2 – Literature Review ................................................................................................. 11 

How Occupational Therapy links to Inquiry Graphics ............................................................. 11 

2.1 Introduction ..................................................................................................................... 11 

2.2 Occupational Therapy Philosophy, Theory and Practice .............................................. 12 

2.2.1 Occupation – doing, being, becoming & belonging ................................................ 13 

2.2.2 Links between education philosophy, occupational therapy and inquiry graphics . 15 



v 
 

2.2.3 Creativity, Occupational Therapy and Inquiry Graphics ......................................... 17 

2.3 Key concepts in the development of occupational therapists ....................................... 19 

2.3.1 The Gap: OT Pedagogies for Reflection, Critical Thinking and Professional 

Reasoning ......................................................................................................................... 20 

2.3.2 Relational and affective learning ............................................................................. 22 

2.3.3 Professional Identity ................................................................................................ 26 

2.4   Practice Placements .................................................................................................... 29 

2.4.1 Placement supervision models, occupational therapy educators and collaborative 

peer learning ..................................................................................................................... 29 

2.5 Role-emerging placements ........................................................................................ 31 

2.5.1 Role-Emerging Placements and Threshold Concepts .......................... 33 

2.6 Chapter summary ........................................................................................................... 34 

Chapter 3 – Literature Review Part 2 – Developing a Conceptual Framework ...................... 35 

3.1 Introduction ..................................................................................................................... 35 

3.2 Educational Research in Occupational Therapy ........................................................... 36 

3.2.1 Threshold Concepts ................................................................................................ 37 

3.2.2 Experiential and Inquiry-based learning ................................................................. 40 

3.2.3 Inquiry-based learning and Inquiry Graphics .......................................................... 41 

3.3 Multimodality & Socio-materiality ................................................................................... 42 

3.3.1 Inquiry Graphics ...................................................................................................... 44 

3.4 Towards a New OT Pedagogy and Conceptual Framework ......................................... 46 

3.5 Research Questions....................................................................................................... 46 

3.5 Chapter summary ........................................................................................................... 47 

Chapter 4 – Research Methodology ........................................................................................ 48 

4.1 Introduction ..................................................................................................................... 48 

4.2 Philosophical considerations ......................................................................................... 48 

4.3 Ontology and Epistemology ........................................................................................... 49 

4.4 Theoretical Perspectives ................................................................................................ 51 

4.4.1 Phenomenology....................................................................................................... 51 

4.4.2 Inquiry Graphics & Threshold Concepts ................................................................. 52 



vi 
 

4.5 Exploring Methodologies ................................................................................................ 53 

4.5.1 Case Study Series with Hermeneutic Phenomenology ............................................. 54 

4.6 Methods .......................................................................................................................... 54 

4.7 Researcher's Role and Reflexivity ................................................................................. 57 

4.8 Development of Role-Emerging Placement IG learning portfolio ................................. 58 

4.8.1 Pilot study of Role-Emerging Placement IG learning portfolio ............................... 58 

4.9 Participants, Recruitment and Research Context ......................................................... 59 

4.10 Preparation for role-emerging placement – Introduction to Role-Emerging Placement 

IG Portfolio & data collection ................................................................................................ 60 

4.10.1 Use of the Role-Emerging Placement IG Learning Portfolio on Placement ........ 61 

4.11 Data Collection ............................................................................................................. 62 

4.11.1 Data Collection 1: Weekly graphics/images and reflective narratives in the Role-

Emerging Placement IG portfolio ..................................................................................... 62 

4.11.2 Data Collection 2 - Audio recordings of weekly supervision sessions between 

student .............................................................................................................................. 63 

4.11.3 Data Collection 3 – Semi-structured interviews with student participants ............ 63 

4.11.4 Data collection 4 - Individual conversations with occupational therapy educator 64 

4.12 Data Analysis ............................................................................................................... 64 

4.12.1 Data Analysis – Stage 1 ........................................................................................ 65 

4.12.2 Data Analysis 2 – Stage 2 ..................................................................................... 66 

4.12.13 Themes and Subthemes identified after data analysis 1 & 2.......................... 67 

4.13 Ethical considerations .................................................................................................. 67 

4.13.1 Ethics related to role-emerging placement organisations .................................... 68 

4.13.2 Ethics related to the collection of graphics or photos on role-emerging practice 

placements ....................................................................................................................... 68 

4.14 Confidentiality ............................................................................................................... 69 

4.15 Trustworthiness ............................................................................................................ 69 

4.16 Chapter Summary ........................................................................................................ 70 

Chapter 5:  Case Study Findings............................................................................................. 71 

5.1 Introduction to the chapter ............................................................................................. 72 



vii 
 

5.1.2 Research Questions ................................................................................................ 74 

5.2 Background context and key characteristics of case studies........................................ 74 

5.3 Overarching themes identified across the case studies ................................................ 75 

5.4 Case Study 1 – Bella...................................................................................................... 77 

Theme 1 – Developing weekly Inquiry Graphics (IG) increased focus on key disciplinary 

learning. ............................................................................................................................ 77 

Subtheme 1.1 – Personalised student learning was enhanced ..................... 78 

Theme 2 – Inquiry graphics enhanced student reflection & collaboration ...................... 78 

Subtheme 2.1 – Images /graphics mainly act as metaphors ......................... 79 

Theme 3 –Professional identity and occupational therapy practice challenges and 

opportunities ..................................................................................................................... 80 

Theme 4 – The method supported transformational learning ......................................... 81 

5.5 Case Study 2 – Jess ...................................................................................................... 83 

Theme 1 – Developing weekly Inquiry Graphics (IG) increased focus on key disciplinary 

learning. ............................................................................................................................ 83 

Subtheme 1.1 – Personalised student learning was enhanced ..................... 83 

Theme 2 – Inquiry graphics enhanced student reflection & collaboration ...................... 85 

Subtheme 2.1 – Images /graphics mainly act as metaphors ......................... 85 

Theme 3 –Professional identity and occupational therapy practice challenges and 

opportunities ..................................................................................................................... 85 

Theme 4 – The method supported transformational learning ......................................... 86 

5.6 Case Study 3 – Laura .................................................................................................... 88 

Theme 1 – Developing weekly Inquiry Graphics (IG) increased focus on key disciplinary 

learning. ............................................................................................................................ 88 

Subtheme 1.1 – Personalised student learning was enhanced ..................... 88 

Theme 2 – Inquiry graphics enhanced student reflection & collaboration ...................... 90 

Subtheme 2.1 – Images /graphics mainly act as metaphors ......................... 91 

Theme 3 –Professional identity and occupational therapy practice challenges and 

opportunities ..................................................................................................................... 92 

Theme 4 – The method supported transformational learning ......................................... 93 

5.7 Case Study 4 – Paula .................................................................................................... 94 



viii 
 

Theme 1 – Developing weekly Inquiry Graphics increased focus on key disciplinary 

learning ............................................................................................................................. 94 

Subtheme 1.1 – Personalised student learning was enhanced ..................... 94 

Theme 2 – Inquiry graphics enhanced student reflection & collaboration ...................... 95 

Subtheme 2.1 – Images /graphics mainly act as metaphors of learning ....... 96 

Theme 3 –Professional identity and occupational therapy practice challenges and 

opportunities ..................................................................................................................... 97 

Theme 4 – The method supported transformational learning ......................................... 98 

5.8 Case Study 5 – Helen .................................................................................................. 102 

Theme 1 – Developing weekly Inquiry Graphics (IG) increased focus on key disciplinary 

learning. .......................................................................................................................... 102 

Subtheme 1.1 – Personalised student learning was enhanced ................... 102 

Theme 2 – Inquiry graphics enhanced student reflection & collaboration .................... 103 

Subtheme 2.1 – Images /graphics mainly act as metaphors ....................... 104 

Theme 3 –Professional identity and occupational therapy practice challenges and 

opportunities ................................................................................................................... 105 

Theme 4 – The method supported transformational learning ....................................... 106 

5.9 Case Study 6 – Dawn .................................................................................................. 107 

Theme 1 – Developing weekly Inquiry Graphics (IG) increased focus on key disciplinary 

learning. .......................................................................................................................... 107 

Theme 2 – Inquiry graphics enhanced student reflection & collaboration .................... 108 

Subtheme 2.1 – Images /graphics mainly act as metaphors ....................... 109 

Theme 3 –Professional identity and occupational therapy practice challenges and 

opportunities ................................................................................................................... 110 

Theme 4 – The method supported transformational learning ....................................... 110 

5.10 Summary of case study findings ................................................................................ 111 

Chapter 6: Discussion ............................................................................................................ 112 

6.1 Introduction to the Chapter .......................................................................................... 112 

6.2 Section 1 – The Conceptual Framework and Inquiry Graphics Learning Design ....... 112 

6.3 Section 2 – The answers to the research questions ................................................... 115 

6.3.1 The Journey starts – Introducing the Inquiry Graphics Learning Design ............. 117 



ix 
 

6.3.2 Week 1 - Placement begins: Discussing and mapping students’ experiences .... 120 

6.3.3 Weeks 2-8 – Discussing multi-modal, troublesome knowledge and transformative 

learning experiences ...................................................................................................... 126 

6.3.3.1 Emotions and troublesome knowledge ........................................... 126 

6.3.3.2 Collaboration and Peer learning support ‘transformation’, creating a 

sense of belonging ..................................................................................... 130 

6.3.4 Role-Emerging Placement Evaluation – Reflecting on the placement................. 134 

6.4 Section 3 - A pedagogy and conceptual framework for REP learning ........................ 136 

6.5 Section 4 - Limitations .................................................................................................. 137 

6.6 Chapter Summary ........................................................................................................ 138 

Chapter 7 – Conclusion and Recommendations .................................................................. 139 

7.1 Summary of the study .................................................................................................. 139 

7.2 Contribution to Knowledge ........................................................................................... 140 

7.3 Future Research and Tentative Recommendations .................................................... 141 

Appendices ............................................................................................................................ 143 

Appendix 1: Extract from Pebble pad Research diary – 21st November 2021 ................. 143 

Appendix 2: Reflective Questions in the Inquiry Graphic .................................................. 144 

Appendix 3: Participation Information Sheet for Students................................................. 145 

Appendix 4: Consent form for Students ............................................................................. 149 

Appendix 5: Research Information Sheet for Role-Emerging Placement Organisations . 151 

Appendix 6: Consent form for Placement Organisations .................................................. 155 

Appendix 7: Interview Guide .............................................................................................. 157 

References ............................................................................................................................. 162 

 

 

  



x 
 

List of Tables 

Table 1- An interweaving of Practice Placement Learning Outcomes and Threshold 

Concepts in Occupational Therapy ......................................................................... 56 

Table 2 Participants Key Characteristics ................................................................. 60 

Table 3 - Research Question 1 - Themes and Subthemes ...................................... 67 

Table 4 - Research Question 2 - Themes ................................................................ 67 

Table 5 Practice Placement 3 Learning Outcomes .................................................. 72 

Table 6 Research Question 1, Themes and subthemes .......................................... 76 

Table 7 Research Question 2 – Themes ................................................................. 76 

Table 8 - Research Question 1 - Themes and Subthemes ..................................... 115 

Table 9 - Research Question 2 - Themes ............................................................... 115 

 

  



xi 
 

 

List of Figures 

Figure 1 - The theories that informed the research and created the Conceptual Framework 13 

Figure 1 The theories that informed the research and created the Conceptual Framework ................11 
Figure 2 Dyads Between Doing, Being, Becoming and Belonging, source: Hitch, Pepin & Stagnitti 

(2014b)................................................................................................................................................ 14 
Figure 3 The Theatre of Knowing (source Taylor & Marienau, 2016, p. 82) ........................................ 25 
Figure 4 Metaphor for supervision (source: Dancza, Volkert & Moran, 2018, p 233 ........................... 31 
Figure 5 Towards a Conceptual Framework and Learning Design ..................................................... 35 
Figure 6 Research Design using adapted version of Crotty's Framework (1998) ............................... 49 
Figure 7 Role-Emerging Placement Inquiry Graphics Learning Design Process (adapted from 

Lackovic, 2020, pp 257) ...................................................................................................................... 61 
Figure 8 Data collection items ............................................................................................................. 62 
Figure 9 Adapted Analysis of Stage 2 ................................................................................................. 66 
Figure 10 - AI-generated image to replicate a similar image Bella chose from the internet for IG in 

week 2................................................................................................................................................. 78 
Figure 11 - AI-generated image to replicate a similar image Bella had included for week 3 ............... 79 
Figure 12 - AI-generated image to replicate the graphic for Bella week 1 ........................................... 80 
Figure 13 – Graphic created by Bella for week 8 ................................................................................ 82 
Figure 14 - AI-generated image to replicate a similar image Jess had included for week 1 ................ 84 
Figure 15  - AI-generated image to replicate a similar image Jess had included for week 7 ............... 84 
Figure 16 - Laura's graphic for week 3 – a photograph of leaves with words ...................................... 89 
Figure 17 - Laura’s graphic for week 3- a photograph of a cloud and thunderbolts with reflective words

 ............................................................................................................................................................ 90 
Figure 18 – Laura's graphic for week 2 – a photograph of a handwritten timetable ............................ 92 
Figure 19  Represents part of Paula's week 1 graphic. ....................................................................... 95 
Figure 20 Paula's graphic for week 2 - a photograph of a sketch of a train track ................................ 96 
Figure 21 – Paula's graphic in week 3 – a photograph of a cloud and thunder bolts with words ........ 99 
Figure 22   – Helen's graphic for week 1, a photograph of a part of a care diary. ............................. 103 
Figure 23  – Helen's graphic for week 3, a photograph of a flood near the care farm ....................... 105 
Figure 24 – Dawn's graphic for week 5 – Photograph of an OT intervention. ................................... 108 
Figure 25 – Dawn’s graphic for week 1 – a photograph of a pair of green wellies ............................ 109 
Figure 26 – Dawn’s graphic for week 4 – a photograph of two geese looking at each other.............. 111 
Figure 27 Three knowledge contributions ..........................................................................................117 
Figure 28 Case Study 2 - Jess - Graphic for Week 1 ........................................................................ 124 
Figure 29 Case Study 2 - Bella - Graphic for Week 1 ....................................................................... 124 
Figure 30 - Case Study 3 & 4 - Laura & Paula - Graphic for Week 3 ................................................ 127 
Figure 31 - Case Study 6 - Dawn - Graphic for Week 3 .................................................................... 128 
Figure 32 - Case Study 1 - Bella - Graphic for Week 3 ..................................................................... 129 
Figure 33 - Case Study 2 - Jess - Graphic for Week 7 ...................................................................... 136 



xii 
 

 

Acknowledgements 

 

First, I would like to thank the participants for sharing their experiences with me; this 

research would not have been possible without you. I am very grateful.  Next, I would like to 

express my gratitude to my supervisor, Dr Natasa Lackovic, for her expert guidance, 

mentorship, honesty and faith in my potential, especially when I doubted it myself!   

I am also very grateful to all my Occupational Therapy and Institute of Health colleagues at 

the University of Cumbria for being so supportive, helpful and encouraging along this PhD 

journey.  To my coffee partners, Saturday PhD Writing Day companions, and fellow PhD 

peers - thank you for the PhD chats and solidarity!  Particular thanks to Dr Ann-Marie 

Houghton, as the convenor of the PhD Saturday Writing days and Dr Karen Morris, whose 

encouragement and support, particularly in the latter part of this thesis, have been very 

much appreciated.   

Finally, I extend my heartfelt thanks to my fabulous family and friends for their patience and 

encouragement over the years.  Special thanks to my parents, Joyce and Ernest, who 

instilled in me the values of hard work and perseverance.  Sadly, Mum is not here to see the 

end, but I know she would be super proud!  Finally, extra special thanks to my gorgeous, 

fabulous boys, without your support and sacrifice, this PhD would not be finished.  Paul, my 

husband, and my boys, Thomas and Jonny, thank you for your love and endless patience.   

Thank you all!      

 

 

  



xiii 
 

Authors Declaration 

 

I hereby declare that the thesis was entirely my own work and not part of joint research. 

It has also not been submitted in substantially the same form for publication, nor for a higher 

degree elsewhere. 

 

Parts of the work had been shared at Occupational Therapy conferences. Please refer to the 

next section for details of the conference sharing and publications. 

 

The word length of this thesis (excluding abstract and references) is 44,993, and within the 

permitted maximum word limit of 45,000 set by Lancaster University for a doctoral thesis for 

this programme. 

 

 

 

 

 

 

 

 

Signature ...Susie Wilson...................................... 

  



xiv 
 

Publications derived from work on the Doctoral Programme 

 

Wilson, S (2021) “Occupational therapy students learning related to threshold concepts on 

Technology Enabled Care Services (TECS) practice placements during the COVID-19 

pandemic in the UK” Poster. Royal College of Occupational Therapists 44th Annual 

Conference, 30th June & 1st July 2021. Virtual Online Event 

Wilson, S (2021) “Threshold graphics in occupational therapy: student learning in-between 

threshold concepts and inquiry graphics” Presentation TC2020: 8th Biennial Threshold 

Concepts Conference, 2021, July 7-9, 2021. London & the World. Virtual Event 

Wilson, S (2022) "A realist evaluation of role-emerging occupational therapy practice 

placements", Poster. 18th International Congress of the World Federation of Occupational 

Therapists, 27-30 March 2022. Paris, France 

Wilson, S (2024) “Students’ perceptions of learning about occupational therapy threshold 

concepts through images on role-emerging practice placements: a qualitative study”, 

Presentation, Royal College of Occupational Therapists 47th Annual Conference, 12th & 13th 

June 2024, Virtual Online Event.  

 



1 
 

Chapter 1 – Introduction 

1.1 Introduction & Outline of the Chapter 

This thesis presents research on the development of an Inquiry Graphics (IG) learning 

design to support the reflections of six occupational therapy (OT) students on learning 

related to threshold concepts (TC) during role-emerging practice placements.  The research 

includes the IG learning design, along with the students' reflections on their placement 

learning experiences related to threshold concepts.  This research is presented through six 

case studies.  This unique research presents a multimodal exploration of OT students' 

experiences in reflecting on applying learning related to threshold concepts in role-emerging 

placements (REP), drawing on OT theory, inquiry graphics, semiotics, threshold concepts, 

and an interdisciplinary method of inquiry through graphics. 

In this opening chapter, I outline the background and rationale for this qualitative study, the 

context within which it is situated, key terms used, and the structure of the thesis. My 

intention is for the reader to clearly understand my motivations as the researcher, the study 

background, and the research aims by the end of the chapter.   

1.2 Context of the Study and Background of the Researcher 

1.2.1 My motivation 

I am an experienced occupational therapist (OT) and academic with a broad range of clinical 

and academic interests.  As an occupational therapist in practice, I specialised in working 

with people with brain injury and stroke.  This is where my interest in working with people in 

their own contexts, alongside support groups and charities, began to develop.  I could see 

the value of OT input in settings where no occupational therapist was employed.  The 

professional disciplinary knowledge, skills, and behaviours of OTs enabled us to contribute to 

supporting health and wellbeing, as well as addressing occupational needs.  As an 

occupational therapist working with people with brain injuries, when I visited a day centre or 

care farm where there was no occupational therapist employed, I recognised the role for OTs 

in these settings.   

In 2006, I moved to academia to become a lecturer. I began supporting OT students who 

were going on placements to these settings, referred to as role-emerging placements, where 

there is no occupational therapist in post (College of Occupational Therapists, 2006; Thew, 

2011).  I became one of the lecturers who provided weekly supervision to students, 

supporting OT students in maintaining their ‘occupation’ focus to address the health and 

wellbeing needs of those in their service.  What I noticed over time was the range of 

learning, challenge, benefit and emotions that these role-emerging settings provided for OT 
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students, with some singing the praises of an excellent role-emerging placement (REP) 

learning experience and others experiencing emotions and struggles with reflecting and 

applying theory to practice, their professional identity and understanding the value of the 

REP to their learning (Clarke, De-Visser, Martin & Sadlo, 2014; Hunter & Volkert, 2017; Lau 

& Ravenek, 2019; Overton, Clark & Thomas, 2009).  Students received preparation for these 

placements in taught university sessions and had weekly supervision from a member of the 

OT academic team.  All this support followed research and guidance from the College of 

Occupational Therapists (now Royal College of Occupational Therapists) (College of 

Occupational Therapists, 2006; Thew, 2011) 

In noting the range of student responses in my university setting, I reviewed the literature 

and research associated with occupational therapy (OT) students' reflecting on learning 

experiences on REP.  I could see that this was an evolving practice placement area, with 

research mainly conducted in Canada, UK, United States, Australia and Ireland (Boehm et 

al, 2015; Cooper & Raine, 2009; Clarke, De-Visser, Martin & Sadlo, 2014; Dancza, 2015; 

Dancza et al, 2013; 2016; 2019;  Taylor, 2019; Fieldhouse & Feddon, 2009; Hunter & 

Volkert, 2017; Lau & Ravenek, 2019; Mattila, DeIuliis & Cook, 2018; Overton, Clark & 

Thomas, 2009; Thew, Hargreaves & Cronin-Davis, 2009; Thew, 2011; Thew, Thomas & 

Briggs, 2018; Thew, Cezar de Cruz & Thomas, 2023).  Whilst this research includes 

students' learning experiences and outcomes, it is limited in its approaches to supporting 

reflection on learning about key disciplinary concepts.  Therefore, when I started my PhD in 

Educational Research at Lancaster University, I focussed my PhD studies on OT students' 

learning during role-emerging practice placements and how to support it in this digital era, 

recognising that digital technologies are embedded in all parts of our lives.   

1.3 Rationale for the Study 

Practice placements are a key component of learning for all health students, including those 

in the fourteen allied health professions to which OT belongs (RCOT, 2019; St John-

Matthews & Hobbs, 2020; WFOT, 2016).  Innovation in health professions practice 

placement education is being encouraged, with increasing emphasis on promoting active 

learning where students create meaning and understanding of their experiences.  Adopting a 

constructivist approach where students engage in active reflection and learning is seen as 

necessary for today's health learners (Nyoni, Hugo-Van Dyk & Botma, 2021) 
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Occupational Therapy can be defined as;  

‘Occupational therapy promotes health, well-being, and quality of life by 

supporting access to, initiation of, and sustained participation in the things 

that clients want and need to do in their daily life, with the people and in the 

places that they want to participate in these occupations.’ (Egan & Restall, 

2022, p190)  

A professional frustration throughout my career, as both a clinician and academic, has been 

people's lack of understanding of how OT’s unique perspective can support recovery or 

maintain health and well-being (Turner & Alsop, 2015).  To counter this challenge, OT 

academics and practitioners recognise the importance of promoting our profession through 

developing a secure professional identity (Binyamin, 2018; 2021; Cade, 2023; Clarke, 

Martin, Sadlo & De-Visser, 2014; French & Clarke, 2024; Walder, Bissett, Molineux & 

Whiteford, 2022; Turner & Alsop, 2015). Knowledge of key professional concepts is central 

to this ability to promote and advocate for OT.  Educational research increasingly discusses 

these concepts as important graduate attributes that encourage and sustain the profession 

and an individual’s resilience and well-being as an Occupational Therapist (OT) practitioner 

(Brown et al., 2020; 2022; Cade, 2023; Mak et al., 2023).   

Within the literature, occupational therapy’s struggles with its professional identity with other 

health care practitioners and the broader population are well documented (Ashby, Adler & 

Herbert, 2016; Clarke, Martin, De Visser, & Sadlo, 2015; Turner & Knight, 2015; Walder et al, 

2022).  Supporting OT students to be confident in their identity, able to articulate and define 

OT, and demonstrate the discipline-specific knowledge, skills, and behaviours that show its 

value and contribution in role-emerging and all settings are essential for the progression of 

the OT profession (Ashby, Adler & Herbert, 2016; Turner & Knight, 2015).  Role-emerging 

placements (REP) have continued to be part of the OT pre-registration programmes' 

curriculum nationally and globally (RCOT, 2019; WFOT, 2016).  REP are developing and 

expanding as the value of occupational therapists' and their unique contributions to health 

and wellbeing grow and spread (Cooper & Raine, 2009; Hunter & Volkert, 2017).   

OT's strength is our person-centred wholistic viewpoint, seeing a person as an ‘occupational 

being’ where the everyday occupations, i.e. activities someone engages in across their 24-

hour day in their environment, contribute positively or negatively to their identity, health and 

wellbeing (Christiansen & Haertl, 2024; Duncan, 2021; Pentland, 2018).  Occupational 

Therapists are dual-trained health professionals with key disciplinary knowledge and skills 

linked to using occupation (Christiansen & Haertl, 2024; Duncan, 2021; RCOT, 2019).  This 

unique set of knowledge, skills and behaviours means OTs are well placed to support current 

population health needs (Pentland, 2018; RCOT, 2021;). 
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The UK is experiencing a shift in healthcare and population health needs.  The recent Darzi 

Report (2024) into the NHS and broader health needs of people in the UK identified that not 

only are there issues in the way the NHS is delivered, but life expectancy and the ‘health of 

the nation’ are going in the ‘wrong direction’ (Darzi, 2024, p. 2).  This report builds upon 

previous reports and work by individuals such as Michael Marmot, who have found that life 

expectancy for specific groups is declining rather than increasing (Marmot et al., 2010, 

2020).  In response to these changing health, social and population needs and the 

recognition of occupational therapy, as a profession with knowledge and skills to work across 

physical and mental health, in traditional NHS and non-traditional community settings, there 

is a move within the OT workforce to working in these contemporary settings supporting 

health and wellbeing through the use of occupation (McKinstrey & Fortune, 2014; RCOT, 

2024).  

The Royal College of Occupational Therapists (RCOT) new Workforce Strategy 2024-2035 

promotes the value and contribution OTs can make to resolve some of the current and 

expected health and care challenges (RCOT, 2024).  The strategy aims to gradually position 

the OT workforce closer to populations by being primarily based in communities and 

services such as GP practices and schools, with an increasing focus on prevention and early 

interventions (RCOT, 2024).  To create contemporary OT practitioners able to work in new 

and role-emerging settings, addressing health and wellbeing needs closer to home, there is 

increased emphasis on developing OT curricula content and providing role emerging or 

diverse role OT student placement experience as part of the 1000 hours of practice 

placement  (Pollard, 2014; RCOT, 2019; Thew, Thomas & Briggs, 2018).  These 

contemporary drivers emphasise the role and value of OT in community and emerging 

practice areas. This means that higher education institutes (HEIs), as providers of OT pre-

registration education, require learning pedagogy and curriculum design that can support OT 

students in role-emerging practice contexts (Ashby, Adler & Herbert, 2016; Moores et al, 

2022) 

Supporting students in engaging and learning in these contemporary placement settings is, 

therefore, essential.  Research related to methods, pedagogies or learning designs applied 

to mediate students' reflections on their learning during these REP is limited in OT and 

central to this research (Clarke et al, 2014; Dancza, Copley & Moran, 2019).  Incorporating 

digital methods, including images, is a contemporary approach to engaging and exploring 

learning, yet it remains limited in higher education (Lackovic, Olteanu & Campbell, 2024).  

Students’ placement experiences are particularly embodied, where new skills, knowledge 

and behaviours are developed not just through cognitive processes but  through the 

students own sensory and physical responses.  This can be emotionally challenging; 
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therefore, this thesis adopts a learning design that incorporates images and offers 

opportunities for multimodal, student-focussed expression, acknowledging that students' 

learning is not a unidimensional cognitive experience (Clarke et al., 2014; Lackovic, Olteanu, 

& Campbell, 2024).  This approach recognises that meaning making is not solely about 

cognitive change but also includes multimodal sensory and physical experiences 

Images have been successfully used in research to access subconsciously held beliefs and 

feelings, as well as prior knowledge, and have evidenced value in providing new ways of 

understanding and expressing learning experiences (Lackovic, 2020; Reed, 2022; Taylor & 

Marienau, 2016). The pedagogical value of thinking and reflecting with images and artefacts 

is receiving increasing attention within the literature (Corrie, Lawson & Rowland, 2020; 

Lackovic, 2020; Reed, 2022).  Inquiry graphics is a visual creative method, used in this 

research, that has been shown to support reflective practice and knowledge development in 

multiple ways, such as ‘challenging stereotypes’, ‘initiating new ways of seeing things’, 

‘exercising student's creativity’, ‘showing multiple concept perspectives via representations’, 

‘acting as discussion and presentation scaffolding’, ‘supporting personalised learning’, 

‘acting as a memory prompt’, ‘developing concept understanding’, ‘supporting students with 

dyslexia’ and being ‘engaging and thought-provoking’ (Lackovic, 2020, p269; Mac Giolla Ri, 

2020; 2022)   In an inquiry graphics pedagogy, images are acting as a reference point for 

students to develop, critically explore, reflect upon and apply  their learning (Lackovic, 2020) 

This study aims to contribute to OT pedagogies and learning design for REP by applying and 

evaluating a multimodal method using images and narratives to facilitate OT students' 

reflection on learning related to threshold concepts.   

1.4 Description of the Study Development 

With these personal and evolving educational and professional drivers, I began to ask myself 

how we might connect key professional concepts for students on REP to promote learning 

and professional identity development in a contemporary educational way.  The development 

of the final study went through several stages; I will now discuss these.  

1.4.1 Review of OT Educational Research and Role-Emerging Placement Research  

My early explorations of the evidence about students' experiences and learning on role-

emerging placements found research about their experience and the value they place on 

these non-traditional placements; however, there was less discussion about specific 

pedagogy or learning designs (Boehm et al, 2015; Cooper & Raine, 2009; Clarke, De-Visser, 

Martin & Sadlo, 2014; Dancza, 2015; Dancza et al, 2013; 2016; 2019;  Taylor, 2019; 

Fieldhouse & Feddon, 2009; Hunter & Volkert, 2017; Lau & Ravenek, 2019; Mattila, DeIuliis 

& Cook, 2018; Overton, Clark & Thomas, 2009; Thew, Hargreaves & Cronin-Davis, 2009; 
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Thew, 2011; Thew, Thomas & Briggs, 2018; Thew, Cezar de Cruz & Thomas, 2023).  This 

can also be seen in OT educational research, with studies exploring the efficiency, 

effectiveness, or experience of teaching and learning.  Whilst this is important, Hooper et al. 

(2018) suggest that research, including our philosophy and history, which builds theory and 

conceptual frameworks, is crucial in enhancing and enriching OT education (Hooper et al, 

2018).  There are limited learning designs or approaches to support the development of 

disciplinary knowledge in OT students during role-emerging practice placements (Clarke et 

al, 2014; Dancza, 2016).   

Learning theories or frameworks that have been applied to REP research include Situated 

Learning theory, Transformative Learning theory and Threshold Concepts theory (Dancza et 

al, 2013; Dancza, Copley, Rodger & Moran, 2016; Dancza, Copley & Moran, 2019; Kaelin & 

Dancza, 2019 and Matilla & Dolhi, 2016).  Reviewing this research re-introduced me to 

Threshold Concepts (TC) and how utilising this framework can support students to focus on 

their key disciplinary learning (Meyer & Land, 2006) 

1.4.2 Early Pilot Studies 

With this additional learning, in September 2020, I designed a small-scale pilot study titled, 

‘OT students learning related to threshold concepts on Technology Enabled Care (TEC) 

practice placements during the COVID-19 pandemic in the UK’ as part of my Researching in 

Learning, Teaching & Assessment module.  This study was conducted during the COVID-19 

pandemic, when online and virtual clinics were rapidly implemented. As a result, some 

student placements were moved online to meet the practice needs and ensure that students 

completed their programme on time, allowing them to transition into practice.  Findings from 

this small study, with six BSc (Hons) OT students, suggested that the threshold concepts 

theory was a valuable framework for focussing students' learning on key disciplinary 

concepts, contributing to knowledge about using threshold concepts in OT.  This study was 

presented as a poster at the RCOT conference in June 2021 (Wilson, 2021).   

A second pilot study was conducted for the ‘Evaluating Cultures in Higher Education’ 

module.  Here, I adopted a realist evaluation framework to evaluate the learning experience 

of six OT undergraduate students participating in non-traditional REP.  Pawson and Tilley 

(1997) developed the realist evaluation framework to better understand ‘what works for 

whom, in what circumstances, in what respects and how’ (Pawson and Tilley, 1997; 2013).  

Findings from this pilot study suggested that students found the opportunity to learn about 

service users' lived experiences of long-term conditions to be valuable, as was collaborative 

team learning.  It was also identified that an important mechanism to support student 

learning was the onsite staff, and that the right learning conditions within the settings needed 
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to be created (Wilson, 2022).  This study was presented as a poster at the 18th World 

Federation of Occupational Therapists conference in Paris in August 2022.     

Both pilot studies helped develop my thinking and ideas for my thesis, using a threshold 

concepts framework identified as a valuable way of signposting students to key disciplinary 

learning; however, the lens and research design for incorporating threshold concepts 

required further exploration.  My desire to include a digital platform and images continued, 

leading to an exploration of semiotics and inquiry graphics images (Lackovic, 2020).  As an 

OT with experience in using multimodal creative methods to assess and treat patients in 

practice and an increasing interest in creating the right conditions for learning for OT 

students on REP, I became interested in semiotics and inquiry graphics.  Research has 

demonstrated strengths in supporting students’ reflections, critical thinking, and a more 

nuanced understanding of concepts they are expected to learn, including the role of 

emotions and environment via inquiry graphics (Lackovic, 2020). This contemporary practice 

aligns with new learning designs in higher education when compared to more traditional, 

verbal-centric methods.   

1.4.3 New Learning Designs: Applying Visual Methods, Semiotics and Inquiry Graphics 

Visual media and images are an increasingly significant part of our daily lives and 

communication methods in the advancing digital era (Lackovic, 2018).  I was interested to 

learn how they can represent learning and the connections a learner makes with key 

concepts and transitions (Lackovic & Olteanu, 2021; Mannay, 2016; Rose, 2012).   

Multiple terms are associated with using visuals and images in research and education, but 

what is at the core of any such process is image interpretation and/or creation by students, 

teachers or both. This interpretation and meaning making is primarily tackled through the 

field of semiotics. Semiotics is a broad discipline that encompasses the science and 

philosophy of signs, defined as the study of signs (Lackovic & Olteanu, 2021).  Every 

communication we interact with in education are signs of different character and complexity 

– written articles, videos, photographs, gestures, body language, Within semiotics, the 

growing field of ‘Edu semiotics’ is referred to as the ‘semiotic theory of learning’, it is based 

on the idea that meaning is constructed between the signs and the learning concepts they 

present (Hallewell & Lackovic, 2010; Lackovic, 2020, p ix).   

Inquiry Graphics (IG) pedagogy is a relatively new branch of applied semiotics or Edu 

semiotics, developed by Natasa Lackovic. Inquiry Graphics ‘are graphics integrated within 

concepts or thematic units in educational domains’ (Lackovic, 2020, pix). Inquiry graphics 

could, therefore, be used to represent learning related to threshold concepts or any concept 

or theory in any discipline, as their primary role is to connect learning concepts with images 
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for deep reflection or inquiry (Mac Giolla Ri, 2020). As creativity and multimodality are 

integral to OT practice, incorporating a creative, multimodal approach within this PhD was 

exciting. It felt aligned with both my roles as an occupational therapist and an academic. 

Furthermore, the characteristics and impact of this method appear to align well with the 

needs of OT student reflection. 

1.4.4 Developing Inquiry Graphics Learning Design for Occupational Therapy 

My earlier pilot studies, discussed previously in this chapter, explored the experiences of OT 

students using threshold concepts as a framework and found that it helped focus students' 

reflections on key aspects of professional learning. They identified that the learning 

conditions for REP fluctuated according to the context and people involved.  These findings 

were consistent with other research in this area (Clarke et al, 2014; Hunter & Volkert, 2017; 

Overton, Clark, & Thomas, 2009).  Supporting OT students to reflect on key disciplinary 

learning with OT threshold concepts by using an Inquiry Graphics learning design as a 

creative, multimodal means of supporting this disciplinary learning seems appropriate 

(Lackovic, 2020; Meyers & Land, 2006).  Through discussion with my supervisor, Natasa 

Lackovic, I adapted Natasa’s previously described applications of learning designs using 

Inquiry Graphics to meet the reflection and learning needs of OT students on role-emerging 

placements.  The first Inquiry Graphics Learning Design for OT students on REP was 

piloted, with some changes made.  Once the pilot and adjustments to the learning design 

had taken place, this research study commenced, with six OT students recruited as case 

studies.   

1.4.5 Research Aim, Design and Methodology 

The modules and preliminary studies I carried out as part of the taught part of my PhD 

introduced me to different research approaches and methodologies.  As an occupational 

therapist, my approaches in practice were influenced by a phenomenological approach, as I 

sought to explore and interpret people's lived experiences (Finlay, 2011).  As this research 

aimed to establish lived experiences, I chose to adopt this theoretical approach within the 

research design.  Identifying the branch of phenomenology took some time; I considered 

interpretative phenomenological analysis (IPA), descriptive and interpretative 

phenomenology and hermeneutic phenomenology. I decided that hermeneutic 

phenomenology was the most suitable for this research given my "insider" position and 

knowledge about role emerging placements (Finlay, 2011; Dibley et al., 2020).  Because this 

is a new creative method of collecting and evaluating OT student learning on REP and 

students were on placement in a range of contexts, I wanted to achieve an in-depth 
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understanding of their individual experiences; therefore, I chose a case study approach 

(Hamilton & Coebett -Whittier, 2013; Yazan, 2015; Yin, 2014).   

Main Research Questions 

Research Question 1 - What are occupational therapy students’ experiences of using an 

Inquiry Graphics learning design to support their learning and knowledge development of 

threshold concepts on a role-emerging practice placement?   

Sub Questions 

1. What are the students’ stories around the use of IG images as data collection tools to 

inform their learning and knowledge development around occupational therapy 

threshold concepts?  

2. How do artefacts/graphics support students’ reflections and discussions about 

threshold concepts during role-emerging practice placement learning? 

Research Question 2 - What are occupational therapy students' learning experiences 

related to threshold concepts on role-emerging placements?  

Sub Questions 

1. What are their narratives around these learning experiences?   

2. What experiences, interactions and concepts do they find troublesome? 

3. What do they find transformative?  

1.4.6 Being an Insider Researcher 

I recognised my "insider" status as lecturer on the MSc and BSc (Hons) Occupational 

Therapy programmes, where students were recruited, and used a gatekeeper, supervision 

and a reflective and reflexive approach to manage my position (Etherington, 2004; Olukotun, 

2021).  The added value of having established connections with the students and an 

understanding of their role-emerging settings meant that the students involved in the pilot 

study felt keen to contribute to the developing inquiry graphics Padlet, feeding in essential 

details and suggesting changes to reflective questions and layout.  

The power of my position was regularly reviewed throughout the design, collection, analysis, 

and writing of this PhD, and the words of Victoria Braun and Victoria Clarke acknowledged 

the power and responsibility of my role.   

‘You are the director of your analytic journey, the author of your analytic story’ Braun and 

Clarke, 2022, p10 & 11).  Acknowledging my position and ability to shape and influence data 
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analysis and interpretation challenges the notion of my neutrality as a researcher and 

emphasises the importance of reflexivity throughout the research process.  I did this by 

engaging in reflexive practices, such as maintaining a pebble pad journal (see example in 

Appendix 1), regular supervision and seeking alternative interpretations of my analysis.  I 

have aimed for my analysis to be transparent so that the participant voices are clear whilst 

also acknowledging my influence in constructing meaning.   

1.5 Structure of the Thesis 

Following this introductory chapter, Chapters 2 and 3 will examine the literature and provide 

a thematic narrative overview of current research and evidence related to the key terms and 

research topic, aiming to critically evaluate and situate this PhD study within the existing 

evidence.  This is followed by the research methods chapter, Chapter 4, which explores and 

justifies my research design, methodology and methods used to carry out the research.  This 

chapter includes discussion about data collection and analysis, ethics, trustworthiness and 

my position in the study as an ‘insider researcher’.  Data analysis was an iterative process 

where data from each case study was initially analysed. Then, in part two, data analysis was 

conducted across the six case studies, yielding overarching themes and subthemes.  The 

findings in Chapter 5 are presented for each Case Study, using the overarching themes and 

subthemes to show and explain the results.    

Next, in the discussion chapter of Chapter 6, the findings are critically explored in relation to 

the literature, as well as the study's limitations and implications for Occupational Therapy 

education and research.  Finally, the concluding chapter in Chapter 7 provides a summary of 

the study, contribution to knowledge, and tentative recommendations for occupational 

therapy education and future research.   

1.6 Chapter Summary 

This introduction has presented the context of this study and the researcher's background.  

Details of earlier pilot studies and the development of the research aims and design have 

been explored.  Finally, a summary of the thesis outline has been provided.  The narrative 

review of the literature will be presented in Chapters 2 and 3.   
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Chapter 2 – Literature Review 

How Occupational Therapy links to Inquiry Graphics  

2.1 Introduction 

Chapter 2 is the first of two literature review chapters that critically explore and define the 

key terms and concepts of this research.  The first chapter will discuss key terms related to 

occupational therapy philosophy, theory, and practice, as well as inquiry graphics, threshold 

concepts, and how they are linked through relevant philosophy and background.  OT 

practice placements, role-emerging placements, and threshold concepts will also be 

explored to provide context for this study.  In addition to providing a literature review for 

context, the first of the two chapters draws on key evidence threads to establish a pedagogy, 

conceptual framework and learning design for occupational therapy students on REP.   

This chapter is followed by Chapter 3, which will discuss the development of the conceptual 

framework (Figure 1). It includes a review of the research in occupational therapy education, 

and how an Inquiry Graphics framework embeds adult learning theories, inquiry-based 

learning, multimodality and semiotics (Lackovic, 2020; Laurillard, 2012; Meyer & Land, 2003; 

Mezirow, 2012). 

 

 

Figure 1 The theories that informed the research and created the Conceptual Framework 

Occupational 
Therapy 

Philosophy, 
Theory & Practice

Threshold 
Concepts

Inquiry 
Graphics
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2.2 Occupational Therapy Philosophy, Theory and Practice  

Occupational therapists (OTs) are dual trained allied health professionals who work across 

multiple physical and mental health settings (Scott, 2020).  OTs use everyday activities or 

occupations as their therapeutic tool, recognising that every person has a unique 

perspective on personally meaningful activities and occupations (Pentland, 2015; Turner & 

Alsop, 2015).   

The term ‘occupation’ can often be confusing to those outside the profession, with many 

people associating it with employment rather than how we view it, as all activities or ‘things’ 

a person needs or wants to do across their 24-hour day, as an individual, family or 

community, to create meaning and purpose for them in their lives (Turner & Alsop, 2015; 

Wilcock & Hocking, 2015; World Federation of Occupational Therapists (WFOT), 2019).  A 

person’s engagement in their personally meaningful occupations supports roles and 

routines, as well as their health and well-being (RCOT, 2021; Wilcock & Hocking, 2015).  

The power of occupation in promoting, improving, and transforming the occupational lives, 

health, and well-being of individuals, families, and communities is well documented within 

occupational therapy research and literature (RCOT, 2019).   

For OT learners, understanding the theory and application of occupation in professional 

practice is key to developing a strong professional identity (Clarke, Martin & De-Visser, 2015; 

Walder et al., 2020).  Practice placements, including REP, offer students the opportunity to 

apply theory to practice, thereby contributing to their professional identity development 

(Dancza et al, 2016; Walder et al, 2022).  Active, engaged reflection in and on action during 

placement supports students in developing this knowledge and identity (Dancza & Rodger, 

2018).  This commonly occurs informally in conversation with their practice educator or more 

formally in weekly supervision through discussion or sharing of verbal and written reflections.  

