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Abstract 

 

This exegesis reports on nine case studies of university-led work-integrated learning 

(WIL) in journalism at Griffith University (GU), undertaken from 2014–2018. While WIL 

has a relatively long history in journalism education in terms of internships and 

cadetships, they have some limitations in terms of access and equity. Students may 

lack the capacity to fulfil the requirements of internships because of disadvantage, the 

number of available placements may be limited and/or students may have varied 

experiences with placements. This exegesis enunciates the varied dimensions and 

faces of a ‘wise practice’ approach to university-led WIL in journalism education and 

addresses the central research questions: What are the dimensions of inclusive, quality 

WIL and what are the challenges to its implementation? 

 
To address these questions, I draw on data from participant observation as well 

as from interviews and focus groups with students, academics and industry partners. 

Each set of data formed a case study. This multiple case study analysis has led me to 

identify three distinct yet interrelated models of university-led WIL in journalism 

education – I have called these Flipped WIL, Event WIL and Purpose WIL. The 

development and delivery of each of the case studies were informed by the teaching 

philosophy of university-led WIL as wise practice, which emphasises context, diversity, 

inclusion and community. University-led WIL occurs within a hybridised space created 

within a university context outside the internship/placement model. Students obtain 

practical experience, usually in conjunction with a professional organisation, and this 

goes beyond simply providing ‘scholarly problematizing by students of their practice 

experiences’ (Cooper and Orrell, 2016, p. 111).  

 

The Flipped WIL case studies comprised scaffolded, practice-based units 

culminating in a capstone unit. Student learning occurred through working as, and 

alongside, industry in a specially configured, university-based multimedia newsroom. In 
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contrast, the Event WIL case studies involved students working collaboratively with 

industry at specific newsworthy events – the G20 Leaders’ Summit in Brisbane, the 

Blues on Broadbeach annual music festival on the Gold Coast and the 2018 

Commonwealth Games, also on the Gold Coast. The Purpose WIL case studies 

engaged with the community around the social issues of domestic violence, refugee 

mental health and disability, with a social justice focus. Each model involved students 

producing relevant multimedia news stories for an authentic news outlet, and building 

skills in analysis, critique, creativity and innovation. The models allowed students 

enrolled in on-campus journalism programs to be prepared for employment in an 

evolving and challenging media landscape because they provided equivalent access to 

what Billett (2002, p. 29) refers to as ‘affordances’, that is, the workplace’s ‘readiness to 

afford opportunities for individuals to engage in work activities’, and ‘engagement’, that 

is, the ‘degree by which individuals wish to engage purposefully in the workplace’.  

 

The affordances offered by industry workplaces were incorporated into the hybrid 

space created by the university-led model described, and were enabled and enhanced 

to produce inclusive, quality WIL when five key dimensions were invoked. These are 

that the WIL experience is university-led, undertaken in a hybrid space, embedded in 

community and sustainable, and recognises and encourages student agency. There 

are, however, challenges to implementing inclusive, quality WIL, including with online 

students, access issues, high academic workloads and a student and industry 

perception about a lack of legitimacy for WIL experiences within the university context.   

This project sets out to provide a timely, engaging, robust and reflexive analysis 

of the development and objectives of the Wise Practice Work-integrated learning 

model in journalism education. Illustrated by the nine case studies, this model has 

potential to serve as a template for other institutions while contributing to journalism 

pedagogy in Australia. The implications of the WIL model discussed here, through the 

testing and analysis of the Flipped WIL model, the Event model and the Purpose WIL 

model, will form the basis for future projects and/or the adoption of similar models 

elsewhere.   
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Chapter 1: Introduction 
 

As is often the case in journalism, the question is not about strict 

rules but about balance and good judgments in everyday work. 

Mirjami Saarinen 

BACKGROUND 

This doctoral project consists of two parts. The first part of the PhD is a 

creative/professional practice element that includes a range of online materials 

produced for the case studies and which I hope will serve as an educational resource 

for WIL coordinators, journalism educators, and students for years to come. The second 

part of the doctorate is a practice-based research project which involves the design, 

implementation and analysis of nine case studies of wise practice work-integrated 

learning (WIL) in the journalism program at Griffith University (GU).  I trust that industry 

coordinators who interact with university-based WIL programs will also find the web 

resources useful. Presented collectively on a purpose-built website about university-led 

WIL as wise practice, the creative professional project presents excerpts from a series 

of interviews with students, academics and industry partners.  

 

1.1 PART 1: CREATIVE PROJECT 

The website is designed with the community of key participants in mind. The 

three key participant groups in university-led WIL are students, academics and industry. 

The website aims to provide brief insights, descriptions of ‘wise practice’ in WIL and 

practical examples of university-led WIL experience. Current students hear what past 

students have said about their WIL experiences, what their key learnings were and how 

to prepare for their internships. Importantly, it allows students to find out what industry 

supervisors and participants find most important in making any internship a success. 
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There are also insights about what professionals are looking for when hiring graduates. 

Journalism academics can explore some of the challenges and benefits of university-led 

WIL. Importantly, the website recognises the important role industry plays in university-

led WIL in journalism education. Industry partners are provided with an insight into 

contemporary journalism education, letting them know what to expect and details about 

some of the experiences students have had, along with opportunities for collaboration.  

 

Also referenced on the creative professional website are two additional websites 

and video materials produced specifically for the Purpose WIL case studies. Each of the 

Purpose WIL case studies were practice-based research projects designed to 

encourage students to engage with and challenge media reporting of social issues 

important at the time. The two purpose-built websites constructed as part of the 

Purpose WIL Case Studies – Project Safe Space (2015), which examined media 

reporting of domestic violence, and Project Open Doors (2017), which focused on 

media reporting of people with a disability – were used to publish student work, as well 

as to raise community awareness around the topic. Each of the two websites 

(projectsafespace.org) and (projectopendoors.org) represents an advocacy journalism 

initiative, bringing together disadvantaged groups, community partners and journalism 

students around a complex and significant social issue. The websites are important 

companion documents to the case studies reported and provide an illustration of the 

way to design and conduct Purpose WIL. Also included is additional material published 

on the websites in the form of resources produced to support Project Safe Space (2015) 

and Project Open Doors (2017). Project Open Doors features a series of video 

interviews with community partners and talent1, and were produced with three purposes 

in mind, firstly to ensure the project websites had content ready for launch, secondly to 

demonstrate the style of reporting I was advocating and finally as a service to the 

community sector.  

 

 

  
 

1 Talent is Australian industry terminology for interviewee, or person being interviewed on air 
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1.2 PART 2: EXEGESIS 
 

The second part of the doctoral project, this exegesis, describes the practitioner 

experience, evaluates the case studies and provides a typology of university-led WIL 

within journalism education and its application in broader practical communication 

programs (for example, public relations). As a practitioner researcher, utilising a 

qualitative research methodology with a multi-method approach that incorporates 

multiple case studies, interviews, focus groups and participant observation I 

investigated student, industry and academic experiences of nine wise practice models 

of university-led WIL in journalism courses I developed and taught between 2013 and 

2018.  
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1.3 RESEARCH QUESTION 
 

The research questions I have investigated are: What are the characteristics of 

inclusive, quality work-integrated learning? And, what are the challenges to its 

implementation?  Both the creative project and exegesis are embedded in the 

scholarship on journalism education. This is a field that has been defined by an ongoing 

and contested debate about ‘theory/practice “issues”’ (Greenberg, 2007, p. 292). As 

Deuze (2006, p. 22) rightly claims, this global debate has often relied upon ‘rather 

essentialist self-perceptions of both industry and academy’. In the USA, Skinner, 

Gasher and Compton (2001, p. 341) characterise the argument as being between 

‘those who advocate a singular focus on vocational training, and those who would have 

journalism students follow a much broader program of study based in the liberal arts’. In 

Canada, Edge (2004) explains that the dispute mobilises around whether to focus on 

‘skills training’ or ‘more conceptual coursework’ (p. 182). Providing a perspective in the 

context of the UK, Cushion (2007, p. 421) writes that the question is whether journalism 

is best learnt ‘on the beat’ or ‘in the classroom’. In Hong Kong, Du and Lo (2014, p. 416) 

define the problem as ‘the practice–education gap’ in journalism. Hirst (2011, p. 88) 

sums up the issue in Australian and New Zealand as the problem of ‘having to serve 

both an academic and an industry master’.  This project seeks to provide a response to 

this debate, while identifying inclusive quality WIL.  Through the multi-faceted and multi-

media scope of the project, it seeks to problematise the singular and uniform approach 

to journalism education, while ensuring the fundamental skills and practices are 

attained, such as researching, interviewing, writing and editing across the traditional 

genres. 

  
My interest and motivation around this project lies in the tensions between theory 

and practice in journalism education and stems from my own experiences, in both 

industry and the academy. When I first started work at Griffith University as a sessional 

teacher in journalism in 2010, I was also employed full-time as a senior producer at a 

state-wide morning program with Fairfax Radio. Prior to that, I had worked part-time as 

an executive producer on the independent radio news and current affairs program The 
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Wire. I had a twenty-year career as a working journalist in print, radio and television, 

and as a print and broadcast Media Centre Director in Tokyo, so I was already familiar 

with the debates about whether journalism education would be better situated in the 

classroom or in the newsroom, and whether emphasis should be on practical or 

theoretical aspects (Deuze, 2006). My own training as a journalist had originally been 

‘on the job’, but I had also cemented my knowledge with undergraduate and 

postgraduate degrees in media and communication studies, along with law and 

business degrees, from Australian universities. I had performed many different 

professional roles as a writer, director and producer, and been employed by both public 

and private media companies. I had also held senior management roles, employing and 

mentoring early-career journalists.  

 

One of the first classes I taught as a sessional academic was the journalism 

internship program. This involved a four-week preparatory lecture series for students, 

80 hours of a placement, a critical reflection and a reflective group discussion at the end 

of the semester. In 2011 I taught the broadcast stream of the news production course at 

Griffith. I worked with a small group of students who were interested in television and 

who, as part of their assessment, produced video packages. The students were 

encouraged to source and produce timely news stories to the standard of a mainstream 

broadcaster. I used this same model throughout 2012 as I continued working as a 

sessional academic, teaching in different broadcast journalism production courses, 

while employed full-time as a producer at 4BC, a local AM radio station specialising in 

talkback programs. When a dedicated, fully equipped newsroom was established at 

Griffith in 2013, I saw a chance to extend the opportunities we were giving to aspiring 

journalists by requiring them to produce and broadcast real news and current affairs 

content live. I also saw this as an opportunity to explore the role authentic university-led 

WIL (or workplace learning) had in preparing graduates for careers in journalism, media 

production and/or communication roles. I define inclusive university-led WIL in Chapter 

7 of this exegesis (see p. 192), however, it is helpful to clarify what is meant by 

authentic university-led WIL as it forms the basis of each of the case studies.  This does 

not imply that other university-led WIL experiences are not ‘authentic’ if they don’t 
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include all of these factors, but in this context ‘authentic’ means these experiences are 

real-world reporting engagements, that are comprehensive, and encompassing all 

aspects of the reporting experience. The element of authenticity as it applies in this 

context is the authentic nature of the reporting as opposed to simulations, student 

reporting for student run publications or other forms of WIL in journalism education.  

Specifically, the ‘authentic’ elements relate to the kind of news and affairs content the 

students are producing and the accessibility to audiences that are likely to consume that 

content beyond the University community.  

 

Authentic university-led WIL is defined, in a journalism context, within this 

research project as: 

• practical journalism experiences;  

• centred around actual production of timely news and current affairs 

content in line with contemporary news values;  

• for publication on platforms accessible and able to be consumed by 

audiences that extend beyond the University communities; 

• led and facilitated by university academic staff;  

• incorporating industry and/or community partners; 

• where students critically engage with the practice of journalismwhile 

undergoing journalism training,  

• reflectively debrief about that experience; and  

produce a portfolio of published work as evidence of that experience.   

1.3.1 Aim of the study 

 

I originally designed the practice-based case studies around investigating student 

perceptions of participating in authentic on-campus WIL. Here the students would be 

learning journalism and media production skills in a hybrid classroom/newsroom 

compared to a workplace setting (e.g. during an internship) in the on-campus newsroom 

through their participation in broadcast journalism and online news production units. 

While the exegesis would canvass the relevant scholarly literature around WIL, teaching 
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and learning, multiplatform media production and technological convergence, I would 

also include critical analysis of data from videotaped interviews with key people 

(academics, journalists, content producers and managers) and student participants. 

This would enable me to make sense of students’ experiences. I changed the format 

and structure of the courses from the traditional lecture/tutorial format to replicate daily 

newsroom operations. In redesigning the instruction and delivery of the three media 

production courses for each of the case studies, I began developing a scaffolded model 

of university-led WIL journalism education incorporating the models of inclusive, 

authentic WIL. I purposely sought to move beyond Lester’s (2015) criticism that doing a 

‘kind-of-journalism from the confines of a university’ (p. 186) was not the way to gain 

journalism skills and knowledge because the training was ‘removed from the conditions, 

pressures and experiences’ of a real newsroom (p. 180) by including those ‘conditions, 

pressures and experiences’. I believed this hybridised space was where real change 

could occur – training the next generation of journalists, content-makers and editors.  

 
 

1.3.2 Rational 

 
At the same time as I looked to strengthen the work-readiness of Griffith journalism 

graduates through my teaching and bring my extensive industry experience into the 

classroom, I decided to commence a doctorate. I was aware that what I was doing at 

Griffith was not common across journalism schools at the time, and therefore I wanted 

to ensure it was documented and evaluated.  In addition, WIL in journalism education at 

the time was a particularly contested space. This seemed to be particularly critical given 

that my candidature has coincided with the increased adoption of WIL in higher 

education programs throughout the world (Billett and Choy, 2013). Across a disparate 

array of disciplines and universities, efforts had begun to ‘integrate theory with the 

practice of work within a purposefully designed curriculum’ (Patrick, Peach and 

Pocknee, 2009, p. 9).  
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Identified by Patrick, Peach, Pocknee (2009), WIL is an ‘umbrella term for a 

range of approaches and strategies that integrate theory with the practice of work within 

a purposefully designed curriculum’ (WIL Report, 2009, p. 9). Student experiences 

range from simulations occurring within a classroom to fully embedded internships and 

placements within a workplace for academic credit. WIL is distinct from work experience 

placements (WEP, WEXP). WEP and WEXP activities are student placements or work 

experience that do not qualify for academic credit and do not include ongoing academic 

supervision. As interest has grown in the discipline of WIL in Australia, both academics 

and employers are increasingly adopting creative and innovative approaches to 

integrating theory and practice within the curriculum to ensure students have 

opportunities to develop competency and meet the work-readiness demands placed by 

employers on graduates (BIHECC, 2007). Further, the increasing body of literature 

around WIL highlights opportunities for journalism researchers to respond to Lester’s 

commentary dismissing journalism practice within the academe as not contributing to 

discovery of ‘new knowledge and ways of understanding’ simply because it relates to 

the practice of journalism by soon-to-graduate students (2015, p. 182). In this exegesis I 

therefore report on nine case studies of WIL in journalism undertaken from 2014–2018. 

The nine case studies are grouped into three different models of university-led WIL in 

journalism and this research identifies these three models as Flipped WIL, Event WIL 

and Purpose WIL. The case studies in each model of WIL were scaffolded to support 

progressive learning through the curriculum to guide students’ development from novice 

through to expert (Stupans and Owen, 2009).  

 

WIL has a relatively long history in journalism education in the form of internships 

and placements (Forde and Meadows, 2011). Simulations, student publications, 

university publications and broadcasts have also featured to varying degrees within 

journalism programs across institutions in Australia, and may be available outside the 

degree program and involve student volunteers or be for academic credit. However, the 

WIL case studies I present in this exegesis differ in a number of key respects. Critically, 

they were designed to be inclusive of all students and to offer a quality experience to 

the majority, rather than a selection of the cohort. While the internship program serviced 
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the majority of students, not all students were offered journalism placements and not all 

students were offered placements providing an extensive range of news media 

experience. This is a key issue for all WIL programs (Cooper, Orrell and Bowden, 

2010), particularly given the massification of higher education throughout the world 

(Guri-Rosenblit, Sebkova and Teichler, 2007), but has particular ramifications for Griffith 

University. Griffith has a strong commitment to encouraging ‘the aspirations of low 

socio-economic and other equity-background students’ (GU Annual Report, 2017, p. 

47), offering a variety of programs that include ‘mentoring and on-campus activities’ (GU 

Annual Report, 2017, p. 49). 

 

The focus on inclusion in the WIL models I document here is tied to my broader 

teaching philosophy of wise practice. In the following section I overview this philosophy, 

highlighting its key dimensions. 

1.4 FRAMING THE STUDY: WISE PRACTICE 

 
This project is informed by the concept of ‘wise practice’. Unfortunately, as Riley, Wildon 

and Fogg (2000, p. 361) observe, defining wise practice in teaching can be ‘elusive’, as 

too frequently researchers have reported on wise practice in classrooms but have not 

‘explicitly’ detailed its meaning. Often discussions around the concept begin with 

reference to the more widely known notion of ‘best practice’. As Druery, McCormack, 

and Murphy (2013) observe, ‘best practice’ emerged in the 1970s from the 

manufacturing sector’s concern with benchmarking, but has subsequently become 

vocabulary engaged across a wide range of fields. Indeed, according to Vettoretto 

(2009, p.1068), ‘perhaps no other policy instrument has been so widely accepted by 

policy-makers and practitioners’. 



	 10 

 

Despite its extraordinary diffusion, the idea of ‘best practice’ has been subject to 

considerable criticism. According to UNESCO (2002), the problem with best practice is 

that while it is ‘laudable, it is often not achievable or desirable’ (p. 51). Adding to this 

critique, Davis (1997) argues that best practice is problematic in its singularity. He 

writes, ‘best practices are never contextualized, and individuals portrayed as best-

practitioners are always exemplary individuals’ (Davis, 1997, p. 2). Adding to this view, 

Druery et al. (2013, p. 11) caution that inherent to best practice is the assumption that 

‘there is some universal yardstick’. Alternatively, as Stojanovic, Ballinger and Lalwani 

(2004, p. 277) reflect, ‘there are many different perspectives on “success”.’ Goodfellow 

(2001, p. 4) reminds us of the temporal specificity of ‘best practice,’ arguing that what is 

considered ‘best’ is ‘transitory’ and should be viewed as ‘evolving’. Collectively, these 

authors contend that what is labelled ‘best practice’ is often no more than a theoretical 

possibility, as it does not necessarily address all the constraints on implementation 

which may be specific to the context. As such, from Davis’s (1997, p. 92) perspective, 

one of the most negative ‘cardinal principles’ of best practice is that it ‘diverts attention 

from the practical to the theoretical’.  I address the suitability of wise practice as a 

framework in greater detail within in the literature review (see page 20), however I have 

used a Wise Practice approach to drive my practice and to enrich my analysis of the 

findings from this body of research 

 

Given my interest in designing WIL journalism models that are inclusive of all 

students, I was drawn to wise practice because, as a teaching philosophy, it gives 

importance to questions of equity and access. As such, I position a wise practice 

framework as one that incorporates contextual understanding and knowledge of 

different ways of communicating, acceptance of different knowledges and identities, and 

consideration of issues of access and lived experiences. The congruence between wise 

practice and dimensions of quality WIL such as collaboration, participation, 

empowerment and transformative change (Petrucka et al., 2016; Sachs, Rowe and 

Wilson, 2016; Schonell and Macklin, 2018) also rendered it an effective epistemology to 
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guide the development and delivery of the models of WIL journalism I report on in this 

exegesis.  

 

Adopting a wise practice approach to university-led WIL is centred around the 

maximum range of affordances being offered to all students enrolled in an on-campus 

journalism program regardless of socio-economic background, individual ability, level of 

confidence and personal presentation, in acknowledging and recognising different ways 

of sharing knowledge. As opposed to ‘best practices [never being] contextualized’ 

(Davis, 1997, p. 2), a wise practice approach to journalism education is multifaceted and 

aims to contextualise the learning experience for the individual student, the industry and 

the community, with inclusion and equity playing major roles. The approach also 

attempts to offer a range of affordances to students unable to access the physical 

campus spaces and those enrolled in online programs. Students unable to access the 

campus newsroom (online students, those with mental health issues or physical access 

issues) are still able to engage by incorporating industry practices around using remote 

reporters such as freelancers, stringers and foreign correspondents. 

 

1.5 PRECIS OF THE CREATIVE PROJECT 

The different elements constituting the creative component of my doctorate have been 

collated on a website (faithvalenciaforrester.com). Collectively they extend the 

research on the nine WIL case studies presented in this exegesis. The website is the 

practical expression of the three models of university-led WIL examined within this 

project. A website was chosen to be the physical creative representation of the whole of 

the project due to its functional ability to house and showcase the variety of media. It 

was also chosen because its construction, use of media and presentation create a 

representation of the hybridised space where theory and practice intersect. Media 

content (images, videos and text) are presented in short ‘bites’ in line with the media-

consumption habits of a student audience, time-poor academics and engaged industry.  
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The testimonial style format I adopted for the short video clips is intended to offer 

a view on WIL from the perspectives of different stakeholders – students, industry and 

academics. Including the video clips from the interviews brought concepts arising from 

the interviews to life and allowed students to hear directly from industry in short, easy-

to-consume clips. The industry and student interviews have been designed to be utilised 

as a learning and teaching tool, incorporated within a flipped classroom model where 

students can engage with them in their own time and place (Herried and Shiller, 2013, 

p. 62) in order to prepare for a WIL experience in journalism. Students may also find it 

beneficial to watch employer and academic interviews in order to contextualise their 

WIL experience. Industry partner videos, along with student and academic videos, offer 

content that targets industry audiences as a means to encourage further industry 

engagement in university-based WIL programs. While successful WIL is premised on 

industry engagement, research demonstrates that employers may lack knowledge 

about WIL and its benefits (Department of Industry, 2014). The videos I have produced 

are designed to be a useful tool in addressing these issues. Similarly, academic 

audiences may be encouraged to more fully engage with WIL as a result of viewing the 

videos of all three types of stakeholders, given that equivalent problems beset WIL in 

terms of a lack of knowledge and acceptance within the higher education sector (Billett, 

2009; Parker, 2005).  

 

On arriving at the creative/professional project website, visitors are presented 

with a brief overview of what the website is about, how to navigate the website and what 

university-led WIL as wise practice in journalism education is. This serves to 

contextualise their engagement with the website. Visitors can scroll down the home 

page through the sections: Teaching philosophy; Exploring university-led WIL (including 

links to interviews and body of work); Project typology; Essential elements of university-

led WIL; and Brief insights, to a description of each of the models and Case studies, or 

they can navigate to the different elements via links located in tabs on the top menu.  

 

Navigating along the top menu of the website, the Projects dropdown menu 

takes visitors to the first element of the creative project. A collection of interview 
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artefacts and videos form the body of work depicting the whole of the project. Also 

accessed by scrolling down the home page, the content is collated and presented 

graphically in the Exploring university-led WIL section. This element of the 

creative/professional project presents a collection of insights from industry, academics 

and students, and examples of work produced as part of the project.  

 

A description of each case study documented in Chapters 4, 5 and 6 can be 

accessed from the top menu using the University-led WIL dropdown menu. The case 

study/model descriptions are grouped according to the different university-led WIL 

models and can also be accessed on the website by scrolling to the bottom of the home 

page. The overviews of the case studies provide an accessible and concise summary of 

the principles, processes and outcomes of the different case studies of university-led 

journalism WIL: Flipped WIL, Event WIL and Purpose WIL. Also included in this part of 

the creative project are quick-reference ‘how to’ overviews of each WIL model 

(Appendices A–C). These are accessed through the Connect link, where visitors can 

request to get in contact for more information. This strategy was incorporated as a way 

to further build a community of practice. The case studies will be of use to interested 

journalism educators, as well as other WIL academics interested in innovative and 

inclusive models of practice.  

 

The second element of the creative project is available by scrolling to Project 

typology on the home page. Project typology is a quick-reference guide comparing the 

three models of university-led WIL. Underneath is a description of the essential 

elements of university-led WIL and the individual components included in each of the 

WIL models. These are: Student-centred design, Induction, Authentic experience and 

Reflective debrief.  

  

Included within the whole of the creative project are two purpose-built websites 

constructed as part of two of the Purpose WIL case studies – Project Safe Space 

(2015), which examined domestic violence, and Project Open Doors (2017), which 

focused on people with a disability. These two websites – the design and content of 



	 14 

which were guided by me and constructed by an outside agency – were used to publish 

student work, demonstrate informed reporting practice and raise community awareness 

about the topics.  

 

The central website has links to these two websites (projectsafespace.org) and 

(projectopendoors.org). Each of the project websites represents an advocacy journalism 

initiative, bringing together disadvantaged groups, community partners and journalism 

students around a complex and significant social issue. The websites are important 

companion documents to the case studies reported in Chapter 6 and provide an 

illustration of the way to design and conduct Purpose WIL. Also included is additional 

material published on the websites in the form of resources produced to support Project 

Safe Space and Project Open Doors. These support resources include a series of video 

interviews with community partners and talent, and were produced with three purposes 

in mind: firstly to ensure the project websites had content ready for launch; secondly to 

demonstrate the style of reporting I was advocating; and finally as a service to the 

community sector. 

 

The final element of the creative project presented on the website and included in 

the Exploring university-led WIL section is a series of excerpts from video interviews 

with industry professionals, academics and students past and present entitled Insights. 

While the mini clips featuring industry partners and academics are in a straight current 

affair style format, the student interviews are interspaced with segments of footage from 

the project case studies. The student-themed videos also include advice from past 

students and students who have graduated and are working as journalists, and tips for 

students wanting to make the most of their WIL experiences.  

 

1.5.1 Qualitative research framework  

 

Incorporating a practice-led qualitative research methodology allowed me to gain an in-

depth understanding about each of the nine case studies and their value as models for 
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inclusive journalism education. As a creative practitioner researcher, I was able to 

evaluate the effectiveness of the models I was conceptualising and implementing 

through a collective case study and participatory action research methodology. 

Documenting my reflections and gathering student, academic and industry insights that 

I was then able to curate and present within the website allowed for real-time thinking in 

action. Candy (2006) describes this process as: 

personal frameworks that are continually being renewed, transformed 
and even abandoned as a result of their experiences with new works. 
The making process provides opportunities for reflection and 
evaluation but, interestingly, in a departure from traditional forms of 
research where research questions are established in advance, new 
questions arise during the process of making works. 

 

Writing the exegesis and creating materials for the website allowed for a greater 

contextual understanding of each of the case studies in my practitioner researcher role 

through reflection-in-action (Schön, 1983). The typology of university-led WIL models 

presented on the accompanying website creatively presents each of the case studies 

and the models, but also provides a summary and interpretation of the insights gained 

through the practice-led research. 

1.6 SIGNIFICANCE 

This project has both theoretical and practical significance. The theoretical contribution 

centres around using wise practice theory as an umbrella concept to drive/guide future 

WIL programs. Most critical in this regard is wise practice’s focus on equity and 

inclusion. These have been issues of concern across the general literature on WIL. In a 

scan of WIL programs at Australian universities, Orrell (2011), for example, reports that 

there were few examples of projects directed at ensuring participation in WIL for all 

students. As WIL has gained currency, there is increasing concern that already 

disadvantaged students will be doubly disadvantaged unless equity concerns are 

prioritised (Patrick et al., 2008). For example, they may struggle to secure time away 

from paid work or meet travel costs to participate in unpaid compulsory WIL. Concerns 

about equity in WIL have also been voiced in the journalism education literature, with 

Johnston and Bishop (2012) pointing out the limited opportunities available for student 
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journalists to spend time with broadcast media organisations. Further, students who are 

assigned to the same organisation may not ‘experience the same conditions’ (Sturre, 

Keele, Treuer, Moss, Mcleod and Macfarlane, 2012, p. 235). While the journalism 

internship program at Griffith University was designed to allow students to complete 

internships in blocks or one or two days per week, placement opportunities with 

mainstream online and broadcast media were limited and not shared equally among the 

cohort. Often the more proficient students would be offered a position with both a 

broadcaster and a print media outlet. Under this model, the majority of students miss 

out on valuable experience gained within contemporary newsrooms.  

 

While scholars note the increased visibility of WIL in higher education and in the 

academic literature, they also acknowledge that gaps exist in current knowledge, which 

this exegesis addresses. Orrell (2011) writes of the need for further studies into 

‘emerging and innovative practice’. Elsewhere, Zegwaard and Coll (2013, p. 19) note 

that while ‘integration’ is repeatedly emphasised as instrumental to WIL, there is 

‘uncertainty’ on what the term means and how this can be achieved. As with Orrell 

(2011), they call for further research to illuminate quality WIL models that are integrated 

and pedagogically advanced. 

 

More specifically, this project is also significant in that it contributes to knowledge 

about journalism education. As Deuze (2006, p. 19) argues, the ‘training of journalists is 

a subject much debated – but only rarely researched’. Importantly, this doctorate adds 

to knowledge about journalism education at a fraught time in the media. Factors such as 

the rise of social media, declining advertising revenues for traditional media and the 

concentration of media ownership have resulted in a dramatically reconfigured media 

landscape, which, in turn, has seen a significant reduction in quality employment 

opportunities for journalists (Hirst; 2010; Wahl-Jorgensen et al., 2016). Social media 

and smaller newsrooms mean today’s journalist needs to ‘build their brand’ in media 

markets (Cowgill, 2014). Today the knowledge and skills bases of journalists have 

expanded to include not only photojournalism and desktop publishing, but those of an 

entrepreneur (Mensing and Ryfe, 2013). As the key competencies required of 
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journalists expand and as news industries across the Western world experience a slow 

decline (Compton and Benedetti, 2010; Macnamara, 2016), it is a vital time to be 

examining how best to educate beginning journalists and media content producers. 

 

Finally, there is a very significant policy imperative for this thesis. In 2014 key 

industry and tertiary representatives groups in Australia agreed upon a ‘statement of 

intent’ around WIL (BCA, 2014). Key signatories such as Universities Australia, the 

Business Council of Australia, the Australian Chamber of Commerce and Industry, the 

Australian Industry Group and the Australian Collaborative Education Network Limited 

committed to collaborating to raise the profile of WIL, disseminating best practice in 

relation to WIL, supporting research on WIL and building the knowledge base on WIL. 

This exegesis is significant in that it contributes to this policy agenda. 
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1.7 OVERVIEW OF EXEGESIS 

Following this introductory chapter is a review of the literature. The review is undertaken 

in two parts, beginning with a section on research about WIL. Lester and Costley (2010, 

p. 570) argue that today WIL is distinct ‘as a field of study in its own right,’ not simply 

viewed as a ‘mode of learning within an academic or professional discipline’. In mapping 

this field, I address definitional issues, theoretical debates, dimensions of practice, 

benefits and challenges. In the second part of the literature review, I address the 

growing body of research on journalism WIL, highlighting the features of the models of 

WIL that have been utilised by journalism educators.  

 

Chapter 3 provides an overview of the methodology informing the study. The 

strengths of case study methodology are outlined and the different methods used to 

collect data within each of the case studies are described. Across the nine case studies, 

I undertook 77 interviews: 46 interviews with students, eight with students now working 

as journalists, 15 with industry personnel and eight with academic staff. I also convened 

seven focus groups with a total of 54 participants, of whom 48 were students, four were 

academics and two were industry partners. In addition to this data, given my dual roles 

as practitioner and researcher, I also incorporated participant observation for each case 

study. How the data was analysed, the strategies implemented to facilitate data 

trustworthiness and ethical issues are also addressed in Chapter 3.  

 

The chapters after the methodological discussion begin the presentation of the 

key findings from this study. Chapters 4, 5 and 6 present the three different WIL models. 

Each of the models is enunciated through my experience designing, developing and 

delivering these models of university-led WIL as wise practice in journalism education. 

Chapter 4 focuses on Flipped WIL. These are a series of scaffolded journalism units 

culminating in a capstone course. Radio Journalism (2014), Television Journalism 

(2015) and News Production (2016) are the three scaffolded units that flip the traditional 

internship placement model by bringing industry into the classroom. These were more 

than guest lectures or industry tutors – the on-campus classroom became the 
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newsroom and students produced timely, authentic news and current affairs of the day 

in line with mainstream media.  

 

In Chapter 5, I present three case studies of Event WIL. These are the G20 

Leaders’ Summit (2014), Blues on Broadbeach (2017) and the Commonwealth Games 

(2018). Unlike Flipped WIL, Event WIL generally occurs outside of the newsroom 

classroom. Industry partners share a hybrid industry/academic/student newsroom 

space. Along with partnerships, key dimensions of Event WIL are a structured and 

detailed induction, and leveraging of opportunities prior to the event to elicit additional 

WIL experiences for students. Key elements of the Event WIL model are the level of 

industry engagement and the extent to which these newsrooms are integrated. 

 

In the final data chapter I report on the Purpose WIL model, which involves 

students working with the broader community on a complex and relevant social issue. 

The Purpose WIL model serves two purposes: providing all students with an opportunity 

to critically engage with specialist journalism reporting; and providing a voice and 

visibility for marginalised groups not often represented, or represented well, in 

mainstream media. The first case study, which examined domestic violence and is 

entitled Project Safe Space, was undertaken in 2015. The second case study, Mental 

Health and Refugees, was done in 2016 and the third case study, named Project Open 

Doors because of its focus on disability, was completed in 2017.  