The supervisory relationship, along with the ability to share reflective discussions where 

exploration and professional reasoning about placement and learning experiences can take 

place, is essential (Rankine & Thompson, 2015; Guy et al, 2020).  Unfortunately, this key OT 

student ‘occupation’ on placement may not take place consistently (Guy et al, 2020) 

Over the past few decades, theoretical developments in occupational science, which is the 

study of human occupation and how occupations contribute to health and wellbeing, have 

been significant in providing a foundation for practice in OT (Pollard, 2014; Taff et al, 2018)  

Occupational Science is a key theory for students to use and understand in REP, where the 

charities, settings and groups of people they may be working with may be experiencing 

injustice and deprivation, therefore disrupting or depriving them of engaging in meaningful, 

purposeful occupations (Durocher, Rappolt & Gibson, 2014; Pollard, 2014; Taff et al, 2018)  
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2.2.1 Occupation – doing, being, becoming & belonging 

Occupational therapy has a complex history influenced by people, environments and 

contexts.  In the early 1900s, the value of ‘curative occupations and recreations’ came to the 

fore in psychiatry (Christiansen & Haertl, 2024).  At this time, creative occupations, such as 

arts and crafts, were the central occupational therapy interventions (Hansen, Erlandsson, & 

Leufstadius, 2021). Adolf Meyer, a psychiatrist, emphasised the value of occupation and the 

productive use of time, working alongside early occupational therapy pioneers (Christiansen 

& Haertl, 2024; Duncan, 2021).  Initially, occupational therapy was influenced by a 

humanistic, phenomenological approach that focused on the value and use of occupation 

(Reid, Hocking, & Smythe, 2024).  Since then, the profession has been through different 

paradigms; of particular note was the move away from the focus on occupation to a more 

reductionist medical approach, influenced by a drive to establish the profession, develop an 

evidence base and gain credibility and better alignment with the positivist scientific approach 

of medicine (Hooper et al, 2018; Reid, Hocking & Smythe, 2024).  During this paradigm, 

occupational therapists tended to adopt an impairment focussed, reductionist approach to 

better fit the hegemony of the healthcare environment (Taff, 2021).  Whilst there has been a 

move away from the medical model approach philosophically, in some areas of practice it 

remains today, particularly in more acute hospital settings     

The most recent paradigm shift, beginning in the 1960s, saw OT return to its roots of 

‘occupation’ with a more contemporary, person-centred focus, recognising that people are 

‘occupational’ with a drive to engage and participate in occupations, which may be 

influenced by individual factors related to the person, their environment and the occupation 

(Murray et al, 2021).  In this contemporary paradigm, the transformational power of 

occupation has become central to occupational therapy philosophy and practice and further 

reinforced by the development of Occupational Science in the 1990s with its focus on the 

meaning and experience of occupations and the value they have for individuals, groups, and 

communities (Christiansen & Haertl, 2024: Duncan, 2021).   

This central concept of occupation is a crucial aspect of professional disciplinary learning for 

all students, with practice placements seen as the ideal interface between theory and 

practice (Roberts et al, 2015), which is the context explored in this research.  In recognition 

of the importance of ‘occupation’ for the occupational therapy profession, research has 

identified it as one of the twelve threshold concepts for occupational therapy (Fortune & 

Kennedy-Jones, 2014).   

One of the frameworks created to explain human occupation is Wilcock’s 1999 Occupational 

Perspective of Health (OPH), with ‘doing,’ ‘being,’ ‘becoming’, and ‘belonging’ representing 
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the core concepts of occupation.  This framework was further developed by Hitch et al in 

2014, with figure 2 below representing the evolving framework and proposed 

interconnections (Hitch, Pepin & Stagnitti, 2014b; Wilcock, 2006, see Figure 2).   

 

 

Figure 2 Dyads Between Doing, Being, Becoming and Belonging, source: Hitch, Pepin & Stagnitti 
(2014b) 

Defining these concepts of human occupation has evolved, so “doing” broadly refers to 

“doing something for oneself” (Hitch, Pepin & Stagnitti, 2014a, p. 236).  ‘Being’ has three 

different interpretations across the occupational therapy field, with the first interpretation 

referring to “being as essence”, which is about how people feel about doing their 

occupations.  The second interpretation is about who a person is and “who we understand 

ourselves to be”, and the third interpretation is about ‘being’ as ‘existing’, how we use our 

time and space and links to our lived experiences, roles and culture (Hitch, Pepin & Stagnitti, 

2014a, pp. 236 & 237).   

The third core concept of occupation is ‘Becoming’, which implies change and progression 

over time.  “Becoming is a process”, which describes a “perpetual process of change driven 

by goals that inspire, guide and assist occupational engagement” (Hitch, Pepin & Stagnitti, 

2014a, p238).  Time, transition and transformation are part of this third concept, for example, 

as a person moves to ‘becoming’ their new self after illness or disruptions to their health or 

wellbeing.  The fourth core concept of occupation is ‘Belonging’, which has been less 

researched but is seen as relating to interpersonal relationships and feelings of 

connectedness (Hitch, Pepin & Stagnitti, 2014a, p. 239).  These concepts have strong 

mental processes in three of the constructs, ‘being’, ‘becoming’ and ‘belonging’, with, for 

example, ‘being’ defined as ‘contemplation about the self’ connecting the individual with the 
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mental parts of an occupation (Taff, 2021; Wilcock & Hocking, 2015, p. 135).  Whilst ‘doing’ 

the occupation has both physical and mental components, when a person is ‘doing’ an 

occupation, this leads them to the mental processes of ‘being’, ‘becoming’ and ‘belonging’ 

(Taff, 2021, p. 27).  These are essential learning constructs for occupational therapy 

students to understand and explain how occupation supports health and wellbeing when 

working with their service users and clients on practice placements.   

Wilcock’s framework can also be translated to how students are using the ‘macro’ 

occupation of practice placements, with its micro-occupations embedded to transform and 

progress, their professional learning and identity through the process of ‘doing’, ‘being’, 

‘becoming’ and ‘belonging’ within occupational therapy (French & Clarke, 2024; Taff, 2021; 

Taylor, 2021). Understanding, discussing, and applying this theory to practice is crucial, 

whether the OT student is on a traditional, hospital, community, or role-emerging placement.   

2.2.2 Links between education philosophy, occupational therapy and inquiry graphics 

It can be suggested that Wilcocks’ framework is philosophically informed by Martin 

Heidegger’s (1889-1976) work, as his existentialist philosophy of ‘Dasein’ shares some 

alignment with occupational science, where humans understand themselves through doing 

and engagement (Lariviere & Quintin, 2023).  By the German word ‘Dasein’, Heidegger 

means ‘Being’, referring to the embodied human experience of existence, so the world and 

humans are together and cannot be separated.  So, as we progress through life, human 

‘Being’ means that we open up and experience the world, which gives meaning and purpose 

to our lives (Lariviere & Quintin, 2023; Wilding & Whiteford, 2005).  Heidegger's core ideas 

relating to ‘Being’ aligned with occupational scientists and, therefore, occupational therapists' 

understanding of human occupation (Lariviere & Quintin, 2023).  Occupational therapy has 

had a varied history and issues with its identity; therefore, aligning more with existential 

philosophy, such as Martin Heidegger's, may help maintain its identity and credibility 

(Lariviere & Quintin, 2023; Taff, 2018).  To achieve this, occupational therapy education 

needs to ensure that OT students are guided to identify and reflect on their occupational 

experiences as human beings in the world, which is what the pedagogy and learning design 

within this research aims to facilitate in role-emerging placements (REP).   

This ability to evaluate and reflect on their experiences in REP may better prepare OT 

students for working with service users and patients in the future (Taff, 2018).  Further 

questions can be raised about how we reflect and explore learning experiences, including 

role-emerging placement learning, to maximise students' disciplinary knowledge creation 

and competence.  From my perspective as an academic and occupational therapist, I think, 

too often, reflection and learning in Higher Education are associated with a cognitive process 
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rather than an embodied, relational process involving not only language but also feelings 

and contextual factors (Lackovic & Olteanu, 2024; Taylor & Marienau, 2016; Taylor, 2024).  

Wilcock's Occupational Perspective of Health (1999; 2006) confirms this thinking about 

occupation, and reflection is part of a student’s occupational routine on placement.  

Therefore, it can be suggested that reflection should be a more thoughtful, embodied 

process that connects language and words with sensory experiences, such as visual media 

and a range of embodied experiences, drawing on emotional, relational, and contextual 

aspects of the learning experience. Inquiry Graphics pedagogy and learning design can 

deliver the idea of reflection as a multimodal experience, which extends beyond a cognitive 

process (Lackovic, 2020; Lackovic & Olteanu, 2024).  

Inquiry Graphics, as evidenced in empirical research with students in Education, can capture 

multiple aspects of a student's learning experiences (Lackovic, 2020). Inquiry graphics 

engage students to reflect on their learning and practical experiences by choosing or 

creating images, as well as reflective narratives, about how those images relate to their 

experiences, practices, concepts, or theories they are learning about. These Inquiry 

Graphics (IG) then serve as vehicles for reflection, critical thinking and analysis. Students 

can write reflective narratives that accompany images in their own time and then participate 

in dialogues with peers and/or tutors about their image choices and reflections (which jointly 

review and develop inquiry graphics). As defined by the students in Lackovic’s (2020, p 269) 

study and based on an analysis of students’ inquiry graphics in relation to learning goals, the 

“pedagogical value of an Inquiry Graphics (IG) Practice” lies in the following characteristics 

of the IG: 

“IG Supports Criticality and Transformative Ways of Thinking, through: 

• Challenging stereotypes 

• Initiating a novel way of seeing things 

• Exercising students’ creativity 

• Showing multiple concept perspectives via representations 

• Considering taken-for-granted concept aspects 

IG Supports Learning and Knowledge Development through: 

• Acting as a discussion and presentation scaffolding 

• Learning from comparison 

• Supporting personalised learning 
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• Acting as a memory prompt 

• Developing concept understanding”                  (Lackovic, 2020, p. 269) 

Other characteristics of IG include supporting the creative exploration of threshold concepts, 

treating images as rich, semiotic inquiry tools, and the learning of concepts as complex 

engagements that develop between disciplinary writing and students’ interpretations of 

concepts (Lackovic, 2020; MacGiolla Ri, 2020; 2022). For example:    

“Inquiry graphics offers a pedagogical inquiry framework for the creative 

connection of abstract definitions of critical disciplinary concepts for 

transformative learning to help a student move from the periphery toward 

belonging to a disciplinary community—threshold concepts—to their 

concrete life-examples, as instantiated in images.”  (Lackovic, 2020, p367) 

John Dewey, an Educational Philosopher and Pragmatist (1859–1952), is a theorist whose 

ideas have been drawn upon in occupational therapy literature (Coppola, 2013).  His work 

also aligns well with the inquiry graphics’ main proposal to apply images as inquiry tools for 

learning.  While Martin Heidegger and John Dewey came from different philosophical 

backgrounds, they shared similar beliefs about learning, emphasising an active rather than 

passive process.  Heidegger theorised that “being” is tied to lived experiences; therefore, 

learning is an active lived experience.  Similarly, Dewey theorised that learning was an 

active, social, engaged process rather than the traditional information transference approach 

(Dewey, 1938/1963).   

Dewey put forward a view of education as an art and a science...’(Coppola, 2013, p. 200).  

Dewey’s pragmatic approach to education and Heidegger's views on how humans 

experience the world align well with the worldview of occupational therapy and inquiry 

graphics; they have, therefore, been influential in developing the conceptual framework and 

methodology for this PhD study.  Additionally, both IG and OT view their philosophy and 

practice as bridging the gap between art and science; therefore, OT and IG have a 

compatibility that supports their integration in a conceptual framework for this research.   

 2.2.3 Creativity, Occupational Therapy and Inquiry Graphics 

Similar to Deweyan philosophy, occupational therapy has long been defined as both an art 

and science because of its past and active person-centred practice, its use of both personal 

activities of daily living, such as washing and cooking, but also its use of creativity and arts 

occupations to elicit a person-centred approach to best meet an individual’s needs (Coppola 

et al, 2017; Zemke, 2004) Therefore, occupations can range from everyday living activities 

such as washing, cooking, or working to more creative occupations such as craft or arts-
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based occupations depending on the person, context, and aims of the intervention (Duncan, 

2021; Tubbs & Drake, 2024).   

Creativity is a vital aspect of OT practice, whether through creative occupations or the 

creative problem-solving involved in addressing the occupational needs of individuals, 

groups, or communities (Coppola et al, 2017).  Creativity is defined by Schmid (2005, p. 6), 

as  

'as an innate capacity to think and act in original ways, to be inventive, to 

be imaginative and to find new and original solutions to needs, problems, 

and forms of expression.'   

Due to the complexity and scope of OT practice, person-focused, creative care can involve 

working across multiple modalities, such as using touch or visual prompts, such as images 

or signs, to meet a person's occupational needs (Schaber, Marsh, & Wilcox, 2012). This 

aligns well with the creative character of an inquiry graphics pedagogy. In essence, practice 

placements where OT students can develop professional confidence, knowledge, and skills 

in creating and implementing occupation-focused, person-centred interventions across 

various modes are paramount (Holland, 2012; Mattila, Deluliis, & Cook, 2018). Such features 

of occupational therapy (OT) also mean that relational and multimodal thinking and 

practising are integral to students' occupational therapy education (Bimyamin, 2021; 

Schaber, Marsh, & Wilcox, 2012).  In OT, relational learning in occupational therapy means 

students’ developing mutually enriching and caring relationships. It refers to students 

developing their knowledge, skills and behaviours to be thoughtful, caring, and respectful 

practitioners and colleagues (Konrad & Browning, 2012; Schaber, Marsh & Wilcox, 2021).  

Relational learning and active engagement have been the cornerstones of occupational 

therapy education since the profession's inception (Schaber, Marsh, & Wilcox, 2012).  

Equally, inquiry graphics pedagogy is a relational practice because it helps students 

understand that knowledge relates to theory, the environment and technologies used to 

communicate, as well as our relationships with others – human, and more-than human.  In 

other words, the way a student relates to or is affected by physical or technological materials 

or environments also influences learning and knowledge creation (Lackovic, 2020; Lackovic 

& Olteanu, 2024; MacGiolla Ri, 2022).   

As an occupational therapist and academic experienced in practice and the education of OT 

students, I value our many perspectives, our education draws upon a range of human 

sciences across physical and mental health, and our breadth of practice, drawing on science 

and arts using multimodal approaches and relational thinking and working (Schaber, Marsh 
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& Wilcox, 2012).  By this, I mean that in an occupational therapy intervention with a person 

who has had a stroke, we may focus on critical personal care occupations such as washing 

and dressing.  However, my scope of practice, supported by the philosophy and theory of 

occupational therapy, means I may also use creative crafts or art occupations with the same 

person if they are meaningful and valuable to that individual to promote recovery, health, and 

well-being, all the time working alongside other disciplines  This occupation-focused lens, 

with the potential to engage in a wide range of occupations across modalities, is meaningful 

learning related to our scope of practice in OT. Therefore, incorporating ways to enable 

students to engage in and reflect on key learning related to occupation and all aspects of 

‘doing’ and ‘being’ an occupational therapist is an important part of pre-registration OT 

education and professional identity development (French & Clarke, 2024; Taylor, 2023).   

Occupational therapy has much to offer in today's rapidly evolving health and social care 

landscape.  Discussions about health and well-being increasingly recognise that everyday 

life activities and occupations give people meaning and purpose, and for some people, they 

become a determinant of their life and health (Schiller et al., 2022; Marmot, 2020).  

Contemporary OT practitioners need to have knowledge, skills and behaviours grounded in 

OT and occupational science theory and evidence, along with the professional confidence, 

resilience and occupation-centred practice skills to work in all traditional and non-traditional 

emerging settings (Ford, Tommaso, Molineux & Gustafsson, 2022; Christiansen & Haertl, 

2024).  

With practice environments increasing in complexity, occupational therapists need to be able 

to assess, create and deliver services that meet the occupational needs of their service 

users (Bannigan & Moores, 2009; Walder et al, 2022).  Professional thinking and reasoning 

are key disciplinary skills in delivering person-centred, occupation–centred practice 

(Bannigan & Moores, 2009).  To develop these clinical /professional reasoning skills, 

students and practitioners must be reflective practitioners, building and maintaining their 

higher-level critical thinking skills (Schell & Schell, 2017).   

2.3 Key concepts in the development of occupational therapists 

In addition to learning about OT theory and philosophy on their path to becoming qualified 

practitioners, OT students also need to acquire key disciplinary practice skills.  Reflection 

involving critical thinking leads to professional reasoning and the delivery of effective, ethical 

practice.  These professional practice skills are included throughout the occupational therapy 

literature, standards and guidance (HCPC,2023; RCOT, 2019; WFOT, 2016) 
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2.3.1 The Gap: OT Pedagogies for Reflection, Critical Thinking and Professional Reasoning  

Higher-order thinking encompasses critical thinking and self-reflection as essential 

components of becoming a reflective and reflexive practitioner across various disciplines, 

including occupational therapy (OT) (Pitonyak et al, 2015).  However, how they are taught 

and facilitated in occupational therapy education, including practice placements, has 

received limited attention in the literature (Berg, Philipp, & Taff, 2023; Thompson & 

Thompson, 2023).  Developing occupational therapy students' critical thinking, reflection and 

reflective practice is essential in evolving professional reasoning skills and progressing 

towards being newly qualified occupational therapists (RCOT, 2019).  These higher-order 

thinking skills and professional reasoning form part of reflective practice (Bannigan & Moore, 

2009; Berg, Philipp & Taff, 2019; Pentland, 2015).  

Discussion or dialogue is aligned with critical reflection. It can occur self-reflectively, with the 

student engaging in self-dialogue, and also through conversations with their peers, university 

academics, and OT placement educators (Berg, Philipp, & Taff, 2019; Iliff et al., 2019; 

Nelson et al, 2023).  The creation of contemporary frameworks that support students in 

reflecting and thinking critically about their academic and placement experiences is needed, 

particularly as there is an increase in the amount of ‘organisational noise’ within healthcare 

settings, with fewer opportunities for one-to-one supervision (Berg, Philipp, & Taff, 2019; 

Pitonyak, 2015).  Exploring and crafting a contemporary framework to support students in 

reflecting on their learning experiences and connecting them with key disciplinary concepts 

of OT during REP was a key driver in this research.   

All occupational therapy academic curricula include reflective practice as part of the 

essential disciplinary knowledge and competency (Bannigan & Moore, 2009; HCPC, 2023; 

WFOT, 2016).  Reflective practice encompasses multiple terms and definitions across the 

literature, with reflection, reflective learning, reflective writing, and reflective practice often 

used interchangeably (Moon, 2006).  Moon (2006, p. 192) suggests that ‘reflection’ and 

‘reflective learning’ describe internal cognitive processes, whilst ‘reflective writing’ may 

represent internal reflection with an additional external representation.  This external 

representation of reflection may be done through written, language-based reflections or 

include drawings or graphics (Moon, 2006), such as the case with inquiry graphics.   

The use of drawings or graphics as external representations to support reflections in OT is 

discussed but has received limited research (Keptner & Klein, 2019).  For example, Keptner 

& Klein (2019) adopted photovoice as part of their ‘collaborative learning model’ for students 

on a REP in a preschool setting in America.  Students chose a photo to represent, explore 

and reflect on their learning each week during their placement.  Whilst this was part of the 
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reflective and placement learning process, it was not evaluated in Keptner and Klein's (2019) 

article.  Using photos to support student reflection on placement fits well with occupational 

therapy's values, creative practice, and ethos (Coppola et al, 2017; Selingo et al, 2022).  In 

the general literature, Moon (2006) and others describe alternative external representations 

of reflection, including graphics and drawings; however, language-centric methods remain 

dominant for healthcare practitioners, including occupational therapy students. This PhD 

study aims to contribute to the area of occupational therapy and health research by 

incorporating creative methods, including graphics such as photos, drawings, or other forms 

of visual media, as part of students' reflections on REP. This is based on the evidenced, 

reflective, and creative value of applying graphics as key parts of students’ reflections 

through an IG pedagogy and learning design (Lackovic, 2020), which will be further 

discussed in Chapter 3.  

It can be argued that there are similarities in the reflective practice, including critical thinking 

and reflection, described in the general and occupational therapy literature, as well as 

Transformational Learning theory (Berg, Philipp & Taff, 2019; Berg, Philipp & Taff, 2023)  

Both describe an active, structured process in which a particular practice or experience 

triggers a reflective process, requiring the health professional to intentionally process 

information to promote learning (Bannigan & Moore’s, 2009).  Kolb's Experiential Learning 

theory is also often presented pictorially as a process, suggesting a cyclical approach that 

aligns with Mezirow’s Transformation Learning theory (Corrie, Lawson, & Rowland, 2020).   

Corrie, Lawson & Rowland (2020) adopted Transformational Learning theory with Kolb's 

cycle in their ‘healthcare leadership development’ pilot study to support reflection and 

reflexivity using a transformative coaching approach (Kolb, 2015).  The participants in this 

study were NHS leaders from across the health professions.  Corrie et al.’s (2020) study 

enhanced participants' level of reflection by using an arts-based, storied approach to explore 

critical thinking, reflection, and reflexivity about participants' critical incident leadership 

experiences.  Here, the use of storytelling and the creation of an artefact to represent their 

leadership experience was part of the critical self-reflection process, supporting reflection 

and reflexivity, which shares a close resemblance to an inquiry graphics pedagogy and 

learning design – a creation of artefacts for deep reflection.  Discussions and considerations 

of alternative perspectives regarding the participant's leadership of the critical incident led 

students to a ‘liminal’ phase, where they transformed their identity into a new one (Corrie, 

Lawson, & Rowland, 2020).  Corrie, Lawson, and Rowland’s (2020) description of their pilot 

study to facilitate transformative reflection and learning concluded that participants were 

‘highly satisfied’ with this approach, suggesting that using an arts-based approach and 

creating an artefact is valu¬ed by health leaders as a way of critically reflecting on and 
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progressing learning in healthcare leadership.  Corrie, Lawson, and Rowlands' (2020) 

research, along with the work of Keptner and Klein (2019), aligns with OT philosophy, theory, 

and practice, as well as inquiry graphics.  Showing there is clear potential value in combining 

artefact or inquiry graphic creation to promote reflection on learning, in a conceptual 

framework and research design to support OT students.  A difference in this PhD research is 

that the IG pedagogy and learning design includes questions, to drive curiosity and support 

student-driven investigation of key professional concepts whilst on their role-emerging 

placement.  Therefore, an inquiry-based learning approach is the more dominant approach, 

though reflecting and thinking about experiences is similar to Kolb's Learning cycle and 

Inquiry-based learning (Lackovic, 2020; Laurillard, 2012).  Inquiry-based learning and Kolb’s 

will be discussed further in Chapter 3 with the conceptual framework.   

2.3.2 Relational and affective learning 

Reflection and critical thinking are integral to relational and affective learning, supporting the 

development of professional identity (Binyamin, 2018; Burke et al, 2024; Walder et al, 2022).  

Relational learning and professional socialisation are important in developing a professional 

identity and therapeutic practice skills (Schaber, Marsh, & Wilcox, 2012).  Students' 

experiences of working with others, including their OT educator, are important in developing 

confidence and their sense of self as occupational therapists.  As part of relational learning 

and developing confidence, students must learn to manage their feelings and reactions to 

challenges and new learning (Binyamin, 2021; Healey, 2017; Schaber, Marsh & Wilcox, 

2012).  This can be challenging, particularly on placement and potentially even more so 

when you do not have an occupational therapy educator on site to support and discuss your 

daily experiences (Kaelin & Dancza, 2019).  Affective learning receives some attention in the 

OT literature. However, this may be less than might be expected, considering the amount of 

emotion-based therapeutic experiences and relational, multidisciplinary working that 

occupational therapy students and qualified therapists will undertake (Healey, 2017).   

2.3.2.1 The importance of emotions for learning  

Healey (2017) explored occupational therapy students' emotion management on placement.  

Healey (2017) employed creative writing, incorporating stories and poems about placement 

experiences, to investigate how students develop the ability to manage their emotions as 

future professionals.  Healey’s (2017) theoretical perspective in researching emotions was 

not focussed on an individual's emotion management or emotional intelligence, where the 

student demonstrates self-regulation about the situation, but rather on the ‘social’, 

‘discursive’ and ‘embodied’ experiences of emotion.   Findings suggested that students may 

experience a range of fluctuating emotions throughout their practice placements and that 
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emotion management is not just about developing individual skills, as indicated in other 

research, but also about discussing and exploring their embodied experiences (Healey, 

2017). 

Learning about emotions and the therapeutic use of self are two examples of affective, 

relational practices that belong to key disciplinary learning for professional practice (Duncan, 

2021).  Emotional Intelligence (EI) is the overarching term commonly used to explain a set of 

knowledge, skills and behaviours associated with the aspect of intelligence related to 

emotion management.  EI behaviours are essential occupational therapy competencies for 

forming therapeutic relationships, self-management, and working as a therapist; therefore, 

they are necessary to nurture during practice placements (Gribble, Ladyshewsky, & Parsons, 

2018; McKenna & Mellson, 2013).  Within the OT research on this topic, emotional 

intelligence has been described as  

“…abstract, invisible processes that people appear to use in their 

relationships with themselves, and as part of their relating effectively, 

meaningfully or helpfully with others” (Multi-Health Systems, 2011 in 

Gribble, Ladyshewsky and Parsons, 2019, p 1) 

‘EI considers the extent to which individuals can recognise, understand, process, manage, 

monitor and utilise emotional information’ (McKenna, 2007, p. 551) 

Successful occupational therapists can identify, interpret, understand, regulate, and develop 

their emotional response and EI.  Therefore, an OT curriculum that fosters ways to support 

students' learning and development of this core competency is essential (Gribble, 

Ladyshewsky, and Parsons, 2018; McKenna, 2007). However, as discussed earlier by 

Healey (2017), emotions and emotion management should not have a sole focus on the 

development of individuals' knowledge, skills and behaviours but also include the 

constructionist perspective where emotions are discussed and explored whilst considering 

the influences of the social, cultural and political context (Healey, 2017) 

Cousin (2006a) argues that emotions are also part of conceptual learning and suggests that 

learner engagement may depend on learner type and their capacity to engage and manage 

emotions.  Cousins (2006a) explored the learning of ‘Cultural Studies’ students about the 

threshold concept of ‘Otherness’ and suggested four learner types that respond to learning 

according to their emotional and social makeup.  Cousins (2006a) suggests that these 

responses to learning are associated with a student's emotional capital.   
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Emotional capital is defined by Cottingham (2016, p. 452) as  

‘…a tripartite concept composed of emotion-based knowledge, 

management skills, and capacities to feel that links self-processes and 

resources to group membership and social location’  

This concept of emotional capital emerged from Bourdieu’s theory of social practice and is a 

form of: 

‘cultural capital that includes the emotion-specific, trans-situational 

resources that individuals activate and embody in distinct fields’ 

(Cottingham, 2016, p. 451)  

Cottingham (2016) suggests that emotional capital can be ‘dynamic’ and developed through 

primary and secondary sources of capital linked to structured professional socialisation. 

Cottingham (2016, p. 451) described how a male nurse may experience primary emotional 

capital through primary professional socialisation in nursing and secondary emotional capital 

through specific work socialisation focussed on ‘empathy’ and ‘compassion’.  Therefore, 

emotional capital links the macro structures, such as the context and environment, to a 

person's micro resources and to their lived experiences and background (Cottingham, 2016).   

Within occupational therapy, role-emerging placement contexts have been shown to support 

students' flourishing (Cade, 2023; Thew et al., 2018).   In these settings, emotional 

intelligence, emotional capital, emotional management, resilience and entrepreneurship are 

required to support continued professional identity development (Cade, 2023).  Cade (2023) 

explored what traits and attributes support some students in managing well in role-emerging 

placements.  Findings suggested that students on REP achieved higher resilience scores 

and displayed personality traits such as openness, conscientiousness, and agreeableness 

(Cade, 2023, p. 839).  Cade (2023) proposes that students must understand their personality 

traits to prosper and succeed, and that curriculum design and activities can foster the 

development of capability and professional identity.   

These findings from Cade (2023), Cottingham (2016), Healey (2017), and Cousins (2006) 

suggest that individual contextual, emotional, and relational experiences can influence how 

someone responds, engages, and develops from their learning experience. This further 

indicates that OT pedagogy, curriculum, and learning designs should include opportunities 

for students to reflect on and link their learning to these experiences. 

2.3.2.2 Relational and multimodal learning as “the theatre of knowing”. 

One way to understand multimodal and relational learning is by adopting a neuroscience 

perspective, which suggests that the brains response to learning can differ between learners 
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(Taylor & Marienau, 2016).  Taylor & Marienau (2016) and Taylor (2024) have explored the 

‘language of the brain’ and how it responds to learning experiences from a neuroscience 

perspective.  This perspective is important to me, as the thinking and research align with my 

background in neuro-occupational therapy practice.  Taylor & Marienau’s (2016) clear 

descriptions of the neuroscience of learning highlight the brain's continual change and 

generation of new neural pathways as adult learners acquire and absorb new knowledge 

(Taylor, 2024).  Taylor & Marienau (2016) describe how the brain responds to new 

information using images and metaphors in multimodal terms.  Where language-centric 

learning may be predominantly facilitated in the left hemisphere of the brain, Taylor & 

Marienau (2016) describe that ‘where learning occurs’ is in the right hemisphere, where the 

use of analogies, metaphors, emotions and thinking in images translates and facilitates 

sense-making of language, theories and concepts processed in the right hemisphere.  The 

‘Theatre of Knowing’ graphic in Taylor and Marienau’s (2016) book visually represents this 

thinking (Taylor & Marienau, 2016, page 82, see figure 3).   

 

 

Figure 3 The Theatre of Knowing (source Taylor & Marienau, 2016, p. 82)  

 

Taylor and Marienau (2016, pp. 4-7) propose that there are two brain ‘modes’ which can 

impact learners' learning experience, referred to as the ‘anxious brain’ and the ‘curious 
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brain’.  For learners with the ‘anxious brain’ mode, they are dominated by ‘threat detection’, 

which operates under a mindset of ‘ I have to be right…I have to be certain’ (Taylor & 

Marienau, 2016, pp. 5-7).  In contrast, for learners with a ‘curious brain’, they are seeking 

new and novel experiences and have more of an ‘I want to explore…I want to understand’ 

perspective (Taylor & Marienau, 2016, pp. 5-7).  Therefore, Taylor & Marienau (2016), like 

Cade (2023), suggest that facilitating learning and reflection should involve an embodied 

approach where learners can think, explore their feelings and relate learning to their 

individual lived experiences. Such an affective neuroscience perspective offers new 

approaches to curriculum and learning design (Taylor, 2024).  

The perspectives of Cade (2023) and Taylor & Marienau (2016) align with the goals of 

Inquiry Graphics as a pedagogic and teaching-learning method. Inquiry Graphics focuses on 

using students' created or collected images to connect their experiences, learning, and 

reflection with their knowledge (Lackovic, 2020).   This connection between learning, 

emotions, and individuals' lived experiences supports the notion that learning is not just a 

cognitive process but also a multimodal and embodied one, further supporting a creative OT 

pedagogy and learning design, such as the IG pedagogy and learning design included in this 

study.   

2.3.3 Professional Identity   

Professional learning about key disciplinary concepts leads to the development of a 

professional identity (O’Mahony, Joosten & O’Brien, 2023).  As discussed above, this 

professional learning for students is deeply influenced by social and relational practice on 

placement (Binyamin, 2021).  Professional identity was the focus of Ann Turner’s ElizaBella 

Casson Memorial lecture in 2011 titled, ‘Occupational therapy – a profession in 

adolescence?’ when she explored professional identity, suggesting that there is a difference 

between an OT's understanding of occupational therapy and how it can be delivered in 

contemporary health care settings.  Implying a conflict between the philosophy and the 

reality of practice. Turner (2011) and others have emphasised the importance of curriculum 

design and student education in building opportunities for developing confidence and identity 

(Ashby, Adler & Herbert, 2016; Clarke, Martin, De Visser, & Sadlo, 2015).  Placement 

education and supporting the transition to practice are seen as key elements in creating 

confidence and identity (French & Clarke, 2024; Taylor, 2024; Walder et al., 2022).  Having 

effective OT pedagogy and learning designs to support all aspects of professional learning in 

this contemporary digital age is essential; again, an IG pedagogy and learning design may 

afford OT students opportunities to use multimodal methods to explore professional learning 

(Ashby, Adler & Herbert, 2016; Lackovic, 2020) 
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Since Ann Turner's lecture in 2011, research on professional identity has continued to grow, 

as its value is recognised in maintaining and advancing the profession.  Particularly while 

workforce roles are being challenged and blurred to accommodate the financial pressures 

and priorities within health and care, both nationally and globally (Walder et al., 2022). 

Developing occupational therapy practitioners who have a strong sense of identity about 

their unique professional offering is therefore essential (Binyamin, 2017, 2021; Clarke, 

Martin, De Visser, & Sadlo, 2015; French & Clarke, 2024; Tal-Saban, Zaguir-Vittenberg, & 

Weintraub, 2024; Walder et al., 2022).    

A broad definition of professional identity which can be applied across the health and care 

professions, including occupational therapy, is;  

‘the recognition of beliefs, attitudes, values, knowledge, skills and 

understanding of one’s role, within the context of the professional group to 

which you belong’ (Adams, Hean, Sturgis & Clark, 2006, p. 56).   

This definition encompasses the multifaceted nature of professional identity, which evolves 

and changes over time (Adams, Hean, Sturgis, & Clark, 2006; Dancza, 2015).  The continual 

development of identity is distinctive to the individual student or occupational therapy 

practitioner, with each person bringing their unique make-up and background to developing 

professional identity.  Therefore, creating supporting curricula and learning designs on 

placements, including role-emerging placements, which encourage self-reflection and 

identity building, is crucial (Clarke et al, 2015).  This study aims to contribute to this gap by 

utilising the IG pedagogy and learning design (Lackovic, 2020). Enhancing and supporting 

this identity construction is crucial for both the profession and the individual, as research 

suggests that occupational therapists with a strong professional identity are more resilient 

(Walder et al., 2022). 

Research suggests that students with a stronger professional identity find the transition from 

student to qualified status less challenging, and that occupational therapists with a stronger 

professional identity are more resilient and are more likely to remain within the profession 

(Ashby, Adler, & Herbert, 2016; Walder et al., 2022).   Ashby, Adler, and Herbert (2016) 

conducted an online cross-sectional survey of final-year students across five countries to 

determine what factors were most influential in supporting the development of identity.  Out 

of the 319 respondents, 98% identified professional education and 92% identified 

professional socialisation on placement as the most influential part of the occupational 

therapy programme curriculum for developing professional identity.  This finding is important 

for curriculum design, suggesting a need for pedagogy and tools that support students in 

connecting OT theory with placement experiences (Ashby, Adler, & Herbert, 2016).  The 
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Inquiry Graphics pedagogy and learning design employed in this PhD aim to provide a 

platform and method for students to connect theory to practice through the lens of threshold 

concepts.  Being able to make these connections between theory and practice, it is 

proposed, may then translate to developing identity, as suggested by Ashby, Adler, and 

Herbert (2016) 

O’Mahony, Joosten, and O’Brien (2023) applied the use of threshold concepts to explore 

how they contribute to identity development.  This exploratory study, which used a mixed-

method survey of final year OT students, found that threshold concepts were not fully 

understood but were ‘integral to occupational therapy students’ descriptions of professional 

identity’ and ‘practice education provides context for threshold concepts to be traversed’ 

(O’Mahony, Joosten & O’Brien, 2023, p382).  Overall, O’Mahony et al.'s (2023) findings 

suggested that threshold concepts provided a shared language to support the development 

of understanding and associated professional identity growth.  Threshold concepts (TC) will 

be explored further in Section 2.4. Practice Placement learning.  A threshold concepts 

approach forms part of the IG pedagogy and learning design in this research.   

It is suggested that role-emerging placements also provide an enhanced opportunity for 

professional identity development through the environment and contemporary context of 

these placements (Clarke, Martin, De Visser, & Sadlo, 2015). In contrast, however, other 

studies suggest that the challenge of being in a setting where the role of OT is not well 

understood can challenge the development of core skills, increase student stress, and 

undermine confidence and identity (Brown & Hart, 2012; MacIntyre & O’Keefe, 2013).  

Overall, there are mixed responses regarding how attending a role-emerging placement may 

impact professional identity development, with multiple reasons associated with the context, 

the learner, the educator supporting the weekly supervision, and the curriculum design 

(Hunter & Volkert, 2017; Nicola-Richmond, 2019; Tanner, 2011).   

In sections 2.1, 2.2 and 2.3 of this chapter, I have critically explored the philosophy and 

theory of occupational therapy, followed by key professional skills and learning, such as 

creativity, reflection, critical thinking, and emotion management, which enable a developing 

student occupational therapist to apply occupational therapy theory to practice.  Research 

and evidence from inside and outside occupational therapy suggest that reflection and 

learning this professional knowledge, skills and behaviours is more than a cognitive process; 

it is embodied and specific to the individual learner (Ashby, Adler, & Herbert, 2016; Cade, 

2023; Lackovic, 2020; Lackovic & Olteanu, 2024; Taylor & Marienau, 2016; Walder et al, 

2022).   
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In the next part of this Chapter, I will explore practice placement learning contexts and 

discuss the role educators and student peers play in supporting OT students' development 

and progression.   

2.4   Practice Placements 

In occupational therapy education, practice placements comprise approximately one-third of 

the pre-registration programme, equivalent to 1,000 hours of practice (RCOT, 2019). 

Practice-based placements are essential contexts in which students can think critically and 

connect discipline-specific and related theoretical knowledge with occupational therapy 

practice (Dancza & Rodger, 2018).  They are fundamental for students’ exposure to the 

culture of occupational therapy and allow the development of professional identity and 

confidence, as well as students' learning linked to professional reasoning and practice skills 

(Dancza & Rodger, 2018; Golos & Tekuzener, 2019; Moore et al., 2022; Taylor, 2024).  

Profession-specific standards require all occupational therapy students to complete a 

minimum of 1000 hours of practice placement in a range of practice settings across physical 

and mental health, community and hospital, established ‘traditional’ and ‘emerging’ role-

emerging settings (RCOT, 2019; WFOT, 2016).  Developing a strong professional identity 

and preparing students to be work-ready are essential parts of occupational therapy 

education and practice placements, with students’ experiences, professional socialisation, 

and supervision shaping their identity construction and progression (Binyamin, 2018; Dancza 

& Rodger, 2018).   

2.4.1 Placement supervision models, occupational therapy educators and collaborative peer 

learning 

Preparing students for placement and the OT educator's ability to explain and link theory to 

practice, and fostering a positive student outlook on applying theory to practice, are central 

to placement success (Dancza & Rodger, 2018; Towns & Ashby, 2014).  Before going on 

practice placements, students attend placement preparation sessions, which aim to 

introduce them to the specific learning outcomes of the placement and how these can be 

translated into knowledge, skills, and behaviours at the corresponding level (Dancza & 

Rodger, 2018).  This is part of the essential groundwork to achieve a successful outcome 

(Dancza & Rodger, 2018)    

Once on placement, various supervision models are associated with supporting students' 

learning on practice placements, which tend to vary according to the type of placement 

(Golos & Tekuzener, 2019).  The most established is the 1:1 apprentice model on ‘traditional’ 

placements, where a student has an occupational therapist acting as their educator.  Here, 
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the students observing their educator's practice gradually build their practice knowledge, 

skills and behaviours via modelling their ‘expert’ occupational therapy educator (Hanson & 

Deluliis,2015; Martin et al., 2004).  Whilst this was thought to be the ‘gold’ standard of 

supervision in the past, it can be argued that the didactic approach may not build 

autonomous, critical thinkers with the ability to adjust and adapt to the ever-changing health 

and care sector and can create a dependency on the educator (Hanson & Deluliis, 2015).  

Therefore, new models of supervision, as well as types of placements, are evolving where 

there are two students to one educator, using collaborative learning models, where students 

can share and learn together using peer-assisted learning approaches, capitalising on each 

other’s strengths, exploring and learning using their placement experiences (Barker, 

Lencucha & Anderson, 2016; Hanson & Deluliis, 2015).  This is the standard model of 

supervision for REP, designed to encourage autonomous and independent learners to 

critically explore topics and apply their learning to practice (Golos & Tekuzener, 2019).   

Peer-assisted learning encourages students to support one another’s educational progress 

through a 2:1 student-to-educator supervision model (Barker, Lencucha, & Anderson, 2016).  

Research has identified benefits and challenges to this supervision and learning approach 

for allied health students, including occupational therapy students (Barker, Lencucha & 

Anderson, 2016; Daniels, 2010; Dawes & Lambert, 2010; O’Connor, Cahill & McKay, 2012; 

Price & Whiteside, 2016; Taylor, 2024).  Advantages for students on a 2:1 supervision model 

include collaboration, support, increased confidence, the ability to complete shared 

experiences and reflections and the opportunity for small team working (Daniels, 2010; 

Markowski, Bower, Essex & Yearley, 2021).  In comparison, challenges from students’ 

perspectives include fewer opportunities to practise ‘doing’ occupational therapy.  Issues 

from an educator's point of view involve managing two students who may have different 

learning needs or may become dependent on each other, and difficulties in differentiating 

feedback for halfway and final placement reports (Price & Whiteside, 2016).   

Constructing and ‘scaffolding’ students learning on traditional and role-emerging placements 

through interactions with fellow peer students and educators draws on theorists such as 

Vygotsky and Dewey, with increasing research examples described within the literature 

(Aguilar, Kaskutas & McAndrew, 2023; Daniels, 2010; Fieldhouse & Feddon,2009; Keptner & 

Klein, 2019; Lackovic, 2010; Markowski, 2021; Vygotsky, 1978). Keptner & Klein (2019) 

applied a ‘collaborative learning model (CLM), where 1st year MSc students worked together 

with a student partner to reflect and explore their learning, which included creating 

photovoice journal entries.  Findings suggested that the peer relationship and collaboration 

were valuable for students to check their knowledge, rehearse and practice skills when they 

had less educator support in a role-emerging placement (Keptner & Klein, 2019).   
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Educators are essential experts in student placement and learning experiences who need qualities and 

skills, such as establishing supportive relationships and promoting the ‘just right challenge’ during 

tailored learning experiences, opportunities, and supervision (Rodger et al., 2014).  Encouraging the 

development of autonomy is also seen as an essential attribute of educators (Rodger et al., 2014).  

Dancza, Volkert & Moran (2018) suggest that OT educators must provide strong yet flexible guidance to 

support students in applying theory to practice, thereby facilitating their professional identity 

development.  They liken this student–educator relationship to a person (OT educator) flying a kite (OT 

student), see Figure 4 Metaphor for supervision (source: Dancza, Volkert & Moran, 2018, p 233 

The educator allows the student ‘freedom and flexibility to practice or draws the student if 

he/she is moving away from his/her core tasks’. (Dancza, Volkert & Moran, 2019, p. 232).    

Adjusting to meet each student’s learning needs is a crucial OT educator skill, particularly for 

educators involved in long-arm supervision on role-emerging placements (Dancza, Volkert & 

Moran, 2018) 

 

 

 

Figure 4 Metaphor for supervision (source: Dancza, Volkert & Moran, 2018, p 233 

2.5 Role-emerging placements  

Role-emerging placements (REP) are a type of practice placement offered to students as 

part of their 1000 hours of practice; they were first introduced in the 1990s, with a gradual 

increase in the range and type over the years (Hunter & Volkert, 2016).  Initial motives for 
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this type of placement suggest that it was due to a shortfall in traditional placements 

following an increase in occupational therapy students (Craik & Turner, 2005; Hunter & 

Volkert, 2016).  However, the value and contribution REP make to developing occupational 

therapists for contemporary practice, addressing the occupational needs associated with 

health and wellbeing outcomes of people, groups and communities in the modern world 

requires greater emphasis (Fortune, Farnworth & McKinstry, 2006; Thew, Cezar da Cruz & 

Thomas, 2023) 

As the OT profession has developed and its evidence base has increased, OTs' value and 

contribution to people receiving care and support outside of traditional hospital and 

healthcare settings have been recognised (Hunter & Volkert, 2017).  This has led to the 

further development of placements in REP settings such as care farms, mainstream schools 

and homeless charities, where the input of an occupational therapist would be valuable, but 

their role has not yet been fully established, and therefore, there is no OT in post.  These 

settings include the state, the third sector, or non-governmental organisations (Hunter & 

Volkert, 2017). To create contemporary OT practitioners, the importance of experiencing and 

participating in one role-emerging practice placement during a student’s education 

programme is now encouraged (RCOT, 2019).   

Research related to REP for occupational therapy students is increasing. Still, it is not well 

established and would benefit from greater attention, particularly as our professional 

philosophy and workforce directions shift towards a more community- and health promotion-

focused approach (RCOT, 2024; Thew, Cezar da Cruz & Thomas, 2023).  In addition, the 

current health and social care crisis in the UK suggests a need for significant reform, 

including the creation of new models of health and care (Darzi, 2024).  These new models 

may include contemporary practice settings like REP contexts, creating new opportunities for 

occupational therapy (Clarke et al., 2015; Dancza et al., 2013, 2019; Darzi, 2024).  With this 

changing landscape, there are multiple research priorities in role-emerging placements, with 

research into occupational therapy students learning about key disciplinary concepts a 

priority to ensure students, who are the next generation of occupational therapy practitioners 

and leaders, are secure in their professional practice and identity in these contemporary 

settings (Clarke et al., 2014a; Hunter & Volkert, 2017).   

Studies about REP contexts have identified that students can initially find the placement 

challenging as they are placed in settings with onsite staff who may not understand 

occupational therapy theory or its application (Thew et al., 2008; Cooper & Raine, 2009; 

Hunter & Volkert, 2016).  It has been recognised that those initial contextual challenges can 

be more complex than on traditional occupational therapy practice placements in hospital 



33 
 

and community settings with an OT, but the outcomes of increased confidence and deeper 

professional learning experienced by some students are valuable on role-emerging practice 

placements (Overton, Clarke & Thomas, 2009; Dancza et al, 2013).   

A range of learning theories has been applied in REP research to date.  In Danza et al.’s 

(2013) qualitative study, 10 occupational therapy students from a university in England and 

another in Ireland participated in individual or paired semi-structured interviews.  Findings 

suggested that situated learning took place, in which knowledge was co-constructed through 

engaging in everyday activities within the REP setting and reflecting on the application of 

theory to practice (Lave & Wenger, 1991; Wenger, 1998).  In comparison, Matilla & Dolhi 

(2016) interviewed five occupational therapy students, and Dancza, Copley & Moran (2019) 

interviewed 14 students and 11 supervisors. Both found that learning was transformative, 

with Mezirow’s (2000) transformative learning process being applied to understand students' 

learning stages on REP.  These qualitative studies yield rich findings despite low participant 

numbers, reflecting research in this field.   

2.5.1 Role-Emerging Placements and Threshold Concepts  

All practice placements aim to help students learn how theory is relevant and applied in 

practice, which can be challenging due to frequent dissonance between theory and practice 

(Danzca et al., 2018).  Finding pedagogy and practical methods, in addition to supervision 

approaches by educators, that can reduce this dissonance and facilitate connectedness is a 

priority (Dancza, Copley, Rodger & Moran, 2016). In the REP literature, there are limited 

examples of practical approaches to supporting student learning related to theory to practice 

outside supervision (Dancza, Copley, Rodger & Moran, 2016).   Dancza et al. (2016) provide 

one example in which they developed and evaluated a ‘theory-informed workbook’ using the 

Occupational Therapy Process Intervention Model (OTPIM) to link theory to practice and 

provide additional support for students on REP outside their weekly supervision. The 

workbook evaluated well, suggesting that it provided a framework for students to link theory 

to practice (Dancza, Copley, Rodger & Moran, 2016). A further study, using the theory-

informed workbook with the application of threshold concepts theory, was also carried out 

(Kaelin & Dancza, 2019).  This study found that threshold concepts were a helpful tool and 

‘starting point’ for connecting learning experiences. Still, these needed to be supported by 

curriculum and other student connections in the placement context (Kaelin & Dancza, 2019, 

p 717).  Kaelin and Dancza’s study includes threshold concepts, almost as a reflective tool, 

similar to this study, with the difference that OT students could consider all threshold 

concepts.  Further review of threshold concepts is included in Chapter 3, as part of the 

conceptual framework for this research.   
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2.6 Chapter summary 

This chapter has reviewed literature to explore and connect occupational therapy philosophy, 

theory, and practice, and inquiry graphics, highlighting the dichotomy of being an art and a 

science.  Key OT disciplinary concepts and priorities for learning, including the centrality of 

occupation and the importance of creativity, reflection, critical thinking and emotion 

management, have been discussed.  It is suggested that student learning should be an 

active, creative, reflective process which draws on the work of the pragmatist philosopher, 

John Dewey and the lived experiences of the learner, as suggested by the interpretivist 

philosopher Martin Heidegger (Coppola, 2013; Lariviere & Quintin, 2023)  

In the second part of the chapter, practice placement contexts, including REP, supervision 

models, and the role of placement educators, have been critically discussed.  Finally, the 

chapter concluded by critically exploring some recent role-emerging research introducing the 

application of a threshold concepts framework and a workbook to support theory-to-practice 

learning (Dancza, Copley, Rodger & Moran, 2016; Kaelin & Dancza, 2019).   
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Chapter 3 – Literature Review Part 2 – Developing a Conceptual 
Framework 

3.1 Introduction 

In the previous chapter, I discussed the theory and philosophy of occupational therapy, 

followed by the professional practice knowledge, skills and behaviours essential to the OT 

practitioner. I finished the chapter by summarising the practice placement and role-emerging 

placement research, briefly introducing threshold concepts.  Additionally, in Chapter 2, I 

discussed research related to the use of multimodal methods, including images and 

graphics.  In this second literature review chapter, I will continue some of the discussions 

started in Chapter 2 about adult learning theories, focusing on inquiry-based, active learning 

influenced by the philosopher John Dewey.  I will then discuss educational research in 

occupational therapy, threshold concepts, socio-materiality and multimodality, which are all 

distinct elements of an inquiry graphics pedagogy and learning design.  The chapter 

concludes by discussing the theories of semiotics and inquiry graphics, as well as the 

development of the conceptual framework.  

The conceptual framework created for this research underpins the Inquiry Graphics (IG) 

learning design for OT role-emerging placements, adapted from Lackovic’s (2020) original 

version, see figure 5 below.  

 

 

Figure 5 Towards a Conceptual Framework and Learning Design 
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3.2 Educational Research in Occupational Therapy 

Occupational therapy education has much to live up to in meeting the diverse knowledge, 

skills and behaviours occupational therapists need to portray (Hooper, 2008).  Questioning 

whether our current educational approaches and teaching methods are a good fit for the 

evolving needs of our profession is crucial if we are to continue growing in this changing 

health and care climate (Taff, 2018).  Occupational therapy scholars within the field of 

educational research have explored the OT landscape and concluded that, whilst it is 

developing, most educational research is at the descriptive and exploratory level (Hooper et 

al, 2013; Hooper & Rodger, 2016).  There is a tendency to focus on outcome focussed 

studies that explore the effectiveness of a teaching and learning situation.  It is proposed that 

we need more research that incorporates occupational therapy philosophy and can develop 

professionally relevant educational theories and methods to meet our profession-specific 

educational needs (Hooper & Rodger, 2016; Hooper et al., 2018).   

While there is debate within the literature about educational approaches and teaching 

methods, there is an appreciation that this division can be challenging to apply, as some 

teaching methods can be incorporated into various educational approaches.  However, there 

is a consistent message from key OT researchers that conceptual frameworks in 

occupational therapy education are in their infancy (Hooper, 2018; Taff, 2018).   

A conceptual framework can be defined as  

‘showing the central concepts of a piece of research and their conceptual 

status with respect to each other’s’ (Berman & Smyth, 2015, p 126)   

or in relation to a doctoral thesis,  

‘a conceptual framework runs throughout the research as it identifies the 

key concepts and theories that inform and drive the research questions’ 

(Berman & Smyth, 2015, p 126)   

Conceptual frameworks are often interchangeably referred to as theoretical frameworks in 

the literature (Berman & Smyth, 2016).  In this PhD study, the term' conceptual framework' 

describes the approaches, concepts, and/or key theoretical insights used as a foundation in 

the development of the Inquiry Graphic learning design, which provides a conceptual basis 

and also serves as a data collection tool.   

In Chapter 2, the philosophy, theory, and practice of occupational therapy were explored, 

providing the OT foundations for the conceptual framework of this research.  Pre-registration 

occupational therapy curricula serve as the foundation for creating newly qualified 

occupational therapists who can apply key professional concepts to deliver safe and 
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competent practice, addressing the occupational needs of individuals, groups, and 

communities (Giles, 2021).  An occupational therapy programme's philosophy and vision of 

OT represent its values, role, and contribution to health and care across traditional, diverse 

and emerging settings (Giles, 2021; RCOT, 2019).  Creating programmes that address the 

centrality of occupation and create occupational therapists who can work across physical 

and mental health in traditional and emerging practice contexts is challenging (Hooper et al., 

2013).  

Occupational therapy education, which encompasses both academic university-based 

learning and practice placement education, has several key areas to address to ensure that 

occupational therapy students receive appropriate learning opportunities and experiences.  

Educational learning theories and approaches used to support this key foundational 

learning, professional identity formation and transfer the OT student to a qualified competent 

occupational therapist during their occupational therapy education include experiential, 

problem-based learning, situated learning theory, transformational learning, inquiry-based 

learning and threshold concepts theory (Hooper et al., 2013; Roberts, Hooper, Wood & King, 

2015; Laurillard, 2012).  Some of these theories have already been explored in Chapter 2 in 

connection with learning on REP.   One approach within these theories and frameworks that 

has received growing attention in occupational therapy educational research is threshold 

concepts (Fortune & Kennedy-Jones, 2014; Kaelin & Dancza, 2019; Nicola-Richmond, 

Pepin, & Larkin, 2016; Nicola-Richmond et al., 2019; O’Mahony, Joosten & O’Brien, 2023; 

Rodger, Turpin & O’Brien, 2015; Sadlo, 2016).  This approach identifies concepts or 

‘fundamental constructs of a subject’ that students need to understand to practice and 

master the discipline (Sadlo, 2016, p. 296). In this research, threshold concepts form part of 

the conceptual framework and are explored through students’ interpretations and 

understanding of these concepts within the Inquiry Graphics (IG) learning design.   

3.2.1 Threshold Concepts  

Within higher education, Meyer and Land’s (2003, 2005, 2006) threshold concepts have 

been accumulating evidence and popularity to describe key academic, professional, or 

disciplinary concepts important for inclusion in curriculum design and delivery (Meyer & 

Land, 2003, 2005; Rodger et al., 2015). In their seminal work, Meyer and Land defined a 

threshold concept as. 

‘A threshold concept can be considered 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 & Land, 2003, 

p. 1) 
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Meyer and Land's work aims to create effective learning and teaching environments by 

better understanding the transformational learning process when students learn their 

discipline's subject matter (Meyer & Land, 2003; Tanner, 2011).  Cousin (2010) discusses 

Meyer and Land's initial five features of threshold concepts, which involve students working 

through difficult discipline learning that progresses them to another stage of their 

professional learning (Cousin, 2010; Meyer & Land, 2003, 2005).  These original five 

features of threshold learning concepts are ‘transformative’, ‘irreversible’, ‘integrative’, 

‘troublesome’ and ‘bounded’ (Meyer & Land, 2005). Since then, three other characteristics 

have been added, with threshold concepts being ‘reconstitutive’, leading to a change in the 

learner identity; ‘discursive’, as the learner acquires new language and meaning and finally, 

they result in ‘liminality’, where students move forward and display new discipline knowledge 

and understandings (Meyer & Land,2003; 2006; Nicola-Richmond et al, 2019).  Whilst these 

eight features of threshold concepts are defined in the literature, there is criticism that the 

behaviours and practices used to measure their achievement still lack clarity and research 

evidence (Salwen, 2019).   

When identifying threshold concepts, Meyer and Land (2003; 2006) make it clear that a 

distinction should be made between important learning and threshold concepts. Every 

discipline will have key learning concepts, which are important building blocks but not as 

crucial and fundamental as threshold concepts.  Threshold concepts are conceptual 

gateways in a student’s discipline journey that they must navigate and understand to 

progress (Meyer & Land, 2003, p. 2005; Barradell & Peseta, 2017).  If students do not 

achieve these threshold concepts, they will likely have only a superficial understanding of 

their profession, which may affect their future practice (Kaelin & Dancza, 2019).   

An example of a threshold concept in occupational therapy, which is crucial to practising as 

an occupational therapist, is ‘occupation’, as discussed in Chapter 2.  It can be inferred that 

students who do not understand the concept of ‘occupation’ will struggle to practise OT, as it 

is a central concept in the profession (Fortune & Kennedy-Jones, 2014; Sadlo, 2016).  

Within OT threshold concepts research, there is an increase in studies focusing on 

identifying discipline-specific threshold concepts, while fewer studies examine how threshold 

concepts are acquired in practice, consistent with the broader research context on threshold 

concepts (Kaelin & Dancza, 2019; Nicola-Richmond et al., 2019; Salwen, 2019).  To date, 

there is an increasing acceptance that the threshold concepts framework is a useful 

theoretical construct for occupational therapy educators to utilise in identifying conceptual 

transformative thresholds in students' academic and practice placement learning (Fortune & 

Kennedy-Jones, 2014; Kaelin & Dancza, 2019; Nicola-Richmond, Pepin & Larkin, 2018; 

Tanner, 2011).   
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Rodger, Turpin, and O’Brien (2015) discussed the value of threshold concepts in updating an 

occupational therapy curriculum.  Their findings were largely positive, with key themes 

including the benefits of a threshold concept focus, staff finding it helpful to identify when 

thresholds were crossed, and suggestions that students' professional identity progressed.  

These findings are interesting and contribute to the value of incorporating threshold concepts 

into this research's conceptual framework.  However, threshold concepts are not without 

their critics within the field of health education. Brown, Whybrow, and Finn (2021) outlined 

several areas where threshold concepts theory appears to be underdeveloped, in particular, 

the lack of definition and inconsistency in how they are defined and identified within the 

professions, as well as the ‘power dynamics’ created between the learner and the educator.  

Brown, Whybrow & Finn (2021) conclude that instead of using threshold concepts to 

structure curricula, they should be used.  

‘in a new way: as a reflective prompt to explore ‘how and where students 

get stuck’ (Brown, Whybrow & Finn, 2021, p 9).   

This is how threshold concepts will be applied in this research.  Within threshold concepts 

research, five threshold concepts have been linked to practice placement education, and a 

further five have been identified in other OT research.  The threshold concepts linked to 

placements and REP are.  

1. Applying occupational therapy theory to practice 

2. Client-centred practice 

3. Occupation  

4. Practicing in the real world 

5. The occupational therapy role (professional identity)  

(Kaelin & Dancza, 2019; Nicola-Richmond, Pepin & Larkin, 2018; Tanner, 2011).   

The other five threshold concepts, identified in other occupational therapy research, are; 

6. Evidence-based practice 

7. Clinical reasoning 

8. Discipline-specific skills & knowledge 

9. Reflective practice 

10. Holistic approach 

(Fortune & Kennedy-Jones, 2014; Kaelin & Dancza, 2019; Nicola-Richmond, Pepin & Larkin, 

2018; Tanner, 2011).   
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Whilst these threshold concepts have not been linked explicitly to placement and role-

emerging research, they are implied in all occupational therapy practice.  Therefore, they are 

also included as threshold concepts in the reflective framework in this PhD study (Fortune & 

Kennedy-Jones, 2014; Kaelin & Dancza, 2019; Nicola-Richmond et al 2018; Tanner, 2011).   

This research employs threshold concepts as a reflective tool to help students focus their 

reflections on learning during REP. However, this approach has not been used in 

occupational therapy research before, though the combination of inquiry graphics and 

threshold concepts has been utilised in other research designs.  Mac Giolla Ri (2022) 

employed inquiry graphics to identify threshold concepts in Irish social care education, as 

perceived by educators, students, and graduates.  Whilst Mac Giolla-Ri’s (2022) method 

differed from this research, it adopted a similar multimodal approach, except here 

participants provided images to represent troublesome learning.  In this 2022 study, the term 

‘threshold graphic’ was used to describe the visual representation of troublesome learning 

and, therefore, a threshold concept (Mac Giolla-Ri, 2020; 2022).  Both this PhD research 

and Mac Giolla-Ri’s (2022) involve students and educators in an active, engaged learning 

approach to support knowledge development.   

3.2.2 Experiential and Inquiry-based learning 

  Experiential learning theory is one of the most popular adult learning theories and 

approaches in occupational therapy education, with Kolb's Experiential Learning model 

probably the most cited (Ghanbari, Bayat & Kavousipor, 2024; Morris, 2020).  Kolb 

emphasises the link between experience and knowledge development, whether that be an 

academic module experience or a practice placement experience, and argues that learning 

cannot take place without experience (Morris, 2020).  Kolb’s Experiential Learning Cycle 

involves four stages of learning: concrete experience, reflective observations, abstract 

conceptualisation and active experimentation, which work together to generate a learning 

experience.   

Kolb suggests that experiential learning involves experience, reflection, thinking, and acting, 

making learning an active process (Kolb, 2015; Ghanbari, Bayat, & Kavousipor, 2024).  It is 

a familiar process for occupational therapy learners and is often used to structure reflections 

and thinking related to placement experiences (De Vries, De Jongh & Wegner, 2024).  

However, the original 1984 theory has not been without its critics, which Kolb has 

acknowledged, resulting in the progression of his theory through the addition of four adaptive 

learning modes (Kolb, 2015; Morris, 2020).  This developed version of Kolb's Experiential 

Learning theory remains popular among health and occupational therapy learners, focusing 
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on active learning and utilising reflection to engage, think, and act on the learning (Corrie, 

Lawson, & Rowland, 2020; Du Toit & Wilkinson, 2010).   

Due to Kolb's active learning stance, which focusses on experience and reflection, and its 

application in occupational therapy education, this theory has been influential in developing 

the conceptual framework for this research.  Kolb’s theory is also influenced by the 

philosophy of the pragmatist John Dewey, as discussed in Chapter 2.   Deweyan pragmatic 

philosophy emphasises practical problem solving in real-world situations through experience 

and reflection, which aligns well with occupational therapy education, and this proposed 

conceptual framework (Coppola, 2013; Dewey, 1938/63)  

3.2.3 Inquiry-based learning and Inquiry Graphics 

 Inquiry-based learning is another learning approach closely aligned and influenced 

by Deweyan philosophy.  Here, the emphasis is on the process of exploring and questioning 

as central to the active learning experience and reflection (Jaffe, Gibson & D’Amico, 2015).  

This learning approach aligns well with occupational therapy education and practice, where 

OTs explore and question service users about their lived experiences of occupation to 

identify their occupational needs and establish priorities for intervention.  Jaffe, Gibson, and 

D’Amico (2015) based their Process-Oriented Guided-Inquiry Learning (POGIL) framework 

for occupational therapy students on an inquiry-based learning approach.  The aim of using 

this approach was to promote the development of learning, thinking, communication, and 

assessment in OT students through an active, team-based approach.  Findings from this 

initial study suggest that this active learning approach, while requiring extra setup by the 

lecturer, created an active learning environment (Jaffe, Gibson, & D’Amico, 2015).   

Inquiry-based learning is also foundational within inquiry graphics, with the promotion of 

‘inquiry’ encouraging students to take an active part in questioning and exploring key 

concepts related to their learning via the collection or creation of a graphic or photo to 

connect, represent and explore their learning (Lackovic, 2020; Mac Giolla Ri, 2022).  Inquiry 

graphics are in their infancy, but early positive studies have demonstrated their value in the 

growing digital and visual world (Mac Giolla Ri, 2022).  They also align with arts-informed or 

arts-based approaches, which are increasing in the health professions education literature 

(Kinsella & Bidinosti, 2016).  Kinsella & Bidinosti’s (2016) study collected data over 5 years.  

In this study, OT students created an artefact to represent what ethical practice means to 

them.  They then wrote a reflection, which included details about the intended meaning of 

the artefact, a brief overview of the project, and a reflection on their learning and what they 

had learned during the project.  Findings suggest that students found the active, creative 
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approach to deepen their reflections and transform their understandings (Kinsella & 

Bidinosti, 2016).  

As well as creating an artefact as part of learning.  Arts-based learning approaches may also 

include or be linked to social, relational, and material contexts, for example, where an arts-

based approach is integrated into a class or group session, promoting social and relational 

interaction.  Within the literature about arts-based approaches, the role of materials and 

environment appears less aligned.  This, I would argue, is the difference between the art-

based approach described above by Kinsella & Bidinosti (2016) and Inquiry Graphics, where 

a social, relational and material approach to learning is included (Fenwick, 2015).   

3.3 Multimodality & Socio-materiality 

 For most people reflecting on teaching and learning in higher education, the dominant 

delivery approach typically involves language and text-centred discussion (Lackovic & 

Popova, 2021).  The verbal communication of knowledge and professional practice theories 

has been seen as essential to developing students' knowledge and understanding (Fenwick, 

2015).  Whilst verbal communication and language-based lectures are indeed necessary, 

approaches other than verbal are being developed that are worthy of inclusion and 

exploration within higher education and health professionals' teaching and learning 

approaches moving forward (Fenwick, 2014; 2015).   The socio-material perspective, which 

encompasses both multimodality and the socio-materiality of knowledge and communication, 

is a standpoint associated with multiple theories and approaches, such as semiotics and 

inquiry graphics (Lackovic & Popova, 2021; Sy et al., 2024).  

Fenwick (2014; 2015), a key author in socio-material approaches in HE, also sees learning 

beyond a cognitive process, as influenced by social relational practices between people and 

materials, technologies, context and relationships, with these non-verbal and material modes 

contributing to knowledge creation and development, alongside the cognitive processes 

(Fenwick, 2015, 2016; Lackovic & Popova, 2021).  Fenwick (2016, p. 250) defines socio-

material as.  

‘Material’ is the everyday stuff of our lives that is organic and inorganic, technological and 

natural: bodies, settings, substances and devices.  ‘Social’ is our symbols and desires, 

human interactions and communication.  It is in the relations and entanglings between 

material and social forces that everyday practices – including practitioners’ activities, 

decisions, responsibilities, etc. – are produced’ 

This thinking aligns well with how occupational therapists professionally reason, assess and 

work with people.  OTs value the unique person factors of an individual, including their 
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cognitive, physical, and emotional elements, but also recognise the impact of materials, 

technologies, environment, and context on how an individual engages and participates in 

their environment (Brown et al, 2025; Hitch & Pepin, 2021).  The relationality between 

humans, their ‘everyday stuff’, and their occupations is central to occupational therapy 

philosophy and practice (Christiansen & Haertl, 2024; Duncan, 2020; Pentland, 2015).  

Therefore, adopting a socio-material perspective within learning and pedagogy for 

occupational therapy students feels philosophically and pedagogically appropriate (Kinsella 

& Bidinosti, 2016) 

Socio-materiality is also closely aligned with multimodality, with the relationship between the 

human and inhuman artefacts, society and environments and professional knowledge seen 

as key to learning (Fenwick, 2014;2015).  Both perspectives align with occupational therapy 

and inquiry graphics, but there is little research related to occupational therapy and student 

learning in this area. However, multimodal approaches are applied by occupational 

therapists when working with people who have cognitive change, such as dementia. In this 

situation, multimodal approaches that draw on alternative sensory and material modes of 

intervention can provide benefit (Ham et al., 2021).  Whilst connecting the treatment of 

patients with socio-material and multimodal perspectives is novel, it is interesting to note 

that, as OT’s, we have often adopted non-verbal modes to support recovery and learning; 

however, there is limited discussion relating to OT student learning via these modes 

(Kinsella & Bidinosti, 2016) 

Socio-material and multimodal approaches to learning can expand and enhance students' 

discipline-specific knowledge growth, aligning with the evolving digital multimedia 

environment (Fenwick, Nerland & Jensen, 2012; Lackovic & Olteanu, 2024). The literature 

contains numerous definitions of multimodality.  In this PhD study, multimodal learning 

means that: 

‘meaning making in human societies and natural environments is 

multimodal, enabled by different modalities, such as verbal, pictorial, tactile, 

auditory, atmospheric, affective, material, sensory, transient or tacit…’ 

(Lackovic & Olteanu, 2024, p12)   

Multimodality emphasises different modes and ways of supporting teaching and learning 

than traditional language- and text-based methods.  Multimodal approaches can, therefore, 

include a range of methods, such as semiotics and inquiry graphics, both of which use signs 

or graphics as ways of mean-making (Lackovic, 2020; Lackovic & Olteanu, 2021).  Inquiry 

Graphics applies both socio-material and multimodal principles of learning to account for the 

materiality of learning through the materiality of visual representations and communication in 

learning beyond words.   
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3.3.1 Inquiry Graphics 

Inquiry Graphics are complex learning signs that contribute to the development of semiotics 

in higher education research.  Semiotics is widely recognised in disciplines such as 

languages, linguistics, the arts, media, and communication. It has been defined as ‘exploring 

how images and other signs in communication make meaning, which can inform learning 

and knowledge’ (Lackovic, 2020, p. 7). Meaning is at the centre of learning, and the key 

point of applying inquiry graphics in the context of OT is to support students’ exploration and 

advancement of OT-related meanings.  

Adopting a multi-modal approach to learning and knowledge development in higher 

education, using non-verbal (signs) and verbal (language) modes, was progressed by 

Lackovic (2020) with their development of the term ‘Inquiry Graphics’. This was a response 

to the rise of infographics that emphasise a quick visual summary, whereas inquiry graphics 

highlighted the need to pause and reflect with and about images:  

“Inquiry graphics can be understood as a response to the rise and 

widespread use of infographics (information graphics).  Whereas 

infographics are used to summarise information visually for fast, impactful 

presentation and consumption of often large-scale data, inquiry graphics 

turn graphics into inquiry artefacts…….An inquiry graphics approach 

foregrounds slow, analytical and semiotic unpacking of visual information, 

and engagement via image-concept inquiry graphics artefact creation” 

(Lackovic, 2020, p. 16).   

Inquiry graphics learning design is an example of a multimodal method, which involves a 

person collecting or creating an image or graphic to represent an educational concept or, in 

this study, a learning outcome and the associated threshold concepts (Lackovic, 2010; 

2020).  

Furthermore, inquiry graphics and multi-modal learning are part of Inquiry-based learning 

approaches (Laurillard, 2012).  Since the millennium, there has been a significant 

acceleration in the use of digital technology and media to communicate and connect with all 

aspects of our lives, both as individuals and as part of groups and communities 

(Christiansen & Haertl, 2024).  It would be hard to imagine life without smartphones, apps, 

and social media platforms; this increase in digital technology and media use is often 

referred to as the Fourth Industrial Revolution (Schwab, 2017).  Schwab (2017) argues that 

the fourth revolution differs from previous revolutions because of the scale, range, and 

complexity of the developments that affect everyone everywhere.  In occupational therapy 

education, these evolving digital technologies and multimodal literacies provide us with 

means of communication, collaboration, critical thinking, creativity, and new ways of learning 
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and being (Marchetti, 2021).  Fundamentally, this new age means that learning and 

education in occupational therapy and for all learners can move beyond language- and text-

based methods to include more digital and multimodal approaches (Lackovic & Olteanu, 

2024).  In occupational therapy education, the use of digital media, primarily in the form of 

digital simulations incorporating video and role-playing, is increasing to prepare students for 

effective communication and interactions with patients and service users (Marchetti, 2021).  

These methods are valuable in preparing students for practice and in imagining themselves 

in practice situations, which is suggested as a precondition for critical thinking and learning 

(Gee, 2007, in Marchetti, 2021).   

Not only do inquiry graphics include a creative, multimodal way of recording and exploring 

learning, but it also facilitates students engaging and participating in an occupation that is 

innovative and multimodal, giving the option to use different graphics or artefacts within their 

Inquiry Graphic to maximise their own reflection on learning related to threshold concepts 

(Lackovic, 2020; Mac Giolla Ri, 2022). 

Lackovic (2010) discusses the use of images and written narratives to explore students' 

understanding of core concepts, suggesting that this technique fosters a personal voice and 

perspective on learning.  Here, Lackovic (2010) explains that thinking, including critical 

thinking, is most likely multimodal, meaning that when we think of a concept or topic, not 

only words but also images, sounds, smells, colours, and emotions form in our minds. 

Lackovic (2010, p. 124) illustrates this with an example. 

‘Each mode offers a possibility of transformation into another mode.  For 

example emotion ‘sad’ could be represented through the colour blue, the 

smell of something through an image of something’. 

Lackovic’s illustration here aligns with the neuroscience perspective on adult learning, as 

discussed by Taylor & Marienau (2016) in Chapter 2, who describe how the brain uses 

images, metaphors, and analogies to engage with, interpret, and understand new learning.   

This type of multimodal reflection employs a graphic and a written narrative for learning and 

reflection and shares similarities with Moon’s (2006) suggestion to use different external 

representations of reflection.  In describing and defining reflection, Moon (2006) 

distinguishes between the internal cognitive process that takes place and the external 

representations that can be produced.  So, whilst reflection and reflective learning appear to 

be similar internal cognitive processes, Moon (2006) and others suggest that reflective 

writing or using other media, such as graphics, video or arts-based methods, are external 

representations of reflection that can expand the reflective process (Bentwich & Gilbey, 

2017; Lackovic, 2010; 2020; Lackovic & Olteanu, 2021).   
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3.4 Towards a New OT Pedagogy and Conceptual Framework 

 To date, occupational therapy educational research has drawn on learning theory and 

frameworks external to our profession to explore the experience and effectiveness of 

educational approaches (Brown, 2023; Hooper et al, 2018; Lysaght et al., 2018).   

Supporting learning via the use of learning theory and frameworks such as threshold 

concepts, which include our philosophy, history and theory, has been identified as a priority 

within the occupational therapy education literature (Hooper et al, 2018) 

Hooper et al. (2018) propose that, to advance occupational therapy education and research, 

we must draw on our philosophical and historical backgrounds to develop theory-building 

studies and profession-specific conceptual frameworks.  This study responds to this call by 

utilising contemporary educational theory and research to develop a profession-specific 

learning design and then applying and researching it through a case study approach to 

support occupational therapy students' learning during role-emerging placements.   

A range of adult learning theories that adopt an active, experiential learning approach have 

been discussed earlier in this chapter.  Inquiry-based learning is one of these active, 

experiential approaches that are foundational to inquiry graphics, alongside semiotics and 

multimodal learning.  IG encourages the linking of graphics or photos to key learning 

concepts.  It provides a creative, critical, pedagogical inquiry framework for exploring key 

disciplinary concepts through the creation of graphics and narratives.  An IG can be defined 

as a contemporary approach that utilises thinking with images to explore experiences and 

promote knowledge creation and construction (Lackovic, 2020).  Inquiry graphics incorporate 

definition and meaning-making in a multi-modal way.  The IG learning design will be used 

with this research as a reflective learning tool to support students' learning through the lens 

of threshold concepts.  The students' learning experiences, as informed by this learning 

design and the lens of threshold concepts, will be explored through the research questions 

below.   

3.5 Research Questions 

Research Question 1 - What are occupational therapy students’ experiences of using an 

Inquiry Graphics learning design to support their learning and knowledge development of 

threshold concepts on a role-emerging practice placement?   

Sub Questions 

1. What are the students’ stories around the use of IG images (as data collection tools) 

to inform their learning and knowledge development around occupational therapy 

threshold concepts?  
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2. How do artefacts/graphics support students’ reflections and discussions about 

threshold concepts during role-emerging practice placement learning? 

Research Question 2 - What are occupational therapy students' learning experiences 

related to threshold concepts on role-emerging placements?  

Sub Questions 

1. What are their narratives around these learning experiences?   

2. What experiences, interactions and concepts do they find troublesome? 

3. What do they find transformative?  

3.5 Chapter summary 

In this second literature review chapter, I have critically appraised occupational therapy 

educational research and explored learning theories and approaches.  Finally, the chapter 

discussed the development of the conceptual framework, which underpins this research and 

concluded with the research questions.   
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Chapter 4 – Research Methodology 

4.1 Introduction  

This chapter presents the philosophical framework, research methodology, and methods 

employed in this study. The overarching aims are to evaluate the use of an Inquiry-Graphics 

learning design as a pedagogical approach in occupational therapy role-emerging placement 

learning and explore how occupational therapy students applied threshold concepts on REP 

using the IG learning design.   

In this chapter, I examine the evolution of my research methodology.  Discussions about my 

ontological and epistemological positions, which underpin the research, will be explored, 

linking this to my theoretical perspectives, methodology, and methods (Crotty, 1998). To 

enhance transparency, I will describe my theoretical and methodological debates, the 

methods employed, including the case study participants, research context, ethical 

considerations, my role in the research, and considerations of trustworthiness.   

4.2 Philosophical considerations 

As an occupational therapist and an academic who values people as individuals with 

individual lived experiences and individual realities, I believe that people create meaning and 

identity through the occupations (all daily activities) that they engage in, in their everyday 

lives, which are influenced by their personal factors and social and environmental contexts 

(Duncan, 2023).  Therefore, there is not one reality or truth, but multiple realities that are 

personally meaningful in different ways to different people who may have shared 

experiences.  This perspective has shaped my philosophical stance as a researcher, and 

consequently, my research methodology choices and design.  Crotty (1998) described a 

four-stage framework when designing research, highlighting the importance of addressing 

four questions as part of the research process.  I will discuss each part of my research 

design, shown in Figure 6 on page 49. 
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Figure 6 Research Design using adapted version of Crotty's Framework (1998) 

 

4.3 Ontology and Epistemology 

Ontology is a philosophical term that refers to theories related to reality and asks questions 

about the nature of reality or what it means to exist and be real (Braun & Clarke, 2022; 

Crotty, 1998).  Epistemology is a term closely associated with ontology, referring to the 

nature of knowledge and how it is constructed, asking questions such as ‘How do we know 

what we know?’ (Crotty, 1998).  From my discussions earlier in the chapter, my worldview 

suggests that I perceive reality as an individual experience shaped by the society and 

environment in which we live and engage, and that knowledge is constructed through the 

interpretations and experiences of different people's realities.  Therefore, an ontology of 

constructivism and an epistemology of interpretivism align with my philosophical position as 

a researcher (Crotty, 1998; Nayar & Stanley, 2015).   

However, as an occupational therapist in clinical practice, working in acute hospitals and 

healthcare settings, I have been influenced by objectivism within a positivist paradigm, which 

plays a large role in the philosophy and practice of medical and healthcare delivery.  These 

positivist paradigms have dominated modern healthcare in the UK, influencing allied health 

professions, such as occupational therapy (Duncan, 2020).  During my professional practice 

and PhD journey, I have regularly reflected on this dichotomy and the challenges it creates 

for the delivery of occupational therapy and other allied health services, where the 

professional practice lens has shifted to an alternative stance and perspective to the medical 
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model.  These different philosophical perspectives can present challenges for health 

professionals involved in research and innovation (Clark et al., 2021; Duncan, 2020).   

My understanding of the characteristics of knowledge leads me to adopt a constructivist 

ontology and an interpretivist epistemology (Clark et al, 2021; Crotty, 1998; Gaudet & 

Robert, 2018).  I believe realities are multiple and contextually created through human 

engagement with the world.  How individuals experience, interpret and make sense of 

everyday phenomena within their personal and professional contexts contributes to our 

understanding of the world.  There is no single reality in the world; instead, multiple realities 

are socially, culturally, or professionally constructed by people interacting and creating 

various versions of reality.  In this world, knowledge is constructed by people as they engage 

with it; this is how I view the world as an occupational therapist and researcher.   

As an academic researching students’ application of learning related to threshold concepts 

in REP, I believe that students have different ‘constructed’ meanings of what occupational 

therapy entails in these settings, shaped by their individual experiences and social 

interactions within their worlds, including their cultures and backgrounds.  Therefore, there is 

not one truth of student learning in these settings, but multiple versions constructed by 

multiple individual occupational therapy students. These students interpret their own 

experiences of applying their learning related to threshold concepts in occupational therapy 

using an Inquiry Graphics pedagogy and learning design (Clark et al, 2021; Crotty, 1998; 

Gray, 2021; Lackovic, 2020).   

This constructivist ontological position aligns with hermeneutic phenomenology and the work 

of Heidegger and Gadamer, who conceptualised human existence as ‘being-in-the-world’, 

where meaning cannot be separated from lived experiences, history, or interpretation 

(Crotty, 1998; Van Manen, 2014).  In this study, alongside this ontological stance, an 

interpretivist epistemological position is adopted, which holds that knowledge is generated 

through interpretation rather than objective observation.  Here, it is recognised that 

understanding individual students' experiences requires engagement with the meaning’s 

students attribute to them.   Hermeneutic philosophy, particularly the work of Heidegger and 

Gadamer, is seen as interpretive, unfolding through dialogue and reflection known as the 

‘hermeneutic circle’ (Crotty, 1998; Dibley et al, 2020).  In adopting a hermeneutic 

phenomenological approach, the researcher does not sit outside the phenomena but 

participates in the meaning-making process, drawing on their background and expertise, in 

this case, my experience of role-emerging placement experiences (Dibley, 2020; Van 

Manen, 2014).  Reflexivity is therefore an important part of the process, as the researchers' 
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prior knowledge and understandings are recognised as informing interpretation.  Reflexive 

processes and transparency are therefore important for credibility and trustworthiness 

(Dibley et al, 2020; Finlay, 2011) 

This philosophical or ‘big theory’ background, as it has been referred to by Braun and Clarke 

(2022, p. 158), represents my ontological and epistemological position.  These essential 

philosophical foundations informed the theoretical perspectives adopted and the blended 

hermeneutic-phenomenological methodology and case study approach used in the research 

design (Lala & Kinsella, 2011).  I will now discuss phenomenology, inquiry graphics, and 

threshold concepts from theoretical perspectives.   

4.4 Theoretical Perspectives  

Crotty (1998) defines ‘theoretical perspectives’ as: 

‘a way of looking at the world and making sense of it’ (Crotty, 1998, p 8) 

To address the study's research aims, I adopted the theoretical perspectives of 

phenomenology, inquiry graphics, and threshold concepts to explore occupational therapy 

students' experiences of using an Inquiry Graphics Learning design and to examine their 

experiences of reflecting on learning through a threshold concepts lens in role-emerging 

placements.  I will now discuss and justify my theoretical perspectives for this study, 

considering how they align with my methodological and methods choices.   

4.4.1 Phenomenology 

Phenomenology seeks to understand a person's or people's experience(s) of phenomena by 

seeking their descriptive feelings, perceptions, interpretations, and understandings of a 

phenomenon (Dibley et al, 2020).  A phenomenological perspective acknowledges that there 

may be multiple realities from different people and, therefore, multiple meanings associated 

with phenomena (Finlay, 2011; Gaudet & Robert, 2018).  This theory aligns well with 

constructivism and interpretivism; therefore, adopting phenomenology as a theoretical 

perspective and methodology is a suitable fit for the research aims (Finlay, 2011; Gaudet & 

Robert, 2018).  This is particularly true because of the importance of phenomenology 

philosophy in ‘intentionality’ (Crotty, 1998).  Edmund Husserl, the founder of the philosophy 

of phenomenology, made ‘intentionality’ its central concept.  Husserl (1931, p. 245) 

describes ‘intentionality’ as 

 ‘ a concept which at the threshold of phenomenology is quite indispensable 

as a starting point and basis’   
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Intentionality is evident in this study through the relationship between students and their 

application of learning related to threshold concepts in REP. Adopting this phenomenological 

stance means I cannot describe the ‘object’, in this case, the application of threshold 

concepts on role-emerging practice placements, without including the ‘subject’, the students 

and their lived experiences (Crotty, p. 79). This duality of thinking and exploration of the 

phenomenon's experiences is reflected in the research questions, which further support this 

choice of theory.   

To a relative novice researcher, learning more about the philosophy of phenomenology and 

the view of experience was thought-provoking, particularly as the philosophy, theoretical 

perspectives and associated methodologies have been propagated by multiple philosophers 

since the pioneering work of Edmund Husserl, who is reputed to be the father of 

‘phenomenology’ (Dibley et al., 2020).  Edmund Husserl (1859-1938) was concerned with 

studying phenomena and people's lived experiences with a phenomenon of interest, aiming 

to uncover the meaning and complexity of the experience via descriptive phenomenology 

(Dibley et al., 2020).   

Martin Heidegger (1889-1976), a student of Husserl’s, had his own worldview and forged a 

new type of phenomenological philosophy with the development of Interpretative 

Phenomenology, also known as Hermeneutic Phenomenology.  The term ‘hermeneutics’ 

comes from the Greek word ‘hermeneuein’, meaning “to understand” or “to interpret” (Patton, 

2015, p. 136).  Therefore, hermeneutic phenomenology aims to draw out lived experiences 

through the specific involvement of interpretation (Finlay, 2011; Gaudet & Robert, 2018).  

Heidegger proposed that researchers cannot separate their consciousness from the world 

and observe it objectively; instead, the two are inextricably connected.  These separate 

theoretical perspectives have led to the evolution of different descriptive and interpretative 

phenomenological methodologies; these will be examined later in the chapter when I present 

the debates I had about my methodology choice.    

4.4.2 Inquiry Graphics & Threshold Concepts 

Inquiry graphics with threshold concepts are the other theories or perspectives within this 

research design.  Both have been critically explored in earlier literature reviews, as 

presented in Chapters 2 and 3 (Lackovic, 2020; Meyer & Land, 2003;2005).  What is novel 

about this research design is the way these theories are combined to create a multimodal IG 

learning design, utilising the 10 OT threshold concepts already identified within the literature, 

as a reflective tool for students to reflect and explore their learning through the creation of a 

weekly Inquiry Graphic (Brown, Whybrow & Finn, 2021; Kaelin & Dancza, 2019; Nicola-

Richmond, Pepin & Larkin, 2016; Tanner, 2011).   
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These three theoretical perspectives fit with my philosophical views and research aims.  

They felt like a familiar milieu that, with appropriate methodological choices, would work well 

to address my research aims.  I will discuss their application further in the methods section.  

I will now move on to discuss my methodology.   

4.5 Exploring Methodologies 

Reading and learning about methodologies and methods that might align with my theoretical 

perspectives was essential to my research design journey.  As discussed earlier, I was 

drawn to phenomenology because of my professional background and previous research 

experience.  In addition, my research questions, exploring students’ experiences, are 

naturally inclined towards a phenomenological qualitative approach.  However, a range of 

methodologies and methods within phenomenology may have been effective in addressing 

the research questions.   

There are two main philosophical approaches within phenomenology: descriptive 

phenomenology and interpretative phenomenology (Finlay, 2011; Dibley et al, 2020; Smith, 

Flowers & Larkin, 2022).  Edmund Husserl first described descriptive phenomenology and 

focussed on participants’ lived experiences of phenomena.  It aims to capture the ‘essence’ 

of the participant's experience by uncovering and carefully exploring the meaning of the 

phenomenon to achieve a deeper understanding (Dibley et al, 2020). Within this approach, 

the researcher is expected to use ‘phenomenological reduction, epoche and bracketing’, 

which are interchangeable terms associated with the reflective process the researcher 

undergoes, to suspend their previous knowledge, understanding, and opinions, thereby 

reducing any prejudgement of the phenomenon of interest (Dibley et al, 2020).  I did not feel 

I could ‘bracket’ my background and knowledge from this research.  As an academic with 

experience in students' learning on REP, I felt that my background could contribute to the 

study (Finlay, 2011).   

In contrast to descriptive phenomenology, interpretative phenomenology, also known as 

hermeneutic phenomenology, as described by Martin Heidegger (1889-1976) and further 

developed by Hans-Georg Gadamer (1900-2002), does not involve ‘bracketing’ and instead 

suggests that the researcher cannot separate their past experiences and knowledge.  