 

In Chapter 7 I review the three models of university-led WIL as a wise practice 

framework for inclusive quality WIL, followed by a summary of their points of difference, 

and a suggestion for a brief definition. The final portion of the chapter considers the 

models in relation to how they build employability, their wider application within other 

disciplines and concludes with a detailed discussion about challenges to 

implementation. 

 

In the concluding chapter, I return to the research question posed in this 

introduction and address it through cross-case analysis. I argue that the typology of 
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university-led WIL models presented allows all students in on-campus programs to be 

prepared for employment in an evolving and challenging media landscape. These 

models can be adapted and extended to account for online students. All models involve 

students producing relevant multimedia news stories for an authentic news outlet and 

building skills in analysis, critique, creativity and innovation so that they are prepared for 

work in an evolving and dynamic media environment. The models are inclusive of all 

students because they provide equivalent access to what Billett (2001, p. 209) refers to 

as ‘affordances’, that is, ‘the workplace’s readiness to afford opportunities for individuals 

to engage in work activities’ while recognising students’ agency to engage. These 

affordances are enabled, enhanced and sustained by meaningful industry and 

community partnerships and by a very significant contribution of labour by the 

academic/WIL practitioner. The latter is largely invisible in terms of current academic 

workload models. In drawing the exegesis to a close, I acknowledge the limitations of 

this research and point to areas requiring future research. 

  



	 21 

CHAPTER SUMMARY 

This chapter has identified the research question informing the creative project and this 

exegesis: What are the dimensions of inclusive, quality WIL and what are the 

challenges to its implementation? This introduction has explained that the practice 

element of my doctorate involved developing and implementing nine case studies of 

WIL informed by wise practice, while the research element required evaluation of them 

in the context of both wise practice theory and research literature about the emerging 

field of WIL. This is the task of my exegesis. 
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Chapter 2: Literature Review 

INTRODUCTION 

This literature review is divided into three sections. In the first section, I provide an 

overview of wise practice as an overarching framework for the study.  In the second 

section, I introduce the dynamic and growing body of scholarship on WIL in higher 

education. I detail the contestations around defining and theorising WIL by discussing 

the notion of ‘experiential learning’. Following this, I consider the key elements which 

constitute effective WIL, before outlining the benefits and challenges. The second part 

of the literature review focuses on more specific research on WIL and journalism. This 

chapter reviews studies of journalism internships and presents an overview of models of 

WIL in journalism such as the hospital model, pop-up newsrooms, simulations, projects 

involving an indigenous focus and international mobility.  A review of existing models of 

WIL in journalism education is important because the shrinking newsrooms and 

changing media landscapes has shifted responsibility onto journalism programmes for 

delivering practical experiences. The key point arising emerging from this review of the 

literature suggests that despite the limitations of work-integrated learning in journalism 

education, it serves as a highly effective connector between the classroom and the 

newsroom and, with that has numerous potential configurations 
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2.1 WISE PRACTICE 

Wise practice is difficult to define because of its very character. It cannot be 

encapsulated in a single template because, as Davis (1997) states, it is, by its very 

nature, ‘idiosyncratic, contextual, textured and probably inconsistent, it is not 

standardised or off the shelf’ (p. 4). In an attempt to explain its multidimensionality, Fish 

and Coles (1998) draw on the metaphor of an iceberg, with the one-third visible 

representing our actions and what is not seen as the hidden complex learning, decision-

making and reflection underpinning the activities underneath, while Higgs and Tichen 

(2007) attempt to represent ideas around practice and wisdom through a variety of 

overlaying tiled concepts.  

 

According to Wineburg and Wilson (1988, p. 50), the definitional difficulty 

surrounding wise practice is aggravated by the fact that what constitutes wise practice 

rarely ‘finds its way into the professional literature, remaining instead in the minds of 

good teachers’. On this basis, the authors document the approaches and characteristics 

of two experienced high school history teachers. They detail the teachers’ extensive 

knowledge of the subject matter, enthusiasm about the topic of enquiry, adoption of 

different teaching strategies, emphasis on teaching critical and analytical thinking via 

research, debate and discussion, and engagement with a wide range of source 

material. In this respect, they seek to illuminate the often tacit and unstated 

‘professional knowledge base of teaching’ that informs being a ‘wise practitioner’ 

(Wineburg and Wilson, 1988, p. 58).  

 

In an editorial introduction to a collection about wise practice in teaching, Yeager 

and Davis (2005) draw together data from different case studies on the subject to 

identify the core principles of the approach. They claim that wise practice is embedded 

in content knowledge, enthusiasm, inclusion and collaboration, and critical and 

analytical thinking. These dimensions of wise practice are highlighted in a case study of 

two Alabama social science teachers by Riley et al. (2000). The authors identify 

collaborating with students as partners in teaching and learning, adopting creative and 

innovative approaches to curriculum and pedagogy, and attending to inclusivity as 
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indicative of wise practice. Similarly, Quinn and Ethridge’s (2006) evaluation of a 

successful charter school for primary school studies in Florida reports that a wise school 

is student-centred, democratic and service-oriented. It values the autonomy of teachers 

and students, encourages partnerships and prioritises enquiry-based learning.  

 

In illuminating the different dimensions of wise practice, Yeager and Davis (2005) 

pay particular attention to context and diversity. Tyson (2015) sums up this claim, 

writing that as a first premise wise practice is ‘situational, local and context-bound’, 

while Davis (1997) states that ‘wise practices are always situated thoroughly in their 

context’(np). Context is also embedded in the definition of wise practice mobilised by 

Petrucka, Bickford, Bassendowski, Goodwill, Wajunta, Yuzicappi, Yuzicappi, Hackett, 

Jeffery and Rauliuk (2016) in participatory action research involving aboriginal youth 

and elders in Canada. They state: 

Within this project, we understood “wise” practices to be those which are 
inclusive, locally relevant, sustainable, respectful, flexible, pragmatic, and 
encompassing all worldviews, and which consider historical, societal, cultural and 
environmental factors (2016, p. 181).  

 

Because it is context-specific, wise practice demands a diversity of pedagogical 

approaches. Wesley-Esquimaux and Calliou (2010) suggest that wise practice 

legitimises and recognises non-Western methods of receiving and sharing knowledge, 

and accommodates and makes allowances for differences (cultures, identity, learning 

styles, abilities) within individuals as part of the collective. Wescott (2002, p. 565) takes 

up this idea in applying wise practice to collaborating for better coastal management, 

stating that ‘the greatest strength in a wise practice approach is the ability to recognise 

that there is a difference between best practice and the compromises needed in the real 

world which leads to wise practice’. Expanding on this theme, Higgs (2012) posits wise 

practice as an appropriate approach to a rounded and more useful approach to 

education as it requires drawing ‘on multiple perspectives and many answers’ (p. 75). 

Notably, Riley et al. (2000) find that wise practice is fostered by a school culture that 

affords teachers autonomy and flexibility, and promotes collegiality and innovation. At 

the same time, they explain that embracing wise practice requires ‘commitment, 
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creativity, reflection and openness to challenge’ from educators (Riley et al., 2000, p. 

366). Wise practice in journalism WIL, therefore, is premised on notions of universal 

design, equity and inclusion. A wise practice approach to university-led WIL projects 

provides an enhanced experience that moves beyond on-campus simulations to allow 

for ‘complex learning and knowledge transfer into real-world contexts’ (Shin et al., 

2014). It provides for a contextual understanding of a variety of world views and 

experiences, including the practices and methods of First Peoples, different cultural 

traditions and differing beliefs and identities, and highlights consideration of issues of 

access and lived experiences. 

 

This range in the scope of what constitutes wise practice is one of the ways wise 

practice has relevant application in the way journalism is taught in an on-campus 

journalism education context. Yeager (2000) asserts wise practice focuses on the 

‘extraordinary’ while ‘engaging students’ through ‘critical thinking, interpretation and 

analysis’ and generating ‘excitement about the content’. Adopting a wise practice model 

would appear to allow for the very idiosyncratic contextual and inconsistent manner of 

news production. By flipping the traditional work placement model and bringing industry 

into the classroom, it allows the student to learn directly from those who ‘possess 

wisdom of practice’ (Davis, 1997). This approach is not without critique or challenge in 

relation to contemporary media practice. By integrating social justice media reporting 

projects through the Purpose WIL projects (see Chapter 6), my students were 

encouraged to critique existing methods of media content production. 
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2.2 WORK-INTEGRATED LEARNING 

Numerous studies of WIL begin by referencing the fact that it is a term that is difficult to 

define. This is made more problematic by the fact that, while the term is increasingly 

engaged in academic environments in Australia, it is little used or understood across 

industry (Department of Industry, 2014). Orrell (2011, p. 5) aptly writes that WIL is a 

‘chameleon term’ involving numerous disciplines and incorporating multiple processes. 

Jackson, Rowbottom, Ferns and McLaren (2017, p. 36) explain that it is common to see 

terms such as ‘experiential learning’, ‘work-based learning’, ‘professional learning’ and 

‘cooperative education’ used synonymously in referencing WIL. Indeed, Fleming and 

Haigh (2017, p.198) assert that even within a single higher education institution, 

different terms for WIL ‘will be used interchangeably and interpreted differently’. 

 

Zegwaard and Coll (2011, p. 18) make an equivalent observation about the 

swappable terminology in the WIL literature and note that nomenclature around WIL has 

shifted over time so today there is a ‘proliferation of terms’ and ‘little shared agreement 

on the meaning of these terms’, which include: 

Work-based learning, workplace learning, professional training, industry engaged 
learning, career and technical education, internships, collaborative education, 
experiential education, experience learning, industry-based learning, vocational 
education and training, fieldwork education, service learning, community-based 
learning, practicum, and work exchanges. 

 

In a similar observation, Warren (2014) says that traditionally WIL was narrowly 

equated with placing higher education students in industry for periods of time. While 

some academics may continue to view WIL as such (Martin, Rees, Edwards, Paku and 

Levina, 2012), today this placement-focused model is just one of many incarnations of 

WIL, necessitating a broader definition of the term. Jackson (2013) also cautions 

against reductive definitions of WIL that equate it simply with a single program such as 

an internship. She suggests that the definition needs to be inclusive of other forms of 

WIL such as project-based learning and service learning, and also to acknowledge that 

these programs take on different forms in different countries. Cooper, Bowden and 
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Orrell (2010, p. 6) also raise the great diversity in WIL programs as a definitional issue, 

writing, ‘it is this very innovation that challenges the accepted definitions of WIL’.  

 

Some scholars have sought to define WIL by creating taxonomies according to 

its different dimensions, such as duration, whether it is paid/unpaid or part of a course 

or assessed, and where it takes place. For example, in terms of the latter Smith, Meijer 

and Kielly-Coleman (2010) argue that WIL ‘brings universities and work organisations 

together to create new learning opportunities in workplaces’. However, Martin, Rees 

and Edwards (2012) contend that WIL does not require the participation of industry 

partners and nor does it need to be undertaken in the workplace. Others have agreed 

but suggest the use of descriptors such as ‘placement’ and ‘nonplacement’ WIL to 

differentiate between various types (Jackson et al., 2017, p. 36). Jackson describes WIL 

as a ‘collaborative partnership that integrates formal learning with the practical 

application of acquired skills and knowledge in an industry-infused environment’ (2018, 

p. 23). 

 

While the term is used across the board, the accepted models of WIL within 

disciplines differ greatly. For example, law students have to wear a badge and cannot 

give legal advice, while journalism students are expected to act and perform as a 

working journalist. While teaching students complete a whole term in a school, other 

WIL experiences might be a week or two or one day a week over several weeks, a 

semester or a year. Traditional practicums (teaching placements, nursing placements) 

have always been included in health and education programs of study, and these 

practicum models now extend to include legal clinics, entrepreneurship start-up labs, 

virtual law clinics, labs and simulations. Not all WIL initiatives are the same, nor do they 

achieve the stated objectives. Smith (2012) distinguishes WIL from work experience 

and work-based learning by the integration of ‘canonical disciplinary knowledge’, 

pointing to ‘government policies’, ‘employer demands’ and student demands as driving 

the increased focus on WIL within the university curriculum and the benefits including 

‘market advantage, national and international grants and sponsorship’.  
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What is implicit in all of the literature surrounding WIL is that it is the ‘intentional 

integration of theory and practice knowledge’ and a WIL program of study for ‘credit’ 

provides the means to enable this integration (Orrell, 2011). What is not wholly agreed 

upon is what form this integration takes. Traditional incarnations of WIL are focused on 

‘facilitating interactions between students, host organisations and higher education 

institutions using a placement-focused model’ (Warren, 2014). Orrell (2011) highlights 

the need to distinguish between WIL and WIL programs. Non-WIL work placements are, 

for example, where students are sent out to spend a required amount of time within a 

workplace and there is little interaction with the academic element. WIL programs are 

described as ‘learning for credit’ and can ‘either occur in the workplace or within a 

campus setting that emulates key aspects of the workplace’ (Orrell, 2011). However, the 

distinguishing element between work experience and WIL is the integrated level of 

academic supervision provided to the student while they are completing the work 

experience according to the Higher Education Extension Act 2015.  
 

Given the definitional difficulties surrounding WIL, there is some consensus in the 

literature that it is best engaged as an ‘umbrella’ term for programs that integrate 

student academic and workplace knowledge (Patrick et al., 2009). Thus, according to 

Orrell (2011), WIL is ‘the intentional integration of theory and practice knowledge’, while 

Brown (2018, p. 1148) writes that WIL is defined as the ‘theory-to-practice approach of 

integrating disciplinary knowledge and skills with practical applications’.  

 

In adopting a broad definition, scholars acknowledge that there is a growing array 

of WIL programs undertaken in different sites and in different ways, involving different 

stakeholders and having different outcomes. In Australia, as Rowe Kelliher and 

Winchester-Seeto (2012) observe, ‘placements’ have typically been ‘the most widely 

reported and accepted’ form of WIL. However, as is the case globally, this is changing, 

with WIL taking on new forms including online or technologically driven WIL (e.g. 

Schech et al., 2017 ) and social media–inflected WIL (Bowen and Pennaforte, 2017; 

Trede, Goodyear, Macfarlane, Markauskaite, McEwan and Tayebjee, 2017). 
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2.2.1 Theorising work-integrated learning 

 

In reviewing conceptual approaches associated with WIL, Eames and Cates (2011, p. 42) 

begin by addressing the fact that the field has been subject to criticism for lacking a ‘sound 

educational basis with a theoretical underpinning’. They canvass the reasons for this, 

including its historical positioning on the academic periphery, a traditional emphasis only 

on the operations and administration of WIL, and a lack of robust empirical research on 

the subject. Like others, they assert that if WIL is to be credible as an educational practice, 

it needs to be embedded in theories of teaching and learning (Ricks et al., 1990; Stull, 

Crow and Braunstein, 1997). Working from the same premise, Haddara and Skanes 

(2007, p. 72) reflect that by the latter part of the twentieth century ‘more robust studies’ 

were emerging on WIL with an ‘emerging trend’ being ‘the use of modern education 

theories’ to understand the practice and benefits of combining theory and practice in 

higher degree education. This shift is evident in the different conceptual frameworks that 

are applied to WIL, as summarised by Linn (2003) and Eames and Cates (2011).  

 

One of the different learning theories cited by Eames and Cates (2011, p. 44) is 

Kolb’s (1984) experiential learning, which they claim is perhaps ‘the most familiar’ to 

WIL practitioners and researchers. Lucas (2017, p. 259) too cites experiential learning 

philosophies as being the ‘foundational’ theory for WIL. Known by different names 

including ‘active learning’, ‘interactive learning’, ‘involved learning’ and ‘learning by 

doing’ (McCarthy 2016, p. 91), experiential learning is repeatedly engaged in the WIL 

literature as a framing device (e.g. Helyer and Lee, 2014; McRae and Ramji, 2017; 

Smith, 2016). 

 

Kolb’s (1984, p. 41) model of experiential learning incorporates four cyclical 

stages in a ‘continuous process’. These stages are: concrete experiences; observations 

and reflection; the formation of abstract concepts and generalisations; and the testing of 

the implications of concepts in new situations. While entry into the cycle can commence 

at any stage, all four stages must be followed in sequence and completed. Kolb (1984) 

explains that learners do not engage in all phases equally but, rather, will concentrate 
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on one or more stages. Furthermore, learners typically move through the cycle several 

times in a process that is ‘holistic’ and ‘integrative’ (Kolb, 1984, p. 21). As Kolb (1984, p. 

41) explains, learning ‘is created through the transformation of experience. Knowledge 

results from the combination of grasping and transforming experience’.  

 

While experiential learning is a significant theoretical framework for 

understanding WIL, it has been subject to criticism. Vince (1998, p. 304) asserts that a 

key flaw is that it does not account for ‘political aspects’ of learning. There is no 

recognition that learning is inflected by intersecting and complex power relations as 

embedded in social categories such as gender, race, class, disability, sexuality and age. 

Furthering this commentary, Beard and Wilson (2006) write that because Kolb’s (1984) 

theory is located in the tradition of cognitive psychology, it is highly individualistic and 

divorced from the socio-cultural milieu which shapes learning. As well as arguing that 

the model is limited in that it takes a ‘decontextualised’ (Reynolds, 1997, p. 115) view of 

learning, others have asserted that it is problematic as it does not accurately represent 

the complex and varied ways in which people actually learn. It does not account for the 

roles of personal and social knowledge in learning (Kayes, 2002) and its stepwise 

models are inadequate for explaining the holistic nature of learning (Seaman, 2008). 

 

Given the criticisms that experiential learning theory is individualistic and 

decontextualised, other WIL researchers have advocated conceptual approaches which 

emphasise the relationality of learning. Eames and Cates (2011) categorise these 

approaches as ‘sociocultural’ theories of learning. Indicative is Lave and Wenger’s 

(1991) notion of ‘situated learning’. In proposing situated learning, the authors adopted 

an understanding of learning as taking place in context. They argue that learning is not 

a singular cognitive process, but a co-constructed, participatory and social process that 

is embedded in a social and cultural environment. In their text Situated Learning (1991), 

the authors introduce the term ‘communities of practice’ as the communities to which 

learners become attached through their learning. They assert that we simultaneously 

learn about the practices of a community as we learn to become part of the community.  
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Across a diverse range of disciplines and WIL models, researchers have often 

conceptualised their research by reference to either experiential learning (Elijdo-Ten 

and Kloot, 2015; Rosier et al., 2016) or situated learning (e.g. Harris, Jones and Coutts, 

2010; Hewitt, 2008). However, Hodge et al. (2011) argue that it is not possible to 

explore WIL fully by utilising just a single theoretical framework. Drawing on a series of 

case studies of undergraduate WIL experiences, Hodge et al. found that the learning 

that occurred was ‘too eclectic to be placed entirely’ within a discrete unitary model 

(p.168). The authors embrace situational learning theory alongside experiential learning 

theory, asserting that the former usefully brings to the fore the interactional nature of the 

learning that occurred in the WIL case studies. However, they find situational learning 

lacking as well, in that it does not capture the emotional and transformative dimensions 

of WIL. 

 

Hodge et al.’s (2011) claims resonate with the conclusions of Eames and Cates 

(2011), who write that WIL requires a diversity of theories as ‘student learning itself is 

complex’. In a further contribution to the debate, Rowe (2015, p. 103) writes that the 

theoretical constructs used in most WIL research ‘are too limiting’. What emerges from 

this discussion is an ongoing need to build the conceptual base of WIL and remain open 

to new and innovative ways of theorising its design, delivery and evaluation. One such 

way is the wise practice approach I outlined in the introductory chapter. 
 

2.2.2 Nature of work-integrated learning 

 

As with the diversity of theories and definitions around WIL, so are a variety of WIL 

experiences examined within the literature. The multiplicity of formats and approaches 

are as varied as the many disciplines incorporating WIL. Traditional practicums 

(teaching placements, nursing placements) have always been included in health and 

education programs of study. As previously mentioned, more recently these practicum 

models have extended to other disciplines (e.g. legal clinics, entrepreneurship start-up 

labs, virtual law clinics, labs and simulations). While the term is used across the board, 
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the accepted models of WIL differ greatly. As mentioned, law students sitting in on legal 

consultations cannot give legal advice; journalism students, however, are expected to 

act and perform exactly like a working journalist. Time spent on an internship also varies 

across the disciplines. Teaching students complete a whole term in a school; other WIL 

experiences might be a week or two or one day a week, for example. The terminology 

surrounding WIL is also varied. 

 

Coll and Zegwaard (2012, p. 2) take a pragmatic but potentially very useful 

approach to the debates over WIL terminology, arguing that instead of obsessing about 

a definition, it may be more beneficial to identify the features of WIL programs. A 

number of authors have undertaken this task. An early contribution was made by Ricks 

(1996, p. 11), who listed nine principles of successful WIL: it is embedded in self-

directed learning; reflective practice; transformative learning; collaboration; adult 

learning theories; lifelong learning theory; alternative models of delivery; curriculum; and 

accountability. Many of these definitive dimensions of WIL nominated by Rick (1996) 

have continued to be emphasised in more recent taxonomies of WIL good practice as 

offered by Martin, Rees and Edwards (2011), McRae and Johnston (2016), Sachs et al. 

(2016) and Schonell and Macklin (2018). Summarising findings from a review of WIL in 

New Zealand, Martin et al. (2011) suggest that an optimal WIL program involves six 

components: organisation set-up; student preparation; supervision; competencies; 

pedagogies; and assessment. McRae and Johnston (2016), who map a ‘global 

framework’ for WIL, take a different approach, identifying the key attributes of 

experiential learning (experience, curriculum integration, student outcomes and 

reflection) and then the components of these attributes that are necessary to quality 

WIL. Thus, for example, they contend that the experience needs to be meaningful and 

intentional and require learner involvement, while reflection should be ongoing, 

meaningful and designed to facilitate integration.  

 

Elsewhere, Sachs et al. (2016) use a pyramid to convey the interconnected 

elements of best practice WIL, which they state occurs in both physical and virtual 

spaces and on and off campus. They argue that relationships are the ‘engine room’ of 
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WIL and that it is for all student regardless of abilities (Sachs et al., 2016, p. 27). From 

case studies of a diverse array of contemporary WIL programs in Australian universities, 

they state that, organisationally, quality WIL is well governed, resourced and 

supervised, is prioritised by the institution, is championed by academia and industry, is 

meaningful and accessible, and is intentionally linked to supporting learning outcomes, 

especially around employability. Finally, in a synthesis of prior taxonomies of WIL best 

practice, Schonell and Macklin (2018) cite the importance of institution embeddedness, 

relationships, student preparation, supervision, learning outcomes, curriculum, 

pedagogies and assessment.  

 

Stephen Billett has made a significant contribution to debates on quality WIL. A 

key tenet of his recent work is that given WIL is now widely taken up in higher 

education, it is ‘important to find ways of optimising the learning potential’ of the 

experiences (Billlett, Cain and Le, 2018, p.128). In an earlier review of 20 WIL projects 

conducted by six participating universities investigating the integrating experience of 

higher education students across practice and university settings, Billet (2011) 

evaluates the projects in terms of their ‘educational worth’ and identifies the ‘kinds of 

knowledge’ students need to prepare them for the workplace. Key findings emerging 

from Billet’s analysis of these projects include the need for preparing and extending 

students for and beyond the WIL experience. Billett (2007) highlights the roles played by 

the agency of learners and the individual’s engagement, which make WIL unique. Billett 

relates the success of an individual placement to the level of ‘affordances’ provided by 

the employer and the ‘engagement’ experienced by the student in the placement (2011, 

p. 10). Billett (2001) describes affordances as ‘the workplace’s readiness to afford 

opportunities for individuals to engage in work activities’, with both direct and indirect 

support being important factors contributing to the quality of learning and where the key 

benefit of WIL lies.  

 

Chapters in the International Handbook for Cooperative Education (2004) by 

Braunstein and Loken (2004), Weisz and Chapman (2004) and Dressler and Keeling 

(2004) summarise the benefits of WIL according to employers, educational institutions 



	 34 

and students, respectively. Braunstein and Loken (2004, p. 237) summarise the benefits 

of WIL to employers as improving corporate image, assisting with recruitment, creating 

a more dynamic work environment and gaining access to new ideas. Weisz and 

Chapman (2004) contend that the benefits for universities are increased enrolments and 

improved retention, a vibrant and relevant curriculum, internationalisation and staff 

development. Dressler and Keeling’s (2004, p. 231) chapter on the benefits of WIL for 

students is less straightforward in that they acknowledge that ‘assessing student 

benefits has been a challenging arena’ for WIL. Like others (e.g. Haddara and Skanes, 

2007; Wilson 1997), they document the fact that results regarding student benefits, 

particularly around employment, are sometimes inconsistent and contradictory.  

 

Jackson (2017) produces evidence to demonstrate that WIL helps students 

clarify career objectives, which, in turn, is a pathway to improved employment 

prospects. Additional support for this claim is provided in a study by Jackson and Wilton 

(2016). Similarly, drawing on data from a case study of university sport and recreation 

WIL, Fleming and Haigh (2017, p. 203) argue that a key benefit is exposing students to 

a broader range of career options. In other research, Bowen (2018) draws on interviews 

with 12 fourth-year students who completed unpaid internships to show that WIL assists 

with important negotiations around professional identity. Zegwaard, Campbell and Pretti 

(2017, p. 145) also argue this case, contending that WIL gives students the opportunity 

to ‘shape their own sense of professional and self-identity’.  

 

As well as the benefits of WIL to students in terms of transition to the workforce, 

improved job knowledge and skills, increased professional networks and work-ready 

attitudes, scholars have increasingly emphasised the importance of gaining ‘soft’ skills. 

Crebert et al. (2004) rely on a large-scale survey of graduates from different areas who 

participated in WIL to assert that teamwork abilities and communication skills are 

improved via WIL. McRae and Ramji (2017, p. 138) highlight the potential of WIL to 

facilitate students’ intercultural communication so they are ‘global ready graduates’. 

Cashman and Seifer (2008) report on a case study of WIL in public health which 

contributed to students’ sense of civic responsibility and commitment to social change.  
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Despite the many benefits, WIL is not without its challenges. In assessing the 

state of the field, both Rowe (2015) and Zegwaard (2015, p. 90) opine that the benefits 

of WIL are so obvious that researchers have paid too little attention to detailing its 

potentially negative dimensions. There are, nevertheless, legitimate and important 

challenges for WIL in higher education. There are equity concerns for students across 

institutions. As Schonell and Macklin (2018, p. 1) explain, given that WIL requires 

significant capital: 

Academics in many mainstream, publicly funded institutions where student 
numbers are high and funding is tight often struggle to provide students with 
opportunities that match the WIL experiences delivered by the world’s top 
universities.  
 

There are also equity concerns regarding WIL for students within institutions. 

Unfortunately, as Orrell (2011) notes, there has been little research exploring access to 

WIL by marginalised groups such as indigenous, migrant, disabled and low-

socioeconomic bracket students. This observation is furthered in an exploratory 

mapping of the potential inclusion problems surrounding WIL undertaken by Mackaway 

et al. (2014). The authors identify three key themes in data from interviews and focus 

groups with students, workplace supervisors and academic and professional staff from 

an Australian university across several disciplines. Firstly, they identify a wide range of 

students who may be marginalised by WIL, including students who may not be easily 

visible such as those with caring responsibilities or with mental health issues. Secondly, 

Mackaway et al. (2014) identify the different ways in which disadvantage may be 

manifest in WIL such as via the limited options of an international student who lacks 

social networks to organise WIL or a student with a physical disability who can only 

participate in accessible workplaces. The third theme emerging from the data is that 

academics and workplace supervisors implement multiple strategies to try to redress 

disadvantage in WIL such as modifying projects, utilising group placements, matching 

students to workplaces and engaging virtual placements. While these are valuable 

strategies, they are ad hoc and come at the expense of additional labour by individuals.  
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WIL also poses challenges for the academy. WIL teaching differs from traditional 

teaching undertaken in academia (Bruno and Dell’Aversana 2018) and demands 

changes not just in pedagogical practices, but also in academic roles and identities, and 

in university cultures and infrastructure. Choy and Delahaye (2011, p. 158) summarise 

the issue as the requirement for ‘new power–knowledge relations’ between universities 

and industry. For quality WIL programs, academics need to be not only discipline 

experts, but also facilitators and collaborators. They also require new skills and 

knowledge to be effective in establishing and delivering WIL programs. This shift is 

rendered difficult for a range of reasons, not least because WIL has lacked legitimacy 

and standing in the academy (Howard, Jorgensen-James and Nouwens, 2003). This 

has led to some resistance to WIL and its positioning as an added extra rather than 

being firmly embedded in the pedagogy and curriculum (Billett 2009; Parker 2005).  

 

Just as there are challenges for WIL in terms of the academy, so are there 

challenges for WIL in relation to employers. A recurring problem cited in the literature is 

attracting employers to participate in WIL (Brown 2010). This is more acute in certain 

geographical locations and/or in particular subject areas (Edwards, Perkins, Pearce and 

Hong, 2015). According to Jackson (2018, p. 23), some employers engage in what she 

labels ‘extra-curricular internships’ which are problematic in that they ‘may not be 

governed by good practice principles’ and further circumscribe their involvement in WIL. 

The reasons why employers may be reluctant to be involved in WIL were examined in 

an Australian Department of Industry (2014) survey of 264 employers. It found that 

larger and more established organisations were more likely to participate in WIL, while 

small organisations struggled to ensure the quality of WIL experiences given their 

limited resources. Time for the supervision of university students and the administration 

of the program were major impediments to participation for all workplaces. Jackson et 

al. (2017) also canvassed the challenges WIL posed for employers involved with 

business students via an online survey and focus groups. Poor student performance 

and low quality of work, and identifying suitable projects and mentors were all rated as 

significant problems. Another concern raised through interviews with representatives 

from 58 host organisations in a study by Jeffries and Milne (2014) was poor 
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communication by universities with employers about the design, implementation and 

evaluation of WIL programs.  

 

WIL is also potentially undermined by instrumental employability agendas. As 

Jackson and Collings (2018, p. 405) observe, the commonly held assumption that ‘WIL 

improves employment prospects’ is not based on strong empirical evidence. In fact, as 

other scholars have found (e.g. Wilton 2012; Yackee 2015), Jackson and Collings 

(2018) report that WIL does not necessarily lead to better employment outcomes. 

Drawing on two data sets of graduate surveys, they report that those who completed a 

WIL program did not have better full-time employment rates than those who did not 

complete a WIL program. This is, of course, not a problem in and of itself. Rather, it 

becomes a problem (Lester and Costley, 2010, p. 571) when WIL is entirely premised 

on students learning ‘discrete skills’ rather than capabilities that enable them to ‘become 

self-managing practitioners and self-directed learners’. As Billett (2009, p. 828) 

acknowledges, concerns that industry and its economic goals may be privileged in WIL 

are ‘important reservations and need to be taken seriously’. Bridgstock (2009) takes up 

this issue, arguing that universities need to adopt a ‘broader definition of employability’ 

and move beyond ‘narrow generic skill lists’ to ‘the realm of lifelong career 

development’. According to Johnston (2017), this is particularly important today given 

the dynamic nature of the workplace and the likelihood that graduates will have multiple 

careers over a lifetime. In educating students for an ‘unknown future’ WIL cannot be 

narrowly or reductively aimed directly at a set of occupational-technical abilities 

(Barnett, 2012, p. 65). 

 

Resourcing is another challenge for WIL. While recognising that the costs of WIL 

programs will vary, McLennan and Keating (2008, p. 11) assert that WIL is ‘resource 

intensive’ in terms of ‘the transaction costs of maintaining partnerships with many 

employers, sourcing WIL opportunities, developing and evaluating curriculum for WIL 

and supporting a body of students who are geographically dispersed’. To date, as Clark 

et al. (2016) report, most of the evidence about WIL workloads has been anecdotal. 

However, emerging research suggests that there is considerable cause for concern. 
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Jovanovic, Fane and Andrew (2018) report on the extraordinarily high workloads of WIL 

educators in early childhood programs, noting the ‘mismatch’ between these and 

‘existing expectations about standard academic workloads’. Bates (2011, p. 120) draws 

on survey data of academics involved in WIL to demonstrate that its ‘highly 

contextualised and individual’ nature adds significantly to the workloads of university 

educators, but that this is seldom recognised or rewarded by management. 

Unsurprisingly, and given these factors, involvement in WIL is viewed by many 

academics as an impediment to promotion and to research (von Treuer and McMurray, 

2012). Indeed, Bates (2011) reports that the labour of WIL is primarily undertaken by 

women, specifically women who are at lower levels in the academic hierarchy.  

 

An additional set of challenges for WIL mobilise around questions of quality, 

accreditation and assessment. As Sturre et al. (2012) observe, there is a vast disparity 

in the opportunities provided by different WIL programs. Furthermore, as Billett (1994) 

cautions, student learning requires ‘authentic activities and social relations which 

comprise cultural practice’, not merely placement in a work environment. This issue is, 

of course, tied to other concerns discussed above such as the increased demand for 

WIL, the limited capacities of some employers for WIL and its resource-intensive nature. 