Heidegger developed the interpretative approach and introduced the term ‘Dasein’, which 

means  

‘Being there’, or a way of being that relates to the human experience’ (Dibley et al., 2020, p 

20).   
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Therefore, as explored in the literature review in Chapter 2, Heidegger specified that 

meaningful experiences are an integral part of ‘Dasein’ and phenomenology and if we are to 

examine these experiences, we need to interpret them and find the meaning of the 

experiences (Dibley et al., 2020; Kirillova, 2018).  This more holistic methodology, known as 

interpretative phenomenology or hermeneutic phenomenology, extends beyond merely 

describing the phenomena and instead aims to interpret and understand the contextual 

factors that influence participants' experiences of them.  As discussed in Chapter Two, this 

aligns with occupational science philosophy, and therefore, with the range of participants and 

contexts in this study, this methodology was the most appropriate choice (Bynum & Varpio, 

2018; Lala & Kinsella, 2011) 

4.5.1 Case Study Series with Hermeneutic Phenomenology  

Hermeneutic phenomenology was established as the preferred methodology.  Initially, I 

intended to adopt a single methodology based on the theoretical perspectives discussed. 

However, once recruitment and data collection commenced, it became clear that each 

participant was experiencing the application of threshold concepts and using the Role-

Emerging Placement IG learning design, delivered to students as a portfolio, differently.  

Therefore, to capture each participant’s unique experiences, adopting a case study 

approach alongside hermeneutic phenomenology methodology was appropriate (Dibley et 

al, 2020; Priya, 2021; Tight, 2017).   

Case studies are a popular qualitative research design that aim to investigate a 

phenomenon in a real-life context using various data collection methods (Priya, 2021; Yin, 

2014; Tight, 2017). These case studies are designed to be exploratory and employ a two-

stage data analysis approach. In Stage One, each participant's experiences are interpreted, 

and in Stage Two, cross-case study analysis takes place, in which themes across case 

studies are identified and presented (Yin, 2014).   

4.6 Methods 

This research explored students' individual lived experiences of using an IG learning design 

via a Padlet portfolio to reflect on learning related to OT threshold concepts in role-emerging 

placements.  The qualitative design employed data collection methods that allowed for 

analysis of the range of individual experiences and data items (Clark et al., 2021; Patton, 

2015). I adopted an inductive approach to designing the method, which evolved as I 

explored the theory and previous research. I reflected on my knowledge and experience of 

supervising students on REP (Braun & Clarke, 2022; Patton, 2015).   
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I intended for my contribution to knowledge from this research to be twofold,  

1. I aimed to research the use of an IG learning design developed to support students' 

reflections on learning related to threshold concepts. I adopted a multimodal 

approach to learning and knowledge development in occupational therapy, utilising 

both nonverbal (graphics and photos) and verbal (language) modes through a Padlet 

portfolio.   

2. I wanted to add to previous research knowledge and understanding of students’ 

experiences of applying learning related to threshold concepts (key disciplinary 

concepts) on role-emerging placements 

Dancza et al. (2016) included a ‘theory-informed workbook’ as additional support for 

students on REP in school settings in England, which was received positively.  With this 

evidence and my knowledge of inquiry graphics and threshold concepts theory, I aimed to 

provide students with a portfolio resource in which theory and practice were explicit, and key 

disciplinary concepts (threshold concepts) related to their placement were outlined for them.  

This portfolio adopted an Inquiry Graphics learning design (Lackovic, 2020) 

In this study, the key disciplinary concepts (threshold concepts) were embedded in the 

learning outcomes of the placement.  The placement learning outcomes for practice 

placement three, along with the threshold concepts identified by occupational therapy 

researchers in previous studies, are listed in Table 1 below (Kaelin & Dancza, 2019; Nicola-

Richmond, Pepin, & Larkin, 2018; Tanner, 2011).  Arrows are used to illustrate how 

placement learning outcomes incorporate threshold concepts.   

  



56 
 

 

Learning Outcomes - Practice Placement 3  Threshold Concepts for Occupational 

Therapy (established in research) 

1. Critically relate specific 

Occupational Therapy interventions 

to the best available practice 

2. Take responsibility, with supervision, 

for agreed elements of a client 

caseload appropriate to the practice 

placement setting. 

3. Critically reflect upon your own 

professional role and that of other 

professional groups within health 

and social care settings with the aim 

of evaluating the leadership and 

management of multidisciplinary 

care and service delivery (IPL 

Learning Outcome) 

4. Critically evaluate the 

implementation of legislation, 

policies and guidelines in the 

practice placement setting 

5.  Analyse the importance of effective 

team working and communication 

relevant to the practice placement 

context 

6. Demonstrate continuing professional 

development by reflecting on the 

learning opportunities provided 

 

 

1. Applying occupational therapy 

theory to practice 

 

2. Client-centred practice 

 

 

3. Occupation 

 

4. Practicing in the real world 

 

 

5. Occupational therapy role 

(professional identity)  

 

 

 

 

 

 

 

 

 

(Kaelin & Dancza, 2019; Nicola-Richmond 

et al, 2018; Tanner, 2011) 

 

 

Table 1- An interweaving of Practice Placement Learning Outcomes and Threshold Concepts in 
Occupational Therapy 
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As well as the threshold concepts identified in previous placement research, there are an 

additional five threshold concepts identified in other occupational therapy research; these 

are; 

6. Evidence-based practice 

7. Clinical reasoning 

8. Discipline-specific skills & knowledge 

9. Reflective practice 

10. Holistic approach 

Whilst these threshold concepts have not been linked explicitly to role-emerging placements 

in the research, they are stated or implied in the Practice Placement Learning outcomes.  

Therefore, they have also been included as threshold concepts in this PhD study (Fortune & 

Kennedy-Jones, 2014; Kaelin & Dancza, 2019; Nicola-Richmond et al, 2018; Tanner, 2011).   

4.7 Researcher's Role and Reflexivity 

As a researcher conducting this study in my workplace, it was essential for me to remain 

continually reflective and reflexive about my position and role as an ‘insider’ (Creswell, 

2023).  For health professionals and researchers, reflection is crucial for learning and skill 

development (Schon, 2016).  Early in the research design, I began journaling to record and 

reflect on my research journey; this helped me keep track of my decision-making and 

thinking and provided a focus for supervision sessions.  Etherington (2004, p. 31) suggests 

that researchers should ‘adopt an informed opinion about the role of reflexivity in their work’.  

Reflexivity played a crucial role in my research, as it enabled me to reflect on my ‘insider 

position’ at the university and the potential power issues that arose between me and the 

student participants (Trowler, 2014).  Etherington (2004, pp 31-32) defined reflexivity as: 

 ‘the capacity of the researcher to acknowledge how their own experiences 

and contexts (which might be fluid and changing) inform the process and 

outcomes of inquiry.  If we can be aware of how our thoughts, feelings, 

culture, environment and social and personal history inform us as we 

dialogue with participants, transcribe their conversations with us and write 

our representations of the work, then perhaps we can come close to the 

rigour that is required of good qualitative research’.  

This quote represents my perspective on reflexivity and the reflexive approach I aimed to 

incorporate during journaling, supervision, and the research process.  Stepping back to 

reflect on my position and how my familiarity with occupational therapy education may lead 

me to ascribe meaning to words or behaviours that differ from those of the participant was 
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important.  I attempted to maintain the ‘hermeneutic alertness’ Van Manen (2021) described 

when a researcher steps back to reflect rather than immediately accepting their 

interpretations (Van Manen, 2021). 

Subjectivity in hermeneutic phenomenological research must be managed. Still, it is 

essential to acknowledge that my subjectivity began and continues to drive the research 

process, adding value (Crowther, 2017; Crowther & Thomson, 2020; Dibley et al., 2020; Van 

Manen, 2021).  My ‘insider’ status can lead to stronger connections with participants, 

increased trust, and the ability to uncover meaning that a researcher outside the setting may 

not have revealed.  The reverse may also happen if my relationship with the participants 

means they fear judgement or don’t feel they can speak freely.  These strengths and 

weaknesses exemplify the researcher's regular reflection and reflexivity, which were carried 

out to maintain trustworthiness and quality within the qualitative research process (Dibley et 

al., 2020).   

4.8 Development of Role-Emerging Placement IG learning portfolio   

The first version of the Role-Emerging Placement IG learning portfolio, based on an IG 

learning design, was developed after reviewing Lackovic’s (2020) examples and other 

relevant literature, and reflecting on the portfolios I had used as an academic.  I had 

experience with both paper and digital portfolios in the past, but due to the digital nature of 

this portfolio, I needed it to be an e-portfolio.  Various platforms, including the Blackboard 

Virtual Learning Environment, Pebble Pad, and Padlet, were considered.  Initially, I looked at 

using Pebble Pad, which was already familiar to students and linked to their placement e-

portfolios.  However, student feedback about access and utility issues led me to move away 

from Pebble Pad and instead look at Padlet, the preferred platform.  Padlet is an online 

visual noticeboard that students use during module delivery and placement discussions.  I 

created an 8-week learning portfolio on Padlet, where students could add a weekly graphic 

or photo and answer eight reflective questions about their chosen graphic/image, the 

selected placement learning outcome(s), and the associated threshold concept learning.   

4.8.1 Pilot study of Role-Emerging Placement IG learning portfolio 

The 8-week Padlet was piloted with four third-year occupational therapy students who went 

out on their final elective practice placement to different role-emerging settings between 

February & April 2023.  Students and their weekly occupational therapy educators were 

given information about the aims and use of the Padlet’s.  Most students engaged in 

collecting graphics and photos during the first few weeks of the placement to create their 

IGs, but some later stopped doing so.  Feedback from students suggested that the Padlet 

was accessible and easy to use, and that the portfolio framework was working well; however, 
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some of the questions required adjustment, as they lacked clarity or duplicated others.  It 

was perceived that providing additional guidance to students and educators on the purpose 

and use of the portfolio would also be helpful.  Minor amendments were made to the Role-

Emerging Placement IG learning portfolio to address the feedback and additional 

instructions created.   

4.9 Participants, Recruitment and Research Context 

This study involved occupational therapy students at a University in the North of England 

who undertook role-emerging placements, and OT educators who provided professional 

supervision to the students every week.  Student participants were recruited from the BSc 

(Hons) and MSc Occupational Therapy programmes between September and October 2023.  

A purposive sampling strategy was adopted, with all OT students who went out on a role-

emerging placement eligible to participate in this study (Priya, 2021).  Potential participants 

were sent information about the study by the senior lecturer who leads practice placements. 

They were allowed to ask questions and made aware that they did not have to participate in 

the research.  The placement lead acted as a gatekeeper for the study to distance the 

researcher from the recruitment process, therefore enhancing trustworthiness (Creswell, 

2014) 

Purposeful sampling was used to recruit six occupational therapy students: two from the 

second year of the MSc Occupational Therapy programme and four from the third year of 

the BSc (Hons) Occupational Therapy programme (Creswell,2014; Patton, 2015).  Practice 

placements on both these pre-registration occupational therapy programmes are at the 

same level, i.e., level 6 for Practice Placement 3.  This is comparable to practice placements 

on other occupational therapy programmes in the UK, where students doing either a BSc 

(Hons) or an MSc programme are marked at the same level of study for each placement.  

Students complete placements at levels 4, 5 & 6 as they progress through their 

programmes.  All these student participants were on their Practice Placement 3 (PP3), being 

assessed at level 6. 

All six student participants were female, ranging in age from their 20s to 50 years.  Each 

participant was given a pseudonym to protect their identity (Patton, 2015).  The participants' 

pseudonyms are Bella, Jess, Laura, Paula, Helen, and Dawn.   
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Table 2 Participants Key Characteristics 

 

As discussed in the literature review in Chapter 2, students participating in role-emerging 

placements typically go out in pairs, as was the case with these students.  One pair of 

students went to a state primary school, another went to a care farm, and the final pair went 

to a well-being unit in a higher education setting.   

Purposive sampling was also used to recruit two occupational therapy educators who 

supervised the student participants (Creswell, 2014; Patton, 2015). Both educators were 

specialist occupational therapists with experience in supervising students on REP once a 

week. 

4.10 Preparation for role-emerging placement – Introduction to Role-Emerging 

Placement IG Portfolio & data collection 

All students going on placement have preparation sessions before they go out on practice 

placement and evaluation sessions when they return to university at the end of the 

placement.  These sessions involve rehearsing and practising skills, such as conducting 

assessments or interventions, learning to use equipment, and preparing to move and handle 

people, or manage risk or health emergencies.  In addition to these ‘standard’ preparation 

sessions, students going out on REP had an additional placement preparation session with 

their placement pair.  The Role-Emerging Placement IG Learning Design was described in 

the session, as detailed in Figure 7 below, and the Padlet Role-Emerging Placement (REP) 
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learning portfolio was introduced. Students were shown an example of a REP IG Learning 

Portfolio and given information about accessing their Padlet, uploading graphics or photos 

and completing the eight reflective narratives 

4.10.1 Use of the Role-Emerging Placement IG Learning Portfolio on Placement 

Each week, students chose to focus on one or more placement learning outcomes, which 

were linked to occupational therapy threshold concepts. Students then created or collected a 

graphic or photo representing reflections on their learning related to their chosen learning 

outcomes (LO) and saved it to their individual Padlet.  For each graphic or photo, the 

students were asked to answer eight reflective questions on the Padlet.  The process was 

repeated for each of the eight weeks of the placement.  The reflective questions aimed first 

to explore the reasoning behind the choice of graphic/ image and second to examine the 

learning (threshold concepts, TC) it represented.  Reflective questions 1-4 inquired about 

their choice of graphic/photo; these questions were adapted from an inquiry graphics (IG) 

schedule to deconstruct the images for learning and reflection purposes (Lackovic, 2020).  

Reflective questions 5-8 were associated with reflecting on professional practice learning 

and planning for further learning the following week (see Appendix 1 for the eight questions).  

The process is outlined in Figure 7 below.   

 

 

Figure 7 Role-Emerging Placement Inquiry Graphics Learning Design Process (adapted from Lackovic, 
2020, pp 257) 

1. Students select practice 
placement LOs & related 
threshold concept (TC) to 

focus reflection on learning 

2. Students create / select  
graphic(s) to represent 

reflection on learning

3. Students develop voice 
narratives or written 
reflections to link the 

graphic, LO & TC & create the 
IG to add to Padlet

4. Educator & students 
explore, discuss and 

analyse IG & reflect on 
learning in weekly 

supervision

5. Students & educator plan 
how concept, graphic and 
knowledge development 

continues during next week/ 
rest of placement 
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4.11 Data Collection 

To collect rich data congruent with a hermeneutic phenomenological approach, a multiple 

data collection design was employed to gather a range of interview and visual data (Dibley et 

al., 2020; Yin, 2014).  Each data collection method provided a different vantage point for 

exploring the research questions.  The study employed four data collection methods (see 

Figure 8).  

1. Weekly graphics or photos with written reflective narratives, known as Inquiry 

Graphics (IG) 

2. Audio recordings of weekly supervision sessions between the occupational therapy 

students and the practice educator 

3. Individual semi-structured interviews between the researcher and the student 

participants, and 

4. Themed notes from conversations between the researcher and the two OT practice 

educators,  

   

   

Figure 8 Data collection items 

4.11.1 Data Collection 1: Weekly graphics/images and reflective narratives in the Role-

Emerging Placement IG portfolio 

Visual materials, i.e. graphics or photos, were created or collected each week to represent 

the student’s reflections on learning related to occupational therapy placement learning 

Data 
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outcomes (aligned to threshold concepts).  Below each graphic or photo were eight reflective 

questions for students to answer (see Appendix 1).  Students answered these questions 

about selecting their graphic or photo and learning to create a narrative.  The combined 

graphic and narrative was the inquiry graphic (IG).  The weekly IG was used to facilitate 

dialogue between the supervisor and students about their learning experiences associated 

with threshold concepts.  These discussions were conducted during supervision and are 

included in data collection item 2.   

The data collected as part of Data Collection 1 was stored on each student’s Padlet.  Once 

the placement was completed, any identifying data was redacted, and the Padlet was copied 

and included in the research data.  Four students completed 8 weeks of inquiry graphics, 

and two students on placement at the higher education setting completed 6 weeks of inquiry 

graphics.   

4.11.2 Data Collection 2 - Audio recordings of weekly supervision sessions between student 

participants and their occupational therapy practice educator 

Supervision between the occupational therapy placement educator and the student 

participants took place at the end of each week during the 8-week placement.  In the first 

part of the supervision session, student participants discussed their selected learning 

outcomes (& related TC) and their weekly IG.  These discussions were audio recorded on 

Microsoft Teams with the participants' consent and shared with the researcher for inclusion 

in the research.  Audio recordings were transcribed and stored securely on the researcher’s 

university OneDrive. 

4.11.3 Data Collection 3 – Semi-structured interviews with student participants 

Individual semi-structured interviews were conducted with each student participant at the 

end of their role-emerging placement.  The interviews took place on Microsoft Teams and 

lasted 45-80 minutes.  The interview had two parts. In part 1, participants' Padlet’s were 

shared on the screen, and an adapted inquiry graphic question schedule was used to 

deconstruct the weekly graphics/photos.  This interviewing style is familiar to inquiry graphics 

and helped stimulate recall of their experiences.  It also fits well with hermeneutic 

phenomenological interviewing (Lauterbach, 2018).  Online interviews worked well and were 

convenient for students living away from the university campus.  However, there were 

connectivity issues with two participants that interrupted and temporarily halted the 

interviews and may have affected the flow of conversation (Keen, Lomeli-Rodriguez & Joffe, 

2022).   



64 
 

In both Part 1 and Part 2 of the interview, open-ended questions were used to encourage a 

conversational approach, allowing participants to share their experiences with using the IG 

learning design to create their weekly IG and reflect on their learning related to threshold 

concepts (King, Horrocks & Brooks, 2018).  Using follow-up paraphrasing and clarifying 

questions to gain meaning without leading participants was important for understanding 

participants' narratives and experiences (Dibley et al, 2020).  This interviewing style was 

familiar to me; it is how I gathered information as a clinical occupational therapist. Therefore, 

I felt comfortable in the conversation, which hopefully helped establish rapport, facilitate 

discussion, and generate data.   

In part 2 of the interview, participants were asked about their reflections on their learning 

experiences related to the placement learning outcomes and associated OT threshold 

concepts.   

4.11.4 Data collection 4 - Individual conversations with occupational therapy educator 

Individual conversations took place between the researcher and the two occupational 

therapy educators who provided weekly supervision to students.  These conversations 

followed an iterative, conversational style, starting with participants discussing the 

supervision process in a ‘think-aloud’ process about how they experienced using the Role-

Emerging Placement IG learning portfolio and students' application of their learning to 

threshold concepts (Rankine & Thompson, 2015).  Again, this interview approach is 

discussed within the hermeneutic phenomenological literature and allows individual lived 

experiences to be explored (Lauterbach, 2018) 

4.12 Data Analysis 

Data analysis adopted a two-stage approach described by Morgan (2021) to begin with 

individual case study analysis of data items 1-4, followed by stage two, where analysis of 

themes across the case studies was conducted to identify the overarching themes (Dibley et 

al., 2020; Morgan, 2021).  

In stage one of data analysis, data items for each participant were reviewed in a set order, 

with coding and themes identified for each data item and then across the data items in an 

iterative, cyclical process, described in hermeneutic phenomenological data analysis 

research (Dibley et al, 2020; Finlay, 2011).  The process is described further below.   

In the second analysis stage, Morgan’s framework (2021), referred to as the ‘modified 

phenomenological hermeneutical method of data analysis for multiple contexts’, was 

adopted to facilitate cross-case study data analysis.   



65 
 

4.12.1 Data Analysis – Stage 1 

Adopting a hermeneutic stance to analysis meant that I (the researcher) brought an 

openness to the interpretative process, aiming to think, question and reflect, with the goal. 

1. To interpret the students’ experiences of the Role-Emerging IG learning design via 

the Role-Emerging Placement IG learning portfolio in their contexts (Dibley et al., 

2020).   

2. To interpret students' learning experiences relating to their reflections on learning 

related to threshold concepts in role-emerging placements.   

Data analysis employed a hermeneutic phenomenological approach informed by inquiry 

graphics visual analysis, as described by Lackovic (2020) and Dibley et al. (2020).   

The process of analysis included -  

1. Review the first participant's interview transcript (Data item 3), complete some initial 

coding, and then write an interpretative summary to summarise the participant's story 

and the critical points of the interview. An overview of initial themes was also created 

at this stage of analysis.   

2. A similar process took place for all other data items associated with Participant 1, 

starting with weekly IG (data item 1), then the weekly supervision transcripts (data 

item 2) and finally, the conversations with occupational therapy placement educators 

(data item 4).   

3. Once all data items for Participant 1 had had initial coding, an interpretative summary 

and initial themes identified, I took time to ‘dwell’ on all the data items.  ‘Dwell’ is a 

term associated with Heidegger’s hermeneutic phenomenology, where the 

researcher is thinking, asking questions of meanings that are identified and creating 

interpretations to uncover meaning and understanding of the phenomena 

experienced by the participant about the research questions (Dibley et al, 2020) 

4. Analysis continues in a hermeneutic circle, where overarching themes emerge 

across the four data items, and then I return to the data to recheck and reread the 

items. Here, I examined the data and identified the overarching themes for the 

participants.   

5. The researcher cross-checked the initial analysis and theme creation process with 

their supervisor for Participant 1 to maintain authenticity and ensure themes and 

findings were grounded in the data.   

6. Steps 1 – 4 were repeated for each subsequent participant: 2, 3, 4, 5 & 6.  

(Dibley et al, 2020) 
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4.12.2 Data Analysis 2 – Stage 2  

In stage two of the data analysis, themes from each participant were reviewed, with the 

researcher dwelling in the data to explore themes across the participants. The researcher 

examined the parts (individual participant themes) and the whole (cross-cutting themes 

across the participants) to create a fusion of themes that represented all the cases (Morgan, 

2021).  Gadamer (2003) referred to a ‘fusion of horizons’ to synthesise meanings between 

participants and the researcher.   

Morgan (2021) developed a modified phenomenological hermeneutical method for analysing 

data from multiple participants; Figure 9 illustrates the adapted analysis process I employed 

at this stage.   

 

Figure 9 Adapted Analysis of Stage 2 
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4.12.13  Themes and Subthemes identified after data analysis 1 & 2 

The themes and subthemes identified across the six case studies addressing the research 

questions are detailed in Tables 3 & 4 below.  These will be discussed further in Chapter 5: 

Case Study findings.   

Research Questions Themes & subthemes 

Research Question 1 

What are occupational therapy students’ experiences 
of using an Inquiry Graphics learning design to 
support their reflections on learning and knowledge 
development related to threshold concepts on a role-
emerging practice placement?  
 
Sub Questions 

1. What are the students’ stories around the 
use of weekly IG as a data collection tool to 
inform their learning and knowledge 
development around occupational therapy 
threshold concepts? 
 

2. How does the use of artefacts/ graphics 
support students’ reflections and 
discussions about threshold concepts during 
role-emerging placement learning?  

Theme 1 

Use of Inquiry Graphics learning design increased 
focus on placement learning outcomes & associated 
threshold concepts connect (RQ1) 
 
Subtheme 1.1 
Personalised student learning was enhanced by 
choosing or creating the intended (imagined) graphic 
to represent their learning journey (RQ1 / SRQ 1) 
 
Theme 2 
Inquiry graphics enhanced student reflection & 
collaboration, and an appreciation of learning as 
multimodal (RQ1 / SRQ 1) 
 
Subtheme 2.1 
Images/graphics mainly act as metaphors of learning, 
feelings and/or confidence, which highlights this 
aspect of learning experiences (SRQ 1 & SRQ 3) 
 

Table 3 - Research Question 1 - Themes and Subthemes 

Research Questions Themes & subthemes 

Research Question 2 

What are the experiences of reflecting on learning 
related to threshold concepts, through inquiry 
graphics on role-emerging practice placement for 
occupational therapy students? 
 
Sub Questions 

1. What are the narratives around these 
learning experiences? 
 

2. What learning experiences on role-emerging 
practice placements do occupational therapy 
students find troublesome? 

 
3. What learning experiences on role-emerging 

practice placements do occupational therapy 
students find transformative?   

Theme 3 
Professional identity and occupational therapy 
practice challenges and opportunities (RQ 2/ SRQ 
1,2 &3) 
 
 
Theme 4 
The method supported the application of theory and 
‘doing’ occupational therapy in practice, which in turn, 
built students' confidence and mediates 
transformational learning (RQ 2 / SRQ 1, 2 & 3) 
 
 
 

Table 4 - Research Question 2 - Themes 

4.13 Ethical considerations 

Ethical approval was gained from Lancaster University and the university where the research 

was conducted before the research began.  Ethical considerations related to the protection 

of the participants included the student participants, their occupational therapy placement 

educators, the organisation where the study was conducted, their service users, and the 

researcher (Clark et al, 2021).  All potential participants were given a Participant Information 
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sheet, which provided details of the study, a description of their participation, the possible 

risks, withdrawal information and measures in place to protect their identity (see Appendix 

2).  All potential participants were informed that their participation was voluntary and that 

they were under no obligation to participate in the research (Gaudet & Robert, 2018).  If 

students or occupational therapy placement educators chose not to participate in the study, 

the participant information sheet clarified that participation would have no impact on their 

placements, occupational therapy programme, or employment (for occupational therapy 

educators).   

Informed consent was obtained from participants at the beginning of the research, as 

evidenced by their return of the consent form (see Appendix 3).  Consent was rechecked at 

the interview. 

4.13.1 Ethics related to role-emerging placement organisations 

Consent was obtained for the data collection at the role-emerging placement organisation for 

all involved organisations.  An organisational information sheet was sent to organisations, 

and they were encouraged to ask any questions before consenting to students attending 

their organisation participating in placement activities that involved collecting or creating 

graphics or photos as part of their learning (see Appendix 4).  If a role-emerging placement 

organisation agreed to allow students to collect or create graphics or photos during 

placement, they were required to sign a consent form and ensure that student participants 

were aware of the organisation's policies and procedures regarding the collection, creation, 

and storage of graphics or photos (see Appendix 5) (Gaudet & Robert, 2018).   

4.13.2 Ethics related to the collection of graphics or photos on role-emerging practice 

placements 

The collection or creation of graphics or photos by occupational therapy students in role-

emerging placement settings posed potential risks that needed to be considered from the 

outset of the research design.  However, students and occupational therapy placement 

educators already follow the Professional standards for occupational therapy practice, 

conduct and ethics (RCOT, 2021) and Standards of Conduct, Performance and Ethics 

related to their registration with the Health and Care Professions (HCPC, 2016; 2024) and 

practice as an occupational therapy student or occupational therapist. Therefore, the 

definition of what constitutes acceptable photographs or created graphics was already 

understood.  Still, as part of the preparation for the placement session, participants were 

involved in discussions about acceptable and unacceptable graphics and photos, with 

particular emphasis on collecting or creating non-identifying graphics or photos and on 

protecting the identity of service users and organisations (Clarke et al., 2021; Rose, 2016).   
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4.14 Confidentiality 

Maintaining participants', organisations', and service users' confidentiality and protecting 

their identity were essential to the ethical discussions and research design (Clarke et al., 

2021; Rose, 2016).  All data was redacted and cleansed to remove any identifying 

information that the participant might not have noticed.  An open culture of discussion with 

participants via a Microsoft Teams chat allowed them to verify that the information was 

appropriate and within the scope of the research.  

4.15 Trustworthiness 

Trustworthiness is crucial in maintaining the quality of qualitative research.  The discussion 

earlier in this chapter, relating to philosophy, theoretical considerations, methodology, and 

methods, aims to enhance the trustworthiness of this research (Dibley et al, 2020).  Priya 

(2021) describes four components of trustworthiness, initially discussed by Lincoln and Guba 

in 1985, which are credibility, transferability, dependability, and conformity.  I will address 

how these have been achieved in this research.   

Credibility refers to “how congruent are the findings with reality?” (Stahl & King, 2020, p. 26).  

To enhance the credibility of my research, I employed multiple data collection methods and 

analysis techniques to achieve triangulation. Another approach could have been to include 

member checking, allowing participants to review their transcripts and data for accuracy.  

While this was considered, it was dismissed due to the researcher's ‘insider’ position and the 

timing of the research (Etheringham, 2004).   

The second component of trustworthiness, transferability, can be challenging to achieve in 

qualitative research because it often relies on individual research designs, which can make 

them difficult to replicate.  To address this, detailed descriptions with contextual information 

can help make research more relatable to other situations and contexts and therefore more 

applicable (Stahl & King, 2020). I have sought to include detailed descriptions and contextual 

details throughout this chapter, while protecting participants' identities and confidentiality, to 

achieve transferability.   

The third component of trustworthiness is dependability.  This can be achieved by building 

trust through the description of transparent processes, the use of supervision, and 

discussion with peers to sense check and monitor the researcher's influence. As discussed 

earlier in the chapter, regular reflection and the researcher's reflexive approach are crucial to 

establishing trust in the findings (Dibley et al, 2020; Etheringham, 2004). These activities 

were conducted during my research to ensure the dependability and trustworthiness of the 

findings.   
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Finally, conformity or confirmability is the fourth component of trustworthiness. This is trickier 

to articulate and overlaps with the other three elements. Additionally, it is more challenging to 

achieve in qualitative research due to its proximity to objectivity and a positivist stance (Stahl 

& Kings, 2020). However, following data analysis protocols and procedures and involving my 

supervisor in checking the codes and themes help demonstrate conformity.  

4.16 Chapter Summary 

 This chapter has discussed and rationalised the philosophy and theory contributing to the 

research design and methods used to address the research aims. I have also explained how 

I applied theory in practice. The following chapter, Chapter 5, presents my findings.   
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Chapter 5:  Case Study Findings 

 

 

 

 

  

Case Study Findings 
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5.1 Introduction to the chapter 

This chapter presents the findings from the six case studies.  All six occupational therapy 

students were on their third practice placement, Practice Placement 3 (PP3).  They had each 

completed a 5-week placement in the first year of their occupational therapy programme, 

followed by an 8-week placement at level 5.  For the four BSc students, this level 5 

placement occurred during the second year of their programme, and for the two MSc 

students, it was near the end of their first year of the MSc programme.  All the students’ 

previous placements had been in traditional health and social care settings where 

occupational therapists were working, and an established occupational therapy service was 

in place.  In traditional placements, students have regular contact with their OT educator and 

daily interaction with occupational therapists.   

All practice placements have learning outcomes derived from the Learning and Development 

Standards for pre-registration education (RCOT, 2019) and the HCPC Standards of 

Proficiency for Occupational Therapists (HCPC, 2023), which students are expected to work 

towards and attain to achieve newly qualified status on completion of their occupational 

therapy programme.  Table 5 below lists the practice placement learning outcomes for PP3.   

Practice Placement Learning Outcomes 

1 Critically relate specific Occupational Therapy interventions to the best available 

practice. 

2 Take responsibility, with supervision, for agreed elements of a client case load; 

appropriate to the practice placement setting. 

3 Critically reflect upon your own professional role and that of other professional 

groups within health and social care settings with the aim of evaluating the 

leadership and management of multidisciplinary care and service delivery. (IPL 

Learning Outcome) 

4 Critically evaluate the implementation of legislation, policies and guidelines in the 

practice placement setting. 

5 Analyse the importance of effective team working and communication relevant to the 

practice placement context. 

6 Demonstrate continuing professional development by reflecting on the learning 

opportunities provided. 

 

Table 3 Practice Placement 3 Learning Outcomes 
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As discussed in Chapter 4, these learning outcomes align with occupational therapy 

threshold concepts already identified in the occupational therapy research literature. Please 

refer to Table 2 in Chapter 4, which illustrates the alignment between placement learning 

outcomes and threshold concepts.  Previously identified threshold concepts related to role-

emerging placements are;  

1.  Applying occupational therapy theory to practice 

2.  Client-centred practice 

3.  Occupation 

4.  Practicing in the real world 

5.  The occupational therapy role (professional identity)  

(Kaelin & Dancza, 2019; Nicola-Richmond et al, 2018; Tanner, 2011) 

Additional OT threshold concepts, identified in other OT research, 

6. Evidence-based practice 

7. Clinical reasoning 

8 Discipline-specific skills & knowledge 

9. Reflective practice 

10. Holistic approach 

should also be stated, as they are implied or stated in the Practice Placement Learning 

outcomes (Fortune & Kennedy-Jones, 2014; Kaelin & Dancza, 2019; Nicola-Richmond et al, 

2018; Tanner, 2011).   

Therefore, all ten threshold concepts were taken into consideration during the analysis. All 

participants were familiar with Padlet from other modules in their programme. None of the 

participants had any experience creating inquiry graphics or using graphics or imagery as 

part of the reflection and learning process.   
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5.1.2 Research Questions 

The multiple data items were analysed and interpreted to answer the research questions 

listed below.   

Research Question 1  

What are occupational therapy students’ experiences of using an Inquiry Graphics learning 

design to support their reflections on learning and knowledge development related to 

threshold concepts on a role-emerging practice placement?   

Sub Questions 

1. What are the students’ stories around the use of weekly IG as a data collection tool 

to inform their learning and knowledge development around occupational therapy 

threshold concepts?   

2. How does the use of artefacts /graphics support students’ reflections and discussions 

about threshold concepts during role-emerging practice placement learning? 

Research Question 2  

What are the experiences of reflecting on learning related to threshold concepts, through 

inquiry graphics, on role-emerging practice placement for occupational therapy students?    

Sub Questions 

1. What are the narratives around these learning experiences?  

2. What learning experiences on role-emerging practice placements do occupational 

therapy students find troublesome?  

3. What learning experiences on role-emerging practice placements do occupational 

therapy students find transformative? 

5.2 Background context and key characteristics of case studies  

The key characteristics of the case studies were presented in Table 2 in Chapter 4.  The 

students were on REP in pairs.  Bella (Case Study 1) and Jess (Case Study 2) were on 

placement in a school.  Each week, they collected or created their own image and used it to 

create their Inquiry Graphic (IG) on their individual Padlet.  They met together weekly with 

their OT educator for supervision.  They began their supervision session by discussing their 

individual IG, with each student taking turns presenting.   

Laura (Case Study 3) and Paula (Case Study 4) were on placement in a higher education 

setting.  This was a well-established role-emerging placement with an experienced OT 

educator.  Weekly supervision for Laura and Paula took place online via Microsoft Teams 
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with the OT educator, using a ‘group’ supervision model similar to Bella and Jess.  Laura and 

Paula collected one weekly graphic between them to develop their individual inquiry graphic 

on the Padlet.  Each IG represented their learning related to the placement learning 

outcomes. Supervision took a similar format each week, with the two students sending one 

graphic to the OT educator before the supervision.  Then, during the first part of the 

supervision session, the students discussed their individually created inquiry graphics, which 

included narratives responding to the eight reflective questions (see Appendix 1) on the 

Padlet.   

Supervision discussion developed from the initial response and prompted further exploration 

of related topics.  While this method of collecting one graphic between two students was a 

variation, it yielded some interesting findings that will be explored as the themes are 

discussed.  Another variance is that this pair of students received 6 weeks of supervision 

from the OT educator participating in the study and completed six inquiry graphics.  When 

the OT educator was on leave, alternative supervision was provided, but no inquiry graphics 

were collected during those two weeks.   

Helen (Case Study 5) and Dawn (Case Study 6) were on placement in a care farm.  Each 

week, they collected or created their own image and used it to create their Inquiry Graphic 

on their individual Padlet.  They met individually on Microsoft Teams with their OT educator 

for supervision weekly.  They were the only pair with individual supervision rather than group 

supervision; this variance arose from their placement timetable, which meant they spent 

some days together on the farm and other days apart.   

5.3 Overarching themes identified across the case studies 

There were two stages to data analysis.  In the first stage, the three data items for each 

participant were analysed; these items were;  

(1) Inquiry graphics on each student's Padlet  

(2) Semi-structured interview with the researcher 

(3) Supervision conversations between students and the OT educator 

From this first analysis stage, adopting Braun and Clarke's reflexive thematic analysis 

approach, themes and subthemes were identified for each case study (Braun & Clarke, 

2022).  The graphics collected each week as part of the inquiry graphic were also analysed 

across the weeks for each participant, using an adapted version of the IG analysis 

framework created by Natasa Lackovic (Lackovic, 2020).   
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The second analysis stage, described in the methods in Chapter 4, involved cross-case 

analysis, where overarching themes and subthemes were identified from all the data items.  

This second analysis stage identified overarching themes and subthemes across all six case 

studies, with students’ experiences related to the themes and subthemes described 

according to their backgrounds and contexts. See Tables 3 & 4 below for the overarching 

themes and subthemes for each research question and sub-questions.   

Research Questions Themes & subthemes 

Research Question 1 

What are occupational therapy students’ experiences 
of using an Inquiry Graphics learning design to 
support their reflections on learning and knowledge 
development related to threshold concepts on a role-
emerging practice placement?  
 
Sub Questions 

1. What are the students’ stories around the 
use of weekly IG as a data collection tool to 
inform their learning and knowledge 
development around occupational therapy 
threshold concepts? 
 

2. How does the use of artefacts/ graphics 
support students’ reflections and 
discussions about threshold concepts during 
role-emerging placement learning?  

Theme 1 

Use of Inquiry Graphics learning design increased 
focus on placement learning outcomes & associated 
threshold concepts connect (RQ1) 
 
Subtheme 1.1 
Personalised student learning was enhanced by 
choosing or creating the intended (imagined) graphic 
to represent their learning journey (RQ1 / SRQ 1) 
 
Theme 2 
Inquiry graphics enhanced student reflection & 
collaboration, and an appreciation of learning as 
multimodal (RQ1 / SRQ 1) 
 
Subtheme 2.1 
Images/graphics mainly act as metaphors of learning, 
feelings and/or confidence, which highlights this 
aspect of learning experiences (SRQ 1 & SRQ 3) 
 

Table 4 Research Question 1, Themes and subthemes 

Research Questions Themes & subthemes 

Research Question 2 

What are the experiences of reflecting on learning 
related to threshold concepts, through inquiry 
graphics on role-emerging practice placement for 
occupational therapy students? 
 
Sub Questions 

1. What are the narratives around these 
learning experiences? 
 

2. What learning experiences on role-emerging 
practice placements do occupational therapy 
students find troublesome? 

 
3. What learning experiences on role-emerging 

practice placements do occupational therapy 
students find transformative?   

Theme 3 
Professional identity and occupational therapy 
practice challenges and opportunities (RQ 2/ SRQ 
1,2 &3) 
 
 
Theme 4 
The method supported the application of theory and 
‘doing’ occupational therapy in practice, which in turn, 
built students' confidence and mediates 
transformational learning (RQ 2 / SRQ 1, 2 & 3) 
 
 
 

Table 5 Research Question 2 – Themes 

The findings for each case study, using the overarching themes and subthemes, will now be 

presented. 
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5.4 Case Study 1 – Bella 

Theme 1 – Developing weekly Inquiry Graphics (IG) increased focus on key disciplinary 

learning.  

Identifying, attending to, and connecting important disciplinary learning about key concepts 

is fundamental to professional practice learning on placement.  This theme describes the 

students' experiences of using the IG learning design to focus on the placement learning 

outcomes and associated threshold concepts.   

Bella described herself as a ‘visual learner’ and valued being able to link a range of learning 

to one image as part of her IG creation.  

‘…. how much learning you can link to one picture……and cover so many 

different perspectives….’ 

She also described how creating the Inquiry Graphic (IG) by choosing a graphic and then 

answering the eight questions in the narrative helped to link the learning outcomes and keep 

her focus. 

‘ I think it linked with my learning with using the questions [8 reflective 

questions used to develop the narrative for the IG]…as initially I would have 

never linked them to the learning outcomes, so it actually made me 

think….I need to meet the learning outcomes…so I thought it was good that 

way it was nearly keeping you on track…….They tend to overlap [learning 

outcomes]…and you were [I was] maybe covering maybe three learning 

outcomes in one image’.   

Additionally, in week 2, Bella’s IG illustrated the overlapping nature of the learning outcomes 

and associated threshold concepts when she reflected on learning in her IG about 

occupational therapy’s professional identity, occupation-centered practice, teamwork, and 

communication. She chose a graphic (see Figure 10 below) of an occupational therapist with 

children playing with toys.  This IG represented Bella’s learning about how occupational 

therapists work with children through the occupation of play. This image-concept narrative 

demonstrates the key disciplinary learning associated with threshold concepts that is taking 

place and suggests that Bella is thinking critically.  
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Figure 10 - AI-generated image to replicate a similar image Bella chose from the internet for IG in week 
2 

Subtheme 1.1 – Personalised student learning was enhanced  

Choosing or creating the intended (imagined) graphic personalises the students' learning 

record each week, allowing them to develop IGs on their Padlet that represent their learning 

journey.  From the beginning, Bella was looking for graphics and saving them in case they 

might help develop an Inquiry Graphic (IG).  She valued the process of choosing and 

creating graphics to represent her learning,  

‘ I loved seeing how I progressed because the first week was very like 

whoa, this is mind blowing….I have a long journey here, but it soon creeps 

up and then you can see how far you have come…….I valued it [creating or 

choosing a graphic for her IG each week] 

Immersing herself in choosing or creating a graphic to represent her learning visually 

promoted her ownership of the learning.  It strengthened the connection between the 

learning and Bellas’s placement experiences each week.  Being able to lead her learning by 

personalising her ‘journey’ adds richness and depth, making Bella an equal partner in her 

learning.   

Theme 2 – Inquiry graphics enhanced student reflection & collaboration 

Each week, Bella’s supervision with the OT educator began with a collaborative discussion 

about the IG she had created that week, what it represented, which placement learning 

outcomes and associated threshold concepts it linked to, and any other aspects related to 

her learning and experiences on placement.  In Week 3, Bella chose an image of a sapling 

with a hand and water droplets as her graphic on her IG (see Figure 11). 
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Figure 11 - AI-generated image to replicate a similar image Bella had included for week 3 

 

Within the written text of her IG, the recorded supervision with her OT educator, and the 

interview with the researcher, Bella linked this image to three learning outcomes and the 

associated threshold concepts.  She reflected on the role that other people, such as 

educational professionals in her placement setting, fellow students, and university 

academics, played in her learning.   Bella felt the sapling represented her as a student, with 

the roots of the sapling representing  

‘the knowledge that I already have from university’ [and the hand] ‘are 

people nurturing me’ [in the placement setting and] ‘the water was the 

knowledge that they were giving me……….and now I have some 

sunlight……...there’s more room for potential………to blossom into a flower 

[student laughs].   

The detailed reflective discussion Bella had with her educator and me as a researcher 

suggests an appreciation that learning is collaborative and multidimensional, created and 

embodied through various modalities.  Also, the depth of self-reflection displayed by Bella 

implies that she is using reflection in an active way, which will be supportive towards 

becoming a ‘reflective practitioner’  

Subtheme 2.1 – Images /graphics mainly act as metaphors 

The graphics chosen for the case studies primarily represent metaphors of learning, feelings, 

and confidence, highlighting these aspects of learning. For Bella, this can be illustrated by 

her graphic choice for her IG in week 1 (see Figure 12).  Bella described why she had 

chosen this image during her interview,   
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‘ I remember picking this one to make sure that there is no facial expression………I didn’t 

want a face to give away any clues…….happy, sad, worried or anything….. so nobody knew 

how I was feeling’.  

 

 

 

 

 

 

 

 

 

Figure 12 - AI-generated image to replicate the graphic for Bella week 1 

 

Bellas's comments above, during the early part of her interview and in her IG narrative for 

week 1, describe how she found the first week ‘overwhelming’ as she was unsure of what 

was expected of her in this role-emerging setting.  Bella felt this image also represented  

‘all the busy thoughts going on in my head’  

She linked her IG to the placement learning outcome about taking responsibility with 

supervision for elements of a client caseload, feeling that this was challenging due to the 

REP setting and her limited experience working with children.  During my conversation with 

the OT educator, she thought that this IG helped to focus the supervision and discuss 

feelings related to learning early in the placement.  This expression of the feelings 

associated with learning implies that feelings are an essential aspect of the learning process, 

particularly at this early stage in the placement, which is an unfamiliar learning 

environment with people unfamiliar with OT and Bella.   