Inextricably linked with quality concerns is the issue of assessment. Patrick et al. (2008) 

identify five main contentions around WIL and assessment. These are: the maintenance 

of academic standards; the relevance and consistency of assessment processes; 

responsibility for assessment; the determination of what should be assessed when a 

student is on work placement; and the development of processes by which assessment 

is supported and managed. Overlapping with assessment issues is the problem of 

workload; Bilgin, Rowe and Clark (2017, p. 167) reveal that it is the ‘largest single 

contributor to academic workload in WIL courses’ and this argument is supported in the 

findings of this research project.  
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2.3 WORK-INTEGRATED LEARNING AND JOURNALISM 

Previously journalism training was provided through cadetships and this type of on-the-

job training was preferred by industry (Thomas and Goc, 2004). WIL is not new to 

journalism education and practical experience typically occurs in the form of internships. 

In-house student-run publications have almost always existed within tertiary 

environments and have often been delivered outside or alongside the curriculum. 

Internship placements are considered preferable because of the opportunity to gain 

authentic experience within industry. As Skinner et al. (2001, p. 35) argue, the ‘number 

of internship opportunities it affords’ has been a key measure for evaluating the success 

of a journalism school. Despite this, research on journalism internships has been 

limited, as Forde and Meadows (2011) comment in introducing their research on the 

topic. Beyond internships, there is also still much to know about other manifestations of 

WIL, as well as more specific issues such as the benefits and challenges of WIL 

journalism. 

2.3.1 Internships 

Drawing on data from a peer reflective session with final-year journalism students at the 

completion of an internship, Forde and Meadows (2011) reveal great workplace 

variability in student experiences of internships. Students reported gaining most from 

having a range of internship opportunities. What Forde and Meadows (2011) highlight is 

that for interns, ‘different kinds of learning occur in different settings’. They also describe 

how the ‘repertoire of experience’ gained from the workplace ‘leads to rich associations 

between ideas that are central to higher order conceptual knowledge required for 

effective performance in work tasks’ (Billett, 2001, p. 10). Notably, peer reflection 

sessions following internships emerge as crucial to student learning, as they voice both 

positive and negative experiences. Further data from interviews with six industry 

supervisors of journalism interns provides another perspective. They expected interns to 

be confident and demonstrate competence in specific workplace skills, as well as more 

generic analytical skills. 
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The beneficial but equally problematic nature of internships is foreshadowed in a 

description of the program at the University of Tasmania by Thomas and Goc (2004). 

Students, industry and academics report excellent outcomes, but notably the course 

has a quota of 25 and is only offered to ‘the best students’ as ‘the industry does not see 

itself as a training ground’ but rather ‘as a place for talented journalism students, almost 

ready for the workforce, to gain invaluable experience’ (Thomas and Goc, 2004, p. 154).  

 

Equity concerns about internships are further elaborated upon by Mabweazara 

and Taylor (2012) through two case studies of student experiences. They report on two 

students – Carla and Jodie – enrolled at a university in the UK. Carla completed two 

work placements at high-profile magazines where she enjoyed many positive WIL 

experiences. Her work was published and she extended her professional networks. In 

contrast, Jodie ‘was not so lucky’ (Mabweazara and Taylor, 2012, p. 126). She was not 

successful in securing an internship with a nearby employer. While she was offered an 

internship in London, she was unable to accept for economic reasons. With no other 

options, Jodie undertook a university-led library project which presented few 

opportunities for publication or interaction with professional peers. Jodie’s inferior 

experience is critical given that, as Mabweazara and Taylor (2012, p. 127) contend, 

‘students are unlikely to be able to progress into the profession without a minimum 

amount of work experiences’.  

 

Harrison, Bromley and Frangi (2012, p.102) also examine internships as the 

‘most visible and traditional form of experiential learning in university journalism 

programs’. In listing the deficiencies of the internship model, Harrison et al. (2012) 

outline their failure to meet the objective of integrating theory and practice. Using 

interviews and survey data, they confirm the problem of variability in internship 

experiences. Interns identified their motivations for undertaking WIL as obtaining 

practical knowledge, making contacts, building a reputation and publishing work. A 

concerning finding was that there was little critique by students of industry practices. 

They report that ‘without any critical comment’ one student described the editor of the 

newspaper at which she interned as not being ‘uptight about getting the quotes 
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absolutely right’ (Harrison et al., 2012, p. 106). Thus, while theory and practice should 

be linked in quality WIL, this demonstrates that this is not always the case. Critical 

thinking around the WIL experience, reflection and analysis of the reflection are also 

useful. 

2.3.2 The Hospital Model and the Entrepreneurial Model 

In the WIL journalism literature, a term that has gained traction in recent years is ‘the 

hospital model’. The model emanated from the USA, where it was first utilised in 

disciplines such as health and engineering. Newton (2012) defines the hospital method 

as ‘a model of learning-by-doing that includes college students, professors and 

professionals working together under one “digital roof” for the benefit of a community’. 

He explains that the US teaching hospital method in journalism education scaffolds 

experience throughout the degree program and in some institutions incorporates at 

least two semesters of ‘experience’ for credit. Accepted formats for the hospital method 

include: internships; innovation labs; field practicums; and students participating as staff 

in university-led publications (e.g. Arizona State University, University of Maryland). In 

2014, Arizona State University began operating Arizona’s PBS (America’s Public 

Broadcasting Service), ‘a member-supported community service of Arizona State 

University, based at the Walter Cronkite School of Journalism and Mass 

Communication’ (https://azpbs.org/about/). Klinger (2013), writing for the Poynter 

Institute (2013), published a review of the hospital method at an Alabama university, 

referencing successful employment rates of more than 90 per cent of students from a 

journalism masters program. A student argued that the hospital model ensured they had 

access to ‘on-campus coursework with a full-time residency in a newsroom’ (Klinger, 

2013, n.p.).  

 

The hospital teaching method is gaining traction. Bowman and Lund (2007) detail 

the practical nature of their radio and video journalism units at an Australian university, 

but do not account for the multimedia and multiplatform nature of current newsrooms. 

Davies, Dodd, Kremmer and Heekeren (2017) describe a multi-university national 

reporting project covering the 2016 federal election which they refer to as the 'teaching 



	 42 

hospital' method and as a 'source of experimentation and debate in journalism 

education circles’ (p. 221). However, Mensing and Ryfe (2013, p. 2) criticise the hospital 

method, arguing that it is not producing journalists for a changed and changing media 

landscape, instead reinforcing ‘the conviction that content delivery is the primary 

purpose of journalism’. Rather than the hospital method, Mensing and Ryfe (2013) 

advocate for an ‘entrepreneurial method’. They suggest journalism educators should be 

preparing students for changing careers and encouraging them to engage in 

experimentation. In addition, they argue that journalism education should incorporate 

teaching strategies for students to develop an understanding of audiences, to engage 

with social media, to focus on demand (audiences), to be publication-driven and to 

extend their networks through actual reporting. 

 

In response to Mensing and Ryfe’s (2013) criticism, Davies et al. (2017) integrate 

‘entrepreneurial methods’ into the structure and design of their UnipollWatch project. 

They describe this collaborative effort between 28 Australian universities providing 

coverage of the 2016 federal election. While the hospital method of teaching journalism 

was utilised as a framework for the project, it also encompassed elements of the 

entrepreneurial method through ‘various forms of experimentation’ such as a focus on 

data journalism (Davies et al., 2017, p. 12). A pilot version of the UnipollWatch project 

involved four universities collaborating and publishing student reporting on the 2014 

Victorian state election (Dodd et al., 2015). For the 2016 project, Davies et al. highlight 

the potential for its collaborative nature to assist in ‘forging a better future for journalism 

education in Australia’. Content from students was published on a purpose-built website 

to avoid having the project branded by any one university. How the universities engaged 

with the project was left for each university to determine and student participation 

ranged from less than 10 to more than 100 students. Some of the universities 

incorporated the project into existing units, while others created standalone options for 

students.  

 

The championing of entrepreneurial journalism by Mensing and Ryfe (2013) and 

others (e.g. Elmore and Massey, 2012; Quinn, 2010) has been subject to an astute 
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intervention from Cohen (2015). She argues that the notion of entrepreneurial 

journalism sustains dominant power relations of media capitalism, while rendering the 

problem of precarious media work an individual rather than a structural problem. She 

contends that the discourse on entrepreneurship that has been ‘relayed with particular 

zeal through journalism schools’ is not concerned with improving insecure working 

conditions, the commodification of journalistic labour or the social role of journalism 

(Cohen, 2015, p. 527). What such a discourse promotes, she says, is ‘journalists as 

atomized, competitive individuals’ and instead we need a discourse which promotes the 

journalist as ‘worker, as citizen, or as activist’ (Cohen, 2015, p. 517). 

 

Cohen’s (2015) contribution is indicative of the vexed nature of the debate about 

how best to educate journalists in the context of a vastly transformed media landscape. 

WIL has been central to these debates, particularly as new and more innovative models 

have been introduced to journalism programs nationally and internationally. 

2.4.3 Other work-integrated learning journalism models 

In more recent years, other WIL models have emerged in journalism education 

alongside internships and the hospital model. Fulton, Scott, James and Sandner (2017) 

detail how, in response to the National WIL Strategy (BCA, 2015), journalism and 

communication educators at the University of Newcastle have embedded a series of 

innovative WIL experiences for students in the journalism program. These projects are 

scaffolded throughout the degree and fall outside the internship model. Some of the 

projects described in this next section also depart from the internship option and are 

indicative of the more diverse WIL offerings in journalism education as described by 

Fulton et al (2017, p. 11). They include the ‘pop-up newsroom’ and project-based WIL. 

 

The concept of a pop-up newsroom for student journalists has gained increasing 

popularity over the past few years. Pop-up newsrooms have also been adopted in large 

media organisations such as Google and Facebook, which have partnered with 

universities and media outlets to report on projects and events. Wall, Bains and 

Rajaram (2014) describe a university-run pop-up newsroom as a virtual, temporary, 
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citizen journalism style mobile news operation with student journalists. In this instance 

(Wall, 2014), the pop-up was a collaborative multinational project and tied to raising 

students’ critical capacities in relation to the reporting of poverty. Steel et al. (2007) 

document another pop-up newsroom established for three days at the University of 

Sheffield to cover a general election in the UK. 

 

The pop-up newsroom detailed by Steel et al. (2007) has links to a further, newer 

model of WIL in journalism education, which I have labelled ‘Event WIL’, based on the 

model being developed around an event. Examples include a case study by Furlan 

(2007) of students covering the South Australian World Police and Fire Games and 

another by St Clair (2015) of student journalists involved in a blues festival at Byron 

Bay. In both instances, students reported developing professionally and personally as a 

result of their involvement in the programs. In another illustration of Event WIL, Tanner 

et al. (2012) used Kolb’s (1984) experiential learning framework to evaluate student 

outcomes following involvement in reporting on the IXth Special Olympic Games held in 

South Australia in 2010.  

 

Further to pop-up newsrooms, another new model of WIL in journalism is 

simulation using new technologies, as described by Holt, Segrave and Cybulski (2013), 

and Eberholst, Hartley and Olsen (2016). Holt, Segrave and Cybulski (2013, p. 16) 

conducted an e-simulation of a radio workplace, while Eberholst et al. (2016) simulated 

an online newsroom for Danish journalism students. In both instances, the authors 

argue that they simulated the types of real challenges experienced daily in newsrooms 

including interpersonal, ethical and legal issues. Notably, Segrave and Holt (2013) 

argue that the value of technology-enhanced simulation models of WIL lies in 

overcoming the problems of large student numbers, limited staff numbers and limited 

student placements.  

 

Another form of contemporary WIL in journalism is what could be described as 

project-based WIL or Purpose WIL (I enunciate this model further in Chapter 6). Jones 

(2016) examines reporting projects focused on Australian local government undertaken 
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in 2008, 2012 and 2016. Jones (2016) writes that the project involved second-year 

students for the first two iterations and expanded to include industry participation along 

with first- and third-year students for the final iteration. In the final year, industry partners 

– representatives from a regional local council – were also involved. Jones (2016) 

points out that this model of reporting has the potential to address inequalities in WIL 

particularly for rural journalism students who do not have access to urban media 

centres.  

 

A number of the case studies of project WIL in journalism education in Australia 

have focused on Indigenous issues. Indicative is work by Johnston and Bishop (2012), 

Stewart et al. (2010) and Mason, Thomson, Bennet and Johnston (2016). Johnston and 

Bishop (2012) label their case study an example of ‘unconventional WIL’. This 

descriptor highlights the project’s emphasis on cultural inclusion in production and 

broadcast environments, rather than on developing the knowledge and skills of 

journalism students. Johnston and Bishop (2012) explain that the project involved 

undergraduate journalism students producing an Indigenous television program for 

national broadcast on campus using university facilities. In another example of WIL 

journalism focused on Indigenous issues, Stewart et al. (2010, 2012) describe a project 

in which students first undertook an intensive unit on respectful reporting on indigenous 

people. Following this, students wrote stories about issues impacting upon the lives of 

indigenous people, with their work appearing in indigenous media outlets in Australia 

and Canada. A similar critical and reflexive lens was brought to a WIL experience 

designed by Mason et al. (2016) which involved students working alongside Indigenous 

community partners, including media representatives, to address problems in the 

mainstream media’s reporting of Indigenous issues.  

 

An additional recent model of WIL in journalism is international WIL, as described 

by Duffield (2014), Wooley (2014, 2015, 2017) and Wake and Muir (2017). Duffield 

(2014) argues for internationalisation of the curriculum based on his work over a 

number of years taking journalism students on overseas field trips. Travelling 

extensively through Asia and Europe, the courses are available to small groups of 
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‘advanced level students’ (Duffield, 2008, p. 206). Duffield (2008, p. 102) argues that 

the trips ‘replicate journalistic practice of overseas correspondents encountering “high 

risk and high returns”: more difficulty, more headlines and colour’.  

 

Building on Duffield’s research (2008, 2014), Woolley (2014, 2015, 2018) also 

explores the experience of taking students overseas and teaching them how to be 

foreign correspondents. Woolley (2014) argues that students develop intercultural 

communication skills in the field. He also describes the difficulties associated with taking 

students into different cultures, but significantly, as his experience in this area grows, so 

too does the quality of the student’s stories as they move from travel-style stories, such 

as articles about street food, to content with a little more depth. Like Duffield (2008, 

2014), Woolley (2018) reports high levels of employment outcomes for students 

participating in these field reporting units. 

 

Wake and Muir (2017) describe the issues faced by educators running an 

international internship program. In comparison with the other case studies of 

international journalism WIL, students in the course described by Wake and Muir (2017) 

travel solo and contribute content to a purpose-built website designed as a resource to 

help prepare students heading overseas on internships, rather than to a local news and 

CAFF reporting platform. Students gain reporting experience through their placement 

with overseas media organisations. In this respect, it mirrors aspects of the internship 

model. Wake and Muir (2017) also document the extensive workload placed on the 

academic running the WIL program, emphasising that students often need a high level 

of pastoral care from supervising academics in order to complete international 

internships successfully.  

 

A final recent WIL model in journalism education has focused on blogging. 

Garrison (2010) brings international WIL and blogging together in a description of 

journalism students from the University of Miami travelling overseas to China and 

Thailand between 2006 and 2010. He also links blogging and Event WIL in discussing 

another group of students travelling to Idaho to produce content for the Special Olympic 
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World Winter Games. Garrison (2010) argues that developments in technology allow 

journalism education to happen on the road and suggests that journalism students 

should incorporate blogging as reporting into their travel. Stoker (2015, p. 179) also 

champions blogging as adding ‘another dimension to WIL’ as it can be used to ‘develop 

transferable skills, abilities and behaviours expected of graduates’ in journalism. While 

also an advocate of blogging, Forbes (2010) sees its usefulness in terms of WIL as 

facilitating the critically important task of reflection. 
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2.5 CAPSTONE COURSES 

Another way in which WIL in journalism has been discussed in the literature has been 

through the lens of the ‘capstone course’. Capstones have become increasingly popular 

in journalism programs and are generally used to ‘integrate prior learning and transition 

to what students may face after graduation (Rosenberry and Vicker, 2006). Tanner et al. 

(2102, p. 220) completed an analysis of journalism programs in 113 schools and 20 

interviews with instructors of capstone broadcast units in the USA and suggest 

capstone courses are necessary in order for students to ‘integrate and apply the 

knowledge they have learned’ and ‘may include hands-on experience’.  

 

In Australia, Cullen (2015) makes the case for capstone journalism units that 

demonstrate graduate capabilities. He also argues that there need to be more 

consistent standards across the various Australian journalism programs in terms of 

capstone courses and the employment capabilities they aim to demonstrate. In 

particular, he argues that industry placements have limitations in terms of capstone 

courses, in addition to dwindling opportunities for placements. Cullen (2015) interviewed 

50 news editors and identified that there was the perception that some students were 

not as proficient in terms of skills as expected and therefore were not included in 

newsroom operations. Cullen (2015) reports that these students were often assigned 

menial tasks. Other barriers for students obtaining practical experience in industry 

placements identified by Cullen (2015) include the need for students to negotiate with 

unit coordinators for placement opportunities. Without stipulating what a capstone 

journalism unit should look like, Cullen (2015) proposes developing a series of criteria, 

strategies and standards to guide journalism educators in the design of journalism 

capstone units, and suggests that these are established via wide consultation and panel 

discussions, with a discussion paper to be distributed to inform the development of a 

capstone journalism unit  

 

Cullen (2017) finds that while capstone-style courses have been included in other 

disciplines for many years, they have only gained prominence in journalism programs in 

the past decade. Following a series of face-to-face interviews with journalism educators 
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from 18 universities, he identifies the three main types of capstone courses as 

newsroom simulations, projects and internships. Interviewees reported that the units 

aim to be student-centred and are focused on students demonstrating core journalism 

skills and producing publishable outcomes. Cullen (2017) recommends that capstone 

courses in journalism attend to skills development, integration and closure, diversity, 

engagement, assessment and evaluation. 
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CHAPTER SUMMARY 

Over the past decade, a key theme that has resonated across the academic literature 

on WIL is that the field has matured and grown as an academic discipline so that it is 

more visible and robust (e.g. Lester and Costley, 2010; Zegwaard, 2015; Zegwaard and 

Coll, 2016). At the same time, gaps remain. While there is a belief in ‘the general “good” 

of WIL’ (Smith and Worsfold, 2014, p.1079), challenges include those around equity and 

access. This is evident in the literature on WIL in journalism. With newsrooms shrinking, 

high demand for internships and issues with varying quality of internships, educators 

have had to be creative about how they incorporate student-valued, authentic 

experiences within programs to produce ‘work-ready’ graduates. As this chapter has 

revealed, in recent years innovative models of WIL have been emerging in journalism 

education. In the following chapters I contribute to this conversation, presenting three 

models of university-led WIL in journalism that bring academia and industry together in 

partnership to build the capacity of all student journalists to work in a dynamic media 

landscape. Firstly, however, I will outline the Research Methods used to analyse the 

different models of WIL highlighted in this work. 
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Chapter 3: Methodology 

INTRODUCTION 

This chapter provides an overview of the research methodology which informed the 

study. It begins with a discussion about the development of my research philosophy, 

and research framework and a rationale for the chosen case study method. The use of 

a multiple case study approach is then justified and the sampling process for selecting 

case studies is explained. Following this, participatory action research is addressed 

along with the multiple methods of data collection used within each of the case studies, 

that is, interviews, focus groups and participant observation, are detailed. Why each of 

these methods has been utilised and how each has been operationalised are also 

discussed. In the next section, the chapter explains the processes by which the data 

has been analysed and outlines the strategies engaged to ensure the reliability of the 

data. The final part of the chapter attends to the ethics of the study. 

 

When this research project began in 2013 the shrinking of newsrooms and 

increasing convergence of technology was well underway. Individual journalism roles 

were expanding with previously distinct roles compressed into a hybrid 

journalist/content maker/media producer and the transformation of the traditional genre 

newsroom to a multi-platform media centre.  These shifts in the market called for yet 

another review of journalism education in the tertiary environment. Deuze defined 

journalism education as “the preparation of students for a career working in news media 

organizations” and while the “education and training of journalists is a subject much 

debated [it is] only rarely researched” (2006 p. 21). 

 

This research project was to be an exploratory investigation into the impact of on-

campus university-led WIL projects and their use and application as an inclusive model 

of WIL in journalism education.  To gain an understanding of how these projects 

maximised student and industry engagement, enhanced student experiences, graduate 

outcomes, and employability, I determined that a multi-method, multiple case study 
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research method would provide the best quality data.  The conceptual framework for the 

collective case study research methodology was grounded in real-life industry 

experience, combining my experience as a media centre director, journalist, media 

producer and journalism educator.  Using an experiential-based case study design, the 

research drew directly on the perspectives and experiences of the students as they 

worked alongside industry practitioners in a variety of authentic university-led media 

settings.  Data collected included researcher observations, focus groups, and a variety 

of filmed interviews.  The interviews incorporating student, industry and academic 

perspectives of students participating within the various case studies utilising 

‘embedded theory and practice models’ within the university-led settings.  Interview 

content and research material were also utilised to produce the creative/professional 

component to sit alongside the exegesis that was both a form of and product of the 

research project.  

 

Decisions to include a creative/ professional component were multi-layered. The 

media environment in 2013 reflected McLuhan’s comments made over 50 years earlier 

regarding the “personal and social consequences of any medium” (1964 

p1).  Convergence of technology occurring in contemporary newsrooms was very much 

in line with McLuhan’s assertion that “the new patterns of human association tend to 

eliminate jobs” (1964).  Likewise, McLuhan also presented a positive reading where 

automation also created “roles for people”, and this reflected in the changing media and 

communication industries.  The creative component of this project had several 

objectives. As a practitioner researcher it was important to maintain skills and ensure 

students kept pace with current industry practice involved adopting the contemporary 

media production practices of converged newsrooms. The body of work (video 

component supported by online media websites) produced as part of the research 

project allowed the me to actively engage with the emerging medium for contemporary 

news media through journalism instruction and articulate the “message” in congruence 

with “the change of scale or pace” (McLuhan 1964, p.1) happening in the news 

media.  A website containing videos about the university-led WIL case studies, 

constructed using the interviews with students, industry practitioners and academics 
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would “bring together [the] experience and description of that experience (Laurilliad 

2002, p. 103) using a medium readily accessible by journalism, media and 

communication students. A decision to not use narration to allow students own critical 

reflection, rather than be directed by the direction of the narrator was purposefully 

incorporated (Laurilliad 2002, p.104). 
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3.1 RESEARCH PHILOSOPHY 

 

The scope of this exegesis does not allow for, or seek to, argue the merit of a qualitative 

v quantitative approach to research, or the philosophical underpinnings of each 

methodology. My research philosophy is best described as pragmatic (Peirce 1984, 

James 1907, Dewey 1931), placing importance in identifying what is the wisest method, 

or combination of methods, that provide the most appropriate, and best quality, data 

(Kaushik and Walsh, 2019).  This is further supported through my alignment with a wise 

practice approach informing an epistemology that assumes knowledge is informed by 

many views, that there is no one best way, or one truth, and it is built “on a 

constructionist interpretation of knowledge, where knowledge emerges in a social, 

cultural and historical context” (Higgs 2012). Wise practice’s incorporation of 

community-based participatory research (CBPR) also informs my research practice in 

that I seek “collaborations, participation, empowerment and transformative change” 

(Petrucka et al, 2016) and further I seek to accommodate the experiences of the 

individual and the collective.  A view supported by Crotty’s social constructionism that 

also recognises the significance of collective knowledge generation and transmission 

(1998, p.54). 
 

As such this research project utilises elements of both qualitative and quantitative 

research strategies as part of a mixed method, multi-method approach incorporating 

collective case studies, participatory action research, journalism as research and a 

mixture of qualitative and quantitative methods involving interviews, surveys, focus 

groups and ethnography in order to obtain rich data.  Case studies methodologies are 

used to gain a deeper understanding of the complexity of behaviour within a defined 

situation, and case study research often uses multiple methods of data collection. The 

majority of data collection for this project utilised qualitative methodologies because 

quantitative research methods on their own would not provide the data-rich, in-depth 

understanding of the on-campus university-led work-integrated learning projects, and 

what it meant for those involved (Laws 2004, p. 464).  However quantitative surveys 

were also incorporated because they would add breadth to the data able to be obtained 
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in a multiple case study design with qualitative data collection methods. The quantitative 

surveys were used to validate the “qualitative data,” and test any researcher bias, 

further strengthen the findings” and provide “a more coherent and complete picture of 

the investigated domain than monomethod research can yield” (Kell 2006, p. 293).  It 

was through the combination of these methods that I would be able to obtain the 

amount of rich data required to fully answer the research questions. 

3.1.2 Rich data and purposeful sampling 

 

A deep understanding of university-led WIL required rich quality data.   In order to “to 

create an integral and persuasive piece of research around this phenomenon, each 

participant’s different perspectives should be included” (Andrade 2009, p. 45). 

This research project implemented three different model journalism WIL models through 

multiple case studies about university-led work-integrated learning required and multiple 

data collection methods to ensure there was enough data that was “thick,” “rich,” and 

deep enough to fully understand the phenomenon.  Mixing qualitative methodologies 

allowed me to obtain a variety of data sources and perspectives.   Purposeful sampling 

of relevant stakeholders focused on students, industry and academics who participated 

in the case studies, in addition to students undertaking internships or work placement 

WIL experiences, was important to ensure quality data was obtained. Targeted 

collection methods reduced the need for a larger sample needed to reach saturation.  

Students who had participated in the case studies, and were currently employed as 

broadcast or multi-platform journalists were also interviewed to further inform the 

research project. The data collection occurred via a cyclical process involved constant 

data collection, review and analysis of data and data sources informed adjustments to 

each subsequent case study and ensured the researcher was obtaining the highest 

quality data available.  
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3.2 RESEARCH FRAMEWORK 

 

Eisenhardt’s (1989) framework for building theory from case studies provided the 

overarching framework for the research methodology of this project and was integrated 

with a participatory action research methodology and informed by Candy’s (2006) 

framework for research that is both practice-led and practice based.  Core settings and 

relevant peripheral data sources were selected based on their proximity and relevance 

to the particular case study being undertaken.  Initial research settings for each of the 

case studies were different in terms of the ‘type’ of case study and location, however 

after several pilot case studies, and replication, each case study methodology followed 

a core structure involving four phases and within set parameters around the “space’ of 

each case study.  Data collection occurred across all four phases however collection 

methods changed according to the phase on foot at the time and the continual refining 

of research question as is in-line with inductive research.   

 

A four-phase multi-method investigation involving a series of university-led work-

integrated learning projects, forming a series of individual case studies as part of a 

Collective Case Study methodology, aimed at maximising student and industry 

engagement in Australian journalism programs.  Modifying Leong and Kavanagh’s 

scaffolded approach simulating work practice to incorporate the ‘authentic’ practice of 

broadcast and publication, the study incorporated a series of cyclic experimental 

project-based case studies involving design, implementation, reflection, refinement and 

redeployment in a variety of formats to determine how best to match industry and 

student needs. In light of the G20 project and subsequent opportunities, a multiple Case 

Study (Collective Case Study) methodology was identified as being the best approach 

for gaining a data-rich, deep level understanding of university-led WIL and its impact on 

student experiences while bridging the gap between industry and academia (Creswell 

2003, Weerakkody 2015, Eisenhardt, 1989).  The collective case study methodology 

also allowed for “longitudinal case research and data triangulation” (Kirenda and 

Fitzgerald, 2006), and further, met the academic requirements for transparency and 

replication. The multiple case study design included individual case study project 
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development and replication for testing results with a subsequent cohort of students. 

This allowed for critical evaluation and more in-depth understanding of the theoretical 

application of wise practice in journalism education, validation testing, generalisation 

and a process for the clear articulation of methodology and methods. Each of the case 

studies were able to be evaluated separately and collectively with student experience; 

engagement; authentic experience; and industry engagement as a core focus along 

with each case study capacity to provide the entire student cohort with a more in-depth 

learning experience and developing the critical thinking and amalgamated news and 

production skills required by the media industry.   

 

While Eisenhardt’s approach has received some criticism, as Eisenhardt and 

Graebner (2007) acknowledge, the key feature of using the theory-building case study 

approach was the flexibility to make adjustments as the project developed, and for 

development of a more refined research focus to be revealed after the data collection 

had commenced, such as to include additional of case studies, to adjust focus and 

probe themes which may emerge, and to make allowances for emergence of 

unexpected and fortuitous results (Bettenhausen and Murnigan, 1985) and unexpected 

opportunities (Gersick 1988). It is thought ‘building theory from case study research is 

most appropriate in the early stages of research on a topic or to provide freshness in 

perspective to an already researched topic’ (Huber, 1995, p. 87). The nature of the 

method allows for the research question to develop and shift during the research 

because the research is in early stages and as close as possible to the ideal of no 

theory being under consideration and no hypothesis being tested (Eisenhardt, 1989). 

The theory-building process occurs via recursive cycling among the case data, 

emerging theory and, later, extant literature (Eisenhardt and Grabner, 2007, p. 25).  
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3.3 CASE STUDY 

3.3.1 Rationale 

Perhaps the most cited definition of a case study is that of Yin (1994, p. 23), who argues 

that it is ‘an empirical inquiry that: investigates a contemporary phenomenon in depth 

and within its real-life context’. Expanding on this definition, Yin (1994) asserts that 

there are three main types of case studies – explanatory, exploratory and descriptive. 

Weerakkody (2015) proposes a fourth category which simultaneously explains, explores 

and describes.  

 

The case study was an appropriate approach for this research, as it generates 

rich data or what Flyvbjerg (2002, p. 22) refers to as ‘thick narrative’. Additionally, this 

data, as Weerakkody (2015) suggests, can meet multiple purposes, explaining, 

exploring and describing a phenomenon. Also informing the decision to use the case 

study was the fact that, as is evident from Yin’s (1994) definition, case studies are 

particularly suitable for exploring current issues and providing insight into how things 

work in particular contexts, such as the context of WIL in journalism education (Laws 

and McLeod, 2004). Patton (2002) adds to this argument, positing that case studies can 

yield deep understanding of a subject, providing novel and original knowledge. Flyvbjerg 

(2006, p. 229) also claims that case studies provide important ‘nuance’ about context 

and process and what causes a phenomenon. One reason for this is that by definition, 

case studies typically rely on multiple methods. As scholars of the approach explain, the 

case study is not defined by the specific methods of enquiry used, but by a diversity of 

methods (Stake, 1994; Merriam, 1998). This is a further important strength of the case 

study. Another factor that rendered the case study particularly useful for this research is 

that it is an approach that is typically associated with practice and professional 

applications (Zucker, 2009). As well as being valued for its theory-building capacity, the 

case study is also viewed as an approach that is relevant and applicable given that it is 

embedded in everyday, real-world contexts (Yin and Davis, 2007).  
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Case studies as a research method have been subject to some criticism. 

According to Flyvbjerg (2011), a significant proportion of critique relates to the 

descriptive nature of the method; however, this can be countered with emphasis on the 

‘deep’ understanding able to be gained in conducting case study research. An additional 

criticism of case studies is that they lack scientific rigour and that the analysis and 

interpretation of results are often subjective and based on biased views of the 

researcher using equivocal evidence in a way that influences the findings (Eisenhardt 

and Grabner, 2007; Andrade, 2009). This criticism of the approach is often linked with 

what is viewed as another weakness, that is, that case studies have limited potential for 

generalisability. As with other criticisms directed at case studies, these claims have 

been countered by advocates of the approach such as Mason (2002), who argues that 

researchers can mitigate issues of subjectivity and bias by being rigorous in sampling, 

the design of methods within the case studies and data analysis. Similarly, while 

Flyvbjerg (2011) acknowledges bias as a potential problem in case studies, his view is 

that bias applies to all methods and can be addressed by researchers. In terms of 

generalisability, Yin (2009) writes that case studies are generalisable to theoretical 

propositions, and not to populations or universes. Furthermore, as Flyvbjerg asserts 

(2011), the strategic choice of case can greatly add to the generalisability of a case 

study. A final criticism that is often levelled at the case study is that it is demanding and 

time-consuming (Yin, 2009); however, these limitations need to be weighed against the 

value of the data the method produces.  

3.3.2 Collective Case Study Approach and Sample 

A collective (two or more case studies) or multi-case approach was used in this project 
(Yin, 2003; Laws and McLeod, 2004). It is well established that compared with single 

case studies, multiple cases are more effective for claiming generalisability (Creswell, 

2013) and for theory building (Yin, 1994). As Woolley (2017) argues in reporting on 

using the approach to explore teaching students how to be foreign correspondents, 

multiple cases provide rigour and validation. Yin (1994) refers to the process as 

‘replication logic’ in that multiple cases allow a researcher to confirm or disconfirm the 
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inferences drawn from previous case studies and thereby produce more reliable 

models.  

 
In total, nine cases were undertaken. They were selected according to the 

principles of purposeful or criteria-based sampling, with the key focus the need to 

represent different models of WIL practice (Mason, 2002). Three case studies of three 

different types of WIL practice were undertaken. Flipped WIL case studies were Radio 

Journalism (2014), Television Journalism (2015) and News Production (2016). Event 

WIL case studies undertaken were the G20 Leaders’ Summit (2014), Blues on 

Broadbeach (2017) and the Commonwealth Games (2018). The final three case studies 

completed around Purpose WIL were Project Safe Space (2015), Mental Health and 

Refugees (2016) and Project Open Doors (2017). 

 

Eisenhardt (1989, p. 546) describes how the research process of a collective 

case study methodology is a ‘strikingly iterative one’. This has been my experience. 

There has been a constant refining of the research question in light of new findings as I 

moved back and forth through each phase and ‘the process [was] alive with tension 

between divergence into new ways of understanding the data and convergence onto a 

single theoretical framework’ (Eisenhardt, 2002, p. 28). This framework is best 

articulated through the discussion of multiple case studies and how they have been 

considered collectively. 

  



	 61 

3.4 PARTICIPATORY ACTION RESEARCH 

3.4.1 Rationale 

The research design also incorporated ‘participatory action research [as] a process of 

systematic reflection, enquiry and action about [the researcher’s] professional practices’ 

that ‘sets out to undertake investigations that are socially responsible, politically 

informed and committed to praxis and social change’ (Bellany, 2012, p. 12). Importantly, 

participatory action research (PAR) recognises that the person doing the study is also 

part of the group under observation (Norton, 2009, p.107). Including a PAR research 

model within each of the case studies enhanced problem formulation, hypothesis 

formulation, data acquisition and data analysis, synthesis and application ( Greenwood, 

Whyte and Harkavy, 1993; Whyte, Greenwood and Lazes, 1989). 

 

Key features of participatory research as outlined by Greenwood et al. (1993), is 

that there is collaboration between the researcher and the group being studied and 

takes place across the period of the research; there is incorporation of local knowledge, 

including that of the researcher; it is eclectic and there is diversity, taking into account 

different theories and contexts; specific case orientation, learning lessons from specific 

cases; emergent process gains dimension and depth as move through the process; and 

there are links to scientific understanding and social action - participants of the case 

being researched research results reflect their understanding of the system. 

3.4.2 Design 

Including PAR research allowed for incorporation of the intrinsic knowledge and 

collaboration between students, industry and myself as the researcher and producer. In 

PAR, authority over and execution of the research is a highly collaborative process 

between the researchers and the members of the organisation under study (Greenwood 

et al., 1993). Importantly, PAR recognises that the person doing the study is also part of 

the group under observation (Norton, 2009, p. 107). PAR matched well with wise 

practice as it is itself eclectic and accounts for diverse points of view. PAR permitted me 

to take into consideration different theories and contexts, and allowed for collaboration 
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between myself as the researcher and the group of students I was both instructing, 

guiding and studying, and incorporation of local knowledge from myself and community 

and industry partners and, importantly, it links scientific understanding to social action 

(Greenwood and White, 1993). 
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3.5 INTERVIEWS 

3.5.1 Rationale 

Burgess’s (1984, p. 102) much-cited definition of the interview as a ‘conversation with a 

purpose’ gestures towards its many strengths. It is a well-accepted method and viewed 

as natural. The semi-structured approach as used in this research is particularly useful 

in that it is a flexible and fluid method that can be adapted to different groups, contexts 

and needs (Dunn, 2005). The researcher can probe and follow up issues or address 

unanticipated but important subjects that are raised by participants (Berg, 2009). Adding 

to this debate, Kvale (2007, p. 9) argues that interviews are a useful method as they 

provide ‘unique access to the lived world of the subjects, who, in their own words, 

describe their activities, experiences and opinions’. They uncover meanings, 

understandings, stories, feelings and motivations and give voice to participants. 

3.5.2 Design 

In total 77 interviews were undertaken – 46 with students, 8 with students now working 

as journalists, 15 with industry personnel and a further 8 with academic staff (see 

Appendix 4). The 46 students (36 female and 10 male) were all in the second or third 

year of their degree and participated in one of the WIL case studies. The vast majority 

were enrolled in a Bachelor of Journalism, with a small number enrolled in a Bachelor of 

Public Relations or a Bachelor of Communication.* Of the 15 industry personnel 

interviewed, 8 were men and 7 were women. Three were active participants in WIL case 

studies, acting as senior editorial supervisors. Four other industry interviewees provided 

introductory talks as part of a media induction for students at the start of different WIL 

case studies. All of the industry participants were currently employed as journalists in 

different areas and had experience of at least 10 years or more. In their current roles, 

they supervised a number of early-career journalists and were responsible for making 

decisions about employing journalists. The academic staff interviewed had all practised 

as journalists prior to taking up a scholarly career, where they had been employed 

educating journalism students for periods of between 10 and 35 years. Four academic 
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staff who were interviewed worked at Griffith University, two at Queensland University of 

Technology, one at RMIT University and another at the University of Queensland.  

 

Following Durdella (2019, p. 220), the interview protocols developed included ‘a 

mix of questions, prompts, and topics’ to inform the process but to also leave ‘open 

opportunities to follow hunches and intuitive directions’. Three different protocols were 

developed for the three different interviewee populations of students, academics and 

industry representatives (see Appendix 5). Interviews with students explored their 

perceptions of their journalism education to date, the positive and negative elements of 

the WIL experience, and future learning, employment and career goals. Industry and 

academic staff, who were interviewed in their workplaces, were asked to reflect on their 

views about the skills and capabilities required of students, interns and newly recruited 

employees, as well as their involvement in WIL and views on its efficacy for journalism 

education. In these discussions, participants often reflected on their own journalism 

education, as well as the changing nature of the media landscape and what this means 

for journalism education.  

 

Interviews ranged in duration from 15 minutes to one hour, but were on average 

around 40 minutes. The much shorter interviews were undertaken on a few occasions 

at a participant’s request because they were time-poor and otherwise unavailable. All 

interviews were videoed using a two-camera set-up when possible and were filmed 

either by the researcher or with a camera operator. As noted in the ethics protocol, 

interviews with students were conducted only after the unit results were moderated and 

published, because I was the instructor and course convenor. This approach was taken 

to ensure answers could be considered reliable. In the one case study where students 

were participating in an Event WIL case study that I was running, I was not marking 

students work and the interviews were conducted by a research assistant while I was 

not in the room. 
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3.6 FOCUS GROUPS 

3.6.1 Rationale 

In addition to interviews, seven focus groups were also undertaken. Focus groups are 

typically informal discussions in a group of selected individuals about a particular topic 

(Kitzinger and Barbour, 1999). Like interviews, focus groups allow a researcher to ‘enter 

the world of the participant’ (Liamputtong, 2011, p. 5), which, in this research project, 

primarily meant gaining detailed knowledge about students’ perceptions, feelings, 

experiences and understandings of one of the WIL models. In using focus groups, the 

researcher also has the opportunity to ask probing or follow-up questions to seek 

clarification or verification (Stewart, Shamdasani and Rook, 2009). In contrast to 

interviews, focus groups are beneficial in that a wide range of information can be 

obtained from a larger population and in a time- and cost-effective manner (Kitzinger, 

2005). A further strength of the focus group is that it is a method defined by interaction 

(Morgan, 1996) and therefore new insights can be produced as participants feed off 

each other, agreeing or disagreeing with stated views and comments. 

3.6.2 Design 

The seven focus groups undertaken involved a total of 54 participants. The majority of 

participants (48) were students in the third year of their degree who had participated in 

Television Journalism (2015), the G20 Leaders’ Summit (2014), Blues on Broadbeach 

(2017), the Commonwealth Games (2018) or Project Open Doors (2017). Twelve were 

male and 36 were female. The Television Journalism (2015) focus group involved 8 

students, the two focus groups associated with Blues on Broadbeach (2017) were with 

8 and 10 students respectively, and the Commonwealth Games (2018) focus group had 

20 student participants. While this was a very large group, it was convened to meet 

student needs. As Conradson (2005) argues, focus group size is often influenced by 

practical constraints of a research project such as availability. The final focus group was 

linked with Project Open Doors (2017). It consisted of 8 participants. Four were 

academics who helped me facilitate Project Open Doors and four were industry 

representatives from the disability sector. They worked in policy or outreach positions 
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for disability advocacy groups. The industry representatives and academics involved in 

the Project Open Doors case study held senior communication and media roles from 

the respective not-for-profit community partners for the project. 

 

Focus groups began by asking participants what their expectations had been of 

the WIL program (see Appendix 5). They were then invited to reflect upon what they 

had found useful about the WIL course/experience in which they had been involved and 

what challenges they had encountered. Students were specifically asked about the 

impact the course had had on their degree and their sense of identity as a journalist. 

Following this, they were questioned about any changes they would make to improve 

the program. The industry representatives and academics involved in the Project Open 

Doors (2017) case study held senior communication and media roles from the 

respective not-for-profit community partners for the project. 
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3.7 SURVEYS 

3.7.1 Rationale 

 

Because the researcher was also the journalism educator and chief of staff in the 

newsroom (university-led WIL experience), it was necessary to collect data that allowed 

students provide responses that were anonymous. Surveys were utilised because they 

are able to provide standardised, quantifiable data (Walliman, 2011). As well as 

producing credible empirical numerical data, the surveys were used as a way to elicit 

qualitative data through the use of open-ended questions (O’Leary, 2014). 

 

The initial surveys were administered via SurveyMonkey which is a tool that 

allows users to create surveys using question format templates. Survey-Monkey has the 

advantages of other web-based questionnaires that are not present in paper-based 

surveys such as ‘drop-down menus, pop-up instruction boxes and sophist acted skip 

patterns’ (Gray 2014, p. 204). It thus offers the researcher, (and potentially, the 

respondent), flexibility and ease. 

3.7.2 Design 

 
A series of anonymous surveys were run alongside the face-to-face interviews and their 

results confirm the findings emerging from the interviews. This assured me that my 

positioning as both course convenor and interviewer was not impacting on the findings. 

The anonymous independent surveys targeted different but interrelated aspects of the 

research and were conducted continuously throughout the research period. A 

quantitative survey was incorporated to triangulate the results obtained from the 

interviews. Surveys were utilised because they are able to provide standardised, 

quantifiable data (Walliman, 2011). As well as producing credible empirical, numerical 

data, the surveys were also used as a way to elicit qualitative data through the use of 

open-ended questions (O’Leary, 2014). Early anonymous surveys were sent via an 

electronic link to potential participants, inviting them to complete the survey via email. In 
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the final phase of data collection, hard-copy surveys were handed out to be voluntarily 

and anonymously completed by students while I was not present and collected by a 

third party. 
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3.8 PARTICIPANT OBSERVATION 

3.8.1 Rationale 

Participant observation is a research activity in which the researcher ‘participates in the 

daily life of the people under study, observing things that happen, listening to what is 

said, and questioning people, over some length of time’ (Baker, 2006, p. 173). It is a 

method that is valued for providing knowledge of ‘situational practice and local 

knowledge’ (Luders, 2004, p. 225). It was therefore of great benefit to this project, as I 

have been able to examine what contributes to quality WIL and which journalism 

models are most effective.  

3.8.2 Design 

In following the advice ‘to observe and record almost everything in the beginning’ 

(Gerson and Horowitz, 2003, p. 208) I began my observation journal with notes about 

the setting, interactions, feelings and reflections. Beyond that of independent 

researcher, I was also a project designer, event manager, journalism educator, media 

producer, reflective practitioner and newsroom chief-of-staff and editor, so there was 

little time during classes to record my observations. Typically I made notes every few 

days or when something significant occurred. As the research progressed and I refined 

the WIL models I had instigated, I was more focused in my observations and set myself 

specific questions or issues about which I wanted more information. For each of the 

Flipped WIL case studies, I undertook approximately 80 hours of participant 

observation, while the Event WIL and Purpose WIL case studies each involved 

participant observation for approximately 100 hours. 
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3.9 DATA ANALYSIS 

3.9.1 Rationale 

Data Analysis incorporated traditional routines and procedures often utilised in 

qualitative analysis. Interviews, focus groups, observations and reflections were 

transcribed and imported into the qualitative data analysis software NVIVO. Data 

analysis began with immersion, that is, repeated readings of the texts (Bazeley, 2013). I 

developed preliminary codes, that is, ‘ways of seeing’ (Boyatziz, 1998, p. 4) from this 

stage which I then reworked, adjusting and regrouping them into themes in the repeated 

ways necessary for robust qualitative data analysis (Rapley, 2011). Coding took a 

hybrid form. Deductive codes from the literature were used alongside inductive codes 

when unexpected issues arose (Harding, 2013). Data analysis of the survey results 

focused on ‘descriptive statistics’, that is frequencies and ‘derived statistics’, that is, 

percentages and averages of the numbers described (Thomas 2013 p 250). As 

Denscombe (1999, p.192) argues these are the ‘bedrock of quantitative data’. 

Numerical reports focused on these analytical categories were produced through 

Survey Monkey and the spreadsheets where hard copy responses were manually 

entered. As recommended by Gray (2014) these quantitative results were then 

organised into tables and graphs to assist with analysis. Greener (2011, p.70) advises 

that this process is useful to revealing ‘patterns within data series’ which are themselves 

integral to ‘understanding what the numbers we have collected are telling us’.  
 

3.9.2 Design 

Initial coding was conducted on a case-by-case basis as each interview, focus group 

and observation memo was entered. However, as the analysis continued, patterns 

between the cases were identified and coded appropriately. Within-case-study analysis 

was undertaken for each individual case study, followed by cross-case analysis, with 

differences and similarities identified via the constant comparative method, as outlined 

by Harding (2013). Data sets were then pooled, and the multiple case studies were holistically 

evaluated.  Once these key themes had been identified, each of the interviews were re coded 
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according to the key themes.  Once data analysis saturation was achieved, final capstone case 

studies were conducted to validate findings. Cross pattern matching was also utilised 

because each of the research strategies involves collecting and considering evidence 

from a variety of perspectives, “however, the process also involves converging on 

construct definitions, measures, and a framework for structuring the findings [and] the 

process is intimately tied with empirical evidence” (Eisenhardt 2002, p. 28) 
 

3.9.3 Limitations 

Due to the inexperience of the researcher, initial coding was not effective as there was a 

tendency to code everything because I was unsure about what I was looking for.  

Likewise some initial surveys were extensive and not well constructed. However as my 

experience grew and I began to understand the research process the data analysis 

became less difficult, and initial coding categories and surveys were re-assessed to 

ensure consistency across the sample. Surveys conducted during the final case studies 

were able to be narrowed in their focus as saturation was reached. The survey design 

for latter surveys were reformatted and drew on surveys used by Smith and Ferns 

(2014) to assess the impact of WIL on student work-readiness, and these were then 

amalgamated with The General Self-Efficacy Scale survey models used by Dr Elizabeth 

Cardell (2017) for her Personal Resilience Questionnaire. These questions were 

adapted to reflect the research questions as they related to student journalists. All 

students were participating in the capstone surveys were surveyed at the beginning and 

at the end of the WIL experience to measure the development and transformation in 

confidence and ability. 
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3.10 ENSURING QUALITY DATA AND CASE STUDY RESEARCH 

A number of strategies were implemented to ensure the quality of the findings. Firstly, 

as is recommended by Creswell and Miller (2000), I had a prolonged engagement in the 

field. The collective case study methodology also allowed for “longitudinal case 

research and data triangulation” (Kirenda and Fitzgerald, 2006), and further, met the 

academic requirements for transparency and replication. The case studies were 

conducted over a period of five years. Over this time I followed the advice of Stake 

(2005, p. 443), who writes of the need to undertake ‘concurrent data collection and 

analysis’ and to refine ‘descriptions and interpretations continuously.’ Secondly, I 

undertook member checking, discussing my analytical thoughts with key colleagues, 

students and industry representatives (Harding, 2013). I regularly sought informant 

feedback to ensure respondent validation. A third strategy I adopted was that of 

triangulating findings with data from interviews, focus groups and participant 

observation, and perspectives elicited from students, industry and academia (Yin, 

2004). The final quality strategy I utilised was to engage in reflexivity. As suggested by 

Bacon (2006, p. 155), I maintained a reflexive journal as a means of ‘closing the gap 

between theory and practice’. The journal was used to maintain an ‘audit-trail’ as I used 

it to record methodological decisions and rationales (Carcary, 2009, p. 11). At the same 

time, I also used the journal to challenge and question my approaches and conclusions. 

In this respect, it was a means of addressing potential biases that may have improved 

the research. This was crucial given that I was not a non-participant observer in the WIL 

case studies, but a ‘passionate participant’ observer who had regular and ongoing 

contact with many of the people involved in the research (Guba and Lincoln, 1994, p. 

115).   
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3.11 ETHICS 

All of the fieldwork was conducted in accordance with the National Statement on Ethical 

Conduct in Human Research, university protocol HUM/13/14/HREC. Participants were 

provided with a copy of the Participant Information Sheet and Consent Form in either 

hard-copy or electronic form (see Appendix 6). People participating in interviews were 

filmed and asked to sign an additional consent form allowing their image and 

information to be used in any future research-related material.  

 

Because I would be observing and interviewing students about their experiences 

and I was about to begin investigating the effectiveness of the model, it was imperative 

that ethics clearance was obtained as soon as the scope of the project was identified 

and prior to commencing the fieldwork phase of the research project. Interviews and 

focus groups with students were almost all conducted after their courses had concluded 

and assessment had been submitted and graded. On one occasion this was not 

possible, as students were only available during the semester period. In these 

instances, a third party (a research assistant) conducted the interviews.  

 

It was vitally important to ensure student participants were able to freely share 

their experiences without concern for any impact on their assessment.  To ensure this, 

any face-to-face interviews were conducted in a time and space not relevant to their 

participation and not in any way related to assessment.  The interviewer was provided 

with a list of questions, and participants were taken out of the WIL experience space.  

Because the researcher was participating in the case study as a participant, they 

ensured they did not enter the interview space and did not interact in any way.  Footage 

from these interviews was not provided to me until well after the experience was 

finalised and all assessment finalised.  In the final case, the researcher had an 

independent marker to mark the assessment items 
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3.12 TRIANGULATION 

 
Triangulation of data has long been used to ensure validity and quality of the research 

(e.g. Denzin, 1978, Jick, 1979) and corroborating evidence was collected via a 

combination of anonymous online surveys, unstructured and semi structured face to 

face interviews, and participation and observation with triangulation as basis for multiple 

collection points for data.  This allowed examination of several perspectives to evaluate 

validity of findings. Methods were purposely designed to collect some overlapping data, 

the possibility for triangulation certainly exists and, if the results are convergent, greater 

confidence may be placed in the evaluation’s overall findings (Yin p 324). Comparative 

analysis was not formalised as a methodology (Ragin 1987, 2000, 2009), however, it 

was used to identify within-case patterns that emerged as each of the case study data 

was analysed (Byrne, 2013 p 224).  The combination of interventions used and 

outcomes were most evident in the Mental Health in Refugees case study and the 

systematic comparison of cases allowed for the typology of university-led WIL to 

emerge. 
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CHAPTER SUMMARY 

This research project was a multi-method exploratory investigation into the impact of on-

campus university-led WIL projects. This opportunity allowed me to engage with theory 

development in a more explicit way within the experiential learning cycle and explore 

journalism media and communication work-integrated learning possibilities to their 

fullest potential (Greenberg 2007 p. 302). Given the many strengths of collective case 

studies as a method, I have used them as the overarching framework to best test the 

models and the wise practice for developing quality, inclusive university-led WIL in 

journalism education.  In addition to participatory action research formed part of the tool 

kit of methods used in this study. In this chapter, I have provided an overview of my 

methodological approach, detailing the different data-gathering techniques I used for 

each case study. In the following chapters, I report on the findings from these case 

studies.  
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Chapter 4: Findings 1 

Flipped WIL: towards an inclusive model of 

university-led work-integrated learning 

INTRODUCTION 

The following three chapters comprise the three main findings chapters. Each chapter 

describes my experience as a practitioner-researcher, a description of each of the case 

studies undertaken, and enunciates one of the three different models comprising a 

typology of wise practice in university-led WIL in journalism education. Key themes 

emerging from the interviews in relation to the student experience of the scaffolded 

models of university-led WIL investigated in this research project can best be 

categorised as being: an enhanced student experience, the real world (authentic) nature 

of the experience,  how the university-led WIL experience provided deeper learning 

experience and the percieved contribution to student employability. Throughout the 

findings chapters I provide comments which represent these themes. This current 

chapter deals specifically with Flipped WIL. The Flipped WIL case studies form the base 

model for university-led WIL. 

4.1 Outlining the Case Study 

The three case studies focus on students working from an on-campus multimedia 

newsroom as the basis of an inclusive WIL experience. These are Radio Journalism 

(2014), Television Journalism (2015) and News Production (2016). Each of the case 

studies describes a separate class I taught at Griffith University through which I refined 

an effective model of university-Led WIL which is accessible to on-campus students. 

This Flipped WIL model most strongly reflects what has been described in the literature 

on journalism education as the ‘teaching hospital’ method (Newton, 2012, 2013) and is 

adapted from a model that has existed in journalism programs for some time, as many 
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journalism academics will recognise. At the same time, it engages with criticisms of this 

method, challenging the notion that journalism education is simply a method of ‘supply’ 

(Anderson et al., 2011; Mensing and Ryfe, 2013; Young and Giltrow, 2015). Most 

importantly, its focus is on inclusion and ensuring all students have equitable access to 

a quality WIL experience. 

 

The Flipped WIL model (see figure 1) comprises a series of scaffolded, practice-

based units and a hands-on, critical engagement with theory, culminating in a capstone 

unit. Each of the units involve student learning occurring through students ‘working’ as, 

and alongside, industry (when possible) in a specially configured, university-based 

multimedia newsroom. Each unit is focused on developing professional practice around 

a core journalism skill set. Previously, these units would have been categorised as 

‘genres’ of journalism when the field was siloed according to the different platform.  At 

the core of the model is a student-centred approach to designing WIL experiences, 

while at the same time strengthening collaboration between ‘the WIL tripartite 

partnership of employer, academic staff, and student’ (Martin et al., 2012, p. 24, Agnew, 

Pill, and Orrell, 2017). 

 

 
Figure 1: The Flipped WIL Model comprises three units scaffolded throughout the final year and a half of 
a journalism degree culminating in a Capstone Unit. Each unit builds on skills developed in previous 
units. 

Capstone Unit 
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Within the Flipped WIL model, the industry was brought into the classroom 

through the practice of authentic news production within the hybridised 

classroom/newsroom and publication or broadcast of that content. Students were 

required to produce timely content that was broadcast live on radio or television, or 

published on industry-standard online news platforms for an audience distinct from the 

university. The hands-on approach to critically engaging with theoretical concepts was 

facilitated by the hybridised industry professional / academic. A mixture of core and 

elective units scaffolded through the final half of the degree were designed to afford all 

students a range of quality experiences within a contemporary multimedia newsroom 

operation while engaging in authentic journalism practice. Importantly, woven into their 

‘practice of journalism is a critical engagement with theoretical concepts. Here, 

journalism students are also able to explore other facets of journalism including 

“entrepreneurship, intellectual property, managing social networks, curating content, or 

digital security’ (Berger and Foote, 2017, p. 249). 

 

In each of the models described in this chapter, the hospital models and 

‘entrepreneurial models’ of journalism education were purposefully woven together. 

Traditional approaches to journalism were taught, experienced and questioned while 

integrating new channels of communication and modes of production. Students were 

encouraged to come up with new and innovative approaches to both journalism and its 

production. Students were tasked with looking for who and what was missing, both in 

the newsroom and in society at large, and how they as journalists could work to address 

this. Students were able to make mistakes and learn from them in a safe and supported 

work environment. Students began crafting their professional identities, creating 

professional social media profiles for themselves as journalists and connecting with 

other journalists via the different social media channels. This was another way for them 

to engage with news media operations.  

 

Where these models differed from those of other tertiary providers in 

Queensland, at the time of the project, was in the extent and range of affordances 
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offered to the students and the extent to which they were expected to engage in the 

experience. The requirement of the academic staff to fully realise the model was 

considerably more than is able to be included in a normal academic workload and was 

only able to be realised because it was included as part of this research project. When 

pre-planning the model, consideration was only given to student experience and 

outcomes and as such the model was designed around these parameters. The impact 

on academic workload only became apparent as the project was implemented. 
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4.2 INITIATING FLIPPED WIL: RADIO JOURNALISM (2014) 

A total of 32 students were enrolled in Radio 

Journalism at GU’s Nathan campus in 2014, a 

core unit in the University’s Bachelor of 

Journalism degree (see figure 2). A central 

element of the success of the course was the 

recently constructed, purpose-built multimedia 

newsroom.* I began teaching Radio 

Journalism in the purpose-built newsroom 

space in 2013. 

 

In prior years Radio Journalism had been taught in a computer lab with a single 

PC and a microphone with a loose connection. The earlier space in which I had taught 

Radio Journalism looked nothing like a media production space and nothing remotely 

like a newsroom. The room was not soundproof, which meant academics working in the 

rooms next door were easily disturbed. Thus, the newly created space was critical not 

only in terms of production, but also in terms of authenticity. I referred to the new space 

as a newsroom as opposed to a teaching lab because language is important and I 

lobbied to have the signage installed to appropriately identify the space.  

 

4.2.1 Background 

 

Prior to moving into the new space, Griffith’s journalism program had produced a printed 

tabloid-style newspaper and lifestyle magazine supplement as part of news production 

courses called The Source News. I consequently thought it appropriate that we identify 

the space as the Source Newsroom. In line with the Australian public broadcaster the 

ABC, whose publications sat across several platforms, I also called the radio program 

The Source News. This approach to nomenclature was specifically adopted to mirror 

industry practice, where formerly siloed media genres and outlets are merging, joining 

Figure 2: Flipped WIL’s first unit, Radio 
Journalism (2014), developed audio journalism 
skills for one semester before moving on to video. 
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and/or expanding content to include media from other genres (Deuze, Bruns and 

Neuberger, 2007; Dupagne and Bruce, 2006; Harrison et al., 2004) and to ensure the 

same branding went across all outlets and platforms. It was also an early signal that one 

of the key ways in which I wanted to reconfigure the hospital model as it was 

implemented at GU was to have a multiplatform approach. 

 

As an addendum to the objective of wanting students to identify as journalists, I 

asked a representative from the Media, Entertainment and Arts Alliance (MEAA) to 

address the class. Students were invited to join the union for less than $1 a week. This 

was beneficial, as students were provided with an official MEAA card identifying them 

as ‘journalist’ with their photograph. As the MEAA representative asserted: 

I don’t think you can underestimate a card that has your photo on it and 
identifies you as a journalist. It says to anyone you talk to “I’m a professional 
and I believe in ethics and I am ethical” … It gives them a sense of confidence 
because they belong. They have joined the club (Industry interview 1). 

 

What the industry interviewee is referring to in the above quotation is a nascent 

stage of what Bowen (2018, p. 1148) describes as ‘becoming professional’. This is a 

critical part of the WIL experience but is complex and nuanced in that it is not only about 

understanding what a professional does but, through ‘observation, evaluation and 

experimentation’, negotiating what it means ‘to be’ a professional (Bowen, 2018, p. 

1157). What students were afforded, essentially, with this strategy was in line with 

standard industry practice for journalists. Students were issued with identification, a 

‘media’ or ‘press pass’, identifying them as a journalist. 

 

Another benefit of their membership was that students also received the industry 

publication The Walkley magazine and, more importantly, they could enter their work in 

the national media awards the Walkley Awards and the state-awarded Clarion Awards 

free of charge. Two students were finalists in the Walkley Awards and the Clarion 

Awards in 2018 on the basis of content submitted produced during their participation in 

the 2018 Gold Coast Commonwealth Games (see Chapter 5, Event WIL). 
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4.2.2 Conducting Radio Journalism (2014) 

I ran the Radio Journalism class as a newsroom in 2013 as soon as I received ethics 

clearance. Towards the end of the semester, I had students produce and present 

broadcasts live on air from our studio. Based on the success of the test run in 2013, I 

adjusted the model and conducted the Radio Production (2014) class as a newsroom 

for the majority of the semester, broadcasting live with a direct connection to 4EB 

Radio. As Newton (2012, 2013) emphasises, duplicating a teaching hospital model 

requires extensive journalism expertise. In this case, I drew on my long professional 

history as a former radio journalist, producer, program presenter and media director, 

running the newsroom as I had in my professional life.  

 

Encountering the Source Newsroom was a different experience for students on a 

range of counts. Firstly, over the 13-week course, formal content was only delivered in 

the first four weeks of lectures. In these early weeks, tutorials were devoted to teaching 

radio news production, exploring audio concepts and developing skills. From Week 5 

the course switched to integration of theory in an industry context and practice. 

Students were encouraged to participate in critical discussion and examination of 

journalism theories including Habermas’s notion of ‘public spheres’ (1991), framing and 

audience theory (Schufele, 2006) and economics of media production (Doyle, 2013) as 

opportunities arose during newsroom operations. These concepts were able to be 

examined in action and will be touched on later in this chapter. The Source News radio 

program was broadcast live on local community radio station 4EB and students worked 

all day in the newsroom. While the unit was scheduled for three hours from nine o’clock 

in the morning on one day each week, students and I stayed in the newsroom until 

broadcast. I deliberately scheduled the class from nine am to enable a full day for 

production and to allow students adequate time to complete the assessment tasks 

required while immersed in a professional environment.  

 

The second difference between Radio Journalism (2014) and previous subjects 

students had undertaken as part of Griffith journalism was that assessment was central 

to the authentic WIL experience. As indicated in Chapter 2, assessment has been a 
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vexed issue in WIL (Patrick et al., 2009; Sturre et al., 2012). I realigned the assessment 

items to fit with the selection criteria used in contemporary employment advertisements 

for similar radio journalist positions in mainstream media outlets like the national 

broadcaster’s ABC local radio. I contextualised the assessment for students in terms of 

them completing radio packages and program and content production as being a 

valuable contribution to their employability because it allowed them to demonstrate skills 

and experience. Students were assessed both individually and as they worked in teams 

broadcasting nine half-hour radio programs live on 4EB from the newsroom.  

 

Students were instructed in all facets of news and program production. I wanted 

to give students a solid grasp of the basics to ensure they knew the rules before 

encouraging them to break them. I also wanted to keep it simple. Students learnt about 

the intricacies around producing a half-hour radio news program using the A-B-C 

program format. This involves sectioning the program into three parts and classifying 

content according to different genres. In the broadcast news and CAFF model, typically 

news content is included in the first part of the program, in the A section, CAFF content 

in the B section (the middle) and ‘fluff’ sport and weather in the C section. Students 

were instructed about the importance of developing a solid understanding of traditional 

news production in order to adapt this with an entrepreneurial and progressive approach 

– i.e. know the rules and then break them – to consider how they would do news better 

or differently. Alongside the radio program, students also individually wrote five-minute 

news bulletins and pre-produced a 60-second reader with audio grab (sound), a 1:20-

minute package and a 3:30-minute CAFF package to be included in broadcasts 

throughout the semester. These assessment items were designed so students could 

begin to build portfolios of published work. Within the Flipped WIL model, a portfolio of 

published work would be assembled via assessment items completed in each of the 

scaffolded classes. Producing real content for a real live audience was a dimension of 

the program that was seen as very beneficial by the industry interviewees, who in 

interviews lamented that so much of current journalism education results in students 

producing stories that are not for a real audience. As one asserted, they need to both 
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‘think about’ and ‘interact with’ real audiences in order to learn to produce quality 

content. Another industry interviewee concurred, stating: 

When they [the students] first go on air, they’re making mistakes which they 
wouldn’t make as they go down the track. One of the best things, of course, is 
once they’ve done a program, definitely they’re going to improve from there 
because they’re going to listen back to that program. They’re going to get 
feedback from the tutors and the lecturers at the university. As well as that, 
they’re going to get some feedback from the people that are listening (Industry 
interview 2).  

 

In order to ensure assessment was viewed by industry as authentic published 

content, I allocated students into teams to produce and broadcast one of the eight or 

nine 30-minute programs we broadcast over the semester. They produced timely 

content relevant to that day for some portions of the program and in others they used 

previously individually produced radio packages to fill out the time. In their groups, they 

rotated through the various roles involved in presentation and broadcast of radio news 

including sourcing and recording of interviews, editing of audio packages, operation of 

broadcast equipment, panel operation, producing and presenting.  

 

Students chased the news of the day, as is standard in industry practice. They 

had to come to class with a minimum of three story ideas to pitch and they were not 

permitted to conduct any interviews with talent  that were not authentic. Of course, 

some students tried to interview friends and pass them off as authentic sources. This 

was usually obvious – not just to me but to other students – and I would consequently 

use this as an opportunity to discuss the practical implications of issues of trust and 

ethics as the operationalisation of theoretical concepts like the fourth estate. As this 

example indicates, students were constantly asked to engage critically with their 

practice around concepts underpinning journalism and media communication including 

news values, audiences, reception studies, economies of news and production 

processes. Students were shown how theory is applied in a real-world context. When 

opportunities arose to critically engage with a theory in these spaces, the whole class 

stopped and we took a hands-on look and students were asked to consider their 

approach. 
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As part of my commitment to addressing the limitations of the hospital model as 

potentially being a ‘vehicle of unexamined assumptions’ (Young and Giltrow, 2015, p. 

59) and to introducing the dimensions of the entrepreneurial model by helping students 

to re-evaluate the role of journalism and ‘re-think journalistic practices’ (Mensing and 

Ryfe, 2013, p. 27), as well as using a model which recognised journalists as ‘workers, 

citizens, and participants in new, sustainable models of media production’ (Cohen, 

2015), I constantly challenged students about their story ideas, production values and 

ethical approaches. They were encouraged to ‘fight for their story’ in production 

meetings. I wanted them to justify why their story should be allocated space when there 

were 30 other students wanting their work published to put in their portfolios when there 

was limited airtime available. This forced students to think about how and why they 

were pitching a story. More critically, this process facilitated broader conversations 

about what topics are given more time in the mainstream media and why, and what 

topics are marginalised in the media and why. Production meetings thus often evolved 

into important discussions about power, ethics and the news, news values and media 

production considerations.  