Theme 3 –Professional identity and occupational therapy practice challenges and 

opportunities 

Bella described how she initially missed having an Occupational therapist on the placement 

site to observe or model her practice, such as carrying out assessments and interventions. 
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This contrasted with previous placements in traditional OT settings, where she had daily 

contact with her OT educator using an ‘apprentice’ supervision model.  This new way of 

learning meant that Bella and the other student (Jess) spent more time preparing, reading 

and creating their OT approach to promote their professional role and potential contributions 

to the educational professionals in the setting.   

‘my skills developed greatly because we had to advocate for the OT 

profession from the beginning [of the placement]’ 

This collaborative model of peer working, where Bella worked with her student peers to 

promote and advocate for OT, mediated rich learning opportunities that appeared to 

contribute to the development of her sense of self and professional identity.   

Theme 4 – The method supported transformational learning  

Each week, Bella collected or created an image or graphic to represent her learning. She 

added the graphic to her IG Padlet and answered eight reflective questions to develop her 

IG.  This process provided a framework for Bella to structure her thinking, reflections, and 

emotions and record her learning. The application of theory and ‘doing’ occupational therapy 

in practice, in turn, built Bella's confidence and transitional learning.   

Bella described how she had progressed during her placement, from the first week, when 

she did not want to show her face on her graphic so as not to show her feelings, to the end 

of the placement, when she felt that doing a role-emerging placement had given her the 

confidence to practice at Band 5.  

‘I feel going forward into a Band 5 OT post [newly qualified entry post], I’ll 

be able to find my feet faster…………… I have that confidence now to use 

my core skills [OT skills] to collaborate with others, teamworking and 

promoting the OT profession cuz [because] I had to advocate for us 

[Occupational therapy profession] …’ 

       Transformation is implied in the way Bella reflects on the affective, cognitive, and 

professional practice skills she has developed during the placement. It is also implied in the 

image/graphic that Bella created for her final week (see Figure 13), which features smiling 

faces on the children and an image of her with a staircase and a person standing in a 

celebratory stance. With connections to threshold concepts, the IG learning design appears 

to support this transformational learning.   
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Figure 13 – Graphic created by Bella for week 8 
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5.5 Case Study 2 – Jess  

Theme 1 – Developing weekly Inquiry Graphics (IG) increased focus on key disciplinary 

learning.  

Jess was keen to go on the role-emerging placement and use the IG learning design. 

Initially, she seemed to struggle with the dual nature of collecting a graphic and answering 

the eight questions in the IG. However, her view changed quickly once she had chosen her 

first ‘picture’ (see Figure 14). She could see the relationship between the graphic and the 

reflective questions, as well as the connection between her placement experiences and the 

learning outcomes.  She also appeared to value the multimodal approach, using a 

combination of graphic and textual elements to reflect on learning.   

‘Being honest at first I thought, ohh wow, this is quite a few questions [8x IG 

questions] and how on earth am I going to find a picture to do with week 

1….but once I found a picture [image from Google] it became quite exciting 

and ……found a picture quite easy to relate to and the questions [IG 

questions]…….helped structure the reflections……but also helped me to 

identify what learning outcomes I was meeting or what learning outcomes I 

was needing to improve on  or work a little bit more towards….so they 

helped to plan ahead for the following week.’  

Connecting placement experiences to disciplinary learning, as represented by learning 

outcomes and associated threshold concepts, can be challenging in REP without onsite 

occupational therapists.  Using the IG learning design appears to have facilitated 

connections and promoted relational and critical thinking in Jess, thereby increasing her 

focus on the learning outcomes from the beginning of her placement.   

Subtheme 1.1 – Personalised student learning was enhanced  

Weeks 1 and 7 include graphic choices that represent Jess’s learning journey. In week 1, 

Jess chose an image of a head with numerous questions and ideas shooting from it (see 

Figure 14), which represents how she was feeling about her learning at this stage.   
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Figure 14 - AI-generated image to replicate a similar image Jess had included for week 1 

‘my first week …. the picture of the head kind of being full of ideas and with 

primary colours…..I was feeling that I was in a [type of school] that I had 

lots of ideas, but I also didn’t really understand what we were to do……’. 

In contrast, in week 7, Jess chose a graphic of a woman observing a young child at play 

(see Figure 15).  She described how much her learning had progressed at this stage,  

‘I’m looking at that picture from week 7, like my feelings around that were 

my confidence and feeling that I could observe a child and I knew what I 

was looking for…like carrying out the intervention [occupational therapy 

intervention] …. independently..’ 

 

 

 

 

 

 

 

 

Figure 15  - AI-generated image to replicate a similar image Jess had included for week 7 
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Choosing graphics each week to represent her learning journey meant it was personalised 

and multi-modal in embodying Jess’s learning, progress, and related feelings.   

Theme 2 – Inquiry graphics enhanced student reflection & collaboration 

Jess and her fellow OT student, Bella (Case Study 1), started their weekly supervision 

session by sharing their IG updates.  Jess felt that starting with the IG acted as  

‘an icebreaker because it starts the discussion [in supervision session] and 

as well….with how it is laid out [IG layout of learning outcomes, graphic and 

8 questions]……I think our supervision benefited greatly….because we 

were never stuck for something to talk about….always an area to reflect 

on……but also it makes me realise how useful having an image in a 

discussion is….’ 

Using the IG as part of supervision provided a lens through which to explore, critically reflect 

and develop learning.  Jess values the IG's role and recognises the contribution of this 

multimodal approach in supporting supervision, shared reflection, and peer learning.   

Subtheme 2.1 – Images /graphics mainly act as metaphors 

Already in these case study findings, the use of metaphor is apparent, with Jess using a 

head exploding with ideas and questions in week 1 (figure 14) to represent her feelings 

related to her learning and lack of confidence in what she was expected to do as an 

occupational therapy student.  Indeed, Jess felt that each week, the images and graphics 

she chose represented her feelings. 

‘I could go back over the eight weeks of my images and I could probably 

tell you exactly how I was feeling at that point [each week the graphic 

relates to] because of the images…. it’s definitely a visual prompt…...and 

definitely helped…’ 

In week 7 (see Figure 15), Jess described how graphic features, such as the sun shining 

through the window, positively reflected her progress, particularly her confidence in working 

with children, utilising her occupational therapy knowledge and professional practice skills.   

‘I also identified [singled out] behind the lady in the picture, the light that 

was coming through…..was like a positive reflection…..a positive light that 

was coming through on….the OT profession.’ 

Jess’s developing professional practice skills and confidence at this stage in her REP 

represent not only her feelings but also her developing professional identity.  

Theme 3 –Professional identity and occupational therapy practice challenges and 

opportunities 

Jess described her REP experience as a positive ‘challenge’  
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‘best challenge throughout the course so far.’ 

This implies that she enjoyed the challenge and found it beneficial for her professional 

development and her desire to become an occupational therapist.  She explained,  

‘I felt I had to demonstrate a professional role……explain our role [as an 

occupational therapy student]……..and develop our skills around 

documentation, risk assessments and intervention planning and working 

with….an MDT [multi-disciplinary team referring to the school teaching and 

support team]………..some of them [MDT] had not had any involvement 

from an OT before………..so it just really helped me develop my skills in 

countless areas.’ 

Jess acknowledges the challenges of working in this school setting with a staff team (MDT) 

that has not previously worked with occupational therapists, which suggests they may have 

limited understanding of the role, professional identity, and scope of practice of an 

occupational therapist.   Jess’s response indicates a resilient and confident approach to this 

challenge.  She recognised the staff team's lack of knowledge and understanding, as well as 

the limited support for assessment, intervention planning, and documentation. She used it as 

an opportunity to develop these skills and knowledge.  This placement setting challenge 

appears to catalyse Jess’s learning by encouraging her to engage in various skill 

advancements, which are important for her professional identity development and 

progression with threshold concepts such as OT role, practicing in the real world and 

occupation. 

Theme 4 – The method supported transformational learning  

In Jess’s IG Padlet, her semi-structured interview, and the conversation I had with Jess’s OT 

educator, there were multiple examples where Jess considered the placement learning 

outcomes and associated threshold concepts and used theory to support her OT 

professional practice. This, in turn, built her confidence and suggested transformational 

learning.  Jess described how she felt the use of the IG method helped support her learning 

across the placement. 

‘It was a really good way of sort of documenting what I feel looks now to be 

like a story of my learning…… and I think it [using the IG learning design] 

enabled me to ……understand more what learning outcomes I was 

expected to meet……with having the learning outcomes visible on the 

actual Padlet…..when I was documenting my own reflection, I could then 

personally link to the learning outcomes……sometimes I hadn’t realised 

that what I was doing in practice met a learning outcome…..Having the 

Padlet to hand and having the opportunity to reflect using the images, I 

could link and relate to more that I actually believed [relate to more learning 

outcomes & associated threshold concepts than realised] 
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The IG method used in this research appears to have fostered in Jess an increased 

curiosity, leading to a critical exploration of her placement experiences concerning key 

disciplinary learning outcomes. Jess's description above suggests a structural shift in how 

she perceives and understands her occupational therapy practice in this role-emerging 

placement, implying that transformation has occurred.  Jess appears to have transitioned 

from the start of her placement through a liminal learning space, emerging as a new version 

of herself. 
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5.6 Case Study 3 – Laura 

Theme 1 – Developing weekly Inquiry Graphics (IG) increased focus on key disciplinary 

learning.  

 

Laura was initially hesitant about using the IG learning design. She described this hesitancy 

as related to her lack of understanding of the activity's purpose and potential value:  

‘I didn’t really get it.’  

Laura suggested that this hesitancy and initial ‘struggle’ were due to the contrast in how she 

usually thinks and learns.  This meant she struggled to collect or create an image or graphic 

in the first week for her IG.  This new way of reflecting and learning did not initially align with 

Laura's habit-driven approach to thinking and learning.  However, this changed during the 

placement as Laura embraced the IG learning design, 

‘I think towards the end [of the placement] I was using information from it 

[IG personal Padlet] to do my own reflections, which also go into my 

assignments.’ 

During week 3, Laura and her student peer (Paula, Case Study 3) ran a mental health and 

wellbeing group; Laura discussed how her IG for that week explored her professional 

learning and progress related to leading and running groups and how she used her 

therapeutic use of self.   

‘I think the outstanding lesson [from running a group] for me would be use 

of self [therapeutic use of self]’ 

Laura described how she had worked with the group and how her leadership had contributed 

to its engagement and collaboration. During the semi-structured interview, she felt that 

exploring the image (see Figure 16 below) triggered memories of her learning and 

development related to these placement experiences. Creating an IG as part of linking 

placement learning experiences to threshold concepts afforded Laura a new way of 

exploring and focusing on key disciplinary learning, promoting critical thinking.   

Subtheme 1.1 – Personalised student learning was enhanced  

Laura was able to personalise the record of her learning journey by choosing the graphic 

that best represented her learning that week alongside her OT student peer (Paula, Case 

Study 4).  As discussed in Theme 1, planning, delivering, and evaluating a mental health and 

well-being group supported learning related to threshold concepts, particularly practising in 

the real world, a person-centred approach and the occupational therapy role.  Laura and her 
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OT peer, Paula (Case Study 4), chose photographs of collages created by students in their 

mental health and wellbeing group to illustrate the positive and negative aspects of mental 

health experiences (see Figures 16 & 17).  

 

 

 

 

 

 

 

 

 

 

 

 

Figure 16 - Laura's graphic for week 3 – a photograph of leaves with words 
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Figure 17 - Laura’s graphic for week 3- a photograph of a cloud and thunderbolts with reflective words 

These photographs represent the shared learning experience for Laura and her OT student 

peer, Paula.  They represent learning that is personal to their placement experiences, which 

appears transformational for both learners, leading to a new way of thinking and 

understanding about group work, practising in the real world and a person-centred approach.  

Whilst the students chose a single graphic each week to represent their shared learning, 

they created their own narrative to reflect on their knowledge related to placement learning 

outcomes and associated threshold concepts, producing their individual IG on their Padlet.  

Within Laura's narrative, she discussed group work theory and explored the challenges and 

benefits of applying theory to practice, suggesting that critical thinking is taking place.   

Theme 2 – Inquiry graphics enhanced student reflection & collaboration 

Working collaboratively with a student peer is common on REP.  Laura recognised the value 

of working with her peer, Paula, and the contribution working together had on her learning.   

‘I really, really enjoyed working in a partnership [with the other student] 

……………the learning you do from the different perspectives and 

everything she has shared with me from her previous experiences…….it 

was brilliant……really, really enriching.’ 

 Laura identified that paired peer working was beneficial and enjoyable, implying 

compatibility between the students in this role-emerging placement for Laura. Students 

shared their previous learning and experiences to reflect on and support the development of 
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their occupational therapy practice knowledge, skills, and behaviour on this placement. This 

positive interdependence suggests that Laura is committed to her success and that of her 

student peer.   

From Laura's perspective, using the inquiry graphic as part of supervision enhanced the 

students' collaboration and enriched their relationships with their educators.  This view also 

aligned with Paula's perspective and was further endorsed during my conversation with 

Laura and Paula's educator, suggesting that the focus on an IG increases collaboration.  

‘..it definitely helped to facilitate a deeper connection with our onsite 

educator [person acting as onsite supervisor]…..because I think he could 

understand what our thinking behind doing something was, better…’ 

Subtheme 2.1 – Images /graphics mainly act as metaphors  

The image chosen for week 2 is a photograph of the student's handwritten timetable (see 

Figure 18).  In Laura's IG, she described what the picture represented to her.  She explained 

that the  

‘messiness and crossing out – supports the idea of our learning and 

progression /improvement in management……..You can also see our 

organisation progress as we add ….time, location and type of appointment.  

You can also see our confidence and experience in the role grow as the 

days get busier and busier…… 

The analogies of the ‘crossing out’ and ‘messiness’ representing learning and progression, 

and the increasing number of appointments and business representing increasing 

confidence and experience, are personal metaphors for Laura. These image-concept 

narratives chart her learning, feelings, and building confidence at the end of week 2 (see 

Figure 18).   
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Figure 18 – Laura's graphic for week 2 – a photograph of a handwritten timetable 

Theme 3 –Professional identity and occupational therapy practice challenges and 

opportunities 

Laura described both positive and negative placement learning experiences, which 

challenged and developed her professional identity and confidence.  Laura discussed how  

‘Challenges with communication and misunderstanding of roles by other 

members of the H & W team……when some of things we do might 

overlap’.  

were managed through increased collaboration and discussions with the wider team to 

promote understanding of the OT professional role and potential scope of practice. Laura 

also described how she applied the OBCD (Occupation-Based Community Development) 

framework, which she said she had not previously understood when it was introduced as 

part of theory learning in a second-year module.   

‘I really had no idea how to apply it [OBCD framework] before we 

went……but as we went through the process [applying the OBCD 

framework to the groups they were working with]  it became so obvious 

[how to apply, use and evaluate practice with OBCD framework] 
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Theme 4 – The method supported transformational learning 

Using the IG framework to explore the students' thinking, reflecting and learning associated 

with their placement experiences during supervision together appeared to allay Laura's 

apprehension and build confidence. 

‘ …the learning that we had to do was very individual and independent.  So 

you’ve always got that kind of worry that what you’re doing isn’t right or its 

not how you should be doing it.  And to see that you are doing something a 

certain way or interpreting something a certain way and then to come 

together and see whether the other people have thought the same thing or 

if it is wrong, what have they thought and how could you change it or not?  

Not even wrong, but just how else could you approach the situation………it 

was really exciting …..to be able to share these perspectives so 

deeply……[including] this is the learning objective and this is the theory and 

everything behind it’.  

Laura describes the value of the IG method in reflecting on ‘doing’ occupational therapy and 

exploring experiences.  Later in her semi-structured interview, Laura went on to discuss how 

the IG method prompted her to reflect on placement experiences and learning. 

‘Because I don't think I would have realised necessarily some of the things 

[OT practice placement experiences and related learning] I’d done without 

being prompted {IG method and supervision]  to reflect on it or the 

importance of it’   

These discussions suggest that the IG method provided a process and framework for 

reflecting on and critically thinking about OT practice and its associated theory. This, in turn, 

built confidence and facilitated the transition of key disciplinary learning, implying that the 

learning experiences supported by the IG method were transformational for Laura.   
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5.7 Case Study 4 – Paula 

Theme 1 – Developing weekly Inquiry Graphics increased focus on key disciplinary learning  

Paula added an IG to Padlet, the virtual post board, weekly for six out of the eight weeks of 

her placement.  She described how the Padlet helped her maintain focus on the placement 

learning outcomes and how creating inquiry graphics contributed to her learning.   

‘I think probably the first thing that struck me was how useful it [IG learning 

design] was in that it really focussed my learning, my attention to what it 

was, that that we were considering……… And I like the fact that it's [Inquiry 

Graphic] a mixture of the visual with the written as well.’ 

Paula values the use of graphics in creating her IG, which serves as a multimodal ‘sign’ to 

symbolise key learning. The IG appears to provide a platform to focus on and develop her 

knowledge.   

Subtheme 1.1 – Personalised student learning was enhanced  

During week 1, Paula described ‘wanting to get it right and……and expressed the desire 

about …………finding the right graphic’ 

This process of translating the learning concept into the ‘right graphic’ is important, as it 

represents an increase in the time Paula spends actively thinking about her placement 

experiences in relation to the learning outcomes and associated threshold concepts. This 

suggests that critical thinking, such as analysing and evaluating her placement experience in 

terms of placement learning outcomes and threshold concepts, may be taking place.    

By week 3, Paula felt they were more focussed on applying learning related to threshold 

concepts. 

‘….it was more a case of making or checking that we were choosing 

something (a graphic) that was related to the threshold concept tying 

everything in together.  And so the threshold concept along with the 

learning objective as well’ 

Paula identified that linking the graphic to the placement learning outcome/threshold 

concept.  

‘was an important part of the learning and linking those two things 

together’. 

This suggests that obtaining the “right” graphic, or, in other words, the visual representation 

they imagined and intended to find, enhances students’ focus on making the necessary 

connection between the learning experience and the threshold concept. In this sense, the 
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image serves as a mediator between the two crucial types of learning engagement for 

students during their placement.  

Theme 2 – Inquiry graphics enhanced student reflection & collaboration 

When discussing the shared collection /creation of the graphic, as part of their individually 

developed Inquiry Graphic on the Padlet, Paula identified the benefits and challenges of 

using the same graphic for both students.  She felt it contributed to a shared collaborative 

discussion, though she acknowledged that sometimes the lack of individuality meant it 

lacked personal meaning. However, overall, she described the creation of an inquiry graphic 

and the use of Padlet to  

‘cement the learning ……and the relation between the graphic and the 

learning objectives and our reflections on that……we looked for it [graphic], 

we spoke about it  and then we actually physically wrote about it’ 

Again, the students' collaboration and dialogue about creating the IG appear to enhance 

their focus and reflection on key learning and acknowledgement of multimodal learning.   

Paula chose Learning Outcome 5, 'Analyse the importance of effective team working and 

communication relevant to the practice placement context', as the first learning outcome to 

apply learning to in Week 1.  She discussed why this learning outcome was chosen in the IG 

and her interview.  The graphic chosen for week 1 was a photograph of the Information leaflet, 

promoting OT and the temporary group intervention, that the students created together to 

inform potential service users about the interventions they would offer while on placement.   

 

 

 

 

 

 

 

 

 

Figure 19  Represents part of Paula's week 1 graphic. 
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In the IG narrative and the interview, Paula described why both teamwork and 

communication, which the IG exercise facilitated, were important for their learning as they 

worked together to develop the temporary occupational therapy group intervention. 

‘…..the team working and the communication between myself and Laura 

(case study 3) because we were doing everything, you know right from day 

one together most definitely and we were learning at that point about the 

wider team as well….and our place within the team as well.  And those 

were big aspects from the start of the placement definitely.’ 

Paula appeared to value working with Laura in a small team, particularly discussing how 

effectively they collaborated, stating, 

‘   the teamwork that was brilliant…. we complemented each other and the 

way that we work together……… in such an effective way…… a really 

lovely piece of learning for me’. 

This type of teamwork creates valuable interdependence between the students. Working 

together within the environment to develop their IGs, reflect and critically explore their 

learning, and then deliver OT interventions supports their learning and development 

individually and as a team. This connected ‘networked’ learning seems to enhance students' 

learning experiences.   

Subtheme 2.1 – Images /graphics mainly act as metaphors of learning 

In week 2, Paula's IG related to her feelings about learning on a role-emerging placement.   

 

 

 

 

 

 

 

 

Figure 20 Paula's graphic for week 2 - a photograph of a sketch of a train track 
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The students had chosen a graphic of a train track (see figure 20), and Paula described this 

graphic as 

‘…..a feeling, that's when I felt that things were tricky, that there was a lot 

going on and I felt like the train track was going on and on and on and on 

into the distance. 

And there was an awful lot to learn.’ 

Paula's comments about her feelings related to learning suggest she may have been at risk 

of becoming overwhelmed with the amount of learning needed on this REP.  It revealed that 

voicing, managing, and supporting students' emotional responses to learning on REP, and 

indeed all placements, need careful support and future consideration.  Here, using a graphic 

metaphor to describe Paula's feelings related to learning, the IG is valuable, as it illuminates 

important feelings that might not have been identified otherwise. This demonstrates the 

emotional charge and value that images can provide in learning. This allows the educator, 

during supervision, to further explore and support the student.   

Theme 3 –Professional identity and occupational therapy practice challenges and 

opportunities 

The small group working (between the two students), described in earlier themes, appears to 

have been straightforward and transformative for Paula, contrasting with the challenges the 

students (Paula and Laura) faced working with the wider team.  Here, there appeared to be 

misunderstandings about the purpose of the temporary OT group and what an occupational 

therapist does to support mental health and wellbeing in this type of context.   

However, the team working with the wider team, was at one point 

challenging, not all the time but one point it was challenging and that 

related to the group work that we were doing…………we needed to 

publicise the group work and do a poster …..there was a sort of a 

misreading or and a misunderstanding of what was on the poster by one 

member of one of the teams (other health support teams)………..so that 

needed to be clarified to make sure that that team member understood 

exactly what it was that we were doing and we weren't you know stepping 

on toes…………… so yeah the clear communication umm was a really 

important aspect I would say and at times it was challenging because it was 

it was so fast paced’  

Overall, Paula felt that OT was not well understood by everyone delivering health and 

wellbeing support in this organisation.  Paula explained, 

‘even though we had explained our role in the MDT (multi-disciplinary team) 

meeting and we'd also explained our role on other occasions when we had 

been taking part in other team events ……….the clarity of what our role as 
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occupational therapy students was in that setting ……..wasn’t clear to 

everybody.’ 

These findings suggest a lack of understanding about what OT as a profession has to offer 

in this placement environment, which is consistent with previous research (Clarke et al., 

2015; Thew, 2011).  Professional identity for occupational therapists has been tricky, 

particularly in emerging practice areas such as this one.  This may go some way to 

explaining why professional identity (the occupational therapy role) has been recognised as 

a threshold concept in previous research.  For students such as Paula, discovering and 

categorising experiences related to professional identity may be tricky and troublesome to 

navigate as they oscillate between being a student and being a newly qualified occupational 

therapist.  However, they are essential learning experiences that warrant discussion and 

exploration in supervision, support and plans to manage if the potential and offer of 

occupational therapy are to be fully utilised in future health and care environments.   

Theme 4 – The method supported transformational learning 

When discussing the inquiry graphics created during the six weeks, Paula discussed 

particular professional practice learning experiences and feelings associated with the 

placement learning.  These experiences related to group work, teamwork, communication, 

applying theory to practice, and ‘doing’ the OT process.   

In Week 3, Paula described learning related to group work. The graphic (Figure 21) used 

shows the creative collage created by the students and their group members in the Mental 

Health and Wellbeing group, which they developed and ran. 
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Figure 21 – Paula's graphic in week 3 – a photograph of a cloud and thunder bolts with words 

 

Paula emphasised the importance of learning about group work delivery as an occupational 

therapy student. ‘Doing’ the occupational therapy, mental health and wellbeing session 

allowed her to better understand how group work is used in OT.  

‘..that was our first group work session that that we'd done and so again 

that was very important, I would say in my learning because I hadn't 

actually delivered a group in the real world, so to speak like that. ……And 

so I think for me that had a lot of importance with regards to my learning as 

an OT student and delivering something which in the past I had not 

understood…’ 

Paula continued by describing the impact that delivering the group work had on her as an 

occupational therapy student.  

‘….it's sort of brought to the fore something that was quite surprising really 

you know that this group work element could have such a big impact on not 

the group themselves but also on me as you know the student who was 

learning’. 

The learning and feelings described by Paula suggest some professional learning 

associated with key disciplinary concepts (threshold concepts) of OT and represent a 
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transformative process.   Additionally, there appears to be an acknowledgement of socio-

material factors, including the influence of social, environmental, and material elements in 

the placement context.  For example, the impact on the learning of the people (service 

users) the students were working with, the environment and culture of the organisation in 

which they were delivering their occupational therapy service, and the materials they used 

as therapeutic tools.   

Working in a team reflects practising in the real world (a threshold concept) and is linked to 

OT placements.  Working in a team fosters connections and promotes effective 

communication between individuals.  Paula identified several areas of learning associated 

with working with the other occupational therapy student (Laura, case study 3) and people in 

the wider team, suggesting a social relational dimension to their learning experience 

(Lackovic & Olteanu, 2024). Not all of these learning experiences related to communication 

were seen as straightforward; some appeared to be troublesome.   

There were several examples of the application of theory to practice in all of Paula’s data 

items, with more depth of detail in the inquiry graphics and interview with the researcher.  

Learning occupational therapy practice skills through applying theory to practice is identified 

as a threshold concept in the research (Nicola-Richmond, Pepin & Larkin, 2016).  In her 

interview, Paula described how occupational science theory, with a particular focus on the 

Occupation-Based Community Development (OBCD) Framework, helped her understand its 

value and how to apply the framework in practice.  

‘…..the  group work element that, that was a really positive learning 

experience for me, …………. because it was using the OBCD framework 

as well, it was obviously like very much Community participatory 

based………the client group that was sort of leading it, but then it was our 

questioning that was really important to make sure that that we got the 

information that we needed so that was a really positive learning 

experience... 

And that surprised me as well, because I had found that really difficult when 

we first did it [OBCD framework, as theory in class]……………..it didn't 

translate into real life because it wasn't real life. And it was only actually the 

doing of it that made it real and I was able to understand’   

Paula went on to discuss other group-related theory, such as ‘Coles 7 Steps’ (Cole, 2015), 

where she had experienced similar learning through ‘doing’.  Another theory, relating to the 

Occupational Therapy process, was also identified by Paula as a key aspect of occupational 

therapy learning, where theory is applied to practice.  This application of theory to practice 

learning through engagement with multimodal relational factors, such as social, 

environmental, and material components, appears to be captured by the analysis of all of 



101 
 

Paula's data items.  This suggests that Paula's developing professional practice knowledge 

is supported by this multimodal approach, as captured by the IG’s research interviews and 

supervision discussions.   

In summary, these case study findings suggest that Paula developed transformed ways of 

understanding, particularly in relation to applying theory to practice, practicing in the real 

world, and communication, which were facilitated through the IG method/activity she 

participated in.  The narratives related to this key disciplinary learning suggest that, in some 

cases, the learning was relatively quick and straightforward. In contrast, in others, the 

learning was more protracted and troublesome, as seen in the communication example.  

The creation of weekly IG’s appeared to strengthen the link between placement learning 

outcomes and placement experiences, providing a deeper and more critical reflection and 

discussion of learning related to key threshold concepts.   

  



102 
 

5.8 Case Study 5 – Helen 

Theme 1 – Developing weekly Inquiry Graphics (IG) increased focus on key disciplinary 

learning.  

Helen found creating the IG ‘really motivating’ and felt it was a ‘really useful marker of my 

time there [on placement].  She described how she was ‘searching’ each week for a relevant 

placement experience that she might photograph and use to link to a placement learning 

outcome and the associated threshold concepts, suggesting she spent extra time thinking 

and focusing on how her placement experiences related to key disciplinary learning, similar 

to other case studies.  Helen searched for what might best visually reflect and represent the 

learning in part of the IG.  As well, Helen also described how the visuals within the IG 

prompted the recall of theory and concepts, 

‘So the visuals have really helped me in terms of my recall…….I mean [of] 

a theory or concept…..I’m confident that if in, …..four months you showed 

me, one of my eight photos [graphics on weekly IG] I would know 

immediately what [it referred to] 

These descriptions of Helen's behaviours and feelings about the IG learning design suggest 

that using the IG framework facilitates a greater focus on the connection between her 

placement experiences, the learning outcomes, and associated threshold concepts. This 

also implies that analysing and evaluating are taking place, which are both elements of 

critical thinking.   

Subtheme 1.1 – Personalised student learning was enhanced  

For week 1, Helen chose a graphic of part of a care diary (Figure 22) for her IG. She felt that 

the care diary had particular significance for her personal learning about the service users. 

Through her analysis and reflection in developing the IG, she was able to link key theories to 

her practice learning journey. The graphic [photograph] appeared to evoke memories of her 

learning that week and helped to structure her thinking.   

Supporting the service users to complete their diaries each day also created a connection 

between the student (Helen) and the service user.  Helen reflected on how her daily 

involvement in supporting service users to formulate their care diary entries acted as  

‘a tool to build a therapeutic relationship’   

Helen described how she used the ‘therapeutic use of self’ and carried out ‘information 

gathering,’ both key skills and behaviours of occupational therapy professional practice, 

while supporting the service users.   
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Figure 22   – Helen's graphic for week 1, a photograph of a part of a care diary. 

 

Theme 2 – Inquiry graphics enhanced student reflection & collaboration 

Within Helen's week 1 IG narrative, she identifies key details related to the personalisation of 

the care diary (Figure 22), such as the person's photo on the front and ‘the dried soil 

splattered across the page’.  She described the service user’s reflective diary as  

‘ a beautiful keepsake….extremely valuable in terms of uniqueness…..a 

tool to express…personal development for the service user….as 

they….gain a deeper understanding of themselves through occupation and 

interaction with others’. 

Helen reflects on the value of the care diary to the service user and how it serves as a 

medium promoting connection and collaboration between the OT student and the service 

user. This implies an appreciation that the care diary, a tangible object used to record and 

explore the service user's lived experiences and day at the farm, enhances both her own 

and the service user's learning. 

As well as finding the creation of the weekly IG motivating, Helen also described how the 

graphics, in Helen's case, photographs, helped with her reflections. 

‘It was helping me to reflect on and remember a whole range of information 

just from one image’  
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Like other cases, Helen found the graphics/photographs helpful in providing an ‘anchor’ or 

‘platform’ for thinking, analysing, evaluating and reflecting on learning.   

She said 

‘I didn’t realise how useful this would be [creating an IG each week]……I’ll 

definitely look back on this again [weekly IGs on Padlet] and I would like to 

take it into my future learning because…..it encourages me to read papers, 

which I would otherwise not read…..it is a motivator…..it really helps me to 

write it down [answer reflective questions] with a visual representation 

[graphic] there….I would much rather do it [create an Inquiry Graphic] in 

this format, than just writing a word document about it [learning related to 

placement outcomes] without an image. 

 Helen's comments suggest she feels that using graphics with written reflective narratives [8 

questions on the IG, see Appendix 1] to record and develop her learning is more beneficial 

than previous written reflections.  The IG learning design appears to be acting as a catalyst, 

motivating a deeper connection with theory and evidence, which implies an appreciation of 

the value of this multimodal learning experience created by the IG learning design.   

Subtheme 2.1 – Images /graphics mainly act as metaphors 

In Week 3 of the placement, storms and flooding posed a challenge to Helen and everyone 

at the Care Farm.  Helen chose to reflect on her learning related to placement learning 

outcome five and threshold concepts about practising in the real world and a person-centred 

approach.  Helen explained that the photograph of a flood on the lane near the Care Farm 

(Figure 23) highlighted her learning experiences related to these threshold concepts and 

how there was an enhanced level of teamwork and communication during this week.  She 

also linked her graphic choice to occupational science theory around occupational disruption 

and the KAWA River model.   
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Figure 23  – Helen's graphic for week 3, a photograph of a flood near the care farm 

The KAWA River model is a contemporary OT model that utilises the metaphor of a river to 

represent a person's life, with its rocks and boulders, which can serve as either a support or 

a challenge to their occupational engagement and participation (Lim & Iwama, 2021).  This 

graphic not only represents the context of Helen's learning during week 3 but also prompts 

her to think about key OT theories.  This synthesis of multiple concepts, utilising the IG 

framework as a platform, represents multimodal learning and suggests that critical thinking is 

taking place.   

Theme 3 –Professional identity and occupational therapy practice challenges and 

opportunities 

Helen identified challenges, such as the competing pressures of completing essential farm 

work and delivering therapy, including OT interventions.  Helen's reflective narratives on her 

IG and the interview showed a recognition that these challenges had also become 

opportunities for her professional learning.  While completing ‘farm work’ alongside the 

service users, she saw the contribution of meaningful, purposeful occupation made to the 

service users.  Helen described how a service user living with schizophrenia valued working 

on the farm.   

‘ …who lives with schizophrenia [said] the farm was important in his 

life…..just seeing first hand the value of occupation in everyone’s lives’. 

It can be suggested that this recognition, through reflective thinking, writing in her IG, and 

discussion, of the value of occupation has helped strengthen Helen's understanding of how 

her professional theory and practice are relevant in this setting, further implying an increased 
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confidence related to professional identity and occupational therapy practice.  Again, the IG 

learning design has provided the platform and ‘launch pad’ for this learning.   

Theme 4 – The method supported transformational learning 

Helen was able to critically explore many learning experiences in relation to the placement 

learning outcomes and associated threshold concepts.  She felt that the IG learning design 

had supported her in recalling theory and promoting her learning, as well as her critical 

exploration of theory in practice. 

‘I think it is a very accessible way of going about it [reflecting on learning 

using the IG learning design] because you know its split into 8 distinctive 

parts…….I would much rather do that [complete an IG]…..than do it in a 

word format without an image……it [IG learning design] really helps me 

make connections….  So the visuals have really helped me in terms of my 

recall, so I find it 10 times easier to recall… a theory or a concept if I 

associate it with an image’ 

Linking theory to practice experiences through reflection, leading to critical thinking, can 

result in transformative learning; it is suggested that adopting the IG learning design has 

facilitated this higher-order thinking for Helen.   
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5.9 Case Study 6 – Dawn 

Theme 1 – Developing weekly Inquiry Graphics (IG) increased focus on key disciplinary 

learning. 

Dawn was on a role-emerging placement on a care farm with Helen (Case Study 5).  Like 

the other participants, she liked the way the IG learning design encouraged her to  

‘think about the learning outcomes during the day and during the week’  

Moreover, how her placement experiences addressed the learning outcomes.  Dawn found 

that the IG learning design prompted her to recall placement experiences and key 

disciplinary learning, and aligned with the philosophy of occupational therapy.   

‘sometimes it can be hard to remember what you’ve done on placement, 

but I know…..a quick look through this [weekly IGs on Padlet]…I’d be like 

yeah……I know I have reached all my learning outcomes………..you have 

the proof here’ 

Additionally, Dawn valued the creativity of using images or graphics to illustrate key 

professional learning.  She felt this learning design aligned with our professional philosophy.  

‘ I think as an OT we are kind of encouraged to use our creativity……..and 

this is definitely a creative way of learning………like [for example] thinking 

about clinical reasoning [a threshold concept] in week five when I did the 

intervention……..afterwards it really made me think about the intervention 

[and the clinical reasoning I used]  

Finally, Dawn recognised the extra thinking and focus on placement learning outcomes and 

associated threshold concepts within the IG learning design as providing a beneficial record 

of learning, which helped promote thinking and memories of the learning experiences.   

‘I feel like on other placements [past placements in traditional settings] 

…..interventions have been thought about when you are at the placement 

but then you forget about it afterwards, [here] I was coming home and 

having a think and really trying to develop the idea [IG] before I went back 

in’  
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Figure 24 – Dawn's graphic for week 5 – Photograph of an OT intervention. 

 

Dawn's narratives about using the IG learning design suggest she values its ability to 

promote thinking, focus on key disciplinary learning, and afford a creative lens for developing 

the IG, which aligns with OT philosophy and theory.   

Subtheme 1.1 – Personalised student learning was enhanced  

Dawn chose to take a photograph each week to represent her learning, linking it to the 

placement learning outcomes and associated threshold concepts.  She decided on this sole 

approach because she was not ‘artistic’ or liked ‘doing mind maps’.  She felt photographs,  

‘…. were easy….they’re like a snapshot of time……..they’ll take you right 

back to the moment you were thinking about [when you look at them again] 

By week 3 of placement, Dawn felt she was consciously creating photographs that 

represented her learning and journey.   

Theme 2 – Inquiry graphics enhanced student reflection & collaboration 

Dawn described how she used IG to deepen her reflection and connection with her learning   

‘you know there were times where I would be reflecting, then I’d click back 

out and look at the photograph again and then go back in an delve into it 

[reflective questions in IG] a bit more’. 

Dawn's narrative about her use of IG suggests an appreciation for this multimodal approach, 

which appears to develop as she progresses through her role-emerging placement. 
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‘…. especially toward the end, I liked seeing the photograph on the top and 

then having that reflective template below….’ 

In addition to this enhanced reflection, Dawn described how she used to chat with Helen 

(case study 5) about their placement experiences, reflections, and the images they might 

include in their IG that week. This suggests a supportive and collaborative learning 

approach, where reflection may lead to critical discussions through students' engagement 

with and creation of their IG each week.   

Subtheme 2.1 – Images /graphics mainly act as metaphors  

In week 1, Dawn chose a photograph of a pair of wellies (Figure 25).  During her interview, 

she discussed why she photographed the wellies and included them in her graphic.   

 

 

 

 

 

 

 

 

 

 

Figure 25 – Dawn’s graphic for week 1 – a photograph of a pair of green wellies 

 

Firstly, she felt the wellies represented the ‘uniform' (see Figure 25) 

‘It’s a farm and everyone…. has to wear wellies during the day and I felt it 

was like the uniform of placement……normally when I go on a 

placement……you’d wear a polo top or tunic…..in your OT 

uniform……..where this [wellies] was the uniform for the farm’   

This personal metaphor, suggesting that the ‘wellies’ are like an OT uniform, might indicate 

uncertainty about the setting and an attempt to make sense of it by creating the security of a 

uniform, which may, in turn, manifest as professional confidence.  These feelings of 

uncertainty in week 1 are further confirmed by Dawn when she explains her uneasiness and 

how the graphic of the ‘wellies’ has further metaphors. 
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‘I was definitely a bit nervous because you’re not quite sure what to expect 

at the start, so I thought, you know, the metaphor of taking, the first step 

was kind of relevant…..’ 

This single image represents different metaphors of feelings and confidence in Dawn's first 

week of placement, highlighting the importance and impact of these early experiences for 

students and suggesting that feelings early in the placement have the potential to influence 

learning.   

Theme 3 –Professional identity and occupational therapy practice challenges and 

opportunities 

The placement context, with its non-traditional ways of working and its service needs to 

deliver the farming and the ‘care’ for individuals attending the care farm, was challenging for 

the students to navigate.  Dawn commented on these challenges,  

‘ its hard to like, keep focussed on the fact that you’re an OT student when 

there's so much going on [supporting service users, farmwork] ….you 

sometimes forget why you are there….’.  

Dawn's observations suggest that her professional identity and OT practice were not always 

at the forefront of her mind in these role-emerging settings. Having the IG learning design as 

a reflective learning tool may have helped provide a platform and anchor for learning about 

occupational therapy practice and professional identity.   

Theme 4 – The method supported transformational learning 

For Dawn, the IG learning design promoted the exploration of related theory and reading to 

support the ‘doing’ of practice.  Dawn described the IG created each week as being ‘more 

concrete’, and whilst  

‘ verbal discussions [are good]…[but] its not as beneficial because you 

have a conversation and move on.  Whereas with this one [IG learning 

design]….you sit down and you think about it and you reflect on it.  And 

then……. because the Padlet’s [Inquiry Graphic] is laid out like this…..you 

can see it every week….you feel like you are constantly building [learning] 

Dawn also found the IG, with its graphic and written reflection, to be a good communication 

tool with her OT educator.  She found the graphic part of the IG helped to provide more 

depth and created more confidence. 

‘ I felt more confident that even if I hadn’t quite made it clear in the literature 

(written part)….she [OT educator] could see it [graphic] and then we would 

also talk about it and reflect on it verbally’   
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The level of engagement and reflection on learning facilitated through this multimodal 

method suggests that transformative learning is occurring.  Dawn identified possible 

transformations when, in week 4, she chose a photograph of 2 geese looking at each other 

(Figure 16).  In her IG narrative, she wrote about the similarities in the geese at first glance, 

which she reflected was like an OT student at the beginning and end of their placement.  

They may look similar [the OT student], like these two geese, but there are differences.  

Dawn described them as  

‘important changes in my development [have taken place] over the last few 

weeks’  

  

 

 

 

 

 

 

 

 

 

Figure 26 – Dawn’s graphic for week 4 – a photograph of two geese looking at each other 

 

5.10 Summary of case study findings  

This chapter presents the overarching themes and subthemes emerging from the analysis of 

the data items across the six case studies. The IG framework has been analysed as a 

learning design and a data collection tool for each of the OT student case studies on REP in 

a range of settings.  Overall findings suggest that the IG learning design promoted reflection 

and critical thinking about placement learning outcomes and associated threshold concepts, 

which in turn led to unique and transformational learning experiences.  The next chapter will 

give a more detailed critique and discussion of the findings in relation to the research 

questions.    
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Chapter 6: Discussion 

6.1 Introduction to the Chapter 

This unique research explored the experiences of occupational therapy (OT) students using 

an Inquiry Graphics (IG) learning design to support their reflection on learning and 

knowledge development related to threshold concepts during role-emerging placements 

(REP).  The research also explores the experiences of OT students applying threshold 

concepts to REP, identifying what they found troublesome and transformative.  This research 

contributes to knowledge by adopting an innovative conceptual framework to conduct the 

first study in occupational therapy using an IG learning design to address the research 

questions.  The research also builds on previous studies of students' learning experiences in 

REP and the application of threshold concepts as part of reflection on learning, generating 

new ideas for OT pedagogy and curriculum design.   

This discussion chapter adopts a student journey approach and is divided into four sections, 

based on the themes identified in Chapter 5 of the Findings that cut across all six case 

studies.  In section one, the conceptual framework and associated Inquiry Graphics learning 

design are reintroduced and discussed in relation to the research.  In section two, the 

answers to the research questions are discussed and critically explored, linking the 

literature.  This section also discusses the research's contribution to role-emerging 

placement learning, inquiry graphics and threshold concepts.  Section three discusses the 

implications the findings have for practice and policy.  Section four discusses the limitations 

of the research and its future implications, and it concludes by reflecting on my learning and 

providing a chapter summary.  

6.2 Section 1 – The Conceptual Framework and Inquiry Graphics Learning Design 

The conceptual framework created to address the research questions and inform the Inquiry-

based, IG learning design for occupational therapy students included inquiry graphics and 

threshold concepts (see Chapter 2, p 11, Figure 1). In Chapters 2 and 3, literature related to 

these elements was discussed and explored in the creation and rationalisation of the 

conceptual framework.  In this chapter, I revisit some of this literature to discuss and connect 

the case study findings.  Each theory within the conceptual framework played a crucial role 

in my interpretation, exploration, and understanding of the case studies' experiences related 

to applying the IG learning design and threshold concepts, particularly in terms of what was 

troublesome and transformative.   