 

These classes/newsrooms were very much about preparing students for 

changing careers and encouraging them to engage in experimentation. Students were 

encouraged to to develop an understanding of audiences, to create and engage with 

social media, to focus on the concept of ‘demand’ (audiences), to start and grow their 

contact lists, to be publication-driven and to extend their networks through actual 

reporting. It was about getting them to think, act and become like journalists. 

 

A third different dimension of Radio Journalism (2014) for students compared 

with previous journalism courses was that while it was scheduled for three hours each 

week for a lecture and a tutorial, I expected students to stay in the classroom until their 

stories were done. To manage expectations around this issue, I mentioned in the 

course profile that attendance expectations would align with contemporary news 

production practices and sometimes fall outside of the timetabled lectures and tutorials. 
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Students would have to begin calling talent for an interview for their package after 

production meetings but, as in journalism, things did not always go smoothly or as 

planned. This is where students would critically engage with the practice of journalism. 

What students learnt during this part of the day was that journalism is not an easy or 

consecutive process. Students would have to wait for talent to call them back. Often, as 

the day progressed, I would encourage them to think laterally about who they might 

contact if a potential source fell over so they were not left at a deadline with no 

interview. Further, students were not allowed to leave until they had submitted their 

story or made alternative arrangements for their allocated time. I explained that my 

attendance expectations were embedded in the model of an authentic WIL framework. 

That is, they were asked not to consider themselves students in the newsroom, but 

journalists. They were not able to pitch stories easily sourced on the university campus 

using student peers, friends and family. If students did, these story ideas were 

challenged and examined to identify their relevance in terms of news values and 

audiences. Stories had to appeal to a mainstream media news outlet audience, not a 

university or mum-and-dad audience. Story pitches had to be story ideas that could run 

on local media outlets such as the ABC, The Guardian, Brisbane Times or Courier-Mail 

and had to include ideas for an authentic source. Students had to pitch and produce 

hard and soft news as covered by mainstream media. The emphasis was on authentic 

news production for a live audience, as opposed to a simulation in a student newsroom.  

 

While there was a set textbook (Alysen, 2012) and there were required readings, 

the primary task students were given was to engage with the news – listen to radio 

news, watch television news and read print and online news. This was not only what 

would be required of a professional journalist entering a newsroom, but also what 

industry expects of interns, as a senior industry representative explained: 

I would tell them to come in prepared as if they were actually a journalist turning 
up to work, so I would expect that they had read a couple of newspapers whether 
that be online or hard copy, and that they would have watched some breakfast 
television, they would have listened to some morning radio news and current 
affairs. Probably listen to AM if they weren’t on too early and if not just check it 
out online, and also that they would have watched some breakfast television so 
they get a flavour for what is happening that day. They know [what] the news 
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agenda is, they know what the water-cooler stories are, know a little bit about 
sport. Even if you don’t care for sport, you still need to know about it and know 
about the weather, because those are the things that are important to people 
(Industry interview 3). 

 

The above quotation is useful in drawing attention to the fact that industry has 

increasingly high expectations of journalist interns. They expect them to be ‘work-ready’ 

as they would a graduate.  

 

Collectively the different elements of Radio Journalism (2014) took students 

some adjusting to. As second-year students, they thought they had a sense of what 

journalism education entailed and the course disrupted this to begin with, as they 

explained in interviews: 

I was a bit surprised at first. I was not used to being in an environment like that, 
so it was a bit difficult getting used to it at first, but I quickly started picking up on 
it. It’s structured very differently than other courses at University, which are much 
more rigid and theoretical. This was all about the practical. It just, I had to switch 
gears a little bit. Once I did that, I was able to really keep that going with the 
other courses like television journalism and news production (Student interview 
1). 

 

Radio journalism was the first instance where I actually got a hands-on 
experience with something other than just writing. For me, it was a very full-
on experience. The first couple of weeks I was thrown into something that I 
had no idea about. It’s very much a program that I was able to learn as I 
went (Former student now journalist interview 1).  

 

The challenges students initially faced in Radio Journalism (2014) were amplified 

as they also needed to learn a completely new way of writing (as we speak), attribution, 

story construction, broadcast jargon, sourcing talent and new skills such as 

performance and presentation, vocal exercises and the integration of writing and 

editing. They also needed to learn how to operate a microphone, record audio (including 

atmosphere) with talent under a variety of conditions and become familiar with a new 

software package. The need for new knowledge and skill acquisition was a topic of 

considerable discussion in a focus group held with students following the course. One 

talked about the need to make ‘the transition’ in how she wrote with an emphasis on 
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brevity, active voice and a conversational tone, as well as having to ensure text and 

sound worked ‘in tandem’. Another agreed, stating that while he had learnt skills in 

writing for journalism in previous courses, he had found that broadcasting ‘magnified’ 

the need for precision.  

 

Students had a number of anxieties coming into the course. A central concern 

was about voice. This was particularly the case for a small number of students who had 

strong accents, extreme anxiety or speech impediments. In addressing these students’ 

concerns, I first explained that they would learn to use their voice in the course and also 

reassured them that listeners enjoy presenters with a range of biographies. I also used 

examples of media professionals to show that there is some diversity in the media 

landscape. While I continued to emphasise the need for professionalism, I also 

reminded them that the audience for community radio is likely to be welcoming and 

inclusive. I ran voice workshops both during class and outside of class time for students 

who felt they needed a little extra training. In addition, I explained to students that it was 

possible to make accommodations to the newsroom practices without drawing attention 

to their needs, such as ensuring they had access to equipment that would facilitate their 

undertaking interviews outside the newsroom or access to a support person while 

undertaking an interview. One student who needed considerable vocal coaching 

disclosed in her interview that the course had not just taught her valuable skills and 

knowledge, but also ‘a lot of things about myself’ and a newfound confidence. 

4.2.3 Outcomes of Radio Journalism (2014) 

I was the only academic in Radio Journalism (2014) at the Nathan campus, with no 

support from any professional staff except a technical officer. I could not have achieved 

the outcomes I did without this technical support, particularly as my colleague also 

worked many additional unpaid hours. I also worked many extra hours in the newsroom 

to ensure high standards and meet the demands of production. I taught each student 

how to panel for radio broadcast. This involved tasks such as establishing a connection 

to the radio station, running the studio audio desk during broadcast, managing audio 

levels and microphones, and ensuring news packages were lined up and ready and 
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played for broadcast at the right time. I also taught them programming and how to 

produce a radio news and CAFF program; this involved scripting, allocation of stories, 

managing a run sheet and ensuring the program was broadcast on time. I ensured 

students were engaged in performing each of these roles through the assessment 

strategy. Despite the workload, I was greatly energised by student enthusiasm and 

commitment. Student attendance remained high throughout the whole of the semester 

and students would often come to class to assist other groups who were responsible for 

the broadcast that day even when they did not have an assessment due. Overall, the 

quality of work produced by the students was very high. The performance level was 

such that I invited a number of students from the class to participate in the G20 Leaders’ 

Summit newsroom (see Chapter 5) which I knew would be extremely demanding.  

 

Perhaps the most difficult challenge students reported and also the most 

important lesson they learnt during the course concerned deadlines. Meeting deadlines, 

is, of course, crucial to journalism and therefore a critical element of an authentic WIL 

experience. Because students had to facilitate connection from the studio to the 4EB 

newsroom and be ready to ‘go live’ at five pm, they gained a working appreciation for 

the concept of deadlines. 

We had to be broadcasting at five on the dot, no later, no earlier, and had to 
finish at five-thirty on the dot, no earlier, no later … It showed us what it would be 
like in real life (Student interview 2). 
 
I just had no understanding of what the real journalism world was like. So you 
know, you would need a week to do an assignment, whereas here now that I’m 
working in the real journalism sphere, you’re pumping out ten, twelve, thirteen 
stories a day, you know what I mean? It’s very fast paced, you just get the job 
done and your job is dependent on meeting that deadline and getting it done. 
Yeah, I think I’ve always tried to produce the best quality work that I can do but I 
think the main difference between what I produce at University and what I 
produce here is those time constraints and those deadlines (Former student now 
journalist interview 2). 

 

As part of the discussion about the importance of learning to write to deadlines, 

students also observed that a key learning experience of Radio Journalism (2014) was 
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having to problem-solve around issues which might have prevented them from meeting 

a deadline. One commented: 

Being able to work according to deadline, that’s really important as a journalist. 
Again, being able to improvise. You have lots of things that are going to go 
wrong, especially when you’re working towards a deadline. It’s about pulling 
something together in those time constraints (Student interview 1). 

 

The centrality of deadlines was also a key theme in an interview I did with a 

former student now employed as a journalist. However, this was only one of numerous 

outcomes he cited as important. When asked how he thought Radio Journalism (2014) 

had prepared him for the workplace, a former student who was now employed on ABC 

radio said he could explain it best by describing his ‘first day on the job’. The Monday he 

began work was after a federal election with a new government and a new MP in his 

local ABC area who was favoured to become the new minister for agriculture. It was a 

fraught time in the area because of a ban on live export trade, a drought and a range of 

social issues. He continued: 

My first job was to grab a mic and go out there to the cattle yards and interview 
all the local graziers to ask their opinion and what they thought of the election 
outcome … I needed to get an injection to get into the actual cattle yard for this 
bovine virus that you can get … So I walked out and did this roving mic … That 
was ten o’clock in the morning, so I was expected to go out there and record all 
of that and I was expected to turn that around for NSW Country for twelve. So 
you have to get it back to the office, cut that up and use the software … I wouldn’t 
have known how to use all that and you wouldn’t have the ability, I don’t think, if 
you’re not doing these practical courses (Former student now journalist interview 
2).  

 

In the previous quotation and throughout the entirety of the interview, the former 

student and now ABC journalist emphasised how important it was to his career that he 

had learnt technical and instrumental skills in Radio Journalism (2014). His experience 

was that employers expected new staff to be proficient users of technologies such as 

microphones, cameras, software and databases, and that there was no time to be 

taught the basics once on the job. He emphasised that what was crucial to his learning 

was the ‘real-time program and a real website in news and current affairs production’. 

While this might be expected, what the interviewee argued was that the course gave 

him capacities in communicating effectively with a group in the population with whom he 
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had not engaged while living in the city. Importantly, in recalling that first morning of 

work, he had reminded himself that he had done this type of work before and needed to 

put into place what he had learnt. He asserted that Radio Journalism (2014) was so 

authentic a WIL experience that now at the ABC he was ‘doing the same, but a bit more 

and getting paid to do it’.  

 

Another student corroborated this view, explaining that Radio Journalism (2014) 

had prepared her incredibly well for an industry internship. She recounted that when she 

went to her internship, journalists had asked her, ‘What’s it like in class compared to 

here?’ to which she had replied, ‘I’m used to it because in class this is what we get 

taught.’ She was able to tell industry people that the newsroom at university was run 

‘exactly the same’ as it was in the ‘real world’. She recalled that while she had been 

very nervous going to her internship, the fact that the ‘professional environment’ was so 

similar to what she had encountered in her WIL experience gave her considerable 

confidence. She added: 

They say, “Have you had any experience in a studio?” I say, “Yes, I actually 
produced and did my whole thirty-minute program for an assignment.” They just 
go, “Oh wow, that’s really impressive” (Student interview 2). 

 
Students interviewed who were now working journalists but not in radio were 

equally enthusiastic about Radio Journalism (2014). They claimed that they had 

strengthened their core journalistic skills through the course. One observed she had 

gained a ‘skillset’ that was portable to other non-radio journalistic fields, while another 

stated: 

I’m actually not in radio specifically, but the skills that I learned from that were 
how to call up and approach people for comment more readily before I was able 
to spend a little bit of time working at who I’d speak to, what story I write. Radio 
Journalism for me really made me think on the ball about what I was going to 
pitch, how to go about getting that comment and who the right people were to 
speak to (Former student now journalist interview 1). 
 

As well as skills and knowledge, students placed high value on the portfolio of 

work they had as a result of Radio Production (2014). As one said when asked about 

highlights of the course: ‘The physical body of work at the end of it’. All journalism 
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students completing the unit had evidence of published radio journalism experience. Not 

only were they taking the first steps in meeting the requirements for employability within 

the industry, but they were beginning construction of a textured and diverse portfolio of 

published work for demonstrating their experience. 
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4.3 REFINING UNIVERSITY-LED WIL: TELEVISION 

JOURNALISM (2015) 

4.3.1 Scaffolding Flipped WIL 

 

Television Journalism (2015) built on the 

audio-production skills and program and 

content delivery processes explored in 

Radio Journalism, and expanded to include 

teaching students critical thinking and lateral 

problem-solving in a broadcast environment. 

It incorporated the live component of 

authentic practice within the university-led 

WIL model (see figure 3). Through the 

course students learnt all aspects of studio production and television broadcast, 

producing and publishing authentic content while building a portfolio that also included a 

showreel, as required in job applications for broadcast journalists. 

4.3.2 Background to Television Journalism (2015) 

When I took over teaching Television Journalism (formerly Video Journalism) at GU and 

prior to moving into the Source Newsroom, Television Journalism was taught in various 

computer labs on campus. The emphasis had been placed on filming and editing 

television news packages. There was no formal news programing or production taught 

as part of the course at that time. I taught Television Journalism (2015) utilising the 

same approach as detailed in Radio Journalism (2014). 

4.3.3 Conducting Television Journalism (2015) 

For Radio Journalism (2014), I had to negotiate with timetabling to have all lectures and 

tutorials run consecutively on one day in order to establish newsroom operations. 

Television Journalism (2015) was timetabled the same way with a nine am lecture and 

Figure 3: Flipped WIL Television Journalism 
(2015). 
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consecutive tutorials throughout the day. For the most part, students stayed all day to 

complete their work and once again attendance was strong throughout the semester. 

Again, as in Radio Journalism (2014) the required text was The Electronic Reporter 

(Alysen, 2012) but the primary task students were given was to engage with news – 

listen to radio news, watch television news and read print and online news. They were 

also told to view a variety of news and CAFF programming. An equivalent emphasis 

was given to demonstrating that we were occupying a ‘real’ newsroom as ‘real’ 

journalists. This approach was once more viewed by students as incredibly 

advantageous to their journalism education. When asked what he had found most 

significant in the WIL experience, a student replied: 

I think understanding what’s expected of you when you go into a newsroom, 
treating it as a newsroom when you go in there and having things expected of 
you immediately is something that very much mirrors the real world (Former 
student now journalist interview 1). 

 

Students coming into the class from Radio Journalism (2014) were prepared and 

ready for the class structure and format. Each day began with a production meeting 

where they would pitch stories. By the time the students went into professional practice, 

they would have pitched a story in a production meeting a minimum of 108 times 

(providing they came to every class). My intention was to ensure that by the time they 

went on an internship to a major metropolitan newspaper or radio/television station, they 

would know what was expected and how to perform at a production meeting. I was a 

tough editor.  

 

For assessment, students had four tasks. Once again, these were aligned with 

the evidence requirements described in contemporary employment advertisements for 

multimedia journalists. The first was to shoot a 60-second mobile journalism news 

package with one talent on their phone. The second was a 1:20-minute package 

featuring two authentic talent using broadcast cameras. The third piece of assessment 

was a 3:30-minute CAFF package featuring a minimum of three authentic talent. Finally, 

they had to produce a half-hour news and CAFF program to deadline for delivery to the 

community television broadcaster Briz31 for a 6 pm as-live broadcast. 
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In the first weeks of the course, students were introduced to communication 

theory, nonverbal communication scholarship and research on semiotics. They were 

also required to film 30-second commercials for businesses around the campus. These 

quick exercises were designed so that students could quickly develop the necessary 

skills for television news production. I had been given equivalent tasks when first 

training as a video journalist in Japan. Now I can see the value as those ‘spots’ take up 

space as fillers in your program, and it allows you to work the kinks out on a small scale 

without blowing a story. During these early weeks, I also made links with Radio 

Journalism (2014), ensuring that students understood their learning was scaffolded. 

Audio is an integral component of television news content. Student interviewees 

appreciated these connections being made, with one saying that what they liked about 

Television Journalism (2015) was that it ‘built on the skills I learned in Radio 

Journalism’.  

 

Once students became accustomed to storytelling for news within a visual 

medium, we began attacking real stories and talent for broadcast. We did not broadcast 

as many stories as we did for Radio Journalism (2014) because the human capital 

required to run a television studio is much greater than for radio and it is more 

expensive to air the program. Each radio broadcast cost the University $25 per half 

hour, while TV cost $250 per half hour. Students learnt how to run a control room, 

lighting, autocue, camera, editing equipment, graphics and a green screen, studio 

management and how to structure and produce a television program. This was all 

significant given they had come to the course with no or limited knowledge about video. 

As one student reflected: 

I came into this course with no filming background, I’d never filmed or done 
anything. I’d done lots of photography, but it was both an advantage and a 
hindrance to learning film because it’s different. Photography, you’re telling a 
story within one image, with film you’re telling a sequence of image, and you 
have text and you have sound, so you need to practise it (Focus group 1). 

 

Unsurprisingly, given the steep learning curve students embarked upon, they 

often expressed a sense of bewilderment and anxiety about the work at the beginning of 
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the semester. There was consequently considerable work managing their emotions and 

offering encouragement and support. It was rewarding in the focus group of students to 

listen to them compare their early technical inexperience with their newly found 

technical expertise: 

At first it’s just really slow because you don’t know any of the shortcuts or 
anything. But now I know all the keyboard shortcuts for all the tools, like blade 
and action and cut (Focus group 1). 
 
And the news guides, with finding stuff out, so the official news guides when 
you work out what stories to run with, and then working out what is appropriate 
for broadcasting … that taught me a lot actually (Focus group 1). 
 

The concepts of the shooting and editing process were layered into this class as 

they had been in Radio Journalism (2014). Outside of academia, I had worked as a 

video journalist, television news presenter and producer and media producer, studied 

film production, produced several short films and utilised filmmaking techniques in news 

and CAFF employment. However, the computers in the newsroom used Final Cut Pro, 

while I had always used Premiere Pro in my professional career to produce and edit 

video, so I had the challenge of having to learn a new software system.2 Along with 

teaching students the mechanics of film and television production, I also taught them 

how to manage talent on camera, performance and story interpretation and 

presentation, and television news story construction. Once again, trust within a visual 

media context was a significant theme explored in the course, along with coverage of 

minority issues. 

 

Building on the A-B-C program format taught in Radio Journalism (2014), 

students produced a half-hour television program of timely and current news and CAFF 

content. In a similar vein to Radio Journalism (2014), students produced content of the 

day. We did not have professional support staff, which meant students had to carry 

huge pelican cases with camera, audio equipment and tripods from the newsroom to 

 
2 Since 2015, the newsroom now runs dual-boot MACS that can offer students access to industry 
standard Premiere Pro software and Employee Net Promoter Score (eNPS) (2017) to learn. 
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carparks and back to chase stories. However, this also meant that students were 

conversant with all elements of the news production process.  

 

4.3.4 Authenticity and University-Led WIL 

Based on the success of the live broadcast model as used in Radio Journalism (2014), I 

decided to broadcast a television news and CAFF program called The Source News, on 

local community television station Briz31. This required entering into a broadcast 

contract with Briz31 and establishing and nurturing a strong relationship with the staff at 

the television station. The level of communication we established meant we kept 

programming personnel at the station up-to-date on how we were progressing 

throughout the day and they could ensure airtime was filled if we were not able to 

deliver. This good relationship also meant they were very accommodating of the skill 

development and learning curve of the students. At the beginning of the semester, I 

went through the contract with Briz31 with the students and explained the significance 

of us fulfilling our contractual obligations and how important it was to meet deadlines. 

On a few occasions, we missed the deadline. This was devastating for both me and the 

students.3 However, based on our good relationship with the broadcaster, and the 

safety measures we had implemented, we were not necessarily in breach of contract. 

 

Broadcasting on Briz31 meant we could not be blasé about completion of the 

program and had to incorporate time to render and export the program in analogue 

format and transport it in peak-hour traffic across the city to the television station. This 

approach differed from that taken by other Queensland tertiary providers at the time in 

that it placed trust in the students’ ability to broadcast an authentic television news and 

CAFF program to air. Students were responsible for all aspects of producing a half-hour 

television news and CAFF program.  

 

 
3 When Briz31 moved to an online format with Queensland Online in 2017 we decided to publish future 
editions of the television news program online as The Source News (https://thesourcenews.com/). 
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In an interview, an academic explained that his journalism school engaged 

professional staff to oversee broadcasting. He argued that while production 

management roles could potentially be taken on by students, the need to have a ‘wealth 

of deadlines’ and to be able to draw on a ‘wealth of experience’ and ‘work to deadlines’ 

prohibited students taking on broadcasting roles. The academic explained that having 

professional staff take on the managerial and production roles allowed students to focus 

on the theoretical aspects of journalism. He added: 

If you want to get these things done and you want to teach somebody in fact how 
this might happen in industry, you need somebody with a wealth of experience 
who understands that properly. They [students] might be taken on as an assistant 
chief of staff to see if that role works to assist them to come to understand that 
role, but it is too fast-paced. It is too important and integral to what we do to have 
that in the hands of students, although we do bring students in as assistant 
producers along the line. You could, you could surmise that at some point you 
might have students doing that who had only worked here, but that would take 
some years and would be ridiculous in the notion of a three-, four- or five-year 
timeframe for degrees (Academic interview 1). 

 

There are two related limitations in this view. Firstly, by engaging in the 

production processes of news and CAFF, students can obtain a deeper and more 

critical understanding of journalism, how it is constructed and the role it plays. Secondly, 

as is highlighted in the literature on the changing nature of the media, journalists are 

increasingly expected to operate solo and take responsibility for all aspects of 

production (Rottwilm, 2014). 

 

The public broadcasting of The Source News was a critically important element 

of the WIL model I was developing in that if it was to be an authentic work experience 

for students, we needed to publish authentic news content. Indeed, the lack of 

publishing in WIL journalism programs was an issue raised by industry interviewees. 

One observed: 

For reporting to be worthwhile, it has to be real. Therefore, you have to have a 
real audience. You actually need to publish. To get experience in publishing, you 
need to go into the publishing business. The question is then: Is the university a 
good environment to set up a publication? I know lots of universities have 
publications, but do they have the infrastructure and the support and frankly the 
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balls to actually publish news? A lot of universities don’t because that’s not what 
they do (Industry interview 4).  

 

As the interviewee continued to elaborate on this theme, he provided other 

examples of what he saw as the gap between a ‘real’ newsroom and the university-

based newsroom, such as: 

It’s doing a rewrite. No, I don’t want you to go and follow your hopes and dreams. 
I want you to rewrite this story in one hour and give me a good, clean copy that I 
don’t have to sub too much. That kind of practice would be invaluable if the 
person had done it fifty times. That’s probably why I have, to a certain extent, and 
I’m not a defeatist, but I just accept that when people come to us, they won’t have 
done that because universities generally don’t do that. That’s not what 
universities are for. They’re not going to make someone do fifty rewrites over fifty 
hours of fifty inconsequential stories (Industry interview 4). 

 

These concerns about the lack of authenticity in university newsrooms were 

taken up by another industry representative, who lamented that while most journalism 

schools have newsrooms today, they are ‘not run like real newsrooms’ in that there is 

no publishing of content to tight deadlines and, as part of this, students are not required 

to quickly solve potential problems impeding the publication of a story, such as not 

being able to source an interview. She commented: 

They’re not going to be able to go into the newsroom and say, “They said, ‘No’.” 
“Okay, who else did you try?” “No. They said no”. Well that’s not going to cut it in 
a newsroom either (Industry interview 1). 

 

Similar comments were made by another industry interviewee, who volunteered 

that unless students have had some experience of a real newsroom they will find 

industry ‘confronting’ as a new graduate. 

It’s a sort of place where one minute you could be going to a car accident or a 
tragic death somehow, or dealing with bereaved parents. That’s not something 
you’re going to experience generally in day-to-day life, and you will experience 
day-to-day life in the newsroom. Unless they’ve been into a newsroom, 
understood the culture there, which thrives on pressure and dark humour to deal 
with these sorts of things, unless you understand that, and all the emotional 
elements you have to deal with, it’s a concern for us (Industry interview 5).  
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In both of the above instances, the industry representatives expressed surprise 

and approval when I explained to them that the WIL news production model I was 

developing at GU included all of these elements of ‘real-world’ newsrooms. 

4.3.5 Outcomes of Television Journalism (2015) 

Like the interviewees involved in Radio Journalism (2014), those who engaged in 

Television Journalism (2015) reported that while they found the early period of the 

course stressful, they were pleased with what they had produced and grew in 

confidence over the semester. In interviews, they talked about having to learn how to 

present themselves on camera, what would work in terms of visuals for a story and what 

parts of a story require visuals, where it is appropriate to use a piece to camera, or not. I 

also taught students how to engage with and relate to talent to ensure they got the best 

out of their interviews with talent.  

 

In terms of outcomes, students again cited the critical importance of adding to 

their portfolio. In a focus group of students who had undertaken the course, they 

expressed concern that despite the demands of employers for prospective journalists to 

have robust portfolios, there were often limited time and opportunity for university 

students to gain work experience. There was widespread agreement among the group 

when one said: 

That’s what they ask for. They ask for showreels. I noticed if you want to apply for 
a cadetship in broadcasting, it’s not your written stories, it’s your videos. And I 
was like, “I don’t have showreels! I need to get started on that. I need to develop 
that” (Student 1, Focus group 1). 

 

The focus group’s views were affirmed by another former student, who linked her 

participation in Television Journalism (2015) to her success in gaining a cadetship with 

ABC Television. 

That [the showreels] is perhaps the most valuable thing. Of course there’s the 
written experience on your CV, but having the evidence to present to a potential 
employer is just so, so important and I found that it really did help me, especially 
in gaining an ABC cadetship (Former student now journalist interview 3). 
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Another student concurred, explaining that she had participated in an internship 

prior to undertaking Television Journalism (2015) and been questioned about her 

‘showreel’. The internship had also made her realise that there were significant deficits 

in her journalistic skill set and an urgent need for her to upskill. She recollected: 

That’s why I took this course. I went to these internships and I saw I didn’t have 
these skills. I have to get these skills (Student 2, Focus group 1). 

 

Asked if the course had met her needs in this regard, she added: 

I felt like I have a better understanding, definitely. It’s just a whole way of 
constructing a story. It’s just learning and getting a sixth sense for that. I feel like 
with more and more practice you start going on location, and you’re like, “Okay, 
get a shot of this, this, and this. I need sounds for this.” 

 

In a similar respect, another student said that because the course had given 

them such a credible WIL experience, it had taken away the ‘fear factor’ of going into a 

newsroom in the future, whether as an intern or an employee. Similar emotional 

language was used by other students as they talked about their participation in the 

course. 
The great thing about going live in front of television was that it really helps you 
deal with that initial anxiety. I still have that anxiety when I get in front of the 
camera, but you pick up on lots of little things. Especially when you’re in front of 
camera the first time, you’re anxious, but over time you get to used to it and you 
pretend the camera’s not there anymore. That’s really valuable, especially if you 
go to a workplace. You don’t want to make those initial mistakes in the 
workplace. You want to put your best foot forward, so getting all those little 
mistakes and all those little obstacles out of the way first in the university 
learning environment, that’s great (Student 1). 

 
In the above quotation, the student makes the critical point that while the Flipped 

WIL model provided students with an authentic workplace experience, it was in a safe 

environment where there was also an emphasis on reflection and learning.  

 
Prior to 2015, in earlier iterations of this class, students worked in groups of four 

producing video packages. At the time there was a limited number of cameras and I 

was conscious that they needed to rotate through different roles to have a breadth of 

experience. However, following an interview in 2014 with a former student now working 
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as a journalist, I realised that students were not rotating through the roles as I had 

intended but avoiding roles in which they felt uncomfortable and staying in those where 

they felt comfortable. I consequently changed the assessment so that each student 

completed three video packages individually and on the program as a team, essentially 

replicating where the industry was heading at the time. This was not standard practice 

in the public broadcaster then, but industry practice was moving in this direction. I was 

accustomed to shooting and editing a video package each day for broadcast, so I knew 

it was possible. At this stage, developments in mobile phone technology also meant 

students could film their own videos, rather than relying on university cameras.  

 

The team component of the course was appreciated by students, one of whom 

observed: 

This subject was an eye-opener for me. Previously I’d always thought of 
journalism as very individualistic and we weren’t really exposed to a lot of group 
work (Focus group 1). 
 
As communicators, they would be using these skill sets (teamwork, problem-

solving, audio and visual production) beyond the career of journalism, as these soft 

skills and media production were increasingly being adopted by marketers, public 

relations and in-house communications teams. More than just using equipment and 

software, students were also obtaining deeper levels of critical engagement and 

understanding, because they were constantly being challenged about how and what 

they did and being asked to do better. 
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4.4 EMBEDDING FLIPPED WIL: NEWS PRODUCTION (2016) 

4.4.1 The Capstone Unit 

4.4.2 Background 

In 2016 I utilised what I had learnt 

from teaching Radio Journalism 

(2014) and Television Journalism 

(2015) to develop a new university-led 

WIL unit which was a revised News 

Production course. The course was 

designed as a capstone unit (Cullen, 2017) where students would bring their knowledge 

together to begin solidifying their professional identities as journalists (see figure 4). The 

fact that the course was one of the last that students would complete before graduation 

framed my teaching from the outset. In Week 1 of the 13-week semester, I explained 

that in less than four months and perhaps sooner, they would be applying for jobs. I 

emphasised that if they secured employment, they would take up the job title of 

‘journalist’ and that there was limited time remaining to gain the skills and knowledge 

necessary to take up this occupational title with confidence.  

 

In the first lecture, I placed a current job advertisement for a position as a 

journalist on the large screen. I asked students to discuss the selection criteria and 

assess their capacity to fulfil the criteria. Given that a primary objective of WIL is to 

ensure graduated students have the capacities necessary for employment (Patrick et 

al., 2008), this seemed like a good starting point. Indeed, as Wenger, Owens and Cain’s 

(2018) content analysis of journalism job advertisements from 2010 to 2015 

demonstrates, such a focus is a rich means of demonstrating the changes needed in 

journalism education. In a review of 1800 entry-level job advertisements in the USA, the 

authors detail the breadth of experience required for graduate journalism applicants. 

The authors question the ability of undergraduate journalism units to fulfil the criteria 

and offer a warning to educators wanting to ‘develop the most job ready’ candidates that 

Figure 4 Flipped WIL Capstone: News Production 
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‘the profession is demanding more from educators and students than ever before’ 

(Wenger et al., 2018, p. 34). They assert that it is no longer sufficient to be ‘teaching 

Associated Press style and the inverted pyramid’ when employers are seeking 

‘multimedia skills, teamwork and the ability to work under pressure’ (Wenger et al., 

2018, p. 33). 

 

From this discussion, I moved to explain that what we were learning in the 

newsroom over the semester would enable them to respond more positively and 

extensively to the selection criteria. Through these practices, students became 

conversant with employer requirements of journalists, areas in which they needed to 

build strength in terms of these requirements and the way in which their current course 

would assist them in this process.  

 

Students were assessed on three different tasks. The first required them to 

produce a portfolio comprising a minimum of ten 300-word stories published on The 

Source News. The second asked students to sub-edit a minimum of ten stories from 

other students, ensuring they were ready for publication. The third piece of assessment 

required them to pitch, source and write a 1000-word feature story with multimedia 

content including a minimum of six photographs with all relevant links. To effectively 

teach this element of the assessment, I had to develop new skills and knowledge in 

relation to social media. My own training as a journalist occurred long before the internet 

revolution but online news is an increasingly critical element of the media landscape. 

While I had utilised social media in my professional practice, I had to incorporate 

instruction of these mediums in a production sense in this field, which added extra work 

to my already busy schedule. For News Production (2016) I had already incorporated 

social media and its professional applications into the website and newsroom practice. 

In 2016 I made it essential for students to include their own professional social media 

engagement. 

 

In keeping with my wise practice focus on inclusion and critical thinking, I linked 

the feature-writing task to a social justice issue. In 2016 this was mental health and 
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refugees, while in other years it was domestic violence and people with a disability. I 

designed and developed induction symposium-style events, brought in guest speakers 

who were experts in these fields and asked students to evaluate how the media reports 

on these issues. The task, like the WIL model itself, thus had a broader agenda to 

develop a more critically and socially aware community of journalists. These 

interventions grew to become Purpose WIL (see Chapter 6). 

4.4.3 Conducting News Production (2016) 

The 19 students enrolled in the compulsory third-year subject News Production (2016) 

had completed either one or both of the other WIL university-led courses in radio or 

television. Thus, the cohort was well versed in the expectations, rhythms and 

challenges of a newsroom. I adopted the same format of scheduling lectures at 9 am 

and using them as production meetings and pitching sessions with students as we 

identified the stories we wanted to cover that day. As I had done in previous WIL news 

production courses, I emphasised that stories also had to be the timely news of the day. 

The emphasis in these classes was skill development and a deeper engagement with 

journalism concepts such as truth and accuracy, trust and impartiality, relationships with 

audiences, sourcing talent and production processes appropriate for the particular 

medium. They were to have original multimedia content if possible, be subbed and 

edited, with students subbing and editing their peers’ work. These requirements were 

based on industry needs as articulated by an interviewee: 

 

I would expect that they would know how to write for print, how to write for online, 
to recognise that there’s a difference, and that’s just purely through their own 
research and observing about the different styles, but also the university should 
have prepared them that way. And you’re absolutely right, they can’t specialise 
anymore. For example, at the ABC we’ll have a television journalist who will be 
on a story, they’ll have to shoot a story for the seven pm news, they’ll have to do 
on-the-hour crosses into News Twenty-four. Meantime they have to knock out an 
online story, write up a radio script and send it back. And then maybe when they 
get back in, do an in-studio interview with the afternoon’s presenter or the drive 
presenter (Industry interview 3).  
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Tutorials became spaces for students to learn the language and process of 

online news production and flex their developing news muscles. The intent was the 

consolidation of knowledge and skills from previous scaffolded courses. This was 

appreciated by students, as is evident from the following comment: 

This course is a lot more hands-on and it lets you incorporate a lot of 
multimedia formats into a single class, which I find is really good because that is 
overall what news production is. It's letting us think in a lot broader way to 
increase our news value. All these things as well are coming together (Student 
interview 3). 

 

My message to students was that the groundwork had been laid and that it was 

now time for them to improve the quality and standard of their work. I counselled them 

that to be successful in building a professional identity as a journalist, they needed to 

demonstrate self-reliance and resilience. As the editor and publisher of The Source 

News, I was liable for what was published. I constantly talked to students about legal 

issues pertaining to defamation, contempt and balanced reporting as we discussed 

potential stories and as I examined their writing. On the few occasions when a story 

appeared legally problematic, I used it as a teaching strategy. The positive and open 

environment I worked to create in the classroom ensured that the students involved 

were not perturbed by this practice. Indeed, I ensured they were aware that what we 

were discussing was not a matter of judgement but one of law.  

 

In News Production (2016), we further enhanced what I had established in 2013, 

publishing online using Wordpress as our content management system because it was 

free, but the process gave students a good understanding of online news production for 

a newsroom. With this in mind, I originally had a rule that I was the only person able to 

publish content. During the first iteration of News Production in 2013, restrictions on 

students uploading and putting content online were quite high. I was the only person 

uploading media, sub-editing and publishing student stories. This became untenable 

because of my workload, so I gradually increased each student’s access to putting 

content online as part of their work as they proved their professionalism. Because I 

understood the risk I was taking with publishing student content (as the publisher/editor 

I, and the University, could have been liable), I ensured our content was clean and free 
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from potential liability around defamation, contempt of court, copyright issues etc. This 

proved to be a prudent strategy, as one tutor taking the course after I had ceased taking 

the course published content that was potentially defamatory. Thankfully I was notified 

and we removed it immediately.  

 

It was also important to establish our reputation as a credible and authentic 

media outlet in order to give value to student portfolios. The benefit of this approach 

became apparent when we were afforded media accreditation for the 2014 G20 

Leaders’ Summit International Media Center (IMC) based on the professionalism of our 

online publication (see Chapter 5) and were provided better access for future journalists 

working in our newsroom. Building our brand’s (The Source News) reputation in terms 

of the quality of its authentic news content was a key objective in order to expand the 

opportunities afforded to GU journalism students. The new and low-cost technology 

allowed students to engage with journalism beyond the traditional model of instruction. 

In 2015, during a conversation with a student in the newsroom about a story he was 

writing about cash donations to a political party in Queensland, we were trying to work 

out how we could make the story visually appealing. We wanted to demonstrate how he 

had tracked the donations over a period of time. We came up with the idea of an 

interactive visual timeline and we sent him to investigate available technology. He 

developed an interactive graphical timeline that was quite impressive and greatly 

enhanced his story. While these graphical representations of data journalism are quite 

sophisticated and commonplace now, contextually at the time it was quite unique for a 

student journalist. This demonstrates the strength of the Flipped WIL model to develop 

entrepreneurial approaches within a hospital model and prepare students for the kind of 

‘journalism that comes next’ (Mensing and Ryfe, 2013, p. 33). 

 

As with other News Production classes, my aim was not only to strengthen 

students’ technical capacities. I also wanted to develop their critical capacities about 

journalism. The capacity for reflexive engagement to be ongoing, dynamic and 

overlapping as part of the experiential learning experience (Kolb 2014), rather than as a 

discrete/singular stage at the end of a WIL experience, is a key benefit of the university-
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led WIL model. In one-on-one conversations and in group discussions, we reflected on 

power relations and news production. As Mabweazara and Taylor (2012, p. 133) 

observe, such conversations are sometimes not possible with journalism placements, 

as industry partners ‘do not generally welcome critical perspectives on media practices’. 

We talked about news coverage over the days and weeks of the semester, comparing 

and contrasting our priorities with those of other news outlets. I challenged students to 

ask ‘why’ about which news stories were covered and how they were covered. Their 

responsibilities as journalists and the news media’s role as the Fourth Estate was 

explored in the context of actual events. On many occasions, more instrumental 

discussions would lead to broader conversations. For example, while White (1950) 

identifies ‘gatekeepers’ as news editors who decides what stories are’used’ and ‘those 

[that] are rejected’ (p. 383), I would ‘flip’ this notion of the ‘gatekeeper’ and its 

application for journalism students trying to get sources for stories in the Flipped WIL 

model. In a discussion addressing deadlines in one class, I talked to students about this 

reversed view of the role of gatekeepers such as receptionists and personal/executive 

assistants from a journalist’s perspective and strategies to navigate around them when 

trying to access key talent. This led to a discussion of the need to build relationships 

and networks, to overcome self-consciousness and to be creative and innovative in 

identifying talent so as to go beyond the obvious stakeholders. These conversations 

offered broader context to the working environment during the WIL experience and 

enhanced their understanding about the industry they were hoping to enter. 

4.4.4 Authenticity and University-Led WIL: Implications for Academic Workloads 

As always, my expectations of students were very high. As the semester wore on and 

students felt the pressure of a newsroom, I was often called upon as a career counsellor 

and a personal coach. This was in addition to the sub-editing I undertook (a minimum of 

209 stories or 128,000 words prior to publishing). I also provided ongoing feedback in 

the newsroom. I moved around the class, looking over shoulders, giving suggestions 

and asking questions. I questioned students about their process, inviting them to think 

about why they were doing something a particular way and whether there were other 
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options. Students used this opportunity to raise problems with stories and sought advice 

and assistance from each other as they might do in their future workplaces.  

 

Coaching students often occurred in terms of their portfolios of work. A few 

weeks into the semester, after students had published four of five stories, I asked each 

of them to sit with me at the producer’s desk so we could discuss their portfolio. I would 

begin the meeting by placing copies of the printed stories in front of us. I asked them 

what they saw, what their portfolio conveyed to them and to a potential employer and 

what it said about them as a journalist. While we identified areas in which they needed 

to improve, we began by identifying strengths and potential. To do so, we examined 

whether their portfolio demonstrated a range of topics and skills, evidenced skills in 

specialist reporting and conveyed a sense of community attitudes and perceptions and 

competence with social media. We looked at diversity in the portfolio so, for example, 

when a student presented me with four well-written, edgy stories about sub-cultures, I 

suggested she next focus on producing a story on a mainstream news item related to 

an issue such as the economy or infrastructure.  

 

As well as evaluating the nascent portfolio as a whole, we also commented on 

the student’s writing style. Across the entire conversation my aim was to be 

encouraging. I took the lead from students, asking them to identify where they thought 

they needed to improve and how this could be achieved. They demonstrated a high 

level of reflexivity in this regard, providing evidence of the strength of the WIL model for 

building student agency, self-insight, self-direction and tenacity. I would often suggest 

that the student merely demonstrated a lack of confidence in their writing and should be 

more bold in their approach. Students assured me that their confidence had grown 

substantially over the semester of News Production (2016). While the sessions were 

valuable for student focus and motivation, they were also helpful to me, indicating areas 

in which I needed to concentrate my energies to ensure the cohort graduated with 

strong portfolios.  
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The successful implementation of News Production (2016) required significant 

emotional labour on my behalf, investment in the instruction of new skills and 

knowledge, and a considerable commitment to out-of-hours work. 

It’s very staff intensive. It’s very stressful for students who haven’t really got the 
skills to do a story on that day. It’s quite confronting. They’ve previously had six 
weeks to do one story and all of a sudden they’re being asked to do it in a few 
hours. That’s our major one (Academic interview 3).  

 

While the affective dimensions of learning are recognised in Kolb’s (1984) 

experiential learning theory, there has been very little acknowledgement of the ‘emotion 

work’ (Hochschild 1983) involved in being a WIL academic. The management of 

emotions in the workplace – both students’ emotions (anxiety, disappointment, fear, 

frustration and excitement, anticipation, hope), as well as my own emotions – was 

significant.  

4.4.5 Outcomes of News Production (2016) 

Like the journalism capstone instructors in the USA interviewed by Tanner et al. (2012, 

p. 225), students saw the creation of their professional portfolio as a ‘key’ learning 

outcome of the course. Through their portfolios a number of the graduates from News 

Production (2016) have had success in gaining employment despite the very 

challenging media environment. One is now a journalist with Al Jazeera, another is a 

journalist with a regional newspaper operating to the west of Brisbane, the Jimboomba 

Times, another, who was named Young New Journalist of the Year at the Queensland 

Media Awards in 2018, is with the daily online ex-Fairfax newspaper Brisbane Times. 

Another graduate has moved into documentary filmmaking.  

 

In addition to a portfolio of work they could use for job interviews and a critical 

understanding of news production, students also started building a book of contacts and 

developing a network that would continue into their career. 

I actually built up my contacts base quite a lot, which has been really good. [I] 
sort of learnt how to find contacts as well, that’s been really helpful, cos I sort of 
didn’t have an idea of where I would even go to look for places to try to contact 
people [ ] I really enjoyed some of the contacts that I made. I actually kept them 
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and I've been using them now in my current job (Former student now journalist 
interview 1). 

 

In responding to a question about the main outcomes for students, an academic 

interviewee with a long background in WIL reflected on the types of equity problems that 

can surround internships (see e.g. Forde and Meadows, 2011; Thomas and Goc, 2004) 

and on how the university-led WIL model offers an opportunity to address these 

problems: 

Going to work experience is great, but students have varied experiences. Some 
sit in the corner. Some make the coffee. Some never get their hands on an edit 
suite or a camera. But here, they do (Academic interview 2). 

 

Many commented on teamwork, collegiality and camaraderie as the aspects of 

the course they valued most highly. These dimensions of the experience have been 

cited as important by students in other case studies of journalism in WIL (e.g. Crebert et 

al., 2004). 

The best part of the course is probably the interactivity between people. In other 
courses, you tend to just work by yourself (Student, Focus group 2). 
 
I like in production meetings how everyone really gets together and actually 
cooperates and tries to help each other. It's really good, the relationship between 
us as journalists … That's been the best part, really. It makes it, really (Student 
interview 5). 

 

As outcomes of university-led WIL, teamwork and collaboration have broad 

implications for the modern news environment. Singer (2004) and Kolodzy (2006), for 

example, suggest that new technologies and convergence have transformed the media 

environment so that now journalists need to have less individualistic and more team-

based, participatory and collaborative approaches. Increasing developments in 

technology ensure the practices around producing news are changing rapidly (Deuze, 

2009) and interaction with colleagues changes depending on the publication or the 

project journalists are working on. 

 

In enunciating what dimensions of News Production (2016) they found most 

useful, students typically drew comparisons with the journalism education received by 
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peers they met via internships. They felt advantaged by a journalism education which 

gave them authentic WIL multimedia experiences across several units. In an interview, 

one student shared an anecdote of being on an internship with another non-Griffith 

student with whom she had to do a live broadcast. 

She said, "I've never done this before. That's so much fun." I said, "You've 
never been to court before?" She said, “We had to do that for an assignment. 
We had to go to parliament for assignment”. I said, "We broadcast live, like, we 
had to do our own whole thirty-minute production in radio." She went, "Aw, I just 
did, like, a seven-minute individual documentary." I said, "Well, that sounds 
boring to me" (Student interview 2). 

 

These sentiments were echoed in another conversation with a student who 

argued that there were distinct advantages in the WIL News Production (2016) model 

as students were required to undertake all professional newsroom roles including 

technical roles: 

The way my education compares to other students graduating from other 
universities is that I've got a lot of practical experience. I know at some 
universities, it's all about the theoretical and they're not getting a lot of practical 
done, so already I'm a step ahead. I can shoot content. I can produce, edit that 
content. I know other universities might have more of that production side of it, 
but they do get help from professionals, whereas a lot of the work we did here 
at Griffith, we did all that by ourselves (Student interview 1). 
 

The above quotations demonstrate the potential for Flipped WIL to be utilised by 

a university in a market-driven higher education system to differentiate itself from others 

(Patrick et al., 2008), particularly given that students are increasingly seeking a ‘pay-off’ 

for their investment in academia (Abeysekera, 2006, p. 7). While offering the 

authenticity of an internship, the Flipped WIL News Production (2016) model is distinct 

as the learning still occurs in a university context where the emphasis is on reflexive 

learning. It is a safe space in which to become a better media writer, content producer 

and presenter. In expanding on this view, a student recalled preparing a story for 

broadcast and being asked by me as the editor to undertake multiple rewrites. 

You give us feedback on it [a story]. You say, "Do this, do that." For the next 
story we fix what we did last time and then you say, "You fixed those things, but 
this time do this and this." By the end, it's a proper piece of work (Student 
interview 2). 
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As the student continued, he argued that while it was a real newsroom, my 

involvement – not only as editor or producer but as teacher – had provided the space 

for him to make mistakes in his early writing of stories, learn from them and improve. 

This strategy aligned with one of the industry interviewees, who expressed that students 

having done multiple rewrites would have been considered beneficial. Other students 

also appreciated the cyclical nature of the feedback and advice provided in a 

professional context, because they were immediately able to implement the feedback 

given, compounding the learning experience. The structure and format of the classroom 

as a newsroom and my constant proximity to the students during the lengthy day-long 

production experiences enabled a real-time looping feedback process to happen 

immediately. This real-time practical and immediate application of feedback occurred as 

though they were sitting with their key sub-editor all day. 

Following feedback … my second package improved greatly. 
I learnt that having extra background footage was incredibly 
important. It’s a lot easier cutting down footage, rather than 
making a package and not having enough footage to fill the 
time limit required (Student, Focus group 3). 

 

In 2015 I subbed and published 350 news stories, and in 2016 I was running out 

of steam. I came up with a system to reduce my workload and build on the authentic 

experience for students. I had students sub-edit other students’ work before it came to 

me for a final subedit and then I would publish it. Inserting layers of editorial 

responsibility not only relieved my workload, but there were ‘diverse learning benefits of 

the peer-review process’ (Mulder, Pearce and Baik, 2014). Relying on the wise practice 

notion of learning from the mistakes of others, I explained to students that by subbing 

other students’ work, it would make them better writers. In interviews, students reported 

that this was indeed the case, with one stating: 

What was really valuable in that was editing other students' work, 
seeing the mistakes that they do, and being able to talk with other 
students and see how we can restructure that story or make it fit 
ethical guidelines and legal guidelines, that was a big thing. 
Especially the legal stuff, because we do take media law at uni but 
we never really apply it, and here we're expected to follow those 
laws, to follow those ethics. I learned a lot about that in that 
process (Student interview 1). 
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In continuing, she added that there was further value in editing other students’ 

work as it had the potential to build emotional capital and resilience: 

I think some people struggle with being edited, and that's really 
important, to learn to work with other people to produce a story and 
to have someone edit you. A lot of people have egos and we don't 
like to be edited, but that's part of the process. Learning how to 
manoeuvre that and know how to behave professionally in that kind 
of environment is important (Student interview 1). 

 

As Zegwaard (2015) observes, there has been increased emphasis on 

‘resilience, persistence, motivation and expectations’ in primary and secondary 

education, but little research on these areas in WIL. There is consequently a significant 

gap in knowledge, particularly given the way in which students build these 

characteristics, yet they are essential graduate requirements and arguably particularly 

important in journalism, where our creative output is constantly judged and reworked. 

What students communicated in focus groups was that the Flipped WIL model of News 

Production enabled them to be more robust about their professional practice and built 

their emotional intelligence. 
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4.5 UNIVERSITY-LED CADETSHIP 

The Flipped WIL model provides on-campus students who complete each of the three 

scaffolded units with a small-scale version of a university-led cadetship. At Griffith, 

students are expected to complete approximately 15 hours of coursework per credit 

point. If students are enrolled in a 10-credit point unit, this equates to 150 hours per 

semester. In a 12-week semester, this translates to 12.5 hours per week. Flipped WIL 

as an inclusive model of wise practice in journalism education ‘integrates formal 

learning with the practical application of skills and knowledges in an industry infused 

environment’ (Jackson, 2018). Students spend 8 out of their 12.5 hours in the 

hybridised newsroom/classroom for one day per week during the final year and a half of 

their degree program.  

 

Students are able to make mistakes in a safe environment, receiving continuous, 

real-time feedback incorporating thinking and reflection on action (Schon, 1983). Kolb’s 

experiential learning model (1984) incorporates four stages of cycling through concrete 

experience, observation and reflection, and formation of abstract concepts leading to a 

hypothesis to be tested by concrete experience. In the Flipped WIL model, students are 

continually cycling through the addition of each new knowledge and skillset, allowing for 

adjustment of thinking and evaluation of the experience within the context where the 

learning occurs. Within the Flipped WIL model, students are able to reflect on practice 

while in practice actively participating in the integration between learning in the 

classroom and work practice (Kolb, 1984). 
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4.6 ENHANCING CONNECTION WITH INDUSTRY: THE 

GRIFFITH PRESS CLUB 

 
Figure 5: Griffith Press Club launch invitation 
 

In 2015, following the G20, I noticed there were limited opportunities for networking and 

student interaction with industry offered by the School – journalism at GU existed within 

a broad humanities and social science school and in many ways was one of the few 

disciplines in the school that needed higher levels of industry engagement. I decided to 

create the Griffith Press Club as an avenue for students to hear from industry, engage 

in networking, share job postings and facilitate future opportunities. I promptly set up a 

Facebook page and Twitter account. I also established an ‘organisation’ on the 

University online interface that automatically enrolled all journalism, public relations and 
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communications students; I was unable to call the group the Griffith Press Club and it 

was identified as ‘Journ and PR’. I saw this as an avenue to communicate with the 

whole student cohort. I added all of the journalism staff and administration staff with 

instructor status to enable other academics to post information for students. 

 

I approached the GU Office of Marketing and Communications (OMC) and 

Griffith University Postgraduate Student Association (GUPSA) to see if they would fund 

a launch event. After successfully submitting proposals for funding, I set about getting a 

keynote speaker (the first female news director in Queensland, Cathie Schnitzerling) 

and a panel of Industry personnel from various segments of the media and 

communications field. This turned out to be a hugely successful evening. Students 

enjoyed meeting industry personnel and I was able to introduce several students to my 

industry contacts. As a result of the connection made at this particular event, student 

Eric Barker obtained a position as a journalist with the ABC. I have utilised these 

networking occasions many times to facilitate employment for students. Most recently, 

student Erin Semmler has been offered a position at the ABC in Rockhampton following 

my introduction of her to an industry partner at the recent Clarion Awards.  

 

After establishing the Press Club, I worked with the School’s Internship 

Placement Officer to continue to promote events and opportunities through the 

Facebook group and the ‘Journ and PR’ organisation. Unfortunately, we were the only 

ones using the Griffith Press Club social media channels and when the Internship 

Placement Officer went on maternity leave, I was the only one engaging. Because I had 

limited time and resources available, things were not as active or vibrant as I would 

have liked. Nevertheless, I organised another event in 2016, again in 2017 and most 

recently in 2018. Where the first Press Club event was a general discussion and advice 

session for new journalists, I incorporated themes for discussion in the following events. 

I also tried to incorporate students to take over and run the Griffith Press Club; however, 

this proved to be a challenge. While I obtained funding for the first three years’ events, 

in 2018 I handed this responsibility over to the current Internship Placement Officer after 

making initial enquiries. Industry is generally keen to be involved and participate in 
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panel discussions for the Press Club, and students report finding the events enjoyable 

and informative. 
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CHAPTER SUMMARY 

This chapter has described the process of modernising the existing student news 

publication model and bringing it into a multiplatform environment integrating social 

media, and how these processes evolved to become the Flipped WIL model enunciated 

here. The Flipped WIL model incorporates a scaffolded hybrid hospital/ 

entrepreneurship model of university-led WIL. Incorporating a contemporary newsroom 

media centre model accessible to all on-campus students, they are afforded the widest 

possible range of experiences to publish timely, authentic news and CAFF on a variety 

of public-facing multimedia platforms. Notably, the university-Led WIL model I 

developed at GU around news production was not just focused on technical skills. 

These skills are important to senior news editors in Australia, but equally so are 

initiative, innovation and critical abilities so students can generate story ideas and have 

a sense of what is newsworthy (Cullen, Tanner, O’Donnell and Green, 2014). Moreover, 

addressing these higher level capacities is important to the future employability of 

graduates if they are to be prepared, not for the status quo, but for a dynamic media 

landscape. In this respect the university-Led WIL model I have presented here 

integrates the best features of the hospital model (Newton, 2012, 2013) and the 

entrepreneurial model (Mensing and Ryfe, 2013), while also extending them through an 

overt focus on the inclusion of all on-campus students.  

 

One of the strongest elements of the university-led WIL model is how it brings 

together industry, academics, the community and students to enhance student learning. 

The creative/professional project also brought the key communities together on the 

website, allowing them to engage in their own space and time. The model also connects 

industry and academia so each is informing the other’s practice, and connects the 

university to real community organisations. My students engaged in an authentic 

experience that allowed them to work with real professionals and make contacts that 

have led to employment opportunities. The community links allowed the students to gain 

a unique understanding of the vulnerable people they were working with and of that 

societal problem. This model goes significantly beyond what most students would 

experience.  
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Chapter 5: Findings 2 

Event WIL: extending the Flipped WIL model 

 

 
Figure 6: Event WIL model: extending and enhancing the student experience. 

INTRODUCTION 

This chapter reports on three case studies which demonstrate the event-based WIL 

model – Event WIL (see figure 6). These events were the G20 Leaders’ Summit in 

Brisbane in 2014, the music festival Blues on Broadbeach at the Gold Coast in 2017 

and the major international sporting event, the Gold Coast Commonwealth Games in 

2018. Each of the case studies describes an authentic university-led WIL experience 

designed and created around a major event. Event WIL takes up Bjorck and 

Johnansson’s (2018, p. 10) problematising of the dichotomies which frame so many 

discourses about WIL such as ‘theory/practice’ and ‘university/industry’, and instead 

creates a ‘third place for WIL’ that is truly integrative. While integration is viewed as 
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fundamental to WIL, what it means and how it can be achieved are still not yet well 

articulated in the literature (Zegwaard and Coll, 2011). Event WIL suggests ways 

forward on these questions. 

 

Event WIL builds on the base model created within Flipped WIL and extends the 

student experience and the concept of bringing industry into the classroom. At the core 

of the Event WIL model is an integrated partnership with industry. Having industry 

personnel work from the university-led newsroom created a shared professional space 

for students. These hybrid newsrooms/classrooms were occupied by professional 

journalists, academics and student journalists working side by side. Students were part 

of a newsroom providing real-time coverage and working alongside professional media 

content producers and journalists. Partnering with online news outlet Brisbane Times, 

local radio station 4BC and other media for the 2014 G20 Leaders’ Summit in Brisbane 

was a crucial element that contributed to the success of the pilot Event WIL model and 

was innovative in the extent to which those newsrooms were tied in with the university-

led newsroom. 

 

Building on the successful relationships established during the 2014 G20 

Leaders’ Summit, I was able to develop and upscale the collaboration for the capstone 

case study for Event WIL. The 2018 Commonwealth Games had us partnering again 

with Brisbane Times (formerly Fairfax Media, now Nine) to produce a printed publication 

for GOLDOC (the Gold Coast Organising Committee) and the Commonwealth Games 

athletes living in the Athletes’ Village. Students working with Fairfax to produce The 

Village Source powered by Brisbane Times was a major coup. Under the supervision of 

Brisbane Times Editor Cameron Atfield, students published eight editions of a printed 

newspaper for the Athletes’ Village during the Commonwealth Games program. 

Students had unfettered access to the Athletes’ Village, the IMC, Opening and Closing 

ceremonies and some athletic events. While this case study took a lot of planning, 

organising and time in the lead-up to and during Games time, the joint partnership 

working together publishing the paper for the Athletes’ Village was the key link-in for 

industry engaging so completely with the newsroom.  
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5.1 INITIATING EVENT WIL: G20 LEADERS’ SUMMIT (2014) 

5.1.1 Background to the G20 Leaders’ Summit (2014) 

In November 2014, Brisbane was the host city for the G20 Leaders’ Summit, an 

international economic cooperative forum for representatives of 19 major economic 

nations and the European Union (EU). When the event was first announced, it was 

estimated that it would attract 4000 delegates and 2500 media representatives (Atfield, 

2013). As these figures suggest, the summit, held annually since 2008, has elicited 

significant international media attention. In large part this is because of the combined 

presence of multiple heads of state, finance and foreign affairs ministers from nations 

with economic stature. However, also important to media coverage is that the forum is 

increasingly used as a means of forging interaction between the leaders of the member 

states and representatives from non-G20 countries, and is attended by directors of 

leading financial agencies such as the International Monetary Fund and the World Bank. 

Extensive cultural and social programs associated with the meetings have also been 

sources of media interest. A further impetus for media attention has been the protests 

generated towards the meeting from an array of interest groups on issues such as 

trade, the environment and social inequality. 

 

Having a media event of such an extraordinarily large international scale in our 

home city seemed to me to be an incredible opportunity for our students. Thus, in 

February 2014 I pitched the idea for a GU Journalism Media Centre for the G20 

Leaders’ Summit to senior staff at Griffith. At the same time, I contacted the local G20 

organisers to enquire about requirements for student media accreditation for the event. I 

also contacted Simon Holt, then Editor-in-Chief of Brisbane Times, and Anthony Frangi, 

then General Manager of 4BC, to gauge their interest in participating in a joint media 

centre operation. I also liaised with the news directors of the commercial television 

stations. I thought partnering with mainstream media would enhance the students’ 

industry experience and interaction during the Leaders’ Summit.  
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5.1.2 Outlining the Case Study 

 

At this stage, my thinking was to bring industry into a constructed classroom/newsroom 

space. While this model has existed before, it is increasingly being adopted by 

universities and is often labelled ‘a pop-up newsroom’. Following on from the G20, the 

University of Queensland then partnered with Brisbane Times to cover the 2015 

Woodford Festival to run a smaller but similar event. The popularity of pop-up 

newsrooms has since grown significantly and they now appear in journalism programs 

both here in Australia and internationally. From as early as 2011, the Engine28 

newsroom did not involve students but professional journalists covering an arts event, 

through Walls’s (2014) 2012 citizen journalist initiative involving student journalists, to 

the launch of the Pop-Up Newsroom organisation in 2017, the pop-up newsroom 

accommodates large- and small-scale events and reporting projects. Pop-up 

Newsrooms have become more mainstream now.   For example The Pop-up Newsroom 

was launched in 2017 and regularly partners with universities and media outlets such as 

Google. The concept has been increasingly written about, most recently by Reid and 

Hartley (2018), who describe a capstone challenge at Swinburne University bringing 

industry partners into the classroom in a similar model for their Advertising program. 

 

As my idea for the G20 Leaders’ Summit (2014) took shape, I approached the 

Department of Prime Minister and Cabinet (PMC), as it was responsible for coordinating 

the event, to secure official accreditation for our students to access the IMC. This 

proved a significant stumbling block for a period. The initial resistance was based on the 

view that GU was not an official media outlet. However, views shifted once people 

engaged with the authentic online news site I had developed The Source News into. 

The quality of the material we produced enabled me to argue that we were, in fact, an 

authentic media outlet and should, therefore, be afforded accreditation. As I explained 

to government staff, we reported the news in the same manner as our industry partners. 

I did not give up continuing to argue my case. Eventually, the PMC agreed to 

accreditation for five of our students which provided them with access to the main G20 

IMC. They explained that because GU was given accreditation, it was necessary to 
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extend an invitation for access to other journalism schools in Brisbane. Upon collecting 

the official media accreditation passes for the students, a PMC staff member at the G20 

IMC administration said this was the first time Australian university students had been 

given official accreditation for such a large-scale international event that he had worked 

on. However, I believe students participated in a similar project for coverage of the 

Sydney Olympic Games in 2000. 

 

At the time I initiated the Event 

WIL for the G20 Leaders’ Summit 

in 2014, I was a sessional staff 

member, so I was in a vulnerable 

position and lacked strong 

institutional authority to be 

organising a large event which 

would involve staff who were 

already time-poor. Further, 

nothing on this scale had ever 

been undertaken by GU’s 

journalism program before, so 

there was some confusion and 

doubt about its value and potential 

for success. Fortunately, my Head 

of School appreciated my vision 

and was enthusiastic and 

supportive. I also sought out and 

leveraged sympathetic and 

passionate stakeholders beyond 

my immediate school, particularly 

staff from the Griffith University 

Asia Institute who were GU’s 

official conduit for the G20 event. 
Figure 7: Students still remember the 2014 G20 and 
acknowledge their experience and the connections they 
made. 
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This demonstrates the need to take a creative, strategic and entrepreneurial approach 

to garnering support for new WIL projects. Once I had approval from the PMC and the 

GU Pro-Vice Chancellor with responsibility for journalism, interest in the project spread 

across the University. The Head of School requested that the media centre be identified 

as the Griffith School of Humanities Journalism Media Centre (GSHJMC). 

5.1.3 Induction and the G20 Leaders’ Summit 

The literature on good practice in WIL repeatedly highlights student preparation (Cooper 

et al., 2010; Martin et al., 2011; Smith, 2012). As indicated in Chapter 4, the university-

led WIL model devoted the beginning weeks of the teaching semester to necessary 

preparatory work. For Event WIL, preparation was more extensive and formalised, and 

covered the four different dimensions of preparation identified by Schonell and Macklin 

(2018). Significantly, the event occurred outside of the scheduled university semesters. 

Firstly, students were largely second- or third-year students who had all completed WIL 

radio and television courses as described in Chapter 4. This meant that they had the 

requisite ‘theoretical knowledge and technical and interpersonal skills to perform in the 

WIL environment’ (Schonell and Macklin, 2018, p. 2). Secondly, students met with me to 

identify their personal goals for the experience. At these meetings we covered a third 

dimension of preparation, that is, professional behaviour and values. The fourth 

dimension of preparation recommended by Schonell and Macklin (2018) is learning 

about the WIL environment. This aspect was covered via a formal induction program. 

This included information about logistics, as well as briefings on the mainstream 

program and the cultural and social programs.  

 

The induction also addressed security. Riots and protests at the G20 Leaders’ 

Summit in Toronto, Canada in 2010 meant there was a considerable focus on security 

for the Brisbane meeting. It was highlighted as a critical issue at every briefing I 

attended. As part of heightened security measures, the Queensland Government 

introduced legislation which broadened police powers for the duration of the meeting. 

Cumulatively, these factors made me realise that students would need specialist 

training around security. Advice to students focused on two key issues – safety in the 
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politically volatile G20 security zone, and wellbeing in the context of the high-intensity 

demands of real-life news production. To ensure these key concerns were addressed, 

the induction involved a full day with sessions from the police media, trauma reporting 

experts, legal advisers, editors from industry partner Fairfax Media (now Nine), and the 

journalists’ union. A senior journalist seasoned in reporting in high-risk environments 

with protesters, tear gas and police engagement also spoke to students. The aim was to 

ensure that the student journalists were well-prepared for any eventuality.  

 

Interviews with students revealed that the induction was a highlight of their 

participation in that they entered the GSHJMC and the official G20 IMC with a sense of 

confidence. One student reflected on only receiving a very brief and superficial induction 

for an overseas journalism internship and being unprepared both professionally and 

personally. Another explained that the knowledge imparted was useful for future WIL 

experiences. 

I remember before I went to do my documentary in Europe, I thought 
a lot about that induction process as well because there were the 
same safety issues. How to behave in protest situations around large 
crowds. You want to get that shot or that photograph of the situation, 
but if you get too crowded you can get stuck in a situation where 
police surround you and you’re stuck there for several hours, so I 
was thinking a lot about that when I was doing the documentary 
(Former student now a working journalist interview 4).  
 

Following the security briefing, the police media representative granted our 

students media accreditation for the 24/7 Police Media Briefing Room. This was the first 

time such access had been afforded to student journalists by Queensland Police. It 

demonstrated that our WIL model had external legitimacy. Our students were viewed as 

‘real’ journalists producing ‘real’ news and therefore acquiring the authorisation afforded 

to other media representatives. Throughout the G20 Leaders’ Summit (2014), students 

rotated through the Police Media Briefing Room. As a consequence, they were exposed 

to how the police media operates and the relationships between the police media and 

journalists. They also gained new industry networks and skill development in dealing 

with police communication officers in a professional capacity. 
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5.1.4 The G20 Media Centre 

The G20 GSHJMC was located in a boardroom of the South Bank campus of GU, which 

has panoramic views of the Brisbane River and the city. I chose the site early in the 

planning stages, knowing that finding appropriate and available space would be very 

difficult and that it was key to attracting industry partners. This proved to be an ideal 

location as it was in close proximity to the city as well as to the core activities of the 

Summit, which was held at the Brisbane Exhibition and Convention Centre.  