In this research, the IG learning design creates a framework for engagement and critical 

reflection with key disciplinary learning by setting a weekly task of choosing or creating a 
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graphic and writing a reflective narrative, resulting in an Inquiry Graphic (IG) (Lackovic, 

2010; 2020; Land, Rattray & Vivian, 2016; Nelson et al, 2023).  Students were encouraged 

to engage, develop, explore and critically reflect on their REP learning through the lens of 

the threshold concepts framework, creating a weekly multimodal IG to discuss and explore 

with their peers and OT educator (Clarke et al, 2014; Lackovic & Olteanu, 2024; Lackovic, 

2020; Land, Rattray & Vivien, 2016).  This is an innovative use of images as a 

representation of educational concepts (i.e., learning outcomes and associated threshold 

concepts) through the creation of a weekly IG post by OT students (Lackovic, 2020; 

Lackovic & Olteanu, 2021).  In the digital era, images significantly contribute to our everyday 

communication and lived experiences, suggesting they have much to offer in terms of both 

communicating and supporting learning (Lackovic, 2020; Lackovic & Olteanu, 2024).  This 

discussion will explore how the IG contributed to students' exploration of troublesome and 

transformative experiences on their REP journey.   

The second theory linked to the weekly IG is the threshold concepts theory.  There is 

increasing debate around threshold concepts, with the core idea of concepts distinct to 

individual professions, which can be troublesome and lead to transformation being broadly 

valued and accepted, particularly in Occupational Therapy (Fortune & Kennedy-Jones, 2014; 

Rodger, Turpin & O’Brien, 2015)  However, there are growing questions about how threshold 

concepts are defined and suggestions that they may oversimplify complex learning 

processes (Brown et al, 2021; Stopford, 2021).. Therefore Brown, Whybrow and Finn (2021) 

suggest that using threshold concepts as a ‘reflective prompt to promote pedagogical 

discussion’ may be the way forward.  This research has employed threshold concepts as a 

reflective framework, adding a new approach to utilising threshold concepts with 

occupational therapy students.   

The five OT threshold concepts accepted as threshold concepts associated with REP and 

the additional five threshold concepts identified elsewhere in OT research are; 

1. Applying occupational therapy theory to practice 

2. Client-centred practice 

3. Occupation 

4. Practicing in the real world 

5. The occupational therapy role (professional identity)  

6. Evidence-based practice 

7. Clinical reasoning 
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8. Discipline-specific skills & knowledge 

9. Reflective practice 

10. Holistic approach 

(Fortune & Kennedy-Jones, 2014; Kaelin & Dancza, 2019; Nicola-Richmond et al, 2018; 

Tanner, 2011) 

With its unique combination of Inquiry Graphics (IG) and Threshold Concepts (TC), the 

conceptual framework created a contemporary multimodal lens for students, educators, and 

researchers to explore the reflection on learning of case studies in this study.  This 

multimodal lens considers individual students' experiences and learning through a personal, 

visual, embodied, socio-material, and relational perspective (Fredholm et al., 2020; Lackovic, 

2024a, 2024b).  The term ‘relational’ in this study has multiple meanings, with the familiar 

link to students' external relationships with each other, service users, educators, and other 

stakeholders in the placement setting being a common discussion topic for OT students on 

placement (Binyamin, 2018, 2021).  However, alternative definitions are also part of this 

contemporary study, with a ‘relational’ approach to educational theory and practice being 

implemented.  This approach is linked to Peirce’s triadic theory and model, where ‘meaning-

making’ is explored through the visual image, prompting questions about what this image 

represents and how it is interpreted (Lackovic & Olteanu, 2021; 2024).  For students in this 

study, we can observe a range of visual images /graphics, as well as the meanings 

associated with them.   

In the next section, the findings from across the case studies REP learning journey will be 

discussed in relation to the literature to address the research questions. The contribution and 

value of the conceptual framework will also be critically explored.   
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6.3 Section 2 – The answers to the research questions 

This study's findings identified two themes and subthemes related to research question 1 

and two themes linked to research question 2 (see Tables 3 & 4 copied from Chapter 4 

below) 

Research Questions Themes & subthemes 

Research Question 1 

What are occupational therapy students’ experiences 
of using an Inquiry Graphics learning design to 
support their reflections on learning and knowledge 
development related to threshold concepts on a role-
emerging practice placement?  
 
Sub Questions 

3. What are the students’ stories around the 
use of weekly IG as a data collection tool to 
inform their learning and knowledge 
development around occupational therapy 
threshold concepts? 
 

4. How does the use of artefacts/ graphics 
support students’ reflections and 
discussions about threshold concepts during 
role-emerging placement learning?  

Theme 1 

Use of Inquiry Graphics learning design increased 
focus on placement learning outcomes & associated 
threshold concepts connect (RQ1) 
 
Subtheme 1.1 
Personalised student learning was enhanced by 
choosing or creating the intended (imagined) graphic 
to represent their learning journey (RQ1 / SRQ 1) 
 
Theme 2 
Inquiry graphics enhanced student reflection & 
collaboration, and an appreciation of learning as 
multimodal (RQ1 / SRQ 1) 
 
Subtheme 2.1 
Images/graphics mainly act as metaphors of learning, 
feelings and/or confidence, which highlights this 
aspect of learning experiences (SRQ 1 & SRQ 3) 
 

Table 8 - Research Question 1 - Themes and Subthemes 

Research Questions Themes & subthemes 

Research Question 2 

What are the experiences of reflecting on learning 
related to threshold concepts, through inquiry 
graphics on role-emerging practice placement for 
occupational therapy students? 
 
Sub Questions 

4. What are the narratives around these 
learning experiences? 
 

5. What learning experiences on role-emerging 
practice placements do occupational therapy 
students find troublesome? 

 
6. What learning experiences on role-emerging 

practice placements do occupational therapy 
students find transformative?   

Theme 3 
Professional identity and occupational therapy 
practice challenges and opportunities (RQ 2/ SRQ 
1,2 &3) 
 
 
Theme 4 
The method supported the application of theory and 
‘doing’ occupational therapy in practice, which in turn, 
built students' confidence and mediates 
transformational learning (RQ 2 / SRQ 1, 2 & 3) 
 
 
 

Table 9 - Research Question 2 - Themes 

This research has identified knowledge contributions related to the application of IGs and 

TCs in Occupational Therapy REP, as well as how the IG Learning design supported 

students in reflecting on and learning from their REP placement.  As these knowledge 

contributions are woven together and their unique combination plays an essential role in 

enhancing students' engagement and participation in their key disciplinary learning, I intend 
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to discuss the findings from across these six case studies through the student role-emerging 

placement ‘journey’.   

A student journey approach to this discussion captures the students' development over time, 

aligns well with experiential inquiry-based learning approaches and the concept of liminality, 

where learners are transitioning between their former and new selves (Kolb, 1984; Meyer & 

Land, 2006).  It also enables a narrative interpretative style that aligns with the methodology 

and research design (Finlay, 2011).  The discussion themes that will be explored during the 

student journey, to examine the findings, are  

• The combined value of IGs and TCs within the Conceptual Framework and 

associated IG Learning Design to support students' engagement and reflection on 

learning related to threshold concepts on REP.   

Whilst TC have already been identified in the OT REP research as providing an essential 

focus on key disciplinary learning concepts (Kaelin & Dancza, 2019; Nicola- Richmond et al, 

2019; Nicola-Richmond, Pepin & Larkin, 2016; Nicola-Richmond et al, 2018) the addition of 

the IG to visually represent and reflect on key learning and associated personal, embodied 

and relational experiences appears to have added a depth and richness to the students’ 

reflections.  Meyer and Land (2006) proposed that threshold concepts were the ‘jewels in the 

curriculum’, which ‘can be used to define potentially powerful transformative points in the 

students' learning experience’ (Land et al, 2006, p. 198).  It is suggested that incorporating 

IGs in this study enhances the quality and richness of TC as ‘jewels’ in reflective learning by 

creating a multimodal representation of students' reflections on their placement experiences 

(Lackovic, 2020; Meyer & Land, 2006; Reeping, 20).   

• Within this study, the placement experiences that contributed to being ‘troublesome’ 

and ‘transformative’ across the six case studies related to their affective and 

relational responses, collaboration, and peer learning.   

Both areas will be discussed through the student journey, with the affective factors appearing 

to influence the students' capacity to deal with ‘troublesome knowledge’, particularly nearer 

the start of the placement and how their collaboration and peer learning appeared to support 

them with this ‘troublesome knowledge, and supported ‘transformation’  

• The application of the innovative pedagogy and conceptual framework combining IGs 

and TCs will be discussed as a personalised learning design and platform.   

Findings suggest that the case studies were able to explore and connect their individual 

placement experiences to key personal and professional learning, empowering and enabling 

them to engage and participate in their REP.  In addition, the IG learning design appears to 
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have promoted collaboration and connection between the paired students on placements 

and their educator.  It is suggested that the IG Learning design creates a multimodal, 

contemporary pedagogy that can better support occupational therapy students (both 

individually and collaboratively) during REP placements, enhancing their transformative 

learning experiences (Lackovic, 2020; Meyer & Land, 2006).   

• Finally, due to the methodological and pedagogical approach in this study, it is 

proposed that this creative method enhances OT students' ability to manage 

troublesome knowledge, such as ritual, alien and inert knowledge, which contributes 

to growing OT students' confidence, capability, and identity on REP placements by 

connecting theory to practice experiences. 

 

Figure 27 below illustrates the connected nature of these knowledge contributions. 

 

 

Figure 27 Three knowledge contributions 

6.3.1 The Journey starts – Introducing the Inquiry Graphics Learning Design  

This is the first known occupational therapy study to merge the lens of Inquiry Graphics and 

Threshold Concepts through an adapted IG learning design, exploring occupational therapy 

students' reflections on learning in REP (Lackovic, 2020; Meyer & Land, 2003).  Experiential 
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engaged and relational placement learning is essential for the growth and development of 

newly qualified OTs with a strong professional identity and capacity to deliver occupational 

therapy in both traditional and emerging practice settings (Binyamin, 2018; Matilla et al, 

2018)  Placing OT students in community contexts where they can experience working with 

individuals, groups, and communities in a preventive and population health approach is 

essential for students as future workforce members, changemakers, and OT professionals 

(Clarke et al., 2014; Thew, Cezar da Cruz, & Thomas, 2023; RCOT, 2024).  Allowing 

students to experience emerging settings where the contribution of occupational therapy, at 

the micro, meso, and macro levels, supports occupational justice is essential. REP 

placements represent this type of contemporary learning experience (Bailliard et al., 2020; 

Irvine-Brown et al, 2020).   

The students' REP placement journey begins with the placement preparation phase. The 

findings suggest that there were mixed emotions and feelings from the case studies about 

going on a REP placement, with Jess (Case Study 2) looking forward to the experience in 

contrast to Paula (Case Study 4) who was keen to find out what she would be ‘doing’ as an 

OT in the HE setting and what might her day and work look like.  These early responses 

represent the eclectic, individual responses of adult OT learners to REP and align with Taylor 

& Marienau’s (2016) neuroscience perspective, which describes how emotions influence 

learning and refers to the ‘language of the brain’ with different people having different 

languages and responses to learning experiences.  For example, a neurological response, 

which results in an ‘anxious’ brain, means learning may be impacted, in contrast to a 

neurological response, which results in a ‘curious’ brain (Taylor & Marienau, 2016, p 4).  

Within this research, it can be suggested that the students exhibit differing responses, with 

Jess showing curiosity and Paula perhaps displaying some anxiety.  These responses from 

a neuroscience perspective may indicate that they are thinking about their REP placement in 

relation to their previous experiences, trying to contextualise and link how this new 

placement may relate to prior learning and placements.  Taylor & Marienau (2016) describe 

this embodied response to learning as reorganisation,  

‘Learning involves the elaboration and reorganization of existing networks of association, 

forming new patterns that integrate new material with previous knowledge and experiences 

‘(Taylor & Marienau, 2016, p. 28) 

Concerning the findings, this might suggest that Paula (Case Study 4) is drawing on her 

experiences of traditional placements with an OT educator on a hospital ward, where she 

has successful experiences and networks of knowledge and understanding, in comparison 
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to the ‘alien’ alternative environment of an HE setting which conflicts with her pre-placement 

understanding about how OT is delivered.   

As part of the six case studies, introduction, and preparation for their REP placements, they 

attended a placement launch session where the IG learning design, as a framework for 

engagement in reflection on learning, was discussed.  The choice here of the term 

‘framework for engagement’ links to the work of Dewey (1938), Wenger (1998) and Meyer 

and Land (2006, p57), who despite being from different eras all share a common view of 

learning as an active, experience based, transformative process.  While not explicitly using 

the term ‘framework of engagement’, their work collectively emphasises that meaningful 

learning emerges through different modes of engagement.  With Dewey (1938) emphasising 

doing, reflecting, and learning through real-world experiences; Wenger (1998) emphasising 

learning through collaboration and participation in communities of practice; and finally Meyer 

and Land (2006) associating learning with grappling with threshold concepts to understand 

difficult knowledge related to key disciplinary concepts.  The Inquiry Graphics learning 

design, with the addition of graphics or images, brings these different modes of engagement 

together visually and interactively, creating a framework that adds a contemporary edge, 

appropriate to our digital, image-focused age, with the rise of visual platforms such as 

Instagram and TikTok.  This is further supported by Lackovic & Olteanu (2021, 2024) and 

Taylor & Marienau (2016), who discuss how experiences and learning can involve visual 

imagery, multimodal experiences, and embodied feelings, which may influence and shape 

responses and outcomes to learning.   

Already during the preparation for placement, we observed different emotions and embodied 

responses from Jess (Case Study 2) and Paula (Case Study 4).  It is proposed that this IG 

learning design offers a framework that supports students in engaging with these multimodal 

experiences to meet the learning outcomes and associated TC, recognising that each 

learner responds differently.  This will be explored throughout the discussion as I discuss the 

learning journey of the case studies.   

Student participants at this stage of the journey, preparing for their placement, had mixed 

responses to the use of graphics or photos as part of their weekly multimodal reflections and 

supervision.  With Laura (Case Study 3) saying ‘I didn’t really get it’ and Jess (Case Study 2) 

saying ‘…I thought…..how on earth am I going to find a picture to do with week 1’ compared 

to Bella (Case Study 1), who identifies as a ‘visual learner’ and discussed  ‘…how much 

learning you can link to one picture’’ which was similar to Helen, (Case Study 5) who found 

creating he IG ‘really motivating’.  These mixed responses suggest a spectrum of feelings 

ranging from curiosity and excitement to concern (Taylor & Marienau, 2016).    
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6.3.2 Week 1 - Placement begins: Discussing and mapping students’ experiences 

Learning and practice for occupational therapy students in role-emerging settings involve 

different layers of experience.  As previously discussed, some of these experiences are 

internal or personal and embodied by the student, while others are external; all may 

encompass social, material, environmental, and relational elements.  This means outcomes 

and experiences vary from student to student and from setting to setting (Cooper & Raine, 

2009; Hunter & Volkert, 2016; Wood, 2005).  These layers of multimodal experiences 

described above mean that what might be ‘troublesome knowledge’ and what might be 

‘transformational’ to one student might be experienced differently by another (Fredholm, 

Henningsohn, Savin-Baden & Silen, 2020).  It has already been established in the REP 

research some students may feel they are missing out on developing key clinical skills and 

knowledge associated with discipline-specific learning, akin to TC and threshold capabilities, 

which they believe may be better supported through traditional placements (Dancza et al., 

2013; Hunter & Volkert, 2016; Thew, 2011).  When there is no occupational therapist in the 

placement setting, such as in REP, to model and support the development of relational and 

professional practice skills, knowledge, and behaviour, it can create a vacuum of student 

concerns (Hunter & Volkert, 2016; Wood, 2005).  These concerns can lead to 

misconceptions about the potential for learning on REP placements.  

This type of learning environment can be ‘alien’ to the student and counterintuitive to the 

student's view of how OT should be delivered, particularly if students have had traditional 

medical-based placements in hospital settings.  This motivation to achieve professional 

practice skills and competence progression in traditional settings is important, however, it 

can be argued that critical professional thinking and reasoning about how to develop and 

deliver OT in emerging settings, such as REP is equally if not more critical (Bailliard et al, 

2020; Thew, Cezar da Cruz & Thomas, 2023)  As well as ‘alien knowledge’ being 

troublesome, other knowledge that can be troublesome is ‘inert knowledge’, for example 

where the student understands the theory behind TC’s such as ‘occupation’ or ‘client-centred 

practice’ but doesn’t know how to apply it in a practice based sense in a REP setting 

(Perkins, 1999; 2006).  This is illustrated in this study, and it may be suggested that it 

contributes to students' emotions and feelings related to REP placements when they are 

unsure about how to apply the theory.   

Findings in this study support the suggestion that what might be ‘troublesome’ to one learner 

may be ‘transformational’ to another, with associated student feelings and responses.  In 

Week 1, Bella (Case Study 1) commented on the absence of an OT on site for support at the 

beginning of the placement. To deal with this apprehension, she recalled her preparation, 

which explained that there may be ‘concerns’ at the start of the placement because of the 
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‘alien’ environment.  Meyer & Land (2006, p 57) propose that these concerns relate to a 

student's ability to ‘tolerate uncertainty’ and recommend that students are prepared for 

encountering ‘troublesome’ experiences.  The example they share about a first year media 

studies student who considered leaving her programme because of the difficulty in 

understanding key concepts is relatable to students on REP in Occupational Therapy and 

supports the value of good preparation for placement and the focus on TC’s, as a means to 

focus and direct their theory to practice and thereby support their initial apprehensions 

(Meyer & Land, 2006).   

Whilst Meyer & Land (2006) introduced threshold concepts and recommended preparation 

for learning of these core ideas, as this learning may be troublesome and challenging, 

Efklides (2005) considered a focus on metacognitive experiences as critical to learning.  

Whilst metacognition and affect are not among the eight elements of threshold concept 

acquisition, they are linked to learning. They can positively or negatively impact students' 

ability to engage in learning related to threshold concepts (Efklides, 2006).   

Metacognitive experiences (ME) refer to a student's awareness and understanding while 

performing a task.  Efklides (2006, p. 50) describes these as comprising ‘feelings, 

judgements or estimates……..processing the task,’ with the functions of these metacognitive 

experiences being to monitor, control, and influence motivation and engagement in the task.  

The feelings and outcome of these metacognitive experiences can lead to satisfaction and 

success or stress and non-completion, and everything in between.  Taylor and Marienau 

(2016) also acknowledge the link between metacognitive skills, such as self-awareness and 

reflection, in supporting students in engaging in transformative learning experiences, 

including REP placements.   

In addition, Taylor and Marienau (2016, p. 4) also use “anxious brain” and “curious brain” as 

metaphors to refer to learner modes and different responses.  Therefore, learners whose 

circumstances trigger the ‘anxious brain’ may be ‘defensive’ and insecure, lacking 

confidence and the ability to engage effectively in their learning.  In contrast, if the learner is 

in  ‘curious brain’ mode, the learner may look for meaning making and be more engaged in 

learning.  Both Efklides (2006) and Taylor & Marienau's (2016) theoretical perspectives help 

analyse and consider the case studies' responses to their reflection, learning and ability to 

engage in threshold concepts in this study.  It is apparent that emotions and affect impacted 

these students in their REP placement, possibly due to contextual circumstances and their 

personal factors (Efklides, 2006; Perkins, 1999, 2006).  It has already been identified within 

the REP research that contextual factors, such as the alien environment, can impact the 

experiences of OT students (Clarke et al., 2015; Hunter & Volkert, 2017).  This is also 
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apparent within this study, contributing to the evidence and further emphasising the need for 

pedagogy and curriculum that can support individual learners' responses.   

It is proposed that the IG learning design helped each case study explore these multimodal, 

personal, and affective responses by using an image to represent their experiences during 

their learning and development journey.  Students identified this as a valuable and 

motivating way to reflect and support ways of thinking and practising (WTP), as referred to 

by Meyer & Land (2005).  This meant they could think through their learning related to the 

learning outcomes and associated threshold concepts, for example, Helen (Case Study 5) 

illustrates this with her comments,  …..it encourages me to read papers, which I would 

otherwise not read…..it is a motivator…..it really helps me to write it down [answer reflective 

questions] with a visual representation [graphic] there…. 

The six students' REP learning experiences from week one were captured through their 

weekly IG and utilised in weekly supervision to engage in peer and supervisory 

conversations about personal, affective, and professional practice experiences.  Their IGs 

were used to explore the relationship between the graphic /image and their narrative to 

explore individual and professional knowledge development and their journey toward 

acquiring occupational therapy threshold concepts (Jaffe, Gibson, & D’Amico, 2015; 

Laurillard, 2021; Lackovic, 2020; Meyer & Land, 2003; Nicola-Richmond et al., 2016).  

In this study, students' feelings related to REP began before the first day of placement for 

some participants, and they ranged from ‘excited’ to ‘worried’, suggesting that different 

personal factors create variations in feelings and, therefore, student responses to learning 

(Healey, 2017).  The findings revealed different emotional reactions to REP learning across 

the case studies, suggesting distinct affective learner positions. This is similar to the 

research by Cousin (2006a) in threshold concept research and Healey (2017) in OT student 

placement research.  Cousin explored ‘affective’ factors and the mastery of threshold 

concepts in Cultural Studies, focussing on emotional capital, and suggested four typical 

affective learner positions (Cousin, 2006a).  Emotional capital is vital to future occupational 

therapists and has been defined by Cottingham (2016, p. 452) as:  

‘…a tripartite concept composed of emotion-based knowledge, 

management skills, and capacities to feel that links self-processes and 

resources to group membership and social location’  

Whilst there is an overlap between definitions of emotional intelligence and emotional 

capital, the concept of emotional capital originates from cultural capital, as identified in 

Bourdieu’s theory of social practice (Cottingham, 2016; Cousin, 2006a).   In Cousin’s 

(2006a) research, which seeks to identify the teaching and learning of the threshold concept 
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of ‘Otherness’ in Cultural Studies, Cousin describes a set of abilities associated with 

learners' ‘emotional capital’.  Cousin (2006a, p. 138) argues that social and life experiences 

can create a ‘greater experiential proximity to the subject,’ thus creating more emotional 

capital.   Applying this reasoning to this research and REP suggests that OT students with 

more emotional capital may be better placed to respond to affective factors on REP and 

therefore deal with ‘troublesome knowledge’ (Cottingham, 2016; Cousin, 2006a; Efklides, 

2006).   

Cousin (2006a) further translates this concept of emotional capital to the ability of a learner 

to deal with ‘troublesome knowledge’ and progress from the pre-liminal space through 

liminality.  Cousin (2006a) draws on Meyer and Land (2003), who describe how students 

unable to master a threshold concept may rely on "mimicry," which may not lead to a 

genuine understanding of the concept.  Within REP, there is no OT educator present to 

‘mimic’ and follow daily except their peer. Therefore, there may be fewer opportunities for 

‘mimicry’ and a greater emphasis on the learner to work through ‘troublesome knowledge’ 

either together with their Peer or separately.   

In this research, the students valued recording and recalling their feelings and emotions as 

part of their weekly IG, often creating a metaphorical image-concept connection to explore 

these experiences (Lackovic, 2020; Laurillard, 2012).  Across the six students, there were 

different examples of emotional expression and experiences linked to engaging with the 

learning outcomes and associated threshold concepts.   

Jess (Case Study, 2) used a graphic metaphor of a brain exploding with questions and ideas 

(see Figure 28 below) in week one to represent her curiosity and excitement about being in a 

role-emerging setting working with young children (Taylor & Marienau, 2016) 
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Figure 28 Case Study 2 - Jess - Graphic for Week 1 

 

In contrast to Jess’s excitement about the unknown, her peer Bella (Case Study 1) used a 

graphic metaphor in week 1, depicting a person with the face scribbled out to avoid showing 

any emotional expression, either positive or negative, through the facial features.   

 

 

 

 

 

 

 

 

 

 

Figure 29 Case Study 2 - Bella - Graphic for Week 1 
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Within the narrative of her IG, Bella explained how important it was for her in week 1 to keep 

her emotions hidden.  Reflecting during her post-placement research interview, Bella 

acknowledged the heightened emotions she experienced early in the placement, when she 

would have liked to have had an occupational therapist onsite to model and learn from 

(Kaelin & Dancza, 2019).  The experiences of Jess and Bella suggest they may be feeling 

uncomfortable and emotionally challenged, particularly in the case of Bella, which could 

make the learning associated with the threshold concepts and the ability to deal with 

‘troublesome knowledge, such as applying theory to practice in this emerging setting, more 

difficult (Cousin, 2006a).   The IG narratives, interviews and conversations with the OT 

educator confirmed these challenges and struggles with understanding how to apply the 

‘troublesome knowledge’ related to conceptual and tacit knowledge in this role-emerging 

environment, which appeared heightened by the affective factors.  The OT educator was 

able to view the students' IGs before the weekly supervision and discussed how the use of 

images and graphics prompted her to ask students about what they represented for them 

and why.  The IG provided a starting point for discussion, support and analysis.  The 

reported ‘emotions’ appear to differ between the two students, suggesting that Jess may 

have ‘greater experiential proximity to the subject’ [in this case, practising in role-emerging 

settings], which provides her with more emotional capital resources in this context 

(Cottingham, 2016; Cousin, 2006a). 

The differences in the two students' perspectives, represented via their IGs, can also be 

viewed from Taylor & Marienau’s (2016) neuroscience perspective, where Bella appears to 

have an ‘anxious’ brain in week 1, compared to Jess with a ‘curious’ brain (Taylor & 

Marienau, 2016; Taylor, 2024).  The IG learning design provided a platform for each to 

represent and reflect on their learning experiences, not only in a written, unidimensional way, 

but also in an embodied, multi-modal way, using visual imagery, metaphor, and analogy.  It 

might further be argued that this supported both the students' learning and the OT educator's 

supervision, as they could all identify the issues and offer appropriate individualised support.   

It can be argued that the IG learning design enabled Jess and Bella to create personalised 

accounts of their experiences and feelings, as evidenced in their individual graphic choices 

and IG image-concept narratives (Lackovic, 2020).  The students actively explore and 

analyse their feelings and placement experiences, using personal images to connect to the 

educational concepts of placement learning outcomes and associated threshold concepts 

(Laurillard, 2012).  In week 1, Bella links her feelings and experiences to the placement 

learning outcome about ‘taking responsibility for a client caseload’, which links to the 



126 
 

threshold concepts of ‘occupational therapy role’, ‘client-centred practice’ and ‘practising in 

the real world’.  It is suggested that these threshold concepts may represent ‘troublesome 

knowledge’ for Bella due to the non-traditional environment and the absence of an OT 

educator on site, which led to heightened emotions at this stage of the placement.   

6.3.3 Weeks 2-8 – Discussing multi-modal, troublesome knowledge and transformative 

learning experiences 

Throughout weeks 2-8, the weekly IG posts continued to include affective factors involving 

the role and impact of ‘feelings’ associated with the students' individual learning experiences.   

‘It naturally creates a framework for discussion’ (Educator 1) 

‘I just think it's a really nice way of collectively reflecting’ (Educator 2) 

‘I think that the visual images were often feelings generated of their 

experiences’ (Educator 1) 

In weeks 2-8, IGs continued to draw on feelings, which often appeared to be associated with 

‘troublesome knowledge’.   

6.3.3.1 Emotions and troublesome knowledge 

Student IGs and supervision narratives suggest that personal and contextual placement 

factors influenced students' capacity to engage with some threshold concepts and 

associated ‘troublesome knowledge’, where applying theory to practice was ‘alien’ (Perkins, 

1999; 2006).  It appears that these ‘troublesome knowledge’ experiences were explored, 

particularly in their weekly IG, leading to ‘transformation’.  It is suggested that peer 

collaboration and learning supported some of this transformation during the eight weeks 

(Cousins, 2006; Meyer & Land, 2006; Nicola-Richmond, Pepin & Larkin, 2016).  

Troublesome knowledge and transformative elements are two of the eight characteristics of 

the disciplinary threshold concept, as defined by Meyer and Land (Meyer & Land, 2003, 

2006).  Troublesome knowledge can come in different forms, such as difficulties with ‘ritual 

knowledge’, ‘Inert knowledge’, ‘conceptual knowledge’, ‘alien knowledge’, ‘tacit knowledge’ 

and ‘troublesome language’ (Perkins, 1999; Meyer and Land, 2006).  This study reveals 

troublesome knowledge in various forms as students endeavour to practice Occupational 

Therapy in an ‘alien’, non-traditional role-emerging placement context.  Being able to identify 

‘troublesome knowledge’ and discussing it, along with the associated emotions, as part of 

supervision with their OT educator, was a positive experience for these six case studies.  

Paula (Case Study 4) and Laura (Case Study 3) used a graphic of a train track to represent 

troublesome knowledge related to threshold concepts, working as an OT and applying 

theory to practice (Inert knowledge) in the HE setting.  
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Figure 30 - Case Study 3 & 4 - Laura & Paula - Graphic for Week 3 

 

‘…..a feeling, that's when I felt that things were tricky, that there was a lot 

going on, and I felt like the train track was going on and on and on and on 

into the distance.  And there was an awful lot to learn.. (Paula, Case Study 

4) 

The IG learning design seems to provide a platform for the students to identify and work 

through this ‘troublesome’ knowledge (Lackovic, 2020).  Encountering ‘troublesome’ 

knowledge is part of the journey to acquiring threshold concepts that are ‘transformative’.  

This is portrayed by Meyer and Land (2003, p. 6) as:  

‘akin to ‘portal, opening up a new and previously inaccessible way of 

thinking about something……it represents a transformed way of 

understanding, or interpreting, or viewing… without which the learner 

cannot progress’   

The "tricky" and "troublesome knowledge" experiences associated with threshold concept 

transitions evolved throughout the placement and among students as they progressed 

toward transformation.   

The use of metaphor in the image/graphic choices the students made for their IG, which 

explored ‘troublesome knowledge’ and affective factors, was apparent in most case studies.  

The personalised choices of images and subsequent reflection on learning appeared to 

support the student's progression through this liminal phase (Meyer & Land, 2003; 2006).  

For example, Dawn, (Case Study 6) chose an image of a pair of green wellies to represent 

two metaphors and meanings: first, her ‘uniform of the care farm’   in contrast to the usual 

occupational therapy green uniform and second, ‘taking the first step forward’ suggesting her 

progression into the liminal space (Meyer & Land, 2003; 2006).   Using imagery in the IG, 

particularly in connection with metaphor and analogy, has effectively represented the 
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students' emotions, and possibly linked to ‘troublesome knowledge’ related to the TC, ‘the 

occupational therapy role’ in this REP setting.  (Lackovic, 2020; Meyer & Land, 2006; Taylor 

& Marienau, 2016).   

This use of imagery helps to explore the experience of liminality, a relatively new area of 

exploration linked to semiotics (Lackovic & Olteanu, 2021; Land, Rattray, & Vivian, 2016).  

Land, Rattray & Vivien (2016) first explored the liminal space using a semiotic approach 

through four stages.  In the first stage, they explored the confusing space of liminality, where 

the learners’ old understandings still exist but their new learning is not fully formed, through 

spatial metaphor.  Land, Rattray & Vivien (2016) argue that supporting this first phase is 

essential to achieve deep learning and progression.  In the following stages, visual models, 

their application and the shared inquiry, with lecturers guiding students, are discussed.  

Since then, Lackovic (2020) has introduced the concept of the ‘inquiry graphic,’ proposed as 

a means to explore knowledge through visual representations and narratives.  This creation 

of the IG can also be analysed using the Peircean triadic model, adopted by Lackovic (2020) 

to explore the complexity of meanings through IG’s.  For Dawn, the green wellies (see 

Figure 31 below) are a pictorial representation of an embodied sign.  So, while the green 

wellies represent an item associated with working on a farm, for Dawn they also represent 

other embodied feelings and thoughts.  The green of the wellies, like the green of an OT 

uniform (probably worn on her other placements), and the action of walking in wellies, links 

to her feelings about taking the first steps forward into this placement, which is her 

representation of stepping into the ‘alien knowledge’ (Lackovic & Olteanu, 2021; Land, 

Rattray & Vivian, 2016; Meyer & Land, 2003;2006) 

 

 

 

 

 

 

 

 

 

Figure 31 - Case Study 6 - Dawn - Graphic for Week 3 
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All case studies in this study used visual metaphor and analogy to express feelings, 

progression, or experiences related to their learning.  I have already represented some of 

these in discussing week 1.  This continued during weeks 2-8, with examples such as Bella’s 

(Case Study 1) image of a sapling (see figure 32 below).  Applying a Peircean triadic model 

(Lackovic, 2020) to reflect on this image, my interpretation of her image and interview 

reflections are as follows:  

1) Noticing (focussed seeing): I notice a sapling, a hand, droplets of water 

2) Interpreting: The sapling represents Bella, as an OT student, a young student 

professional with developing knowledge.   

3) Interpreting: The hand represents people nurturing, and the water is the 

knowledge that people are giving her, and the sun is creating the right 

environment.  

4) Inferring: I interpret this mainly as Bella feeling more settled in week 3, after her 

anxious start in week 1.   

Meaning making in this way is powerful and represents the multimodal aspects of learning 

for Bella during her REP placement.  Similarly, this type of analysis and meaning making can 

be carried out for other case study images.   

 

 

 

 

 

 

 

 

Figure 32 - Case Study 1 - Bella - Graphic for Week 3 

The use of the IG learning design appears to have promoted an active and engaged way for 

students to reflect on and explore their learning related to threshold concepts, identifying 

associated emotions and experiences unique to them.  It might be suggested that the 

creation of the IG provided a means to support associated emotions and embodied 

responses, allowing individuals to share them with their educators and peers.  The IG took 
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time to create, which suggests an effort invested in the activity to link images to OT 

experiences and concepts, and provided an artefact for shared discussion and collaboration.   

6.3.3.2 Collaboration and Peer learning support ‘transformation’, creating a sense of belonging 

As part of acquiring threshold concepts and transformative learning, transformation is an 

essential transition from being a student to a newly qualified occupational therapist (Nicola-

Richmond et al., 2016).  The IG learning design and application of threshold concepts theory 

not only seems to support students in reflecting on affective factors related to their 

placement experiences associated with the learning outcomes and related threshold 

concepts, but the student peer discussions of the graphic and IG promoted collaborative 

learning, reflection, and critical thinking (Laurillard,2012; Markowski et al., 2020).  Tanner 

(2011) was an early OT researcher who explored the application of threshold concepts 

theory to practice education.  In her research, Tanner (2011) applied a threshold concepts 

framework to enhance dialogue and collaboration between practitioners, academics, and 

students regarding learning on OT practice placements.  This study provided a valuable 

starting point for utilising and identifying threshold concepts in OT practice education, as well 

as exploring the importance of dialogue and connection between OT educators, students, 

and the university curriculum.  This research supports Tanner's (2011) work by suggesting 

that threshold concepts can facilitate and support student peer dialogue and collaboration.  

However, this study introduces a new dimension of graphics alongside the threshold 

concepts to create multimodal richness, further enhancing discussion and collaboration.   

Collaborative Peer learning has philosophical foundations in constructivist and social 

learning theories, such as those of Vygotsky and Dewey, which assume that learning is 

constructed and scaffolded during interactions and collaborations with peers and educators 

(Lackovic, 2010; Markowski, 2021; Vygotsky, 1978).  Collaborative Peer Learning is 

described in the OT literature under a range of terms, including ‘Peer-Assisted Learning’, 

‘Peer Learning’ and ‘Collaborative Learning’ (Aguilar, Kaskutas & McAndrew, 2023; Daniels, 

2010; Fieldhouse & Feddon,2009; Keptner & Klein, 2019; Marksowski, Bower, Essex & 

Yearley, 2020).  Effective collaboration and interaction with other professionals in health and 

care are essential skills for OT students to learn and develop into successful practitioners.  

Learning designs that encourage and facilitate this way of working are beneficial for OT 

students and all health students.   

The IG method adopted in this study promoted collaboration between pairs of students in the 

same role-emerging placement and between the students and their OT educators.  This 

collaboration using the IG appears to provide a structure to scaffold and support reflection 

and critical thinking about placement learning, building a better understanding of the 
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potential for OT within the role-emerging setting and contributing to growing professional 

confidence (Holland, 2012; Lackovic, 2010; 2020).   

Laura, Case Study 3, valued collaborating with her student peer, Paula, 

‘I really, really enjoyed working in partnership with [Case Study 

4]……………the learning you do from the different perspectives and 

everything she has shared with me from previous experiences…….it was 

brilliant……really really enriching’  (Laura, Case Study 3) 

She also attributed the shared IG discussion during supervision as a way of facilitating a 

deeper connection with their OT educator 

‘it definitely helped to facilitate a deeper connection with our [OT] 

educator………………..because I think he could understand what our 

thinking behind doing something was, better….’(Laura, Case Study 3) 

These collaborations are similar to those of Keptner & Klein (2019), who applied a 

‘collaborative learning model’ (CLM) to supervise a group of first-year MSc students on 

placement with a student partner. A further comparison between Keptner & Klein (2019) and 

this study can be seen in their use of learning activities, including photovoice journal entries, 

to promote students' reflections on their fieldwork experiences in a preschool emerging 

setting in New Mexico, USA.  Regrettably, Keptner and Klein (2019) did not discuss the use 

of photovoice as a data collection and reflective tool further.   However, their findings did 

identify that OT students in the USA found that ‘Peer relationships make a difference’, 

recognising the value of peer support when they have limited supervision for checking 

learning, practising, and observing each other, and providing reassurance, which is similar to 

this study.   

In another study, Aguilar, Kaskutas, and McAndrew (2023) adopted a "dyad" model to 

support a pilot of a peer-assisted learning approach in a student experiential learning clinic 

for hand therapy.  This clinic was part of the preparation for placement, rather than a 

placement.  Again, as in Keptner & Klein (2019) and my study, supporting learning tools 

were present, although they differed from those in this study.   Aguilar et al. (2023) used a 

session rating tool and documentation checklists to provide structure and feedback between 

the students.  These checklists were well received by the participants, as they provided clear 

criteria for students to use in informing their practice and learning in the hand therapy clinic.  

These ‘criteria’ focused on practice delivery, and, similar to this study, Dancza et al. (2016) 

and Keptner and Klein (2019) found that students reported these support structures were 

beneficial in supporting their learning and practice in the setting.   
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This PhD study encourages peer learning and support through pairing students and using 

the IG learning design.  The IG learning design has prompted and supported peer 

discussion, collaboration and learning related to key disciplinary concepts.  In addition to the 

studies discussed above, the discussion includes students' feelings and emotions 

associated with their learning.  The combined professional practice peer learning, with the 

ability to record and explore their emotions and feelings related to their placement 

experiences and learning, also seems to give this innovative IG learning design additional 

depth.   

Peer supported learning relies on students working well together.  Whilst this PhD study did 

not identify any compatibility issues with the student pairs, Keptner & Klein (2019) did 

experience this, suggesting that compatibility issues can be magnified in these emerging 

settings with less supervision due to the reliance on each other and the need for close 

working.  However, learning to manage conflict as a healthcare professional is essential, and 

therefore, managing and dealing with these challenges as part of peer learning will be 

beneficial, albeit possibly emotionally challenging.  The weekly IG provides a potential space 

for each learner to express their experience in an embodied, multimodal way.  Further 

studies may be beneficial to explore how students on REP placements experience the use of 

IG when they encounter compatibility issues.  Careful design that addresses all ethical 

matters will be necessary for this type of further study.   

In this study, each pair of students' ways of collaborating about their IG varied according to 

the setting and how they and their educators used the weekly IG development and 

discussion.   The three pairs of peers, Jess and Bella, Laura and Paula, and Helen and 

Dawn, differed in how they applied the IG Learning Design method during the week and in 

weekly supervision (Lackovic, 2020).  This variance in delivery, while reducing the focus and 

findings related to one approach, has introduced interesting alternative approaches that 

would benefit from further discussion here and in future research.  

Bella (Case study 1) and Jess (Case study 2) were on a REP in a school.  They each 

selected their own image and created an individual IG to explore their learning related to a 

placement learning outcome and the associated threshold concepts.  They described having 

some informal discussions about their IGs and then meeting once a week with their OT 

educator for supervision, where they took turns exploring their IG.  The OT educator had 

access to their IG Padlet’s, where they stored their weekly IG, so they reviewed each 

student’s IG before the weekly supervision.  The IG learning design process appears to have 

enhanced collaboration, connection and communication between the students as peers and 

the educator.   
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Jess, Case Study 2, felt that the IG learning design acted as  

‘an icebreaker as it starts the discussion [in supervision] and as well... with 

how it is laid out [IG layout of learning outcomes, graphic and 8 reflective 

questions]….I think our supervision benefited greatly….always an area to 

reflect on….but also it makes me realise how useful having an image in a 

discussion is…’  

In a similar but different way, Laura and Paula discussed the value of collaboration during 

their REP in a higher education (HE) setting (Dancza et al, 2013: Daniels, 2010).  In this 

setting, the educator and students applied the IG process in different ways.  Here, they 

decided to collect and create a shared image or graphic, then use it to craft their narrative 

and individual IGs. Whilst Laura suggested that not choosing her own image may have 

restricted some personalisation, as the agreed upon choice may not always have been the 

best fit, overall, she felt this shared process was beneficial.   Both students identified the 

value of negotiating and agreeing on the image or graphic choice, as well as the shared 

discussions about their learning related to threshold concepts with their educator during 

supervision.  Engaging in this shared occupation, as they identified their graphic, individually 

created their IG and then came together to share and discuss their IG’s with their supervisor, 

appeared to develop a sense of connection and belonging (Hitch, Pepin & Stagnitti 2014a; 

Wilcock, 2006).   

Creating a sense of connection and belonging for OT students through their engagement in 

‘doing’ the ‘occupation’ of developing and discussing their IG may support their emotional 

well-being during their REP placement.  ‘Occupation’ is a threshold concept and central to 

the philosophy and theory of occupational therapy (Christiansen & Haertl, 2024; Fortune & 

Kennedy-Jones, 2014).  Crafting this collaborative experience using this multimodal IG 

method appears valuable not only to the OT students' well-being on REP but also to their 

knowledge and professional identity development (Hitch, Pepin, & Stagnitti, 2014a, 2014b; 

Lackovic, 2020).   

This IG process for OT students on REP can be considered through the lens of Wilcock's 

Occupational Perspective of Health (Wilcock 1999; 2006).  This framework views 

‘occupation’ as a central concept in health, wellbeing and human experience (Wilcock, 

2006).  It might be suggested that the occupation of IG creation contributes to OT students' 

experiences of reflection, learning, and wellbeing on REP placements.  Applying the 

framework might propose that ‘doing’ the activity of creating the IG, develops skills needed 

to be a future occupational therapist, with ‘being’ (thinking, reflecting, discussing and 

collaborating) helping the OT students to reflect and discover who they are ‘becoming’, as 

they move forward with their disciplinary learning and development towards becoming an 
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occupational therapist.  Hitch, Pepin & Stagnitti (2014a, 2014b) further developed Wilcocks’ 

framework, suggesting that ‘doing’, ‘being’, ‘becoming’, and ‘belonging’ are all 

interconnected.  It is proposed that this IG pedagogy and learning design enhanced OT 

students experience of ‘doing’, ‘being’, ‘becoming’ and ‘belonging’ through the occupation of 

creating, discussing and reflecting on their IG each week (French & Clarke, 2024; Hitch, 

Pepin & Stagnitti, 2014a;2014b; Wilcock, 2006).   

In summary, the findings suggest that the IG learning design provided a personalised 

platform for these six OT students on REP placements.  They could record and reflect on 

their learning experiences in a multimodal, embodied way.  This IG process appeared to 

foster a sense of connection and collaboration, contributing to the students' overall well-

being and professional identity development on these REP placements.  Developing a 

professional identity requires OT students to understand the key disciplinary concepts of the 

field.  In this study, threshold concepts theory has been used as a framework to specify this 

essential knowledge.  In the next section, I will discuss the next part of the students' learning 

and development journey, their evaluations of their REP experiences.  The findings suggest 

that threshold concepts, combined with IG’s, were important ‘jewels’ in growing students' 

critical thinking, professional confidence, and identity, leading to transformation towards the 

end of their placement (Holland, 2012; Meyer & Land, 2003; 2006).   