 

In total 30 students were involved as journalists, photographers, social media 

editors and news editors in providing rolling content for the journalism program’s online 

news site, thesourcenews.com, as well as the Fairfax Digital publication, Brisbane 

Times and 4BC Newstalk radio. I also included five students who were studying 

photojournalism at the Queensland College of Art. Including photojournalism students 

from another part of the University opened up possibilities for a multidisciplinary 

approach later addressed in Purpose WIL (see Chapter 6). I negotiated with the 

Brisbane Times Editor that student stories would be offered to Brisbane Times to 

publish nationally at its discretion and we would also have rights to publish stories and 

photographs on The Source News. Radio stories and live crosses were provided to 4BC 

and community radio’s national news and CAFF program The Wire for broadcast. 

  

As explained in Chapter 2, there are numerous models of WIL, with one key 

dimension of difference being whether it is a standalone experience or embedded in a 

course (Edwards et al., 2015; Orell, 2011). This iteration of Event WIL differed from 

others I taught in that it was not attached to a course, but operated as a standalone WIL 

experience. The very large nature of the event, the calibre of industry partners, the high 

level of risk to students, reputational risk and my (then) inexperience with WIL all made 

me cautious and I wanted to be able to select students who had demonstrated a 

capacity for dealing with what would be a highly demanding environment. All students 

were required to have professional social media accounts, including Twitter accounts, 

and to be constantly active across all platforms. I had set up a Facebook page and 

Twitter account within the Flipped WIL model for The Source News and every story was 
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disseminated through these social media channels. Students allocated roles as social 

media editors were tasked with maximising online engagement with The Source News 

and ensuring copy was tweeted, re-tweeted and republished in different arenas online.  

 
Over a two-week period, I ran the G20 GSHJMC as a live newsroom operating 

from 6 am to 8 pm. The Leaders’ Summit itself only ran for two days, with arrivals of 

major political figures occurring in the few days before the Summit, but the newsroom 

operation was extended to more fully cover the lead-up and the fall-out from the event. I 

established a roster system for staff and students. I was concerned that students did not 

burn out and were able to maintain momentum. I ensured the kitchen connected to the 

newsroom was well stocked with food and drink to keep students energised and 

hydrated during what I knew would be long days. I allocated students various roles 

within the newsroom such as social media editor, sub-editor and video editor, in addition 

to their role as journalists. The photojournalism students were allocated stories to cover 

either in conjunction with student journalists or as individual assignments. I rostered my 

journalism colleagues in the newsroom depending on their areas of interest.  

 

The first week, which preceded the G20 Leaders’ Summit (2014), was designed 

to ensure students were well prepared for the event. I wanted to ensure they were 

already in a rhythm when industry joined them in the second week for the G20. 

Following the format established in Flipped WIL described in Chapter 4, students 

started the day with a production meeting and then went into the field to source relevant 

stories for publication. They collected interviews, photographs and other media content 

before returning to the newsroom to produce news content for publishing. Collectively, 

students and I critically engaged with decisions about selecting and covering stories for 

the day.  

 

Five of the students were fully accredited G20 journalists, with access to the IMC 

and some restricted areas of the G20 zone. As media representatives, they attended all 

major press conferences, including two public addresses by then US President Barack 

Obama (see figure 8).  
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Figure 8: Obama Speech published on The Source News p. 100. 

The GSHJMC did not include television partners, as it was decided that radio, 

print and online media would provide sufficient scope for the event. However, in order to 

take advantage of our location, provide some television experience and leverage as 

many WIL opportunities as possible for our students, I suggested publishing ‘news 

bursts’ throughout the day. These short five-minute television briefs covering the most 

recent news from the G20 were published on The Source News website and social 

media. These added further authenticity to the GSHJMC as students provided rolling 

coverage of the event and recorded these news bursts from our panoramic verandah off 

the newsroom, which overlooked the city and the G20 precinct. In reviewing the 

analytics for the website, it is clear these news bursts attracted consistently higher 

interactions. 
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5.1.5 Industry as partners in the newsroom 

As mentioned at the beginning of this chapter, integral to the Event WIL model I 

developed for the G20 Leaders’ Summit (2014) was bringing industry into the 

classroom. That meant having senior editors and journalists working alongside students 

and academics. As such, the Brisbane Times Editor at the time, Simon Holt, worked as 

news editor for both professional journalists and students over the period, directing 

students, running morning editorial meetings and selecting and publishing the best copy 

produced by the students to be published on brisbanetimes.com.au. In addition, 

Fairfax’s senior journalist Dan Nancarrow, who ran the Brisbane Times’ ongoing live 

G20 blog, took on the role of Chief of Staff and published a significant amount of 

student copy through the live blog. Graham Cairns, the 4BC News Editor, worked the 

radio newsroom for the duration of the event, editing students’ packaged stories and 

airing them on 4BC. He also did live crosses to our accredited students working in the 

restricted G20 zone.  

 

By bringing the journalism industry into the classroom and sending students out 

into the community, no student was marginalised. Students were able to extend 

themselves within this workplace and encouraged to do so. Following Johnston and 

Bishop (2012, p. 165), particular advice I offered to students was to ‘take risks’ they 

might not have been able to experience within traditional media workspaces, such as 

approaching world leaders and internationally renowned journalists.  
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Figure 9: Former Australian Federal Treasurer Joe Hockey addresses a media conference ahead of the 
Brisbane G20 Summit at the Convention and Exhibition Centre, 13 November 2014. Source: Photo by 
student journalist Janelsa Ouma. 

5.1.6 Aboriginal Sovereign Embassy and C20 Community Summit 

As in the Flipped WIL model, a focus of the G20 Leaders’ Summit (2014) Event WIL 

was to challenge existing media practices that focus on western news values (see figure 

9), and to afford media space to fringe groups, minorities and other groups often 

ignored by the mainstream press (Meadows, 2005). This was good journalistic practice, 

important to social justice commitment and a way to further engage students in critiques 

of journalistic norms. Of interest was the Aboriginal Sovereign Embassy and the parallel 

C20 Community Summit chaired by Tim Costello. Recognising that Australia’s First 

Peoples would see the G20 as an opportunity to have their voices heard, I allocated 

students to specifically cover their concerns. Two students were embedded at the 

Sovereign Embassy set up at Musgrave Park near the G20 IMC for the entirety of the 

meeting. These students had several stories published, including in the Indigenous 

newspaper The National Indigenous Times (see figure 10). 
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Figure 10: Article written by student Craig Thomson as published in The National Indigenous Times. 
Image: Kasun Ubayasiri. 

 

A further initiative I instigated to extend student journalism beyond the 

mainstream and to challenge students to question the normativity of much of the media 

coverage of the G20 was to ensure coverage of the parallel C20 Community Summit. 

The parallel summit, which was chaired by the Reverend Tim Costello AO, former Chief 

Executive of World Vision Australia and well-known social justice activist, exposed 

students to vital debates and alternative views in relation to civil society. This allowed 

students to reflect on the ways news is constructed and by whom. Students were 

therefore exposed not only to international leaders and their speeches and press 
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conferences, but also to the parallel 'news agendas' emanating from communities, 

offering students significant community engagement and participation. Several students 

commented that this experience changed their ‘outlook on journalism’ and gave them 

‘valuable skills’ that would see them in good stead for the remainder of their ‘studies 

[and] career ahead’ and said experiences like the G20 should be ‘available for ALL 

future journalism students!’ 

5.1.7 Outcomes of the G20 Leaders’ Summit 

Engaging in the practice of journalism in the context of an international event provided a 

heightened sense of energy, excitement and authenticity for students, given that they 

worked, as one stated, ‘a heartbeat away from the world leaders’. Notably, students 

involved in the GSHJMC for the 2014 G20 continued to share social media posts about 

their WIL experience, demonstrating their continuing bonds and belief in the 

extraordinary benefits they elicited from the opportunity to participate.  

 

There were numerous outcomes from this iteration of Event WIL, not least of 

which was the widespread distribution of student journalism. Student stories were 

published in Brisbane Times and republished in national media including The Sydney 

Morning Herald and The Age. As students acknowledged in interviews, these 

publications have considerable status in the media landscape in Australia and 

consequently gave their portfolios integrity and gravitas. Students were also published 

in other online environments including on The Source News website. The multimedia 

emphasis of the G20 model enabled students to experience what one academic 

labelled ‘the future of journalism’. Ironically, given that the news bursts were not 

designed as a central element of the WIL experience, these were some of the most 

popular items on The Source News website in terms of ‘hits’, or site visits. The most 

popular was a story about the leaders’ planes landing, produced by a student who is 

now employed by the ABC. This story had over 4000 unique site visits.  

 

In addition to a radio newsroom run by 4BC, I organised an outside broadcast 

with 4BC held on the balcony of the GSHJMC. My intent was to capture the atmosphere 
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of the event and maximise students’ opportunities to experience live, authentic media 

practice in action with a variety of media. Due to the nature of talk radio, the outside 

broadcast involved several high-profile guests and journalists. Several international, 

national and state political and community leaders also came to visit the GSHJMC. 

They were happy to oblige in talking to student journalists individually and in groups, 

and providing feedback on student work. Like me, another GU academic had worked 

professionally as a journalist. We used our collective networks to invite a number of 

professional photographers and journalists covering the event back to the newsroom to 

engage with journalism students. Students also invited guests back to the GSHJMC for 

interviews. It was consequently a busy and lively space. The dynamic and frantic mood 

that defined the space was remarked upon by students saying it was an ‘amazing 

opportunity’ to work with industry professionals. One reported that it enabled them to 

‘solidify and apply’ everything they had learnt over the previous three years, rendering it 

‘one hell of a real-world experience’. 

 

In terms of outcomes, students repeatedly argued that having senior journalists 

involved in the GSHJMC was inspiring and motivating. Moreover, they said it provided 

enormous pedagogical value in that they witnessed professional conduct in news-

gathering and production. They talked about how beneficial and unique it was as 

students to work with editors closely and be privy to their views and decisions about 

stories. They also valued obtaining feedback on their work: 

Being able to freely talk with and get constructive criticism from a 
potential future employer was unbelievably great (Focus group 7). 

 

One student remembered their participation as ‘a unique experience’, while 

another highlighted what it meant to participate in a high-impact media arena: 

We were inside of a room where there were hundreds of 
journalists from all around the world. It wasn't just a small little 
newsroom in our own little worlds. We'd branched out to this huge 
community (Former student now journalist interview 1). 

 

Two GU journalism students received immediate internships with Brisbane Times 

and 4BC radio as a result of the G20 Leaders’ Summit (2014). Another former student, 
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now a working journalist, said in an interview that his involvement was instrumental in 

gaining a position with Fairfax: 

I got offered a twelve-month contract as a Grade two journalist (and I 
haven’t even finished my degree). They said they were impressed 
with my presentation, my interview and my body of work. The G20 
thing played a big part … Getting a career is the ONLY reason I went 
back to uni to get this degree. The practical way you run courses and 
the G20 internship, it’s a credit to you as an educator (Former 
student 5 now working journalist). 

 

Importantly, it was not just students who said involvement in the GSHJMC was 

beneficial. Industry partners also claimed that their practice had been strengthened 

through their engagement with students. They valued gaining a better understanding of 

contemporary journalism education, extending their own networks and increasing their 

skills with social media working alongside a large group of digital natives. Also notable 

was that industry partners found the experience inspiring for their practice. They said 

that connecting with enthusiastic and industrious beginning journalists about to embark 

on a career enlivened their own interest in media work. Notably, these outcomes go far 

beyond the types of more instrumental WIL outcomes reported by industry such as 

filling skill shortages and assisting with recruitment (Choy and Delahaye, 2011; Patrick 

et al., 2008). 

 

Industry representatives said they also benefited from involvement in terms of the 

quantity and scope of output. Students participating in the GSHJMC also worked with 

Brisbane Times providing live coverage of the inaugural Global Cafe on social media. 

This initiative, featuring 75 thought leaders, ran over several days in Brisbane City Hall 

in front of an audience of over 2000 people, was live-streamed and was the number one 

hashtag. Working with students enabled industry partner Brisbane Times to provide 

ongoing live coverage from three or four venues for the Global Cafe. The Global Cafe 

ran two days immediately before the Leaders’ Summit and formed a significant part of 

the collaboration with Fairfax Media as partners.  
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Simon Holt, who at the time was Editor-in-Chief at Brisbane Times and GSHJMC 

Chief of Staff for the G20 project, commented: 

I rate the G20 pop-up newsroom a massive success and would 
certainly like to see us engage in similar experiments/exercises in the 
future. I've been spruiking our collaboration every chance I get. 

 

In addition to outcomes for students and industry, the G20 Leaders’ Summit 

(2014) case study also provided outcomes for academics. They said they strengthened 

their own journalistic practices and industry contacts as a result of their involvement. 

Further, they were greatly energised working alongside students and industry, with one 

describing the experience as being ‘as good as it gets in terms of journalism education’. 

 

My own personal reflections about the event were also affirming as to the viability 

of this model for future applications. I have worked on numerous outside broadcasts 

(OBs) and pop-up media events during my professional employment in several 

mainstream media positions. However, because the operationalisation of the G20 event 

with students, not professionals, was an unknown to me at the time, I felt more 

comfortable running the newsroom outside of an established unit of study so I could 

focus on the event experience. I think I overprepared and made the event more than 

what was actually required. For example, I went overboard in terms of providing food for 

students, but given the possibility of volatile protests and as this was the first time I had 

piloted this model, I feel that it was better to have overprepared as this ensured the 

success of the initiative. Having facilitated and completed the case study, during my 

reflections I was able to identify what was actually required for an Event WIL model that 

allowed journalism students to participate in a highly ‘engaged’ manner while affording 

them a high-impact experience incorporating a maximum range of ‘affordances’ (Billet, 

2011). It was affirming to me to see students so enthusiastic and engaged. Community 

leaders and other media became interested in what we were doing based on their 

interactions with the students. This also demonstrates the viability and applicability of 

university-led WIL and Flipped WIL concepts being established outside of the 

classroom. What I also realised was that it would be possible to conduct the Event WIL 
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model in conjunction with much smaller events and incorporate them into the Television 

or News Production units within the Flipped WIL model. 
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5.2 REFINING EVENT WIL: BLUES ON BROADBEACH (2017) 

5.2.1 Background to Blues on Broadbeach (2017) 

The Blues on Broadbeach festival is an annual event held on the Gold Coast in 

Queensland and one of the largest free music festivals in Australia, drawing around 

160,000 visitors over four days. As a result of our success with the G20 Leaders’ 

Summit, GU’s OMC asked whether the journalism program would be interested in 

setting up a newsroom to coincide with the event. This is a further illustration of the way 

in which WIL opportunities snowball, building on each other as reputations and 

networks are established. On a number of occasions early in 2017, I met with 

organisers to identify the best approach to maximise outcomes for all stakeholders. At 

one of these meetings, we visited the festival site so I could get a sense of the space. 

 

As with the G20 Leaders’ Summit 

(2014), it was necessary to establish a 

space for the newsroom operations. 

While the Leaders’ Summit was defined 

by security and restricted access, the 

Blues on Broadbeach (2017) was a 

completely different event that allowed 

for creativity in the design of the WIL 

experience. Students were afforded 

access to most areas with the minimum 

of negotiation. I identified a public location for conducting interviews (see figure 11). 

This situated students in the middle of the action and provided a profile for them as 

journalists. At this early stage, I also arranged with event organisers for another back-of-

house space, located away from public areas, for editing, recording audio and holding 

production meetings. The space would also provide a necessary area to leave personal 

items and provide respite from the stress of the public domain.  

 

Figure 11: Students at Blues on Broadbeach in GU 
Media shirts. Source C. Mamouzelos 
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I asked our OMC to provide black T-shirts with Griffith University Media printed 

on them for the students. This ensured students felt and looked like the official media 

representatives that the Blues on Broadbeach (2017) WIL Event case study required 

them to be. In turn, the T-shirts provided a branding opportunity for the University. 

Numerous images taken of the students in action as journalists have subsequently been 

utilised in GU marketing materials. 

5.2.2 Blues on Broadbeach (2017) Outside Broadcast  

For Blues on Broadbeach (2017) I established an outdoor set similar to those used by 

morning television programs. Guests and talent came to the central location, heavily 

branded with GU signage, and participated in pre-arranged sit-down interviews. Two 

technical assistants had responsibility for filming. Using a semi-permanent two-camera 

set-up for interviews meant some interviews could be pre-arranged and editing 

requirements would be limited. 

5.2.3 Induction and The Blues on Broadbeach Festival 

Prior to the event, as with the G20, I ran an 

induction session briefing students on 

logistics, expectations and preparations. 

An important part of the induction was a 

discussion about how to maximise the 

opportunities of the WIL Event. I did not 

conduct as extensive an induction session 

as I had with the G20 Leaders’ Summit 

(2014) because this was a much smaller 

scale event. It was much less likely to attract protesters or connect students with 

vulnerable groups. However, I did see the necessity to run a small-scale induction 

session to ensure students were fully briefed to work within the scope of the event and 

prepared to obtain high-quality content for their portfolios and assessment. 

 

Figure 12: Students at Blues on Broadbeach 
set-up to film package for television broadcast. 
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I designed the Blues on Broadbeach (2017) WIL Event to encompass a 

hybridised broadcast and online reporting framework. In contrast to the G20 case study, 

where the model existed outside of an academic course, the Blues on Broadbeach 

Event WIL (see figure 12) was embedded in one of the Flipped WIL units. Adapting the 

Flipped WIL model to incorporate Event WIL, students who participated in the event 

were all enrolled in the elective unit Television Journalism. Their group assessment for 

the subject was tied to the WIL Event in that they were required to produce, edit and 

upload a half-hour television program about Blues on Broadbeach (2017) by a set 

deadline, as well as publishing relevant content online and on social media. Students 

were also required to incorporate social media for The Source News and social media, 

and were instructed to incorporate social media into their reporting and engagement 

with interview talent. 

 

For the two-day event, I split the class in half with one group of 11 responsible for 

running the newsroom on the Saturday and the other group of 16 running the newsroom 

on the Sunday. A few students from the first day returned on the second day because 

they enjoyed the experience. As with the Flipped WIL model, we began each day with a 

production meeting where students pitched ideas and we planned the day. Students 

benefited greatly from working together as a team. In interviews and focus groups, they 

reported learning a lot by noticing what other students were doing to overcome 

obstacles and ‘trying to do the same’. 

5.2.4 Reflective Debriefing and Blues on Broadbeach (2017) 

A significant new dimension introduced to the WIL Event model with Blues on 

Broadbeach (2017) was a structured reflective debriefing session. Each WIL experience 

provides a learning opportunity and a possible change in thinking, evaluation and 

judgement. Bandura’s social learning theory (1971) is based on students modelling 

behaviour they observe and learning from the consequences of that behaviour. Perhaps 

the most utilised theory concerning WIL is Kolb’s experiential learning model (1984) or 

experiential learning and reflection (Boud, Keogh and Walker, 2013). As noted 

previously, this approach incorporates four stages of cycling through concrete 
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experience, observation and reflection, and the formation of abstract concepts leading 

to a hypothesis able to be tested by concrete experience. The reflective debriefing 

element of university-led WIL sees learning as a ‘social process within a culturally 

determined community of practice’ (Eames and Cates, 2011). Situated learning (within a 

community of practice) assumes that the tiers of learning, thinking and knowing are tiers 

of relations between people engaged in activities occurring within social and cultural 

structures (Eames and Cates, 2011; Lave, 1991). Reflective debriefing recognises that 

‘learning occurs in a social situation, cannot be dissociated from it, and can only be 

understood within the context in which it occurred’ (Eames and Cates, 2011). Billett 

(1994) establishes that students engage in authentic activities as part of their placement 

and become participant members of communities of practice, and ‘develop meaning’ 

from that practice. Another view of sociocultural learning involves the notion that 

cognition (learning) is understood to be distributed across the community of practice. 

Students tap into the distribution of cognition and learning across the collective by 

entering and participating within the community. A third view is the use of the signs and 

tools (language, software and hardware particular to work) of the community and, as 

Eames and Cates (2011) point out, these situate the participant in the ‘sociocultural 

context’ because ‘learning occurs through mediated action in social situations and 

therefore has relevance to co-op placements’. Socialisation and situational learning, and 

the majority of learning theories discussed by Eames and Cates (2011), have a strong 

correlation to (and are variations of) the majority of the characteristics encapsulated in 

wise practice. 

 

One student reported that the reflective debriefing session helped the cohort to 

think about what they had brought from ‘class to a real-life situation’. In previous WIL 

teaching experiences, I had always conducted impromptu debriefing sessions. I ran 

these sessions throughout the semester and students had submitted a written critical 

reflection as part of their portfolio. But those students missed out on hearing and 

learning from the reflections and insights of others. This debriefing session was 

redesigned to consolidate student learning and to refine the WIL model for future 

iterations. WIL helps students build on learning tasks via a series of learning successes 
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and failures. But it was during Blues on Broadbeach (2017) that I took a purposeful 

evaluation of the reflective debriefing session and formalised it as an integral dimension 

of all the university-led WIL models.  

 

The reflective debriefing took the form of a focus group, which became data for 

the study. In the focus group, students provided feedback on the debriefing process 

itself, arguing it helped ‘round out the whole event’ and provided an opportunity to elicit 

feedback on their performance to improve in the future. As one student explained: 

We're still students. And we survive and thrive off feedback whether it 
be positive or negative because that way we can adjust how we're 
conducting ourselves in a professional setting, rather than just 
aimlessly wandering through an internship thinking we're doing our 
best but obviously could improve on something without having the 
knowledge to (Student interview 6). 

 

A key theme to emerge in the reflective debriefing session was that students 

benefited from ongoing feedback from supervisors during an event. One student who 

attended both days of the event was able to apply what they learned during the 

debriefing session on day one when they came back the second day: 

You gave me some feedback on my interviewing techniques and I 
took them on board. I did another interview and it went much 
better. I got some really good answers from the person that I was 
interviewing. And it just, the interview flowed much more 
seamlessly. So, yes, in that case for me, that was good (Student 
interview 8). 

 

Another commented: 

With the debriefing, that was really key … I appreciate individual 
feedback even if it’s harsh. I go, “Well, fuck that. Upsetting.” But I 
kind of learn from it (Student interview 8). 

 

Providing ongoing feedback to students during Event WIL obviously places 

considerable demands on academic supervisors. Along with this feedback, students 

also said there was value in receiving formal individual feedback following Event WIL. 

Students appreciated that the reflection on practice allowed for shared communication 

within a safe environment, connection with an authentic experience and emotional data 
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which can contextualise learning (Eames and Cates, 2011; Raelin, 1997). One said 

while she appreciated receiving ‘pointers’ during the event, there was not the time for 

more detailed and engaged feedback. Rather, she saw this type of feedback happening 

after an event. Some students wanted a combination of oral and written feedback, with 

one student suggesting the use of a performance review checklist in order to have a 

record of their performance. She elaborated upon the benefits of written feedback, 

explaining that it affords time and space to reflect on and process what is said.  

 

In keeping with reflection as an important concept within wise practice (Moon, 

2004, p. 5; Yeager and Davis, 2005, p. 70), I conducted the debriefing session on the 

basis that the students could learn a great deal from each other. I asked them to review 

collective examples of what the group had done well and what needed improvement. 

Interestingly, students used the opportunity to identify the skills they needed to develop, 

with others in the group providing advice and support. Peer learning is a feature of 

reflective sessions and one of the key features of successful WIL, as identified by one 

academic: 

Bringing them together provides an opportunity for them to engage 
with each other, to share ideas, share experiences and make the 
most of that. Not the least of those considerations is that we don't 
know where our graduate is going to end up and by sharing 
experiences and talking about the different kind of journalism 
settings, they get a better understanding of the range and variety of 
journalism workplaces. Having the opportunity to engage with others’ 
experience and make sense of those experiences. In some sense, 
be more prepared for the kind of workplace that they might end up 
working in (Academic interview 1). 

5.2.5 Outcomes of Blues on Broadbeach (2017) 

Blues on Broadbeach (2017) provided students with a comprehensive broadcast and 

online reporting experience. Students reported feeling overwhelmed and stressed, but 

surprised and excited by their achievements. They found the experience of dealing with 

a news editor who questioned them about their stories challenging but rewarding and 

key to improving the quality of their work. 
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Blues on Broadbeach (2017) also provided students with opportunities to 

approach talent for interviews and to edit and compile a video package under pressure. 

They liaised with publicists of performing artists to arrange interviews and were 

challenged to identify new and interesting angles to tell different stories about the 

festival in an engaging and interesting manner. Logistical and practical problems were 

also experienced and addressed through group problem-solving. In this way, they 

gained first-hand knowledge of how important it is to be able to adapt and be flexible in 

how they approach a journalistic task. The weather conditions were poor on the first 

day, so students had to operate camera equipment in the rain while continuing to film 

stories. Managing time and equipment were also issues, along with the noisy 

background environment in which students were recording interviews. I had to instruct 

students on the difficulties of recording audio and footage in noisy and crowded 

environments.  

 

Students reported finding Blues on Broadbeach (2017) more rewarding than the 

classroom because they enjoyed the ‘fast-paced environment’, saying they ‘felt a lot 

more productive’ and believed they were pushing themselves ‘a lot harder’ than they 

had before. They argued that the ‘best way to get ready’ for a career in journalism was 

to have their classroom work accompanied by ‘first-hand’ learning. Notably, they 

appreciated being ‘taken seriously as a journalist’ and working within the group setting, 

and several students said they enjoyed being ‘all together’. Another student enjoyed the 

group dynamic which allowed them to complement each other’s strengths and 

weaknesses. Overall, they reported a significantly enhanced sense of self-assurance in 

themselves as journalists. Being in a professional setting and carrying media 

identification made the students feel more comfortable approaching people and in front 

of the camera.  

 

While WIL outcomes are typically judged by whether or not students gain 

employment in the industry to which they have been exposed, another outcome for 

some students in my journalism WIL classes has been to identify that they do not want 

to be employed in the news media. This, of course, is a legitimate and important 
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outcome, as there are numerous career pathways for a journalism graduate outside of 

the news media. This was the case for one of the students in Blues on Broadbeach 

(2017), who also highlighted that the skills he learnt as part of the WIL experience were 

transferrable to other arenas. He believed the media production skills would benefit his 

marketing and public relations career goals. Many communication roles require 

communication professionals to be able to produce media content for a variety of media 

channels. Video production is commonly used in corporate communication. The skills 

developed during these university-led WIL experiences extend beyond journalism and 

communication roles. In a focus group, students described how the experience taught 

them ‘how to deal with problems’ when they encountered them, along the way 

developing resilience and emotional intelligence. Further, they felt their experience 

assisted in developing problem-solving skills and coming up with creative solutions. 

Students in the focus group also valued coordinating and working with others. These 

are all skills that would serve students well in future careers, as identified in The Future 

of Jobs Report (World Economic Forum, 2016). 
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5.3 EMBEDDING EVENT WIL: COMMONWEALTH GAMES (2018) 

5.3.1 Background to the Commonwealth Games (2018) 

As soon as the G20 Leaders’ Summit (2014) concluded, my thoughts immediately 

turned to running another Event WIL for the 2018 Commonwealth Games. As the 

Games were to be held on the Gold Coast, where GU has a campus, I saw an 

opportunity for our students to experience news production in the context of an 

international sporting event held in our ‘backyard’. I prepared a briefing document which 

senior journalism staff presented to the Head of School at the beginning of 2017. The 

proposal for the Griffith Journalism Commonwealth Games Media Centre (GU-CGMC) 

to operate for three weeks at the Gold Coast campus, concurrent with the Official 

Commonwealth Games IMC, was accepted. The GU-CGMC would operate as a 

specialist industry work placement for second- and third-year journalism students to 

provide multiplatformed media coverage of the event from 25 March to 15 April 2018 

(see figure 13).  

 

I embedded the key ideas learnt from earlier Event WIL case studies in the 

proposal. A central tenet was that the GU-CGMC would rely on partnerships with 

existing media, as with the G20 experience. This would encourage ties between GU 

journalism staff and students and industry, provide students with access to industry 

input and extend their industry networks for employment. With this goal, I commenced 

initial discussions with Fairfax, as well as the national Indigenous broadcaster NITV, 

The Guardian and local multicultural community radio station 4EB. 
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Figure 13: Copies of The Village Source produced by journalism students and Brisbane Times for the 

2018 Commonwealth Games. 

5.3.2 Harnessing Pre-Event WIL Opportunities at the Commonwealth Games 

(2018) 

Partnerships/integration 2017 
An important element of my original proposal for the Commonwealth Games (2018) was 

that we needed to begin early to build and extend partnerships with industry and to 

snowball opportunities for WIL. The need for a long lead-in time was sometimes difficult 

for people to grasp and it was often a challenge to get traction given the busyness of 

everyday life in academia and newsrooms. However, it was critical to our long-term 

success.  

 

As part of the early preparatory work, I connected with Commonwealth Games 

administrators, who, in turn, put me in contact with key representatives from relevant 

stakeholder organisations. One such organisation was the NEP Group, a large 

production company based out of North America, who were the host broadcaster for the 
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event. Gerry O’Leary, Training Director for NEP, had originally contacted the Griffith 

Film School (GFS) to elicit interest in a partnership to provide student work experience 

and deliver media content during the Games. While GFS did not have the immediacy of 

production which was essential to NEP, GU Journalism had demonstrated evidence 

from previous iterations of Event WIL that it could indeed deliver timely and daily news 

content. The early and productive working relationship I established with Gerry O’Leary 

from NEP enabled us to identify WIL opportunities for students which could be enacted 

prior to the commencement of the Commonwealth Games. I was particularly keen to 

identify opportunities for journalism students graduating mid-year and end of 2017, as 

they would not be able to participate in the Games WIL in the following year.  

 

Three intensive WIL initiatives were developed. These were the World Press 

Briefing (WPB), Chefs de Mission (CDM) Briefing and Gender Reporting Project (GRP). 

Nine third-year journalism students were selected to participate in the three projects, 

which would provide media content for major meetings leading up to the Games. To be 

considered for selection, students needed to have completed at least two news media 

production units as described in Chapter 4. Those participating in the pre-event WIL 

activities were enrolled in a Journalism Internship course so the material they produced 

was part of a portfolio used for assessment. 

 

The WPB was a four-day event held 4–8 April 2017. It involved approximately 

300 international media representatives and was hosted by the Commonwealth Games 

organisers GOLDOC (Gold Coast Organising Committee), NEP and the CGF. The 

purpose of the briefing was to provide operational and technical information to assist 

members of the domestic and international press to plan their coverage of the event. 

Press briefings, particularly for major international events, are an important part of the 

professional lives of journalists. Thus, simply being involved in the briefing was a 

significant WIL opportunity for students. However, they did more than simply attend the 

briefing. Nine journalism students were embedded with NEP, GOLDOC and the IMC 

management to cover the event. During the four days of the briefing, the students were 

based at the Gold Coast Race Track with organisers. Together with NEP Training 
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Director Gerry O’Leary and GU School of Humanities, Languages and Social Science 

(HLSS) Production and Facilities Manager Bevan Bache, I guided and supported the 

nine students as they covered various WPB events. The students produced a five-

minute video profiling the event for NEP which was published on the NEP website. They 

conducted a range of interviews with GOLDOC Press Operations and members of the 

domestic and international press packs. As always, they had to source talent, and shoot 

and edit video for media coverage across multiple settings. Over the course of the 

event, they worked from various locations in and around the Gold Coast as directed, 

including at the IMC, major sporting venues and tourist attractions.  

 

The second pre-Commonwealth Games WIL project I initiated with collaborators 

from NEP and GOLDOC involved media coverage of the press briefings for the Chefs 

de Mission (CDM), which was a five-day seminar commencing in October 2017. As with 

the WPB, with Griffith technical support and NEP staff I engaged the nine third-year 

students over the five-day period in producing media coverage of the briefings provided 

to 130 representatives of the Commonwealth Games teams. The briefings included 

tours of venues and the Gold Coast area, as well as seminars covering operational 

matters, medical procedures and anti-doping strategies. As with the WPB project, 

students attended all days of the seminar and were required to conduct a variety of 

interviews with administrators and heads of international sporting teams, as well as with 

domestic and international athletic representatives. They shot and edited footage for 

media coverage across multiple settings and event scenarios. Students again produced 

a five-minute video that was posted on the NEP website for the 2018 Commonwealth 

Games. This opportunity proved invaluable for our operations during the 

Commonwealth Games, because I relied on many of the relationships and networks 

established during this time.  

 

The final pre-games WIL project was a gender reporting initiative, the GRP. This 

was conducted concurrently with the CDM Briefing run over five days. Two students 

conducted interviews with former athletes attending the CDM seminar, GOLDOC 

personnel, CGF staff and academics for a specialist video to be included in the 
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GOLDOC Commonwealth Games Press Kit. The aim of this project was to raise 

awareness among journalists of gender bias in reporting and, as a consequence, 

generate more gender-inclusive media about the Commonwealth Games. I sourced the 

international expert on gender and sports Dr Adele Pavlidis to feature in the video. 