6.3.4 Role-Emerging Placement Evaluation – Reflecting on the placement 

By focussing on the placement learning outcomes and associated threshold concepts, 

students appeared to have a ‘hook’ to direct their reflections on learning that led to the 

choice of graphic and creation of their IG.  The process and time involved in creating the IG 

and linking it to the learning outcomes and threshold concepts also kept a focus and 

connection between placement learning experiences and OT theory.  During the semi-

structured interviews, after completing their REP placement, the case studies reflected on 

their overall experience using the IG learning design with threshold concepts.  Paula (Case 

Study 4) found that the combination of choosing a graphic to illustrate and connect learning 

related to threshold concepts provided focus, 

‘choosing something [a graphic] that was related to the threshold concept 

tying everything together….was an important part of the learning and 

linking’    

A way to enhance the dialogue, focus, and reflection on key disciplinary learning is by 

articulating the threshold concepts on the IG.  Paula suggested the threshold concept, and 

IG acted as a method to 



135 
 

‘cement the learning….and the relation between the graphic and the 

learning objectives [and associated threshold concepts] and or reflections 

on that ...we looked for it [a graphic], we spoke about it and then we 

actually physically wrote about it’  Paula, Case Study 4.   

This level of thinking suggests critical thinking is taking place, which can be defined as:  

‘the art of analysing and evaluating thinking with a view to improving [your 

thinking]’ (Paul & Elder, 2016, p. 2)  

Critical thinking is an essential professional skill linked to the OT process and, therefore, 

important for students to develop (Berg, Phillip, & Taff, 2019, 2023).  The link between critical 

thinking, IG’s and threshold concepts must be considered further.  From the data and 

students quoted above, it can be implied that focusing students' thinking on creating an IG to 

represent their learning related to the learning outcomes and associated threshold concepts 

encouraged them to think deeply and reflect.  Taking the time to connect with the learning 

outcome and associated threshold concept deeply and considering what image or graphic 

might best illustrate their learning appears to lead to critical thinking in this study.  In this 

example, it might be suggested that IG’s and threshold concepts are acting as a catalyst to 

students' critical thinking by encouraging students to focus, engage and think about 

threshold concepts and their learning through the creation of the IG (Berg, Philipp & Taff, 

2019; Lackovic & Olteanu, 2024). 

It is proposed that by critically engaging with theory to practice reflections using the IG 

learning design, students were facilitated to focus on their professional practice learning, 

which in turn led to growing confidence.  Jess discussed her developing confidence and 

progression in her IG in week 7, when she chose a graphic of a woman observing a young 

child at play (see Figure 33 below).  She described how much her learning had progressed 

at this stage,  

‘I’m looking at that picture from week 7, like my feelings around that were 

my confidence and feeling that I could observe a child and I knew what I 

was looking for…like carrying out the intervention [occupational therapy 

intervention] …. independently..’ 
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Figure 33 - Case Study 2 - Jess - 
Graphic for Week 7 

 

For Dawn (Case Study 6), the graphic added to the level and quality of her reflection, giving 

her confidence that if her written narrative were unclear, the discussion using the graphic in 

supervision would enhance the learning experience and support clarity.   

‘ I felt more confident that even if I hadn’t quite made it clear in the literature 

(written part)….she [OT educator] could see it [graphic] and then we would 

also talk about it and reflect on it verbally’   

The combination of the REP and the use of the IG learning design to support student 

engagement with theory to practice and growing confidence was also apparent in comments 

from Bella (Case Study 1). After placement, she said she was ready to be a Band 5. 

I have that confidence now to use my core skills [OT skills] to collaborate 

with others, teamworking and promoting the OT profession cuz [because] I 

had to advocate for us [Occupational therapy profession] …’ 

The addition of the IG learning design in this study appears to be linked to supporting OT 

students with managing emotions, peer collaboration, disciplinary learning, and confidence 

on REP placements. Whilst there are other supporting factors, such as placement mentors 

and OT educators, the continual use of the IG appears to have provided a useful 

personalised, multimodal learning platform on REP.  

6.4 Section 3 - A pedagogy and conceptual framework for REP learning 

The conceptual difficulty of applying professional practice knowledge and skills in REP 

settings has already been identified in the literature. However, the value of REP placements 

in supporting students' professional identity development has also been acknowledged 

(Clarke et al, 2014; Dancza et al, 2019; Hunter & Volkert, 2017).  Where students have less 

confidence or experience in REP contexts, this can lead to different emotional and affective 

responses.  These affective responses risk students' ability to maximise their learning and 
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connect theory to practice and vice versa.  Using the IG learning design as part of reflection 

on learning about threshold concepts has created a vehicle to explore placement 

experiences related to learning during weekly supervision.  This innovative, new OT 

pedagogy for REP placements is creative and person-centred, allowing students to explore 

their personal, embodied and multimodal experiences.   

Currently, there is a lack of OT-specific pedagogies which include OT theory and philosophy 

(Hooper et al., 2013; Hooper, Molineux & Wood, 2020).  This IG conceptual framework and 

learning design aim to provide a learning roadmap to support students on REP placements. 

This IG learning design possesses both a creative and person-centred focus, reflecting the 

values and ethos of Occupational Therapy. The creation of the IG through the ‘doing’ of the 

reflective learning occupation aligns with OT theory. This supports students' identity 

development as they are guided towards ‘being’, ‘becoming’, and ‘belonging’ to the 

occupational therapy profession (Hitch & Pepin, 2021; Walder et al, 2022). Further research 

is indicated to explore the use of this innovative conceptual framework and IG learning 

design.   

6.5 Section 4 - Limitations 

Identifying and discussing the limitations of this study is crucial at this stage of the 

discussion. A single ‘insider' researcher has conducted this PhD study; thus, it is 

recommended that future research involve others and a larger number of participants. My 

position as an ‘insider’ was addressed in section 4.7 of chapter 4 and merits further 

discussion. Overall, my ‘insider’ status provided advantages, as I possessed a deep 

contextual knowledge and understanding of occupational therapy, REP placements, and 

students' learning (Braun & Clarke, 2022; Morse, 2015).  However, this benefit risked 

becoming a disadvantage in parts, if bias or power issues had emerged as I navigated the 

dual role of lecturer and PhD researcher.  Within this study, I took care to reflect on and be 

reflexive, using supervision to monitor my position and role within the research 

(Etheringham, 2004; King & Horrocks, 2010).  Having a PhD supervisor, external to my 

profession and work setting, supported this reflexive approach, as she was not immersed in 

the profession and context, and provided appropriate challenges and discussions, fostering 

robustness (Etheringham, 2004).  This was particularly important in my role as data collector 

and interviewer, as the case study participants were OT students on programmes that I 

lectured and worked on.  There was a potential for ‘confirmation bias’ among participants, 

who may have wanted to be positive about their learning experiences and the use of the IG 

learning design (Berger, 2015; Clark et al, 2021).  To mitigate this, participants understood 

their participation was voluntary and that it had no effect on their placement assessment.  
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Neutral language was also used during data collection, and diverse viewpoints were 

encouraged (Braun & Clarke, 2022; King & Horrocks, 2010).   

The number of case study participants is a limitation that may raise questions about the 

reliability of the findings.  However, there is a richness to each case study's findings, with all 

case studies providing valuable perspectives and experiences that contribute to addressing 

the research questions.  The OT students represented a mix of backgrounds and ages, 

which reflects the OT profession.  However, there were no male OT students.  In addition, 

this study was conducted from a Western, white perspective, which may limit its applicability 

to other parts of the world where occupational therapy is thriving and REP and diverse role 

placements are emerging (Mahoney & Kiraly-Alvarez, 2019).  Further studies involving OT 

students from the Global South, representing diverse cultures, are indicated.   

IG design and activity was reported as having a highly positive and successful effect on both 

students and educators. Some challenges may need to be considered too, such as the time 

required for educators’ preparation and getting familiar with the IG activity, their engagement 

as co-designers in the future, that was not the case in this initial study, the way how the 

activity is introduced, and further work in supporting critical and deeper image analysis for 

thinking.  

Although the study includes only six case studies, the richness of eight weeks of data, the 

level of analysis, and the identification of cross-case themes suggest some level of data 

saturation. The addition of the two educators' conversations added further depth to the 

findings. However, including more educators' perspectives in a larger study would help draw 

their viewpoints, particularly as they were essential to facilitating and delivering the IG 

learning design. Further studies will help in ongoing refinement and evolution of the IG 

pedagogy and learning design in OT practice  

6.6 Chapter Summary  

This chapter has discussed the findings of this study in addressing two research questions.  

The discussion has used a student journey approach to explore and interpret the findings, 

situating them within the existing literature.  Consideration of the study's limitations has been 

discussed, including the number of participants and the position of the researcher.  

Suggestions about the research’s knowledge contributions have been made and will be 

discussed further in the next chapter, alongside tentative recommendations.   
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Chapter 7 – Conclusion and Recommendations 

This concluding chapter summarises my findings, contribution of new knowledge and the 

recommendations for future research.  This research has introduced and evaluated a 

creative, multimodal learning design that utilises graphics and images to explore OT 

students' learning related to threshold concepts in REP placements (Lackovic, 2020; Meyer 

& Land, 2003).  This is the first study to utilise inquiry graphics in occupational therapy, 

making several contributions to knowledge regarding inquiry graphics, threshold concepts, 

and role-emerging practice placement learning.   

7.1 Summary of the study  

This innovative exploratory study evaluated an IG learning design to support six 

occupational therapy students' application of threshold concepts in three role-emerging 

placement contexts (Lackovic, 2020; Meyer & Land, 2003).  In addition, the application of 

threshold concepts as a reflective tool and the focus on key disciplinary concepts were 

evaluated in terms of what students found ‘troublesome’ and ‘transformative’ about their 

learning experiences (Meyer & Land, 2003, 2005).    

Across the six case studies, the emotions related to being on a REP placement surfaced, 

and they varied across the eight weeks, with some students expressing feelings of 

excitement and others showing signs of anxiety about the placement.  Weekly IG’s enabled 

students to articulate and then reflect on or confront their ‘curious’ or ‘anxious’ experiences 

and responses, alongside troublesome and transformative experiences and key concepts 

that they needed to learn about, through the creation of a weekly IG (Lackovic, 2020; Meyer 

& Land, 2003; Taylor & Marienau, 2016).  This kind of response to REP placements aligns 

with other REP studies, as do the emotional responses and experiences associated with 

learning (Cade, 2023; Clarke, De Visser, Martin & Sadlo, 2014; Hunter & Volkert, 2017). 

What is different in this study is the way that the creation of weekly IGs provided a critical 

platform or ‘framework for engagement’ for students to explore their feelings and reflections 

on learning related to threshold concepts that are central to OT practice.  All case studies 

found that this process of IG creation and the subsequent discussion in weekly supervision 

were conducive to their learning about themselves and professional threshold concepts, 

despite some participants' hesitancy in the early stages of the research. Using IGs to 

represent their learning over the eight weeks also allowed them to connect theory to 

practice, reflect on their development and REP learning journey, and their placement 

experiences as they progressed through their placement.    
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In particular, peer collaboration about IGs and supervision discussion to explore what their 

IGs represented related to threshold concepts provided a creative and reflective experiential 

framework for engagement in learning on REP placements.  Identifying troublesome and 

transformative experiences was valued, as students progressed through their own liminal 

learning spaces (Meyer & Land, 2006).  Within the IGs, the use of visual metaphor as one of 

the IG image-concept types was apparent throughout the 8 weeks, with powerful graphics 

used to illustrate multiple feelings, learning and experiences.  This rich data provided deeper 

insights for both students and educators into individual students' experiences and analysis of 

their feelings and learning related to threshold concepts and wider placement activities. 

7.2 Contribution to Knowledge  

The findings from this study not only provide insights about OT students' experiences of 

adopting the multimodal IG learning design to reflect and explore their learning related to 

threshold concepts on REP placements.  They also highlight the importance and role of 

embodied, relational and affective student responses to learning in these non-traditional 

settings.  In particular, knowledge contributions from this study are at the intersection of the 

following three areas:   

1. Contribution to OT learning and practice – Using a digital multimodal, IG learning 

design with graphics and written narratives can provide a platform for OT students to 

reflect and connect theory to practice placement experiences more 

deeply.  Expanding OT practice with multimodality appears to support students in 

reflecting on all experiences in REP.  Professional identity challenges in REP can 

present learning opportunities.  Challenges, whether personal, contextual or 

occupational, concerning their role as a student in the setting, impact their 

experiences.  Opportunities and learning from these challenges can be explored 

through the IG learning design.   

2. Contribution to Threshold Concepts - Expanding threshold concepts learning 

through visual reflection.  An IG on a Padlet creates a digital space for OT students 

to reflect in a personalised way and increases focus on key disciplinary learning 

concepts, in the form of threshold concepts or what can be termed “threshold 

graphics”.  ‘Troublesome knowledge’ and ‘transformative’ experiences form part of 

this focus.  This supports collaboration with peers and supervision discussions about 

all aspects of learning, including emotions and feelings.  

3. Contribution to Inquiry Graphics – This was the first study to apply Inquiry 

Graphics in the context of OT.  The use of visual metaphors to represent and reflect 
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affective, embodied, and cognitive experiences related to placement learning may 

enhance depth, connection, and memory of placement experiences and 

knowledge.  The application of IG pedagogy and learning design in REP placements 

provided a creative, contemporary, multimodal approach and supported active, 

inquiry-based student reflection and collaboration.  It can be suggested that this 

approach to supervision for these six case studies fostered confidence in their ‘doing’ 

of OT in REP and application of theory to practice.   

The study has shown that this creative method and approach using IG and TC, which has 

been suggested as a possibility and termed ‘threshold graphics’ (Lackovic, 2020), is both 

feasible and acceptable to both students and OT educators. 

7.3 Future Research and Tentative Recommendations  

Further application and research of the IG (inquiry graphics) method, which incorporates TC 

in REP and other placement learning, can continue to illuminate student learning and 

experiences.  It can further advance knowledge on how the use of images and student 

reflections as IG’s (or threshold graphics) can support deep, affective, and holistic learning 

for occupational therapy students and other allied health professions about key disciplinary 

concepts.  This could include longitudinal studies in cross-university and cross-national 

contexts. Continued development and identification of digital spaces for storing and sharing 

IG for discussion purposes (e.g., Padlet) are recommended, including the creation of 

dedicated OT “concept galleries” (Lackovic, 2020).   

Further research, methodological experimentation and evaluation involving occupational 

therapy educators, newly qualified OT practitioners, and service users is required to advance 

the development and refinement of this pedagogy and learning design.  Engaging these 

stakeholder groups would enable a deeper understanding of how Inquiry Graphics (IG) and 

threshold concepts (TC) operate across a range of role-emerging placement (REP) contexts, 

and how they shape learning, identity formation, and professional reasoning.  Embedding 

IG-TC activities within pre-registration curricula and continuing professional development 

(CPD) frameworks for educators, OT practitioners, and OT students may also support wider 

adoption and sustained pedagogical innovation.  If this were the case, future studies should 

consider examining the scalability, transferability, and contextual adaptability of this 

approach by evaluating its impact on learning outcomes, professional identity development 

and application of theory to practice.  It is suggested that such research would strengthen 
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the evidence base for contemporary OT pedagogy and enhance the translation of 

multimodal, concept-driven learning designs across educational and practice settings.   
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Appendices 

Appendix 1: Extract from Pebble pad Research diary – 21st November 2021 

Great supervision session with Natasa today!  Feel as if my study design is finally coming 
together! It feels as if I have been trying to work out how to bring inquiry graphics and 
threshold concepts together over the past year, but I have been struggling with the details of 
applying them to students on REP placements.  I know the theory and have read chapters 
from the IG book, but have been struggling with the details of its practical application!   

In today's supervision, discussions around ways to apply it, with graphics and narratives, 
have helped it to progress - phew! Really helpful discussions around the actual method and 
how I might store the Occupational Therapy Inquiry Graphics Learning design.  I feel 
reassured that, by adapting a version of Natasa's previous method for veterinary students, 

this can work for OT students!  This is another step along the PhD Journey!   

We discussed the key learning concepts/outcomes for Practice Placements 1,2 & 3.  Going 
to work on how to apply these through this framework of IG & TC.  Linking a photograph with 
a narrative. Natasa is going to share some of her work with veterinary students.  Excited that 

this may be the first OT & ?health based IG study 

Excited to share this with the team and pilot it as soon as developed  
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Appendix 2: Reflective Questions in the Inquiry Graphic 

 

Padlet Guidance & Reflective Questions 
 
 
 
Please add a photo, mind map or doodle (graphic) to illustrate your learning related to 
a learning outcome here. 
 
 
 
 
 
 
Reflective Questions 
 

1. Which Learning outcome does this photo/ graphic relate to?  

2. What are you particularly interested in relation to this learning outcome?  

3. What reading and literature have you read about the topic?  

4. Why did you choose this photo to represent this learning concept? How did you 

select /create or search for it?  

5.  What details are important for your learning about this photo? Identify things in 

the content, for example, colours, people, objects, things, positioning?  

6. How do you interpret what you see? How does it relate to your learning around 

this topic or concept? How does it relate to your learning experiences?  

7. What do you find challenging about your learning in relation to this concept? 

Why?  

8. What do you plan to do to continue your learning related to this topic? 
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Appendix 3: Participation Information Sheet for Students 

 

 

Participant Information Sheet for Students 

Title: Students’ perceptions of occupational therapy threshold concepts on role-emerging 
and project practice placements: A qualitative study using a threshold concepts and inquiry 
graphics framework 

 

For further information about how Lancaster University processes personal data for research 
purposes and your data rights please visit our webpage: www.lancaster.ac.uk/research/data-
protection 

 

My name is Susie Wilson, and I am a PhD student at Lancaster University and Principal 
Lecturer and Professional Lead for Occupational Therapy at the University of Cumbria. I 
would like to invite you to take part in research investigating student learning on role-
emerging and project practice placements.   

Role-emerging practice placement – A placement where there is no established 
occupational therapist but the people/ service users within that service would benefit from 
occupational therapy.  Students are supported in placement by long arm external supervision 
by an occupational therapist from the academic team at the university or another external 

qualified OT.  

Project-based placements – based in a team which may or may not have an occupational 
therapist.  For example, students based in a new Simulation team within the University of 
Cumbria.  These students work with the Simulation team and carry out specific projects 
around developing simulated scenarios for occupational therapy student learning.  Topics 
may relate to Professional behaviour, ethics or safeguarding.  Students lead a small project.  
This type of placement is also happening within NHS practice. 

 

Please take time to read the following information carefully before you decide whether you 

wish to take part. 

What is the study about? 

This research aims to explore occupational therapy students' learning related to key 
discipline concepts in role-emerging and project-based practice placements.  The research 
will use an Inquiry Graphics design, which means that you (student) will collect or create 
graphics (e.g., you will provide at least one photograph or other graphic, such as sketches, 

http://www.lancaster.ac.uk/research/data-protection
http://www.lancaster.ac.uk/research/data-protection
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diagrams, doodles) to represent and symbolise your learning for deeper reflection on 
practice. Please note that no artistic skill or practice is expected or needed from you.  

Why have I been invited? 

I have approached you because you are a student doing a role-emerging or project practice 
placement for either Practice Placement 2, 3 or 4. 

 

What will I be asked to do if I take part? 

If you decided to take part, this would involve the following:  

1. Before your placement starts, you will be introduced to the research as part of the 
practice placement briefing/meeting.  I would share a clear protocol to follow, which 
explains how you will collect graphics each week at your placement.  You would then 
use the graphics to reflect on your learning experiences related to placement.  
 

2. During your placement, I would like you to collect at least one graphic each week, 
this would be either a photo or another graphic of your choice, such as a mind map, 
video, doodle or drawing. This graphic should symbolise or represent something that 
strikes you about your learning and your focus each week. You would then upload 
the photograph and/ or graphic to your own individual Padlet with a brief reflection. 
You would discuss this work at the weekly supervision sessions, which take place as 
part of your placement already.   
 

3. There will be clear guidance for you to follow regarding the discussion of the 
photographs/graphics at the weekly supervision session.  I would like your consent to 
record (using MS Teams) the part of the supervision session which involves the 
reflective discussion of the photograph /graphic.  If consent is gained from all 
participants, I would like to record this session each week.   
 

4. At the end of your practice placement, you would also take part in a 40-minute 
interview with the researcher, either via Microsoft Teams or face-to-face, to explore 
your experience of using this tool for student learning. This will be recorded on MS 
Teams.  

 

5. If you think you could participate only in the interview or only be recorded in the 
group supervision sessions, this is also OK, if this is your preference (you can state 
that on the consent form).  

What are the possible benefits from taking part? 

There are no benefits to you for taking part in this research.  However, taking part will allow 
you to experience this teaching-learning design that potentially can support your learning 
and experiences on practice placement. Your insights will contribute to the understanding of 
key issues and concepts in the practice and disciplinary learning in occupational therapy.   
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Do I have to take part?  

No. It’s completely up to you to decide whether or not you take part. Your participation is 
voluntary.  If you decide not to take part, this will not affect your professional position or 

work.   

What if I change my mind? 

If you change your mind, you are free to withdraw up to two weeks after sharing your data 
with me.  After two weeks, your data will have been redacted and pooled together with other 
participants' data and therefore cannot be withdrawn.  If you want to withdraw, please let me 
know by email within 2 weeks of your contribution. 

What are the possible disadvantages and risks of taking part? 

It is unlikely that there will be any disadvantages to taking part. If there is any discomfort 

about participating for any reason, please report it to the researcher (Susie Wilson).   

Will my data be identifiable? 

After your practice placement ends, the researcher conducting this study and my supervisor 
will have access to the ideas you share with me. I will not use any names in reporting the 
research, and when reporting, I’ll use pseudonyms. The university will be referred to as a 
North-West UK university, and we will refer to the discipline and the course content. 

I will keep all personal information about you (e.g., your name and other information about 
you that can identify you) confidential; that is, I will not share it with others. I will remove any 
personal information from the written record of your contribution. All reasonable steps will be 
taken to protect the identity of the participants involved in this research.  

How will we use the information you have shared with us and what will happen to the 
results of the research? 

The data provided by you in this research are the recordings from the supervision 
conversations, the graphics you have collected and our interview.   The conversations and 
interviews will be transcribed by MS Teams. I will use the information you have shared with 
me for research purposes only. This can include my PhD thesis, academic and open access 
publications. I may also present the results of my research at academic and practitioner 
conferences.   

When writing up the findings from this research, I would like to reproduce some of the views, 
ideas and graphics you shared with me. I will give you a pseudonym, and I will only use 
redacted quotes (e.g. from my interview with you), so that although I will use your exact 

words, all reasonable steps will be taken to protect your identity in our 

publications.  
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How my data will be stored 

Your data will be stored on my university's OneDrive account. This protects files through 
multi-stage encryption (that is, no one other than me, the researcher, can access them). 
Any recordings will be listened to using headphones to protect confidentiality.  Any hard 
copies that are printed during data analysis will be stored securely in a locked cabinet in 
my office. I will keep data that can identify you separately from non-personal information 
(e.g. your views on a specific topic). In accordance with university guidelines, I will keep 
the data securely for up to minimum of ten years.  

What if I have a question or concern? 

If you have any queries with anything concerning your participation in the study, 
please contact myself or my supervisor-  

1. Susie Wilson on s.wilson13@lancaster.ac.uk  

2. Dr Nataša Lacković,                                                                                                                     

Director, CHERE@LU, Centre for Higher Education Research and Evaluation                     

Director, ReOPeN@LU, @ the Institute for Social Futures Research, Lancaster 

University, Lancaster LA1 4YG 

If you have any concerns or complaints that you wish to discuss with a person who is 
not directly involved in the research, you can also contact:  

Dr Jan McArthur – Head of Department 

Tel: +44 (0)1524 594443 

Email: J.McArthur@Lancaster.ac.uk 

Room: County South, D32, Lancaster University, Lancaster, LA1 4YD, U 

 

This study has been reviewed and approved by the Faculty of Arts and Social Sciences 

and Lancaster Management School’s Research Ethics Committee.  

 

 

Thank you for considering participating in this research. 

  

mailto:s.wilson13@lancaster.ac.uk
https://www.lancaster.ac.uk/educational-research/research/centre-for-higher-education-research-and-evaluation/
http://wp.lancs.ac.uk/reopen/
mailto:J.McArthur@Lancaster.ac.uk
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Appendix 4: Consent form for Students 

 

 

Consent form - Students 

Project Title: Students’ perceptions of occupational therapy threshold concepts on role-

emerging and project practice placements: A qualitative study using a threshold concepts 

and inquiry graphics framework. 

Name of Researcher: Susie Wilson     

Email: s.wilson13@lancaster.ac.uk 

Please tick each box 

Statement Tick box 

1. I confirm that I have read and understand the information sheet for the 

above study. I have had the opportunity to consider the information, ask 

questions and have had these answered satisfactorily             

 

2. I understand that my participation is voluntary and that I am free to 

withdraw at any time during my participation in this study and within 2 

weeks after I took part in the study, without giving any reason.  If I 

withdraw within 2 weeks of taking part in the study, my data will be 

removed.  

 

3. I understand that any information given by me may be used in future 

reports, academic articles, publications or presentations by the 

researcher/s, but my personal information will not be included, and all 

reasonable steps will be taken to protect the identity of the participants 

involved in this project.  

 

4. I understand that my name/my organisation’s name will not appear in 

any reports, articles or presentations without my consent. 
 

5. I understand that any interviews will be audio-recorded and transcribed 

and that data will be protected on encrypted devices and kept secure.  

I confirm that I agree to my end of study interview being audio & 

video recorded and transcribed on Microsoft Teams.  Please circle                               

YES         NO   

 
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6. I confirm that I agree to having part of my weekly supervision sessions 

audio-recorded, where discussion related to the research takes place 
 

7. I understand that the data I provide in my Padlets, which could be 

photographs, any other graphics and reflections, will be used as 

research data, and I consent to this and to the ethical conduct of the 

graphic data I provide, following the instruction/protocol I receive. 

 

8. I understand that data will be kept according to University guidelines for 

a minimum of 10 years after the end of the study. 
 

9. I agree to take part in the above study.  

 

Participant’s details  

Participant’s name________________________________________________ 

Participant’s Signature____________________________________________ 

Date_______________ 

Declaration of researcher/person taking the consent  

I confirm that the participant was given an opportunity to ask questions about the study, and 

all the questions asked by the participant have been answered correctly and to the best of 

my ability. I confirm that the individual has not been coerced into giving consent, and the 

consent has been given freely and voluntarily.  

Name of Researcher/person taking the consent 

________________________________________ 

Signature of Researcher/person taking the consent 

____________________________________  

Date (Day/month/year) ______________ 

One copy of this form will be given to the participant and the original kept in the files of the 

researcher at Lancaster University. 
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Appendix 5: Research Information Sheet for Role-Emerging Placement Organisations 

 

 

 

Research Information Sheet for Role Emerging Placement Organisations 

 

Title: Students’ perceptions of occupational therapy threshold concepts on role-emerging 
and project practice placements: A qualitative study using a threshold concepts and inquiry 

graphics framework  

For further information about how Lancaster University processes personal data for research 
purposes and your data rights please visit our webpage: www.lancaster.ac.uk/research/data-
protection 

My name is Susie Wilson, and I am a PhD student at Lancaster University and Principal 
Lecturer and Professional Lead for Occupational Therapy at the University of Cumbria. 

In this information sheet, I would like to let you know about some research I would like to 
carry out with occupational therapy students coming to your organisation on placement.  As 
this research involves students collecting or creating data whilst they are on placement, I 
would like your permission for students to collect this data whilst they are at your 
organisation on practice placement.   

Please take time to read the following information carefully before you decide 
whether or not you give permission for students to collect data whilst on placement 
at your organisation.   

What is the study about? 

This research aims to explore occupational therapy students' learning related to key 
discipline concepts in role-emerging and project-based practice placements.  This will not 
only help academics and students but also support the development of role-emerging 
placements, like yours.  I will also provide a short executive report, which I will share with 

your organisation to support future developments.   

The research will use an Inquiry Graphics design, which means that students will collect or 
create graphics (e.g., they will provide at least one photograph or other graphic, such as 
sketches, diagrams, mind maps or doodles) to represent and symbolise their learning for 
deeper reflection on practice each week.  Students will bring the graphic to weekly 

supervision, where it will be discussed.   

Every effort will be made to ensure that identifying organisational or service user data 
(photographs or other graphics) will not be collected by students.  Students will stick to the 

http://www.lancaster.ac.uk/research/data-protection
http://www.lancaster.ac.uk/research/data-protection
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guidance you and I give them.  The photographs or graphics created by the students will be 
available to you for you to review and retain at the end of the study.  The photographs or 
graphics will not be attached to your organisation, and we will protect the identity of the data 
by not referring to the organisation ever.  We will use pseudonyms for the students.  All 
students will be expected to follow your organisation's policies, as well as our Student Code 
of Conduct and the HCPC Guidance on conduct and ethics for students regarding the 
collecting and storage of the graphics https://www.hcpc-

uk.org/globalassets/resources/guidance/guidance-on-conduct-and-ethics-for-students.pdf    

Why have I been approached about this study? 

I have approached you as the lead person from your organisation, which takes University of 
Cumbria occupational therapy students on placement.   I would be very grateful if you would 

agree that students can collect data whilst on placement at your organisation.   

What will I be asked to do if I agree my students can collect data at my organisation? 

If you agree that students can collect data whilst on placement, you will be asked to sign a 
consent form.  This means that I, as the researcher, can use the data collected for my 
research and future publications.  The nature of the data is graphics and narratives by 
students.   

What are the possible benefits from taking part? 

Your participation will allow students to share their learning experiences and contribute to 
the understanding around student learning on role-emerging practice placements and your 
own organisational learning and future placements.   

Do I have to take part?  

No. It’s completely up to you to decide whether your organisation allows this data collection 

to take place. Your organisation's participation is voluntary.  

What if I change my mind? 

If you change your mind, you are free to withdraw your organisation. If you want to withdraw, 
please let me know, and I will extract any graphics or information (=data) contributed to the 
study from your organisation and destroy them. However, it is difficult and often impossible 
to take out data from one specific organisation when this has already been anonymised or 
pooled together with other data. Therefore, you can only withdraw up to 2 weeks after 
completion of the student placement and the reviewing of photographs (which will be 

available to you once the students finish the placement).   

What are the possible disadvantages and risks of taking part? 

It is unlikely that there will be any disadvantages to taking part.  

Will the organisation's data be identifiable? 

Only I, the researcher, my PhD supervisor, the students collecting the data and the 
placement educator providing supervision will have access to the graphics and ideas created 

at your organisation.  

https://www.hcpc-uk.org/globalassets/resources/guidance/guidance-on-conduct-and-ethics-for-students.pdf
https://www.hcpc-uk.org/globalassets/resources/guidance/guidance-on-conduct-and-ethics-for-students.pdf
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I will keep all personal information about you (e.g. your name and other information about 
you and your organisation that can identify you) confidential; that is, I will not share it with 
others. I will remove any personal information from the written record of you and your 
organisation's contribution. All reasonable steps will be taken to protect the identity of your 
organisation and other participants involved in this project.  

What will happen to the results of the research study? 

I will use the information shared by participants with me only in the following ways: 

I will use it for research purposes only. This will include my PhD thesis and other 
publications, for example, journal articles. I may also present the results of my study at 
academic conferences and in open access platforms or journals.   

When writing up the findings from this study, I would like to reproduce some of the views, 

ideas, and graphics shared with me. I will only use redacted quotes.  All reasonable steps 
will be taken to protect your organisation's identity in our publications.  

How my data will be stored 

Data will be stored in encrypted files (that is, no one other than me, the researcher, will be 
able to access them) and on password-protected computers. I will store hard copies of 
any data securely in locked cabinets in my office. I will keep data that can identify your 
organisation separately from non-personal information.  In accordance with university 
guidelines, I will keep the data securely for a minimum of ten years.  

 

 

 

 

 

 

 

 

 

 

 

 

 



154 
 

What if I have a question or concern? 

If you have any queries with anything concerning your participation in the study, 
please contact me in the first instance and then my supervisor -  

 

1. Susie Wilson on s.wilson13@lancaster.ac.uk  

2. Dr Nataša Lacković,                                                                                                                     
Director, CHERE@LU, Centre for Higher Education Research and Evaluation                     
Director, ReOPeN@LU, @ the Institute for Social Futures Research, Lancaster 

University, Lancaster LA1 4YG 

 

If you have any concerns or complaints that you wish to discuss with a person who is 
not directly involved in the research, you can also contact:  

 

Dr Jan McArthur– Head of Department 

Tel: +44 (0)1524 594443 
Email j.mcarthur@Lancaster.ac.uk 

Room: County South, D32, Lancaster University, Lancaster, LA1 4YD 

 

This study has been reviewed and approved by the Faculty of Arts and Social Sciences 
and Lancaster Management School’s Research Ethics Committee.  

 

 

Thank you for reading this information sheet. 

 

  

mailto:s.wilson13@lancaster.ac.uk
https://www.lancaster.ac.uk/educational-research/research/centre-for-higher-education-research-and-evaluation/
http://wp.lancs.ac.uk/reopen/
mailto:j.mcarthur@Lancaster.ac.uk
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Appendix 6: Consent form for Placement Organisations 

 

 

 

 

Consent form – Placement Organisation 

Project Title: Students’ perceptions of occupational therapy threshold concepts on role-

emerging and project practice placements: A qualitative study using a threshold concepts 

and inquiry graphics framework. 

Name of Researcher: Susie Wilson     

Email: s.wilson13@lancaster.ac.uk 

Please tick each box 

Statement Tick box 

10. I confirm that I have read and understand the information sheet for the 

above study. I have had the opportunity to consider the information, ask 

questions and have had these answered satisfactorily             

 

11. I understand that my organisation's permission to let students collect/ 

create graphics whilst on practice placement at my organisation is 

voluntary.   

 

12. I understand that my name/my organisation’s name will not appear in 

any reports, articles or presentations without my consent. 
 

13. I understand that any data collected from student or placement educator 

interviews will be audio-recorded and transcribed, and that data will be 

protected on encrypted devices and kept secure.  

 

14. I understand that the data provided by students on Padlets, which could 

be photographs, any other graphics and reflections, will be used as 

research data.  And that any photographs will not include any service 

users or imagery that identify the organisation or service user by name 

or face  

 



156 
 

15. I understand that I can review the graphics/data created by the students 

at the end of the placement.  If you wish to do that, please contact Susie 

Wilson, the researcher 

 

16. I understand that data will be kept according to university guidelines for 

a minimum of 10 years after the end of the study. 
 

17. I agree that students on placement at my organisation can collect 

/create the data described in the information sheet to take part in the 

above study. 

 

 

Placement Organisation details  

Placement Organisation _________________________________ 

Participant’s name on behalf of the 

organisation____________________________________________ 

Participant’s Signature____________________________________________ 

Date_______________ 

Declaration of researcher/person taking the consent  

 

I confirm that the participant was given an opportunity to ask questions about the study, and 

all the questions asked by the participant have been answered correctly and to the best of 

my ability. I confirm that the individual has not been coerced into giving consent, and the 

consent has been given freely and voluntarily.  

Name of Researcher/person taking the consent 

________________________________________ 

Signature of Researcher/person taking the consent 

____________________________________  

Date (Day/month/year) ______________ 

One copy of this form will be given to the participant and the original kept in the files of the 

researcher at Lancaster University. 
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Appendix 7: Interview Guide  

Introduction 1. Thank you for agreeing to take part in this study 

2. Have you had the opportunity to refamiliarise yourself with 

the participant information sheet?  Do you have any 

questions? 

3. Are you happy for me to video and audio record this 

interview?   

4. Thank you, so I have your consent to take part in this 

interview.   

5. I will start the recording 

6. Just to explain the format.  The interview will consist of 2 

parts. In the first part, we will discuss your use of Padlet 

and review it together.  In the second part, we will discuss 

your learning during a role-emerging placement.    

7. Do you have any questions 

8. Ok, let's start - To start with …… 

 

Research Question 1 - What are occupational therapy students' experiences of 
using an Inquiry Graphics learning design to support their learning and knowledge 

development of threshold concepts on a role-emerging practice placement?    

 
Research Sub Question  

 

What are the students’ 
stories around the use of 
IG images as data 
collection tools to inform 
their learning and 
knowledge development 
around occupational 
therapy threshold 
concepts?    

 

 

1. Can we start by you talking about your experiences of 

using the Padlet and graphics for your learning on your 

placement? Prompt: Imagine you are describing your 

experience from the moment you were introduced to 

the activity to your final task.   

 

2. Can you describe the activity and what it means to 

you? How do you understand it?  

            What is its value? What is its challenge? 

 

3. What would you say was an important part of  

            your Padlet activity experience?   

 

How does the use of 
artefacts /graphics 
support student’s 

1. Can we have a look at your Padlet now and talk about 

your work?  
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reflections and 
discussions about 
threshold concepts 
during role-emerging 
practice placement 

learning?   

 

 

Can we start by reflecting on week 1 of placement? 

Could you tell me how you felt about the activity in 

week 1 and how you chose this image/graphic/photo?   

 

When you look at your Padlet now, how are you 

feeling about it? What are your thoughts?  

 

2. Let's move on to week 3 or 4 – how were you feeling 

about collecting graphics now?  How did collecting 

graphics relate to learning during placement at this 

stage?   

 

3. Finally, let's look at week 7 or your final week 8.  

Again, how were you feeling about collecting graphics 

in the final weeks?  

 

Has your perception and understanding changed? If 

yes, in what way?    

 

4. How did collecting graphics link with learning on 

placement at the end of your placement? 

 

5. How useful is it to learn about occupational therapy 

key concepts in this way?  

 

What are the student’s 
stories around the use of 
IG images as data 
collection tools to inform 
their learning and 
knowledge development 
around occupational 
therapy threshold 
concepts?  

 

1. Can you tell me what is the role of graphics in 

reflecting on your placement experience?  

 

What does the use of graphics in learning bring in 

comparison to classical, verbal learning activities?  

 

What was your process of identifying the graphic 

(image) you wanted to upload? How did you think 

about that translation of the concept into an image?  
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How graphics link to 
occupational therapy 
concepts? 

 

2. How did you use the graphics during supervision?   

What were the challenges and benefits of using the 

graphics?  

 

3. What do you think you learnt through the Padlet 

activity?  

 

Did you find anything surprising?  

 

What threshold graphics 

are associated with role-
emerging practice 
placement learning?   

In what ways do the 

graphics support the 

learning?  

 

1. Looking at your Padlet – what types of graphics do you 

think represent your learning on role emerging 

placements the best and the least?  

 

Can you define the type and style of the graphics for 

me?  

Prompt – Is it a photo, drawing, clipart?  

 

How does graphics’ content link to the concepts, in 

your opinion?  

 

(For example, is there a metaphorical link?. Is it an 

instance in practice? Do they represent feelings or 

ideas about practice? Why? 

 

Can you show me some examples on your Padlet?   

 

2. Would you do this type of activity again? If you were to 

repeat this type of learning activity or style, what would 

you add or change?  

 

 

 

 

Research Question 2 - What are occupational therapy students' learning experiences related 

to threshold concepts on role-emerging placements?  
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What are occupational 

therapy students' 

learning experiences 

related to threshold 

concepts on role-

emerging placements? 

 

 

 

1. In this second part of the interview, we are going to 

move to thinking and reflecting on your learning 

experience in general and threshold concepts in 

occupational therapy.   

 

What do you think are examples of the key 

professional learning, for example, knowledge, skills 

for example applying the OT process? concepts you 

learned on your placement?   

 

Are there any other examples of learning key/threshold 

concepts in occupational therapy you would like to 

share?  

 

2. Students on role emerging practice placements are 

working in different settings.  How do you think this 

may impact on learning?  

 

What learning 

experiences on role-

emerging practice 

placements do 

occupational therapy 

students find 

troublesome? 

1.   When thinking about your learning of key 

occupational therapy knowledge and skills, what did 

you find difficult?  How did this make you feel?  

           Prompt: Can you tell me more? Can you share an   

              example?  

 

2. And what learning of key occupational therapy   

     knowledge and skills did you find straightforward?  How   

     did this make you feel? 

What learning 
experiences on role-
emerging practice 
placements do 
occupational therapy 
students find 
transformative?  

   

1. What was challenging to master in this setting? Can 

you share examples of challenges related to your 

learning of key OT knowledge and skills? What was 

difficult to master?   

 

What are the narratives 
around these learning 
experiences?  

 

1. Can you share some more examples of learning 

experiences?  
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Closing questions We are coming towards the end of the interview now.  To 

summarise, what do you think was the most important 

learning you gained from this placement? 

 

Was the use of a Padlet and collection of graphics successful 

in supporting your learning? How? 

 

Is there anything else you would like to say in relation to your 

use of the Padlet, collection of graphics or your learning 

related to key professional occupational therapy knowledge 

and skills?  



162 
 

References 

 

Adams, K., Hean, S., Sturgis, P. & Clark, J. M. (2006). Investigating the factors influencing 

professional identity of first-year health and social care students. Learning in health and 

social care, 5(2), 55-68.  

Aguilar, D., Kaskutas, V. K. & McAndrew, R. (2023) A Dyad Model of Peer-Assisted Learning 

in an Occupational Therapy Student Experiential Learning Clinic for Hand Therapy. Journal 

of Occupational Therapy Education, Vol. 7(3). https://doi.org/10.26681/jote.2023.070311. 

Aldrich, R. M. (2010). A review and critique of well-being in occupational therapy and 

occupational science. Scandinavian journal of occupational therapy, 18(2), 93-100. 

Ashby, S. E., Adler, J. & Herbert, L. (2016) An exploratory international study into 

occupational therapy students' perceptions of professional identity. Australian occupational 

therapy journal, 63(4), 233-243.  

Bailliard, A. L., Dallman, A. R., Carroll, A., Lee, B. D. & Szendrey, S. (2020). Doing 

Occupational Justice: A Central Dimension of Everyday Occupational Therapy 

Practice. Canadian journal of occupational therapy (1939), 87(2), 144-152. 

Bannigan, K. (2009). A model of professional thinking: Integrating reflective practice and 

evidence based practice. The Canadian Journal of Occupational Therapy, 76(5), 342-350.  

Barker, D. J., Lencucha, J. & Anderson, R. (2016). Kolb's learning cycle as a framework for 

early fieldwork learning. WFOT bulletin, 72(1), 28-34.  

Barradell, S. & Peseta, T. (2017). Putting threshold concepts to work in health sciences: 

insights for curriculum design from a qualitative research synthesis. Teaching in higher 

education, 22(3), 349-372.  

Bentwich, M. E. & Gilbey, P. (2017). More than visual literacy: Art and the enhancement of 

tolerance for ambiguity and empathy. BMC medical education, 17(1), 200-200. 

10.1186/s12909-017-1028-7. 

Berg, C., Philipp, R. & Taff, S. D. (2019) Critical Thinking and Transformational Learning: 

Using Case Studies as Narrative Frameworks for Threshold Concepts. Journal of 

occupational therapy education, 3(3).  

Berg, C., Philipp, R. & Taff, S. D. (2023) Scoping Review of Critical Thinking Literature in 

Healthcare Education. Occupational therapy in Health Care, 37(1), 18-39.  

https://doi.org/10.26681/jote.2023.070311.


163 
 

Berger, R. (2015). Now I see it, now I don’t: researcher’s position and reflexivity in qualitative 

research. Qualitative Research: QR, 15(2), 219-234.  

Berman, J. & Smyth, R. (2015). Conceptual frameworks in the doctoral research process: A 

pedagogical model. Innovations in Education and Teaching International, 52(2), 125-136. 

Binyamin, G. (2018). Growing from dilemmas: developing a professional identity through 

collaborative reflections on relational dilemmas. Advances in health sciences education: 

theory and practice, 23(1), 43-60.  

Binyamin, G. (2021). Strategies for resolving relational dilemmas while developing 

therapists' professional identity. Advances in health sciences education: theory and 

practice, 26(3), 827-845.  

Boehm, J., Tanner, B., Lowrie, D., Bonassi, M., Brown, N., Thomas, Y. & Cordier, R. (2015). 

Exploring emerging occupational therapy identity and the development of graduate attributes 

among occupational therapy students. The British Journal of Occupational 

Therapy, 78(8), 499-507. 

Boyt Schell, B. A. & Schell, J. W. (2017). Clinical Reasoning and Professional Reasoning in 

Occupational Therapy. 2nd Edition. Baltimore, USA: Lippincott Williams & Wilkins. 

Braun, V. & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in 

Psychology, 3(2), 77-101.  

Braun, V. & Clarke, V. (2016) (Mis)conceptualising themes, thematic analysis, and other 

problems with Fugard and Potts’ (2015) sample-size tool for thematic analysis. International 

journal of social research methodology, 19(6), 739-743.  

Brown, M.E.L., Whybrow, P. & Finn, G.M. (2021) ‘Do we need to close the door on threshold 

concepts?’, Teaching and Learning in Medicine, 34(3), pp. 301–312. 

Brown, T. (2023). The Need for Occupational Therapy Evidence-Based 

Education. Occupational Therapy in Health Care, 1-18.  

Brown, T., Bourke-Taylor, H. & Williams, B. (2012) Curriculum Alignment and Graduate 

Attributes: Critical Elements in Occupational Therapy Education. The British Journal of 

Occupational Therapy, 75(4), 163-163.  

Brown, T., Isbel, S., Gustafsson, L., Gutman, S. A., Dirette, D. P., Collins, B. & Barlott, T. 

(2025) Human Occupation: Contemporary Concepts and Lifespan Perspectives. Abingdon, 

Oxon: Routledge. 



164 
 

Brown, T., Yu, M.-l., Hewitt, A., Cousland, R. & Etherington, J. (2022) Professionalism, 

Resilience and Reflective Thinking: How Do These Influence Occupational Therapy Student 

Fieldwork Outcomes? Occupational therapy in Health Care, 36(4), 327-352.  

Brown, T., Yu, M. L., Hewitt, A. E., Isbel, S. T., Bevitt, T. & Etherington, J. (2020). Exploring 

the relationship between resilience and practice education placement success in 

occupational therapy students. Australian Occupational Therapy Journal, 67(1), 49-61.  

Burke, H.K., Sample, P.L., Bundy, A.C., & Lane, S.J. (2024). Defining Reasoning, Reflective 

Practice, and Evidence-Based Practice in Occupational Therapy Education: A Delphi 

Study. Journal of Occupational Therapy Education, 8(1). 

Bynum, W. & Varpio, L. (2018). When I say … hermeneutic phenomenology. Medical 

education, 52(3), 252-253.  

Cade, L. (2023). A propensity to thrive: Understanding individual difference, resilience and 

entrepreneurship in developing competence and professional identity. The British Journal of 

Occupational Therapy, 86(12), 839-852.  

Christiansen, C. & Haertl, K. (2024). Essential Concepts of Occupation for Occupational 

Therapy: A Guide to Practice. First edition. New York, NY: Routledge. 

Clark, T., Foster, L., Sloan, L. & Bryman, A. (2021). Bryman's Social Research Methods / 

Tom Clark, Liam Foster, Luke Sloan, and Alan Bryman. Sixth edition. Oxford: Oxford 

University Press. 

Clarke, C. (2009). An Introduction to Interpretative Phenomenological Analysis: A Useful 

Approach for Occupational Therapy Research. The British Journal of Occupational 

Therapy, 72(1), 37-39.  

Clarke, C., De Visser, R., Martin, M. & Sadlo, G. (2014a). Role-emerging Placements: A     

Useful Model for Occupational Therapy Practice Education? A Review of the Literature. 

International Journal of Practice-based Learning in Health and Social Care, Vol 2, Issue 

2, p14-26. 

Clarke, C., Martin, M., de Visser, R. & Sadlo, G. (2015) Sustaining professional identity in 

practice following role-emerging placements: Opportunities and challenges for occupational 

therapists. The British Journal of Occupational Therapy, 78(1), 42-50.  

Clarke, C., Martin, M., Sadlo, G. & de-Visser, R. (2014b) The development of an authentic 

professional identity on role-emerging placements. British Journal of Occupational 

Therapy, 77(5), 222-230.  



165 
 

Clarke, V. & Braun, V. (2017) Thematic analysis. The Journal of Positive 

Psychology, 12(3), 297-298.  

Clarke, V. & Braun, V. (2018) Using thematic analysis in counselling and psychotherapy 

research: A critical reflection. Counselling and psychotherapy research, 18(2), 107-110.  

Cooper, R. & Raine, R. (2009). Role-Emerging Placements are an Essential Risk for the 

Development of the Occupational Therapy Profession: The Debate. The British Journal of 

Occupational Therapy, 72(9), 416-418.  

Coppola, S. (2013). Chapter 16 Deweyan Educational Philosophy in Occupation-Centred 

Curricula in Transactional Perspectives on Occupation. New York: Springer Dordrecht 

Heidelberg. 

Coppola, S., Miao, A. F., Allmendinger, C. & Zhang, W. (2017) Art in Occupational Therapy 

Education: An Exploratory Mixed Methods Study of an Arts-Based Module. The Open 

Journal of Occupational Therapy, 5(4). https://doi.org/10.15453/2168-6408.1320. 

Corrie, I. (2019). Transformative Action Learning and Coaching in Healthcare 

Leadership. Journal of transformative learning, 6(2), 39. 

Cottingham, M. D. (2016). Theorizing emotional capital. Theory and society, 45(5), 451-470. 

10.1007/s11186-016-9278-7. 

Cousin, G. (2006). An Introduction to Threshold Concepts. Planet (Plymouth), 17(1), 4-5.  

Craik, C. & Turner, A. (2005) A Chronic Shortage of Practice Placements: Whose 

Responsibility? The British Journal of Occupational Therapy, 68(5), 195-195.  

Creswell, J. W. (2023). Research design: qualitative, quantitative & mixed methods 

approaches. Sixth edition. Los Angeles, California. 

Creswell, J. W. & Poth, C. N. (2018). Qualitative inquiry & research design: choosing among 

five approaches. Fourth edition. Los Angeles: SAGE. 

Cronin-Davis, J., Butler, A. & Mayers, C. A. (2009). Occupational therapy and interpretative 

phenomenological analysis: comparable research companions? The British Journal of 

Occupational Therapy, 72(8), 332-338.  

Crotty, M. (1998). The foundations of social research: meaning and perspective in the 

research process. SAGE. 

https://doi.org/10.15453/2168-6408.1320.


166 
 

Crowther, S., Ironside, P., Spence, D. & Smythe, L. (2017) Crafting Stories in Hermeneutic 

Phenomenology Research: A Methodological Device. Qualitative health 

research, 27(6), 826-835.  

Crowther, S. & Thomson, G. (2020) From Description to Interpretive Leap: Using 

Philosophical Notions to Unpack and Surface Meaning in Hermeneutic Phenomenology 

Research. International journal of qualitative methods, 19. 10. 

Dancza, K. (2015). Structure and uncertainty: The 'just right' balance for occupational 

therapy student learning on role-emerging placements in schools. Doctor of Philosophy, The 

University of Queensland. 

Dancza, K., Copley, J. & Moran, M. (2019). Occupational therapy student learning on role-

emerging placements in schools. British Journal of Occupational Therapy, 82(9), 567-577.  

Dancza, K., Copley, J. & Moran, M. (2021) PLUS Framework: guidance for practice 

educators. The clinical teacher, 18(4), 431-438. 

Dancza, K., Copley, J., Rodger, S. & Moran, M. (2016). The development of a theory-

informed workbook as an additional support for students on role-emerging placements. The 

British Journal of Occupational Therapy, 79(4), 235-243.  

Dancza, K. & Rodger, S. (2018). Implementing occupation-centred practice: A practical guide 

for occupational therapy practice learning. First edition. Boca Raton, FL: Routledge, an 

imprint of Taylor and Francis. 

Dancza, K., Warren, A., Copley, J., Rodger, S., Moran, M., McKay, E. & Taylor, A. (2013) 

Learning experiences on role‐emerging placements: An exploration from the students' 

perspective. Australian Occupational Therapy Journal, 60(6), 427-435.  

Daniels, N. (2010). Peer Interactions and Their Benefits during Occupational Therapy 

Practice Placement Education. The British Journal of Occupational Therapy, 73(1), 21-28. 

10.4276/030802210X12629548272664. 

Darzi, P. A. (2024). Independent Investigation of the National Health Service in 

England. In: Health, D. o. (ed.). London: Crown Copyright. 

Dawes, J. & Lambert, P. (2010) Practice Educators' Experiences of Supervising Two 

Students on Allied Health Practice-based Placements. Journal of Allied Health, 39(1), 20-27. 

De Vries, A., DeJongh, J.-C. & Wegner, L. (2024) South African occupational therapy 

students' reflections on ethical tensions experienced during fieldwork. South African Journal 

of Occupational Therapy, 54(2), 27-36. 



167 
 

Dewey, J. (1938/1963) Experience and education. New York: Macmillan. 

Dibley, L., Dickerson, S., Duffy, M. & Vandermause, R. (2022). Doing Hermeneutic 

Phenomenological Research: A Practical Guide. London: SAGE Publications Ltd. 

Du Toit, S. H. J. & Wilkinson, A. C. (2010) Research and Reflection: Potential Impact on the 

Professional Development of Undergraduate Occupational Therapy Students. Systemic 

practice and action research, 23(5), 387-404.  

Durocher, E., Rappolt, S. & Gibson, B. E. (2013). Occupational Justice: Future 

Directions. Journal of occupational science, 21(4), 431-442.  

Fenwick, K. (2012). Sociomaterial approaches to conceptualising professional learning and 

practice. Journal of Education and Work, 25(1), 1-13.  

Fenwick, T. (2014a) Sociomateriality in medical practice and learning: attuning to what 

matters. Medical education, 48(1), 44-52.  

Fenwick, T. (2016). Chapter 18 ' What matters in sociomateriality: Towards a critical 

posthuman pedagogy in management education in 'The Routledge companion to reinventing 

management education'. Oxford, England: Routledge. 

Fieldhouse, J. & Fedden, T. (2009). Exploring the Learning Process on a Role-Emerging 

Practice Placement: A Qualitative Study. The British Journal of Occupational 

Therapy, 72(7), 302-307.  

Finlay, L. (2011). Phenomenology for therapists: researching the lived world. Oxford: Wiley-

Blackwell. 

Ford, E., Di Tommaso, A., Gustafsson, L. & Molineux, M. (2022) Describing the occupational 

nature of practice: A scoping review. Scandinavian journal of occupational 

therapy, 29(5), 353-362.  

Fortune, T., Farnworth, L. & McKinstry, C. (2006) Project-focussed fieldwork: Core business 

or fieldwork fillers? Australian Occupational Therapy Journal, 53(3), 233-236.  

Fortune, T. & Kennedy‐Jones, M. (2014). Occupation and its relationship with health and 

wellbeing: The threshold concept for occupational therapy. Australian Occupational Therapy 

Journal, 61(5), 293-298.  

Fredholm, A., Henningsohn, L., Savin-Baden, M. & Silén, C. (2020). The practice of 

thresholds: Autonomy in clinical education explored through variation theory and the 

threshold concepts framework. Teaching in Higher Education, 25(3), 305-320 



168 
 

French, E. R. & Clarke, C. (2024). Doing, being, becoming and belonging in forging 

professional identity: Lived experiences of occupational therapists' professional identity 

currently working in physical health community roles in the UK. British Journal of 

Occupational Therapy, 87(10), 614-625.  

Gaudet, S. & Robert, D. (2018). A journey through qualitative research: from design to 

reporting. 1st ed. London: SAGE Publications Ltd. 

Giles, A. K., Bolton, T., Cleary, D., Gray, J. M., Hartmann, K., Patnaude, M. E. & Qualls, K. 

(2021) Occupational Therapy Curriculum Design Framework. The American journal of 

occupational therapy, 75(S3).  

Giolla Ri, D. M. (2020) Learning to Put Everyday Creativity, Semiotics and Critical Visual 

Literacy Using Inquiry Graphics (IG) Visual Analysis to Work in Social Care. Irish Journal of 

Applied Social Studies, 20(2), 82-98. 

Giolla Ri, D. M. (2022) . Photo Elicitation and Threshold Concepts: A Semiotic, Inquiry 

Graphics Analysis in Social Care Education Research. Sage Publications, Ltd. 

Golos, A. & Tekuzener, E. (2019) "Perceptions, expectations and satisfaction levels of 

occupational therapy students prior to and after practice placement and comparison of 

practice placement models". BMC medical education, 19(1), 324-324.  

Gray, D. (2021). Doing Research in the Real World. 5th edition. London: SAGE Publications 

Ltd. 

Gribble, N., Ladyshewsky, R. K. & Parsons, R. (2018) Changes in the emotional intelligence 

of occupational therapy students during practice education: A longitudinal study. The British 

Journal of Occupational Therapy, 81(7), 413-422.  

Guy, L., Cranwell, K., Hitch, D. & McKinstry, C. (2020) Reflective practice facilitation within 

occupational therapy supervision processes: A mixed method study. Australian occupational 

therapy journal, 67(4), 320-329.  

Hallewell, M. J. & Lackovic, N. (2017). Do pictures 'tell' a thousand words in lectures? How 

lecturers vocalise photographs in their presentations. Higher education research and 

development, 36(6), 1166-1180.  

Ham, M.-J., Kim, S., Jo, Y.-J., Park, C., Nam, Y., Yoo, D.-H. & Moon, M. (2021) The Effect of 

a Multimodal Occupational Therapy Program with Cognition-Oriented Approach on Cognitive 

Function and Activities of Daily Living in Patients with Alzheimer’s Disease: A Systematic 

Review and Meta-Analysis of Randomized Controlled Trials. Biomedicines, 9(12), 1951. 



169 
 

Hamilton, L. & Corbett-Whittier, C. (2013). Using Case Study in Education 

Research. London: SAGE Publications Ltd & British Educational Research Association. 

Hanson, D. J. & DeIuliis, E. D. (2015). The Collaborative Model of Fieldwork Education: A 

Blueprint for Group Supervision of Students. Occupational therapy in health care, 29(2), 223-

239.  

HCPC (2023). The Standards of Proficiency for Occupational Therapists. London: Health 

Care and Professions Council. 

Healey, J. (2017). Emotion management and occupational therapy student learning on 

placement: A post-structuralist exploration. The British Journal of Occupational 

Therapy, 80(11), 676-683.  

Heidegger, M. (1978). Being and Time. Oxford: Blackwell Publishing.   

Hitch, D. & Pepin, G. (2021). Doing, being, becoming and belonging at the heart of 

occupational therapy: An analysis of theoretical ways of knowing. Scandinavian Journal of 

Occupational Therapy, 28(1), 13-26.  

Hitch, D., Pépin, G. & Stagnitti, K. (2014 (a)) In the Footsteps of Wilcock, Part One: The 

Evolution of Doing, Being, Becoming, and Belonging. Occupational therapy in health 

care, 28(3), 231-246.  

Hitch, D., Pépin, G. & Stagnitti, K. (2014 (b)) In the Footsteps of Wilcock, Part Two: The 

Interdependent Nature of Doing, Being, Becoming, and Belonging. Occupational therapy in 

health care, 28(3), 247-263.  

Holland, K., Middleton, L. & Uys, L. (2012a) Professional confidence: A concept 

analysis. Scandinavian Journal of Occupational Therapy, 19(2), 214-225.  

Holland, K., Middleton, L. & Uys, L. (2012b) The sources of professional confidence in 

occupational therapy students. South African Journal of Occupational Therapy, 42(3), 19-26. 

Hooper, B. (2008). Stories We Teach By: Intersections Among Faculty Biography, Student 

Formation, and Instructional Processes. American Journal of Occupational Therapy, 62 

(2), 228-241. 

Hooper, B., King, R., Wood, W., Bilics, A. & Gupta, J. (2013) An International Systematic 

Mapping Review of Educational Approaches and Teaching Methods in Occupational 

Therapy. British Journal of Occupational Therapy, 76(1), 9-22.  



170 
 

Hooper, B., Krishnagiri, S., Price, P., Taff, S. D. & Bilics, A. (2018) Curriculum-Level 

Strategies That U.S. Occupational Therapy Programs Use to Address Occupation: A 

Qualitative Study. The American journal of occupational therapy, 72(1), p1-10.  

Hooper, B., Mitcham, M. D., Taff, S. D., Price, P., Krishnagiri, S. & Bilics, A. (2015) 

Energizing Occupation as the Center of Teaching and Learning. American Journal of 

Occupational Therapy, 69, 1-6.  

Hooper, B., Molineux, M. & Wood, W. (2020). The Subject-centred Integrative Learning 

Model: A New Model for Teaching Occupational Therapy’s Distinct Value. Journal of 

Occupational Therapy Education, 4(2). 

Hooper, B. & Rodger, S. (2016). She Said, She Said: A Conversation about Growing 

Education Research in Occupational Therapy. Open Journal of Occupational Therapy 

(OJOT), 4(3), 1-9.  

Hunter, H. & Volkert, A. (2017). Issues and challenges of role-emerging placements. World 

Federation of Occupational Therapists Bulletin, 73(1), 57-65.  

Huot, S., Bulk, L. Y., Damiano, N., Delaisse, A.-C., Kardeh, B., Ogura, S. & Forwell, S. 

(2023) Learning about occupation together: An interdisciplinary graduate course. Journal of 

Occupational Science, 30(3), 519-531.  

Iliff, S. L., Tool, G., Bowyer, P., Parham, D., Fletcher, T. S. & Freysteinson, W. M. (2019) 

Occupational Therapy Student Conceptions of Self-Reflection in Level II Fieldwork. Journal 

of Occupational Therapy Education, 3(1).  

Irvine-Brown, L., Tommaso, A. D., Malfitano, A. P. S. & Molineux, M. (2020) Experiences of 

occupational therapy education: contexts, communities and social occupational 

therapy. Cadernos Brasileiros de Terapia Ocupacional, 28(1), 330-342.  

Jaffe, L., Gibson, R. & D'Amico, M. (2015) Process-Oriented Guided-Inquiry Learning: A 

Natural Fit for Occupational Therapy Education. Occupational therapy in health 

care, 29(2), 115-125.  

Kaelin, V. C. & Dancza, K. (2019). Perceptions of occupational therapy threshold concepts 

by students in role‐emerging placements in schools: A qualitative investigation. Australian 

Occupational Therapy Journal, 66(6), 711-719.  

Keen, S., Lomeli-Rodriguez, M. & Joffe, H. (2022) From Challenge to Opportunity: Virtual 

Qualitative Research During COVID-19 and Beyond. International Journal of Qualitative 

Methods, 21: 1-11 



171 
 

Keptner, K. & Klein, S. (2019) Collaborative Learning in a Faculty-led Occupational Therapy 

Level I Fieldwork: A Case Study. 3, (3) 

King, N., Horrocks, C. & Brooks, J. (2019). Interviews in Qualitative Research. 2nd edition. 

London: SAGE. 

Kinsella, E.A. & Bidinosti, S. (2016). ‘I now have a visual image in my mind and it is 

something I will never forget’: An analysis of an arts-informed approach to health professions 

ethics education.  Advances in Health Sciences Education, 21 (2), pp. 303-322. 

Kolb, D. A. (2015). Experiential learning: experience as the source of learning and 

development. Second edition. Upper Saddle River, New Jersey: Pearson Education, Inc. 

Konrad, S. C. & Browning, D. M. (2012). Relational learning and interprofessional practice: 

Transforming health education for the 21st century. Work, 41(3), 247-51.  

Lackovic & N (2018). Analysing videos in educational research: An “Inquiry Graphics” 

approach for multimodal, Peircean semiotic coding of video data. Video Journal of Education 

and Pedagogy: 3 (6) Springer Open. 

Lackovic, N. (2010). Creating and reading images: Towards a communication framework for 

Higher Education learning. Seminar.Net: Media, Technology & Life-Long Learning, 6(1), 121-

136.  

Lacković, N., & Popova, B. (2021). Multimodality and socio-materiality of lectures in global 

universities' media: accounting for bodies and things. Learning, Media & Technology.,46 (4), 

531-549.  

Lacković, N.  (2020). Thinking with Digital Images in the Post-Truth Era: A Method in Critical 

Media Literacy. Postdigital Science and Education, 2(2), 442-462.  

Lacković, N. & Olteanu, A. (2020). Rethinking educational theory and practice in times of 

visual media: Learning as image-concept integration. Educational philosophy and theory, 1-

16. 

Lacković, N. & Olteanu, A. (2023) Relational and Multimodal Higher Education: Digital, 

Social and Environmental Perspectives. New York. Routledge Taylor Francis Group 

Lacković, N., Olteanu, A. & Campbell, C. (2024) Postdigital Literacies in Everyday Life and 

Pedagogic Practices. Postdigital Science and Education, 6(3), 796-820.  

Land, R., Meyer, J. T., & Flanagan, M. (2016). Threshold Concepts in Practice. 1st ed. 

Rotterdam: Sense Publishers. 



172 
 

Land, R., Meyer, J.H.F. and Baillie, C. (eds.) (2010) Threshold concepts and transformational 

learning. Rotterdam: Sense Publishers. 

Land, R., Neve, H. & Martindale, L. (2018). Threshold Concepts, Action Poetry and the 

Health Professions: An Interview with Ray Land. International Journal of Practice-based 

Learning in Health & Social Care, 6(1), 45-53. 

Land, R., Rattray, J. & Vivian, P. (2014) Learning in the liminal space: a semiotic approach to 

threshold concepts. Higher education, 67(2). 

Larivière, N. & Quintin, J. (2023) Heidegger and human occupation: An existential 

perspective. Journal of Occupational Science, 30(2), 251-261.  

Lau, M. & Ravenek, M. (2019) The Student Perspective on Role-Emerging Fieldwork 

Placements in Occupational Therapy: A Review of the Literature. The OpenJjournal of 

Occupational Therapy, 7(3).  

Laurillard, D. (2012). Teaching as a design science: Building pedagogical patterns for 

learning and technology. 1st ed. New York, NY: Routledge. 

Lauterbach, A. (2018). Hermeneutic Phenomenological Interviewing: Going Beyond Semi-

Structured Formats to Help Participants Revisit Experience. Qualitative report, 23(11), 2883-

2898.  

Lysaght, R., Thomas, A., Schmitz, C., Lee, M. & Bossers, A. (2018) Expanding the 

foundation of occupational therapy educational research – A Canadian initiative. WFOT 

bulletin, 74(1), 52-57.  

Mahoney, W. J. & Kiraly-Alvarez, A. F. (2019). Challenging the Status Quo: Infusing Non-

Western Ideas into Occupational Therapy Education and Practice. The Open Journal of 

Occupational Therapy, 7(3), 1-10 

Mak, S., Hunt, M., Boruff, J., Zaccagnini, M. & Thomas, A. (2022). Exploring professional 

identity in rehabilitation professions: a scoping review. Advances in Health Sciences 

Education: Theory and Practice, 27(3), 793.  

Marchetti, E. (2021). Are they playing? Analysing “play” in playful learning in occupational 

therapy education. E-learning and digital media, 18(3), 290-306.  

Markowski, M., Bower, H., Essex, R. & Yearley, C. (2021) Peer learning and collaborative 

placement models in health care: a systematic review and qualitative synthesis of the 

literature. Journal of clinical nursing, 30(11-12), 1519-1541.  



173 
 

Martin, M., Morris, J., Moore, A., Sadlo, G. & Crouch, V. (2004). Evaluating Practice 

Education Models in Occupational Therapy: Comparing 1:1, 2:1 and 3:1 Placements. The 

British Journal of Occupational Therapy, 67(5), 192-200.  

Mattila, A. (2019). Perceptions and Outcomes of Occupational Therapy Students 

Participating in Community Engaged Learning: A Mixed-Methods Approach. The Open 

Journal of Occupational Therapy, 7(4), 1-17.  

Mattila, A., DeIuliis, E. D. & Cook, A. B. (2018) Increasing Self-Efficacy through Role 

Emerging Placements: Implications for Occupational Therapy Experiential Learning. Journal 

of occupational therapy education, 2(3).  

McKenna, J. (2007). Emotional intelligence training in adjustment to physical disability and 

illness. International journal of therapy and rehabilitation, 14(12), 551-556.  

McKenna, J. & Mellson, J.-A. (2013). Emotional Intelligence and the Occupational 

Therapist. The British Journal of Occupational Therapy, 76(9), 427-430.  

McKinstry, C. & Fortune, T. (2014) Realising our social and occupational value: Could a 

graduate over-supply push occupational therapy in the right direction? Australian 

Occupational Therapy Journal, 61(4), 284-286.  

Meyer, J.H.F. & Land, R. (2003) ‘Threshold concepts and troublesome knowledge: Linkages 

to ways of thinking and practising within the disciplines’, in Rust, C. (ed.) Improving student 

learning: Theory and practice ten years on. Oxford: Oxford Brookes University, pp. 412–424.  

Meyer, J. H. F. & Land, R (2005). Threshold concepts and troublesome knowledge (2): 

epistemological considerations and a conceptual framework for teaching and 

learning. Higher education, 49(3), 373-388.  

Meyer, J.H.F. & Land, R. (2006) Overcoming barriers to student understanding: Threshold 

concepts and troublesome knowledge. London: Routledge. 

Meyer, J. H. F. (2016). Threshold concepts and pedagogic representation. Education & 

training (London), 58(5), 463-475.  

Mezirow, J. & Taylor, E. W. (2010). Transformative learning in practice: Insights from 

Community, Workplace, and Higher Education. 1st ed. San Francisco: Jossey-Bass. 

Moon, J. A. (2006). A handbook of Reflective and Experiential Learning: Theory and 

Practice. London: Routledge Falmer Taylor Francis Group. 



174 
 

Moores, A. V., Dancza, K. M., Turpin, M. J. & Copley, J. A. (2022) The Nature of Theory 

Used in Practice Education: A Scoping Review. Canadian Journal of Occupational 

Therapy, 89(3), 261-283.  

Morgan, C. J., Bowmar, A., McNaughton, S., Flood, B. & O'Brien, D. (2019) Transformative 

learning opportunities for students and educators during interprofessional healthcare 

practice experiences in higher education: Viewed through the lens of Threshold Concepts 

Theory. Focus on health professional education, 20(2), 41.  

Morgan, D. A. (2021). Analysing complexity: developing a modified phenomenological 

hermeneutical method of data analysis for multiple contexts. International journal of social 

research methodology, 24(6), 655-667.  

Morgan, H. (2012). The Social Model of Disability as a Threshold Concept: Troublesome 

Knowledge and Liminal Spaces in Social Work Education. Social Work 

Education, 31(2), 215-226.  

Morris, T. H. (2020). Experiential learning - a systematic review and revision of Kolb's 

model. Interactive learning environments, 28(8), 1064-1077.  

Morse, J. M. (2015). Critical Analysis of Strategies for Determining Rigor in Qualitative 

Inquiry. Qual Health Res, 25(9), 1212-1222.  

Murray, A., Di Tommaso, A., Molineux, M., Young, A. & Power, P. (2021). Contemporary 

occupational therapy philosophy and practice in hospital settings. Scandinavian journal of 

occupational therapy, 28(3), 213-224.  

Nayar, S. & Stanley, M. (2015). Qualitative Research Methodologies for Occupational 

Science and Therapy. New York: Routledge. 

Nelson, M., Jaegers, L., Tyminski, Q. P., Kiepek, N. & Dieleman, C. (2023) Teaching Critical 

Reflection in Occupational Therapy: A Quantitative Pre/Post Evaluation of Student 

Learning. Open Journal of Occupational Therapy (OJOT), 11(3), 1-13.  

Neve, H. (2019). Learning to become a primary care professional: Insights from threshold 

concept theory. Education for primary care, 30(1), 5-8.  

NHS (2019) The NHS Long Term Plan. London: NHS 

Nicola-Richmond, K., Pépin, G., Larkin, H. & Taylor, C. (2018). Threshold concepts in higher 

education: A synthesis of the literature relating to measurement of threshold crossing. Higher 

education research and development, 37(1), 101-114.  



175 
 

Nicola-Richmond, K. M., Pépin, G. & Larkin, H. (2016) Transformation from student to 

occupational therapist: Using the Delphi technique to identify the threshold concepts of 

occupational therapy. Australian Occupational Therapy Journal, 63(2), 95-104.  

Nicola‐Richmond, K., Pépin, G., Larkin, H. & Mohebbi, M. (2019). Threshold concept 

acquisition in occupational therapy: A mixed methods study of students and 

clinicians. Australian Occupational Therapy Journal, 66(5), 568-580.  

Nyoni, C. N., Dyk, L. H.-V. & Botma, Y. (2021) Clinical placement models for undergraduate 

health professions students: a scoping review. BMC medical education, 21(1), 598-598.  

O'Connor, A., Cahill, M. & McKay, E. A. (2012). Revisiting 1:1 and 2:1 clinical placement 

models: Student and clinical educator perspectives. Australian occupational therapy 

journal, 59(4), 276-283.  

Olteanu, A. & Campbell, C. (2018) A Short Introduction to Edu semiotics. Chinese semiotic 

studies 14(2), 245-260.  

Olukotun, O., Mkandawire, E., Antilla, J., Alfaifa, F., Weitzel, J., Scheer, V., Olukotun, M. & 

Mkandawire-Valhmu, L. (2021) An Analysis of Reflections on Researcher 

Positionality. Qualitative report, 26(5), 1411.  

Overton, A., Clark, M. & Thomas, Y. (2009) A Review of Non-Traditional Occupational 

Therapy Practice Placement Education: A Focus on Role-Emerging and Project Placements. 

British Journal of Occupational Therapy 72 (7). 

O’Brien, B. C. & Battista, A. (2019) Situated learning theory in health professions education 

research: a scoping review. Adv Health Sci Educ Theory Pract, 25(2), 483-509.  

O’Mahony, S. E., Joosten, A. V. & O’Brien, J. (2023) An Exploratory Study: Undergraduates’ 

Perspectives on how Threshold Concepts Influence Professional Identity. Canadian Journal 

of Occupational Therapy (1939), 90(4), 374-383.  

Park Lala, A. & Kinsella, E. A. (2011). Phenomenology and the Study of Human 

Occupation. Journal of Occupational Science, 18(3), 195-209.  

Patton, M. Q. (2015). Qualitative Research & Evaluation Methods. 4th Edition. London: 

SAGE Publications. 

Pawson, R. & Tilley, N. (1997). Realistic evaluation. London: SAGE. 

Pentland, D. (2018). Occupational therapy and complexity: Defining and describing 

practice. Royal College of Occupational Therapists. 



176 
 

Perkins, N. & Schmid, A. (2020). Increasing Emotional Intelligence (EI) Through Self-

Reflection Journals: Implications for OT Students. The American Journal of Occupational 

Therapy, 74(S1) 

Pitonyak, J. S., Nielsen, S., O'Brien, S. P., Corsilles-Sy, C., Lambert, D. O. & Jaffe, L. E. 

(2020) Critical Thinking in Occupational Therapy Education: A Systematic 

Mapping Review. Journal of Occupational Therapy Education, 4(4).  

Pollard, N. (2015). Concepts of justice and the non-traditional placement. The Journal of 

Practice Teaching & Learning, 13(2-3), 88-108.  

Price, D. & Whiteside, M. (2016). Implementing the 2:1 student placement model in 

occupational therapy: Strategies for practice. Australian occupational therapy 

journal, 63(2), 123-129. Priya, A. (2021). Case Study Methodology of Qualitative Research: 

Key Attributes and Navigating the Conundrums in Its Application. Sociological 

Bulletin, 70(1), 94-110.  

Quinlan, K. M. (2013). Methodological challenges in researching threshold concepts: a 

comparative analysis of three projects. Higher Education, 66(5), 585-601. 

Rankine, M. & Thompson, A. (2015) 'Swimming to shore': co-constructing supervision with a 

thinking-aloud process. Reflective practice, 16(4), 508-521.  

RCOT (2019a) Learning and development standards for pre-registration education. Royal 

College of Occupational Therapists. 

RCOT (2021) Professional standards for occupational therapy practice, conduct and ethics. 

Royal College of Occupational Therapists. 

RCOT (2024) Occupational Therapy Workforce Strategy Action Plan. Royal College of 

Occupational Therapists. 

Reed, S. K. (2022). Thinking Visually. 2nd Edition. Routledge Taylor Francis Group. 

Reeping, D. (2020). Threshold concepts as 'jewels of the curriculum': rare as diamonds or 

plentiful as cubic zirconia? The International Journal for Academic Development, 25(1), 58-

70.  

Reid, H., Hocking, C. & Smythe, E. (2024). Occupational therapy's oversight: How science 

veiled our humanity. Scandinavian journal of occupational therapy, 31(1). 

Restall, G. J. & Egan, M. Y. (2021) Collaborative Relationship-Focused Occupational 

Therapy: Evolving Lexicon and Practice. Canadian Journal of Occupational Therapy 

(1939), 88(3), 220-230.  



177 
 

Roberts, M. E., Hooper, B. R., Wood, W. H. & King, R. M. (2015) An international systematic 

mapping review of fieldwork education in occupational therapy: Revue de mappage 

systématique internationale de la formation clinique en ergothérapie. Canadian Journal of 

Occupational Therapy (1939), 82(2), 106-118.. 

Rodger, S., Fitzgerald, C., Davila, W., Millar, F. & Allison, H. (2011). What makes a quality 

occupational therapy practice placement? Students' and practice educators' 

perspectives. Australian Occupational Therapy Journal, 58(3), 195-202.  

Rodger, S., Thomas, Y., Greber, C., Broadbridge, J., Edwards, A., Newton, J. & Lyons, M. 

(2014). Attributes of excellence in practice educators: The perspectives of Australian 

occupational therapy students. Australian Occupational Therapy Journal, 61(3), 159-167.  

Rodger, S., Turpin, M. & O'Brien, M. (2015) Experiences of academic staff in using threshold 

concepts within a reformed curriculum. Studies in Higher Education, 40(4), 545-560.  

Rodríguez-Martínez, M. D. C., Toledano-González, A., Triviño-Juárez, J.-M., Polonio-López, 

B., Segura-Fragoso, A., López-Martín, O., Cantero-Garlito, P., Rodríguez-Hernández, M., 

Corregidor-Sánchez, A.-I. & Romero-Ayuso, D. (2021) Changes in Resilience in Students of 

Occupational Therapy After Their First Exposure to Practice Placement Education. Frontiers 

in Psychology, 12.  

Rose, G. (2016). Visual Methodologies: An Introduction to Researching with Visual 

Materials. 4th Edition. London: SAGE Publications. 

Sadlo, G. (2016). Threshold concepts for educating people about human engagement in 

occupation: The study of human systems that enable occupation. Journal of Occupational 

Science, 23(4), 496-509.  

Sahar, G., Hossein, B. & Somayyeh, K. (2024). Exploring the Relationship Between 

Educational Theories and Occupational Therapy Studies: A Correlation Analysis of Kolb’s 

Learning Steps, Learning Styles, and Dunn’s Sensory Processing Patterns Among Iranian 

Occupational Therapy Students. Journal of Rehabilitation Sciences and Research, 11(2), 76-

82.  

Salwén, H. (2021). Threshold concepts, obstacles or scientific dead ends? Teaching in 

higher education, 26(1), 36-49.  

Schaber, P., Wilcox, K., Whiteside, A. L., Marsh, L. & Brooks, C. D. (2010). Designing 

Learning Environments to Foster Affective Learning: e Learning. 

Comparison of Classroom to Blended Learning. International Journal for the Scholarship of 

Teaching and Learning, Vol. 4, Number 2, 1-18. 



178 
 

Schmid, T. (2005). Promoting Health Through Creativity. For professionals in health, arts and 

education. London: Whurr Publishers. 

Schon, D. A. (2016). The reflective practitioner: How professionals think in action. Abingdon: 

Routledge. 

Scott. J. (2020) Post Covid-19 in Occupational Therapy. The British Journal of Occupational 

Therapy, 83(10), 607-608.  

Selingo, L., Stoffel, V., Barcelona, M., Lee, D., Massey, M., Panganiban, N., Pink, H., 

Schaller, M., Smith, I., & Smith, Z. (2022). Preliminary Analysis of Virtual Photovoice 

Methods Used in Exploring OT Students’ Lived Experience During the COVID-19 

Pandemic. Unpublished paper presented at the American Association of Occupational 

Therapists. San Antonia, Texas, USA. 

Smith, J. A., Flowers, P. & Larkin, M. (2022). Interpretative Phenomenological Analysis: 

Theory, Method and Research. 2nd edition. Thousand Oaks: SAGE Publications Ltd. 

Stahl, N. A. & King, J. R. (2020) Expanding Approaches for Research: Understanding and 

Using Trustworthiness in Qualitative Research. Journal of Developmental 

Education, 44(1), 26-28. 

Stopford, R. (2021). Threshold concepts and certainty: A critical analysis of 

‘troublesomeness’. Higher education, 82(1), 163-179.  

Taff, S. D. (2021). Philosophy and Occupational Therapy.  Informing Education, Research, 

and Practice. New York: Routledge Taylor Francis Group. 

Taff, S. D., Hooper, B., Gupta, J. & Bilics, A. (2018a) Balancing Efficacy and Effectiveness 

with Philosophy, History, and Theory-Building in Occupational Therapy Education 

Research. The Open Journal of Occupational Therapy, 6(1). 

Taff, S. D., Price, P., Krishnagiri, S., Bilics, A. & Hooper, B. (2018b) Traversing hills and 

valleys: Exploring doing, being, becoming and belonging experiences in teaching and 

studying occupation. Journal of Occupational Science, 25(3), 417-430.  

Tal-Saban, M., Zaguri-Vittenberg, S. & Weintraub, N. (2024). Enhancing professional identity 

of first-year occupational therapy students with the community-academia student tutoring 

program. British Journal of Occupational Therapy, 87(2), 106-114.  

Tanner, B. (2011). Threshold Concepts in Practice Education: Perceptions of Practice 

Educators. The British Journal of Occupational Therapy, 74(9), 427-434.  



179 
 

Taylor, E. (2013). Learning experiences on role-emerging placements: An exploration from 

the students' perspective. Australian Occupational Therapy Journal, 60(6), 427-435. 

Taylor, E. W. & Cranton, P. (2012). The handbook of transformative learning: theory, 

research, and practice. 1st ed. San Francisco: Jossey-Bass. 

Taylor, K. (2024a) Affective Neuroscience and Adult Education. New directions for adult and 

continuing education, 2024(184), 74-81.  

Taylor, K. & Marienau, C. (2016). Facilitating Learning with the Adult Brain in Mind. San 

Francisco, USA: John Wiley & Sons Ltd. 

Taylor, L. (2022). Doing, being and becoming – the synergetic relationship of occupational 

therapy principles and employability. The British Journal of Occupational Therapy, 85(1), 3-4.  

Taylor, L. (2024b) Practice-based placement learning and innovation: Essential for the 

professional identities of tomorrow’s occupational therapists and the future of the 

occupational therapy profession. The British Journal of Occupational Therapy, 87(1), 3-5.  

Thew, M. (2011). Role Emerging Occupational Therapy: Maximising Occupation-Focused 

Practice. Chichester: Wiley-Blackwell. 

Thew, M. (2013). The influence of role emerging placements on employability and career 

path. British Journal of Occupational Therapy, 76, 61-61. 

Thew, M., Cezar da Cruz, D. & Thomas, Y. (2023) Comparing and measuring the practice-

based performance and competence of occupational therapy students between traditional 

and role emerging placements: a retrospective cohort study 

Brazilian Journal of Occupational Therapy. https://doi.org/10.1590/2526-

8910.ctoAO265734672. 

Thew, M., Hargreaves, A. & Cronin-Davis, J. (2008) An evaluation of role-emerging practice 

placement model for a full cohort of occupational therapy students. British Journal of 

Occupational Therapy, 71(8), 348-353.  

Thew, M., Thomas, Y. & Briggs, M. (2018) The impact of a Role Emerging Placement while a 

student occupational therapist, on subsequent qualified employability, practice and career 

path. Australian Occupational Therapy Journal, 65(3), 198-207.  

Thew, M. M. & Harkness, D. (2018). Predictors of practice placement and academic 

outcomes in master’s-level pre-registration occupational therapy students. The British 

Journal of Occupational Therapy, 81(4), 234-242.  

https://doi.org/10.1590/2526-8910.ctoAO265734672.
https://doi.org/10.1590/2526-8910.ctoAO265734672.


180 
 

Thomas, Y. & Penman, M. (2017) Prioritising practice education through 

collaborations. Australian Occupational Therapy Journal, 64(S1), 39-42.  

Tight, M. (2017). Understanding case study research: small scale research with 

meaning. 1st ed. London: SAGE Publications Ltd. 

Towns, E. & Ashby, S. (2014). The influence of practice educators on occupational therapy 

students’ understanding of the practical applications of theoretical knowledge: A 

phenomenological study into student experiences of practice education. Australian 

Occupational Therapy Journal, 61(5), 344-352.  

Trowler, P. (2014). Doing insider research in universities. Lancaster, England: Paul Trowler. 

Turner, A. & Alsop, A. (2015). Unique core skills: Exploring occupational therapists' hidden 

assets. The British Journal of Occupational Therapy, 78(12), 739-749.  

Turner, A. & Knight, J. (2015). A debate on the professional identity of occupational 

therapists. The British Journal of Occupational Therapy, 78(11), 664-673.  

Van Manen, M. & van Manen, M. (2021). Doing Phenomenological Research and 

Writing. Qual Health Res, 31(6), 1069-1082.  

Volkert, A. & Bannigan, K. (2022). The time is now to upscale all placements to a minimum 

of two students. The British Journal of Occupational Therapy, 85(7), 475-476.  

Walder, K., Bissett, M., Molineux, M. & Whiteford, G. (2022) Understanding professional 

identity in occupational therapy: A scoping review. Scandinavian Journal of Occupational 

Therapy, 29(3), 175-198.  

Wilcock, A. & Hocking, C. (2015). An Occupational Perspective of Health. 3rd Edition. New 

York: Routledge. 

Wilding, C. & Whiteford, G. (2005). Phenomenological Research: An Exploration of 

Conceptual, Theoretical, and Practical Issues. OTJR: Occupation, Participation and Health 

25(3), 98 – 104 

Wilson, S (2021) “Occupational therapy students learning related to threshold concepts on     

Technology Enabled Care Services (TECS) practice placements during the COVID-19 

pandemic in the UK” Poster. Royal College of Occupational Therapists 44th Annual 

Conference, 30th June & 1st July 2021. Virtual Online Event 

Wilson, S (2021) “Threshold graphics in occupational therapy: student learning in-between 

threshold concepts and inquiry graphics” Presentation TC2020: 8th Biennial Threshold 

Concepts Conference, 2021, July 7-9, 2021. London & the World. Virtual Event 



181 
 

Wilson, S (2022) "A realist evaluation of role-emerging occupational therapy practice 

placements", Poster. 18th International Congress of the World Federation of Occupational 

Therapists, 27-30 March 2022. Paris, France 

Wilson, S (2024) “Students’ perceptions of learning about occupational therapy threshold 

concepts through images on role-emerging practice placements: a qualitative study”, 

Presentation, Royal College of Occupational Therapists 47th Annual Conference, 12th & 13th 

June 2024, Virtual Online Event.  

Wood, A. (2005) Student Practice Contexts: Changing Face, Changing Place. The British 

Journal of Occupational Therapy, 68(8), 375-378.  

WFOT. (2016) Minimum Standards for the Education of Occupational Therapists. World 

Federation of Occupational Therapists. 

WFOT (2019b) About Occupational Therapy. London. Available at: 

http://www.wfot.org/about/about-occupationaltherapy  

Worsley, R. (2012). Narratives and lively metaphors: Hermeneutics as a way of 

listening. Person-centred & experiential psychotherapies, 11(4), 304-320.  

Yazan, B. (2015). Three Approaches to Case Study Methods in Education: Yin, Merriam, and 

Stake. Qualitative report, 20(2), 134-152.  

Yin, R. K. (2014). Case study research: design and methods. Fifth edition. Los Angeles: 

SAGE. 

http://www.wfot.org/about/about-occupationaltherapy