Students working on this project produced a mini news documentary highlighting gender 

bias in reporting sport. In line with the inclusive theme of the 2018 Games, the video 

was produced to promote responsible reporting in coverage of the Games. Students 

consequently developed research and documentary production skills, as well as 

strengthening their multimedia capacities. Critical thinking around journalistic practice 

and questions of equity were also extended as a result of this pre-Event WIL activity.  

 

The video produced as part of the GRP was included in the official media pack 

and previewed during one of the morning press briefings over the course of the Games. 

Dr Pavlidis was invited to speak on the issue of women, sport and the media further at 

the press briefing, launching the initiative, as did a range of other experts and high-level 

Commonwealth Games officials including GOLDOC Chairman and former Queensland 

Premier Peter Beattie AC. Dr Pavlidis appeared alongside cycling champion Anna 

Meares OAM and Cathy Hunt, Executive Producer of the Women of the World festival, 

along with CGF CEO David Grevemberg CBE.  

 

All of the 17 students involved in the pre-Event WIL activities went on to secure 

employment in the media industry. 

5.3.3 Preparing for the Commonwealth Games (2018) 

As with the G20 Leaders’ Summit (2014), a long lead-in time was necessary to attend to 

critical preparatory work. While some of this labour commenced a year prior to the 

Games, it intensified as the commencement of the event approached. For two weeks 

prior to the commencement of the Games I spent every day on the Gold Coast campus 

attending meetings and liaising with stakeholders to ensure everything was in place. 

Five issues were central – location, infrastructure, risk assessment, accreditation and 

induction. 
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Firstly, in terms of location we were fortunate that my preferred site – across the 

road from the Athletes’ Village and on the tram line with direct access to the IMC – was 

available. The selected space for the newsroom was a pathology lab on the Gold Coast 

campus which had sweeping views of the Gold Coast skyline. We also utilised the 

purpose-built television and radio studios on the Gold Coast campus. 

 

The second issue, infrastructure, was also addressed early. Operationally fixed 

newsrooms have specific requirements; however, the Commonwealth Games (2018) 

pop-up newsroom worked on a limited budget. Because we were working out of a 

pathology lab, we had to first reconfigure the room to our requirements. Essential 

infrastructure included internet access, appropriate computers for students, hybrid radio 

recording computers, TV monitors, telephones to record interviews, camera kits, lights, 

in-the-field reporting equipment and MOJO kits. MOJO is short for ‘mobile journalism’ 

and kits are usually based around using the mobile phone as camera, editor and 

connection to broadcasters. Unfortunately, we did not have access to suitably identified 

commercial vehicles (which meant we missed some stories), but students could use 

public transport free of charge because they had media accreditation. 

 

The only major infrastructure purchased for the Commonwealth Games (2018) 

experience was a Dejero field-reporting unit. Prior to the Games I was contacted by the 

producers of the SBS television program Insight requesting that we host a Queensland 

guest for the filming of one of its live broadcast editions. I responded positively on the 

basis that this would be useful for extending our industry networks and of interest to 

students. Unfortunately, we could not connect to the Sydney TV studio, which required 

a portable satellite connection called a Dejero unit, so SBS had to make other 

arrangements. This meant it had to organise for a freelance cameraperson with a 

Dejero to come to our studios. However, this prompted me to suggest that we purchase 

a Dejero unit to enhance our student reporting experience and our industry interactions. 

Unlike the G20, which was limited to one central location close to the South Bank 

campus, coverage of the Games would be spread across various locations up and 
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down the Gold Coast. We used the Dejero unit on numerous occasions, as it facilitated 

student reporting from various locations, competition venues etc. During the 

Commonwealth Games students successfully reported live from three different locations 

around the Gold Coast in a coordinated news burst on several occasions.  

 

A third early and related concern was completing a risk assessment for approval 

by GU management. In collaboration with Health and Safety Officers, I conducted a 

Work Health and Safety (WHS) and Risk Assessment, which was also included in the 

student media kits I prepared along with specially printed Griffith Media accreditation 

swipe cards that gave students access to the GU-CGMC.  

 

A fourth matter that needed early attention was accreditation. Accreditation is a 

critical dimension of Event WIL because it adds an additional layer of authenticity and 

exclusivity as not all journalists are granted access. As with the G20 Leaders’ Summit 

(2014), securing access to the IMC involved considerable administrative labour a long 

time prior to the Games. Concerned that we might not be able to gain access to the 

IMC, I simultaneously applied for accreditation with a local media contact point 

established for the event, the Gold Coast City Council Media Centre. Fortunately, we 

received accreditation to the IMC, which provided five IMC Passes. During the G20 

these passes were allocated to five students for the duration of the event. However, for 

the Commonwealth Games (2018) I rotated the passes to the IMC and Athletes’ Village 

among the students, ensuring everyone involved in the event had access to these 

venues.  

 

The final preparatory activities for the G20 Leaders’ Summit had demonstrated 

that induction is a critical component of Event WIL. As a consequence, an induction 

session for the GU-CGMC was held during the first day of operations and prior to the 

commencement of media coverage. This ensured that all students were well briefed and 

prepared. Media kits are prepared for all students working out of large Event WIL media 

centres. These are important to provide to students because they include information 

about operations, production, WHS and site access., contact details and other important 



	 154 

information. Resources from the Dart Centre for Journalism and Trauma of the 

Columbia Journalism School are also provided. 

 

In the leadup to, during and after the Games, I operated as the point of contact in 

matters related to GU-CGMC. In addition to the above, administrative duties included 

rostering staff and media partners to work in the GU-CGMC and I liaised with other 

media who were using GU-CGMC to ensure its successful operation. I was responsible 

for ensuring the availability of technical support, coordinating with GU and 

Commonwealth Games security, engaging with senior staff from GU and liaising with 

the GU staff working with GOLDOC and the Commonwealth Games. 

5.3.4 Running the Commonwealth Games student media centre 

Students who participated in the GU-CGMC were enrolled in at least one of three third-

year courses (Journalism Internship I, Journalism Internship II and/or Television 

Journalism). For assessment, they produced a written critical reflection of their 

experiences as well as producing television packages and content while participating in 

the GU-CGMC. Students were also assessed on their contribution to and participation in 

the GU-CGMC.  

 

The GU-CGMC was run the same way as the G20 media centre and the Blues 

on Broadbeach media centre in that each day began with a production meeting, with 

students pitching and discussing stories. 

Alongside covering stories for the news 

media, students were also responsible for 

working with Fairfax Media’s Brisbane 

Times to produce a printed copy of The 

Village Source, a newspaper distributed to 

the Athletes’ Village. Prior to the Games 

commencing, the Editor-in-Chief of 

Brisbane Times and our former G20 

partner resigned. As a consequence, I 
Figure 14. Announcing student nominations for the 
Walkley Awards. Source: Facebook. 
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needed to work quickly to elicit renewed commitment and direction from new Fairfax 

managers. 

 

The journalism students were joined in the GU-CGMC by five photojournalism 

students from the GU Queensland College of Art (QCA) and Heather Faulkner, Program 

Director of the Bachelor of Photojournalism. These students proved incredibly valuable 

in producing the printed copy of The Village Source. While we could access file photos 

from Games photographer Getty Images, it was rewarding and a significant WIL 

opportunity for photojournalism students to have their photographs featured on the front 

page and alongside stories written by their student journalism colleagues. 

 

In the GU-CGMC, journalism staff were required to supervise students, monitor 

their journalistic output and ensure they were meeting the demands of the newsroom as 

well as the course. This consequently placed considerable workload pressure on staff. 

5.3.5 Camp Freedom, StolenWealth Protests and Commonwealth Games (2018) 

Once again, given the wise practice framework which informed the design of the WIL 

models I delivered, it was important for me to address social justice issues in the 

Commonwealth Games (2018) case study. During the 1982 Commonwealth Games in 

Brisbane, First Peoples had brought international attention to injustice and 

discrimination, particularly around land rights. I knew protesters were gathering at the 

Gold Coast under the banner of the ‘StolenWealth Protest Camp’, intending to achieve 

similar outcomes. I, therefore, identified a photography student and a journalism student 

who I thought would be suitable to report on these events because of their maturity and 

their demonstrated high levels of cultural sensitivity. These students were keen to be 

involved. We spent time together discussing how to approach the camp protesters and 

how to engage with them in a respectful manner.  

 

The students spent extended periods of time at the camp over the duration of the 

Games. This enabled them to build trust with the protesters and facilitated access to 

several breaking stories published in Brisbane Times and national media, including a 
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story about the protesters stopping the Queen’s Baton from progressing for the Opening 

Ceremony. When I saw the protesters on the television in the path of the Baton, I called 

Brisbane Times telling them we had reporters there and immediately called the 

students, telling them to file copy. The student photographer was able to send pictures 

immediately, but the student journalist panicked under the pressure. In response, I told 

her to contact an academic in the newsroom to transcribe copy via telephone to file. 

This story was one of the first online stories published about the protesters stopping the 

baton. The Gold Coast Bulletin only beat us by seven minutes. It was a very intense 

period for the newsroom, but exhilarating for students, academics and industry partners. 

At the conclusion of the experience, students presented me with a mug with a group 

photo and the tagline ‘Just fucking file’. Because the students provided timely coverage 

of this story, they became on-the-ground reporters for Fairfax for the entirety of the 

Games. 

 

Dylan Voller, an Aboriginal man who had come to national attention following an 

investigation by Australia’s leading CAFF program, Four Corners, into the mistreatment 

of inmates at the Don Dale Youth Detention Centre in the Northern Territory, played a 

significant role in protests held during the Games. At a police briefing attended by 

student journalists not associated with Camp StolenWealth, it was reported that Dylan 

Voller had been arrested and had self-harmed while in police custody. The student 

journalists subsequently submitted a copy to Brisbane Times reporting on these 

developments, with the lead paragraph written by their colleague who was at Camp 

StolenWealth. When the story was published, the protesters expressed dissatisfaction 

to the students at Camp StolenWealth as they felt it was a one-sided report based only 

on the police’s perspective. This caused some friction between the protesters and the 

student journalists. I consequently visited the camp and spoke to the Elders, reassuring 

them that we were adopting a fair and strengths-based approach to coverage. 

 

While at the camp I saw other media approaching protesters to obtain a 

comment about Dylan Voller’s arrest, but they were turned away. In contrast, because 

we had embedded in the camp and worked to develop relationships of trust with the 
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protesters, they willingly spoke to us. After the Games, the students’ experiences at 

Camp Freedom covering the StolenWealth protests provided rich pedagogical potential 

for exploring questions of ethics, representation, marginalisation and power in 

journalism. The students’ efforts to engage with the members of Camp Freedom and 

the StolenWealth Protest Camp were rewarded as they were both named finalists in the 

prestigious national journalism awards, the Walkley Awards (see figure 14). The 

photography student’s work was also a finalist in the Queensland media awards, for 

which he received a Highly Commended citation. 

5.3.6 Outcomes of the Commonwealth Games (2018) 

The GU-CGMC expanded on the previous iterations of Event Wil so that it was a true 

multimedia centre–style operation. During Games time, 30 journalism students, 5 

photojournalism students and 2 public relations students worked in a multiplatform, 

purpose-built media centre producing eight print editions of The Village Source powered 

by Brisbane Times for the Athletes’ Village. In addition, students had numerous 

significant stories published nationally in Brisbane Times, the Sydney Morning Herald 

and the Canberra Times. Our students also provided dedicated coverage of the 

StolenWealth protests, producing some of the most important national stories published 

about the Games in Fairfax Media. These achievements were again recognised by 

industry partners, as the Brisbane Times Deputy Editor remarked: 

It’s also been good to see some of the students get bylines in the 
Brisbane Times because frankly, they found some pretty good 
stories. So it’s been great. 

 

Community and Other Media 
As well as appearing in Fairfax outlets, student work was also distributed through our 

own publication The Source News (see Chapter 4). Further to having their stories 

published on print and online platforms, students produced more than ten radio 

packages for The Wire, an independent, nationally syndicated CAFF program for 

Australia’s community radio network. Broadcast via the Community Radio Network 

satellite and the CAAMA radio satellite, the program is delivered to more than 200 

stations each weekday. In addition, one of the students’ stories did not make The 



	 158 

Village Source, but I did not want it to go to waste. I advised them to pitch it to the 

Australian Mountain Bike magazine, which accepted and paid the student for it. 

 

Industry engagement was high, with many professionals providing support and 

encouragement to students. Journalists and producers from NEP, SBS News, Sky 

News, Nine News, MEAA, DART Journalism Centre and The Gold Coast Bulletin all 

made time to engage with our students, responding to questions and commenting on 

work despite their own deadlines. Industry partners working alongside the students 

enjoyed the enthusiasm of the beginning journalists: 

It's fun. I love the enthusiasm. The typical rough, jaded journalist isn't 
here. Something which they will be in ten years’ time, let me assure 
you. But it's been a lot of fun. It's been a lot of fun. And it's good to 
see that there's still passion for this craft which is under constant 
threats and it's more important than ever that we have journalism. It's 
good that we’ve got some good ones coming through (Industry 
interview 7). 

 

Noteably, as an industry partner added to the above commentary referencing the 

improvement in student work ‘from the first edition of the paper’ to later issues, he used 

the term ‘journalists’ rather than ‘students’ or ‘student journalists’. He said there was a 

recognisable positive shift in terms of ‘the application and the drive of the journalists and 

what they brought to the newsroom over the course of the event’. 

 

Students were fulsome in their praise for the WIL experience. They repeatedly 

cited ‘increased confidence’ as an outcome. They acknowledged they had to work 

harder to get stories and that ‘it was a good thing’. Like the students participating in the 

G20, many students experiencing the GU-CGMC reported that this experience would be 

a highlight and ‘stand out in their degree’. Students also saw value in the ‘authentic’ 

nature of the experience and the opportunity to produce published work in a ‘credible’ 

outlet for their portfolios, identifying the need to be ‘published before you finished’. 

Several students believed it would make them ‘stand out’ from other journalism 

graduates.  

 



	 159 

Also referenced many times was the value of working in a team environment or 

what one student called ‘the camaraderie that you get working in a newsroom’. As well 

as industry people, academics were an important part of this group experience, as 

students explained in feedback: 

It's not really an environment I'm fully used to, but I think that's a 
good thing because so long as I'm being thrown into it with my 
teachers and tutors and lecturers around, I'll be able to learn from the 
experience instead of just sort of getting into it in an internship, for 
instance (Student interview 11). 

 
Students appreciated having extended their professional networks, with one 

observing: 

I feel like you can never meet enough people and know enough 
people, and it's just useful and it's nice to know people who want to 
do things like you want to do, like the fellow photographers here I've 
met and I get really well with, as well as the other journalists (Student 
interview 12). 

 

Collegiality and community were also built across the student cohort as a result 

of the Event WIL. As with the other university-led WIL experiences, in interviews 

students said the bonds and friendships they had made with each other were highlights 

of their participation. This was not something I was planning or expecting when initiating 

Event WIL. And again, as with other WIL experiences, an important outcome for some 

students was the realisation that they did not want a career in a busy newsroom. 

It's definitely an experience that I haven't had before. It's made me 
probably realise I don't want to do fast news production. I'd rather go 
into investigative journalism (Student interview 10). 

 

Significantly, while the students participating in the GU-CGMU had participated in 

one of the scaffolded Flipped WIL units, it had been overseen by sessional staff who did 

not have my news industry background and may not have appreciated that an authentic 

newsroom is very demanding in terms of the quantity and quality of journalistic output. 

The students commented that I had a different style which was ‘more intense’ with ‘very 

high expectations’ and, as a result, as one said, the GU-CGMU experience was ‘a bit of 

a shock’ to begin with, particularly as they were more accustomed to producing work at 

a more leisurely pace.  
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The value of the Flipped WIL experience for students was made very apparent 

during the Commonwealth Games newsroom. Some first- and second-year students 

had enrolled in the course because they wanted the experience. I realised they were 

very inexperienced and had to adjust my approach in managing them. While they 

should not have been included, I admired their drive and took a more supportive 

approach, as opposed to the challenging approach I used with the other students.  

 

An academic colleague noted the difference in preparedness between the 

students who worked in the G20 newsroom and those who worked at the 

Commonwealth Games, opining that the latter ‘struggled a lot more’ in terms of 

maintaining momentum and consistency. She observed that this discrepancy was 

particularly evident at pitching meetings: 

They're struggling a bit coming up with story ideas. It's been the main 
struggle with this experience. Whereas during G20 we had students 
with a lot of different ideas, pitching very hard news stories. 
Obviously here with The Village Source, we do want a bit more fluffy 
stories for the paper, but they really do struggle getting a clear angle 
and they struggle with writing their leads for their story. That's 
something we definitely would need to improve on for next time 
(Academic 4).  

 

Because pitching is such an important journalistic skill, I placed a lot of emphasis 

on it in each of the scaffolded Flipped WIL units. Thus, students who had worked with 

me previously had developed strong capacities in this area, while those who had not 

struggled, as one acknowledged, saying that both identifying stories and advocating for 

them with an editor was ‘really stressful’. She recommended that there be more training 

in these areas, stating, ‘it seems straightforward and maybe it's meant to come to you 

naturally if you're a good journalist, but it's so hard’. 

When I first came to the newsroom, I was very lost. I was a bit 
intimidated because some of the other students were writing really 
good stories and I was just a bit unsure of what my place would be, 
in terms of writing news. But literally the next day I ended up getting 
my story published which went across Fairfax Media. It's just about 
getting out there and having a go and overcoming your anxieties 
(Student interview 12). 
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One factor students found difficult was trying to schedule the time away from 

work and study to participate. Many students today are very reliant upon paid work and 

as precarious casual employees they may find it difficult to negotiate the extended time 

away necessary to fulfil the requirements of Event WIL. Students not able to participate 

in the GU-CGMC submitted supplementary assessment. 

 

As a capstone case study, the Event WIL case study Commonwealth Games 

(2018) set a benchmark for Event WIL. Organisers of the Birmingham Commonwealth 

Games are planning to utilise our model to provide WIL opportunities for student 

journalists in 2022. 
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CHAPTER SUMMARY 

The Event WIL model I designed actively inverts the traditionally dominant placement 

model in journalism education by bringing industry into the classroom. It involves the 

establishment of a unique classroom space in which industry representatives, 

academics and students work alongside each other. It therefore strengthens 

connections between all stakeholders in journalism education, while providing quality 

learning opportunities for all students in response to a major event receiving national 

and/or international media attention. Industry provides essential knowledge and training, 

while students have access to support networks built into on-campus teaching such as 

academic staff’s understanding of individual student needs, strengths, weaknesses and 

capabilities. Students coming into the Event WIL case studies, for the most part, 

indicated high levels of enjoyment, even students realising that journalism was not what 

they wanted to do. Some students struggled, but the majority of those having issues 

eventually found their feet. While students spoke about the pressure they felt being in a 

‘real-world’ environment, they were ultimately in a safe space that allowed them to make 

mistakes in a real work environment and still be supported to learn through those 

mistakes. Having their academic instructors working alongside them in the newsroom 

provided a safety net. The combination of academic and professional staff working in 

Event WIL newsrooms allows for a system of checks and balances, and feedback not 

always possible in today's newsrooms. Students are able to ask for and receive 

guidance from their academic and industry supervisors and from their peers without 

fear. As a model of university-led WIL as wise practice, Event WIL provides the best of 

both worlds in terms of training journalists within a university program. 
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Chapter 6: Findings 3 

Purpose WIL: university-led work-integrated learning 

with purpose 

 

 
Figure 15: Purpose WIL model. 

INTRODUCTION 

This chapter reports on three Purpose WIL case studies (see figure 15). These are 

Project Safe Space (2015), Mental Health and Refugees (2016) and Project Open 

Doors (2017). Each of the case studies describes an authentic reporting experience 

designed around a specific social issue. For two of the projects, I was able to source 

funding to produce a website for each. The two purpose-built websites constructed as 

part of Purpose WIL case studies – Project Safe Space, (2015)  which examined 

domestic violence, and Project Open Doors, (2017) which focused on people with a 
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disability – were incorporated into the scaffolded Flipped WIL university-led model to: 

extend student learning; enhance the student experience; publish student work; and 

raise community awareness around the topic. Each website, projectsafespace.org and 

projectopendoors.org, represents an advocacy journalism initiative, bringing together 

disadvantaged groups, community partners and journalism students around a complex 

and significant social issue. The websites are important companion documents to the 

case studies reported and provide an illustration of the way to design and conduct 

Purpose WIL projects. Expanding on the model, in addition to critically engaging 

students in specialist media reporting, Project Open Doors features a series of video 

interviews with community partners and talent. These videos were produced with three 

purposes in mind, firstly to ensure the project websites had content ready for launch, 

secondly to demonstrate the style of reporting I was advocating and finally as a service 

to the community sector.  

 

The media reporting projects described in this project are embedded in both 

advocacy journalism and strengths-based reporting. A strengths-based approach 

reports the ‘hard truths that show progression’ (Dahman, 2016, p. 94) without relying on 

stereotypes and archetypes, and focuses on ‘telling the deeper stories of people and 

communities experiencing adversity mapping into their strength and resilience’ (Tenore, 

2014, n.p.). While the case studies described in this chapter relate to social justice 

issues, the Purpose WIL model is also able to be used for other specialist reporting 

projects designed and developed and led by a university. The induction sessions 

provide students with specialist media reporting information and an additional toolkit of 

capabilities. Students gain exposure to a specialist literacy and develop appropriate 

reporting skills, integrating professional skill development with professional experience. 

 

Fisher (2016, p. 172) states that there is no ‘fixed definition’ of advocacy 

journalism, but there is instead an ‘advocacy continuum’ in that every piece of 

journalism contains elements of advocacy, whether intentional or not, and therefore can 

be placed on a continuum ranging from ‘overt’ to ‘subtle’. I align the form of advocacy 

journalism utilised in the Purpose WIL projects with the form of advocacy journalism 



	 165 

which arose in the 1960s and was associated with civil, environmental, gay and lesbian 

and women’s rights (Waisbord, 2009, p. 372). Although more participatory forms of 

journalism, such as civic journalism (Tully, Harmsen, Singer and Ekdale, 2017) or public 

journalism (Simpson, 2014), may seem more appropriate for working towards social 

change outcomes, in terms of education these complex approaches require more time, 

stronger relationships with audiences and more nuanced reporting than can be 

expected of inexperienced student journalists (Gumucio-Dagron and Rodriguez, 2006). 

 

As well as advocacy journalism, Purpose WIL draws on the principles of 

strengths-based reporting. It is designed to give voice to and to critique and redress 

media representations of vulnerable people. A strengths-based media approach seeks 

to shift audience responses about marginalised people from ‘despair and trauma to 

empathy and engagement’ (Flanagan, 2018, n.p.). It is a socially responsible mode of 

journalism that has emerged as a way to report on the lives of marginalised people in a 

manner that is authentic, meaningful and engaged (Amditis, 2018).  

 

The Purpose WIL model is deeply embedded in community. Designing and 

implementing the model involves a high level of engagement and consultation with 

community stakeholders. Emphasis is on collaboration and knowledge-sharing. A wise 

practice approach allows for incorporating different knowledges and the Purpose WIL 

projects are informed by the knowledge and experience of the community. Purpose 

WIL's engagement with community has two goals. Firstly, listening to the community is 

considered an ethical responsibility (Dreher, 2009; Wasserman, 2013). Secondly, it 

creates space within the media landscape for these voices to be heard. The creation of 

a purpose-built platform constitutes what Fraser (1990) would term an alternative public 

sphere in that it makes space for voices that might be marginalised from the traditional 

interpretation or conceptualisation of the public sphere (Habermas, 1991). Wasserman 

(2013, p. 77) highlights the importance of listening within the public sphere: 

"listening” as an ethical value is appropriate for a new democracy 
where social polarisations continue to impact media narratives and 
agendas, and in a society where continued economic inequalities 
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provide certain parts of the citizenry with disproportionate power to 
make themselves heard in the public sphere. 
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6.1 INITIATING PURPOSE WIL: PROJECT SAFE SPACE (2015) 

6.1.1 Background 

Project Safe Space (2015) was conceived after I met a woman whose experience of 

domestic violence (DV) had recently come before the court. She disclosed that the 

perpetrator had represented himself and put her on the stand for three days while a 

poorly prepared police prosecutor failed to object to his accusations. The magistrate 

had found the husband to be a credible witness despite the charging police officer’s 

testimony and audio and video evidence of him abusing the woman. With the woman’s 

permission, I took her story to the mainstream media. However, it was dismissed as not 

newsworthy at the time. This was devastating but not surprising. While one Australian 

woman is killed every week by her current or former partner (Bryant and Cussen, 2015), 

DV has traditionally been afforded little media attention because it has been framed as 

a private rather than public issue (De Vreese, 2005; Lawrence, 2004; Sutherland et al., 

2015). Project Safe Space was conceived to address this issue at a time when public 

awareness about the extent of DV in our society was increasing. Its aim was to educate 

future journalists about the realities of DV and, through adopting strengths-based 

reporting, highlight the misconceptions and misunderstandings surrounding the actions 

and behaviours of those affected by DV (see figure 16). 

  

Figure 16: Project Safe Space home page. 
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6.1.2 Outlining the Case Study 

Like Event WIL, the induction portion of the Purpose WIL model is a significant and 

integral element of this version of the university-led WIL models. In order to ensure 

student journalists are adequately prepared to cover issues affecting vulnerable groups, 

specialist training is and should be provided. Instruction provided as part of the disability 

and DV projects was more in-depth and comprehensive than what most mainstream 

journalists had received about those issues at the time of the projects’ induction 

sessions. In light of increasing job losses within mainstream media organisations, 

specialist reporting and coverage of minority issues receive even less coverage in 

smaller communities (New Beats, 2018, n.p.). 

6.1.3 Preparing for Project Safe Space: Specialist Reporter Training 

 

The training and induction seminar following the launch of the project (see below) 

introduced students to the specific issues around DV and more broadly to covering 

minority, sensitive and traumatic stories and issues. Students also had sessions on 

empathy and self-care, as well as the important contextual information around 

appropriate language and terminology. A key consideration was also to recognise and 

acknowledge a dual-purpose duty of care towards both students and those they 

interviewed via partner organisations. We needed to ensure that students were 

adequately prepared to work in this space, and that interviewees were well-supported 

and not re-traumatised by the interviewing experience. 

 

As an advocacy and strengths-based journalism case study, Project Safe Space 

was deeply embedded in the community. Involving community stakeholders was 

important in order to gain knowledge and insight. It was also critical to the sustainability 

of the project – a key tenet of wise practice. I recognised that given DV is a significantly 

larger societal problem that could not be addressed with one small project, initial contact 

was made with potential stakeholders via phone, where the concept was pitched and 

interest levels gauged. The response was overwhelmingly positive. The project thus 

involved parliamentarians, DV centres and counselling services, mental health 
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organisations, women’s groups and self-advocates and activists. Another key group 

involved was the national body to address domestic violence, Our Watch, and 

organisations addressing women from culturally and linguistically diverse communities 

affected by DV. 

 

Aware that the DV sector is under-resourced and dealing with huge demand, I 

asked stakeholders to nominate the type and degree of their involvement. I gave them 

suggestions such as participating in the induction or writing opinion pieces for 

publication in the website. All agreed to the former, while the coordinator of Mensline, a 

24-hour support service for men with family and relationship problems, contributed 

pieces to be published. 

6.1.4 Publishing Project Safe Space (2015) 

Along with reaching out to the DV community, I also prepared for Project Safe Space by 

establishing a website. I decided the project would benefit from a dedicated, 

professionally produced multiplatformed news website to provide a home for the 

concept and an immediate outlet for student work. I thought it would add value to the 

finished project and also give an additional level of authenticity for students working on 

the project. I approached GU’s Deputy Vice-Chancellor for financial support and was 

provided with $8500 of funding for professional photography and to build a professional 

website to house the project.  

6.1.5 Induction and Training 

 

The final preparatory task for Project Safe Space was a launch and induction. I 

considered the need to provide targeted and suitable training for the journalism students 

while reflecting on a previous WIL project (Event WIL), but an induction session was 

identified as mandatory once I began to engage with the DV community. It was critical 

to the trust developed with the partners that I ensured students were adequately 

prepared to work in the DV space. Partners needed to be reassured that we had 
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adequately trained our students to work with the vulnerable communities they sought to 

protect. 

 

The project was launched by the Federal Member for Griffith, Terri Butler MP, 

who applauded the students for engaging in a very difficult area that needed change: 

These students will leave university with a unique insight into issues 
surrounding domestic violence, having worked closely with victims. 
They will become agents of change in our community. 

 

The launch event also featured a keynote address from Rachel Kayrooz from 

White Warrior Challenge, a small non-government organisation which gives voice to 

survivors of DV, and the Founder and Executive Chair of the national child protection 

group Bravehearts, Hetty Johnston AM.  

 

The training and induction seminar following the launch introduced students to 

the subject of DV and more broadly to covering sensitive and traumatic stories. They 

had sessions on empathy and self-care as well as on the language and terminology 

about DV. A key consideration was also to recognise and acknowledge a dual purpose 

duty of care toward both students and those they interviewed via partner organisations. 

We needed to ensure that students were adequately prepared to work in this space, 

and interviewees were well-supported and not re-traumatised by the interviewing 

experience.  

 

Information sessions and panel discussions forming the induction session 

included representatives from specialist support organisations Domestic Violence Action 

Centre, Caxton Legal Centre, Women’s Legal Centre, social workers and Queensland 

Police. Social workers, lawyers, community and self-advocates, and police all provided 

information that was integral to ensuring students were prepared to work in this space. 

Significantly, this specialist training was not traditionally undertaken by media at that 

time. However, the development of media reporting guidelines on DV has since 

impacted on practices in this area. 
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6.1.6 Conducting Project Safe Space (2015) 

Twenty third-year journalism 

students undertook Project 

Safe Space as part of a News 

Production, one of the Flipped 

WIL courses. Along with 

journalism students, the 

project also involved students 

from the Griffith Law School. 

Since 2015 I have volunteered 

as a family lawyer at a 

community legal centre in 

Brisbane. Just after I 

commenced volunteering, I 

attended a training session for lawyers about DV which alerted me to the fact that there 

was a need to build the legal profession’s knowledge base about DV. I consequently 

realised there was an opportunity to take a multidisciplinary approach and offer law 

students an authentic WIL experience and so I included them in Project Safe Space. My 

idea was that they could use the experience to gain insight into DV as well as 

investigating possibilities for law reform in this area. However, my junior status and the 

lack of understanding about WIL made it difficult to get traction with the Law School at 

first. Eventually, law students enrolled in a DV law course were offered the chance to 

participate in Project Safe Space. Five agreed to be involved, but there was not a high 

level of engagement and this dimension of the project did not produce the type of 

outcomes I had anticipated. The limited engagement was not due to limited interest but 

more a lack of experience with the Purpose WIL model.  

 

The journalism cohort was tasked with producing a series of original feature 

stories and multimedia content aimed at providing DV survivors and advocates with a 

voice (see figure 17). Their feature story was assessed. Once students completed the 

induction, they had to pitch a story idea for a feature article to be published on the 

Figure 17: Stories featured on the Project Safe Space website 
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website which addressed what they had learnt about the problematic nature of DV 

coverage by the media. Following editorial approval, they commenced their 

investigation and reporting. Story ideas pitched by the students ranged across the 

spectrum and included DV issues as they related to children, pets, rural communities, 

people with lived experience of disability and extended family. Students published the 

ten stories required for assessment on The Source News. Their Project Safe Space 

feature stories, also required for assessment, were published on the Project Safe Space 

website. They consequently had two publication platforms for their work.  

 

As part of their assessment, students had to use the language and structure of a 

feature story and incorporate relevant elements of an online feature such as 

photographs, video, graphics and pull quotes. At the same time, they had to ensure that 

the privacy and safety of interviewees was respected. This practice of critically engaging 

with and producing content involved students in a ‘complex negotiation about 

knowledge-use, roles and processes’ and transformed the workplace into a ‘learning 

environment’ (Billett, 2004). 

 

I also encountered the challenges of working in the DV space when I published 

the very first story on the site. As always, in this unit I encouraged students to share 

their stories on social media and other platforms. I do this for two reasons. Firstly, it 

begins to build their online identity as a journalist. Secondly, and relatedly, when 

potential employers search their name, they will see the student is engaging in standard 

professional practice and building an audience and a following.  

 

The first story, written by a female student for Project Safe Space, was a 

personal account of intergenerational DV. It was published only after the student gained 

permission from the women victims of the violence. Pseudonyms were used and 

identifying characteristics were changed, but when the story was published on social 

media under the student’s name, a male family member who was a bystander to the 

violence recognised the story and was angry about the public airing. He contacted her 

and other family members (including one of the victims of the violence) via social media, 
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expressing outrage. Understandably the student was very distressed and concerned 

about her health and wellbeing, as well as that of her female relative. At the same time, 

both the student and her relative wanted the story to remain online. Their view was that 

taking it down would propagate the control measures enforced by perpetrators and 

reinforce norms of silence around DV. Given the complexity of the issue, I sought 

advice from representatives from our partner organisations who had long professional 

histories dealing with the ethical conundrums around DV. They advised that my duty of 

care to the student and her relative was the most pressing concern, and to remove the 

story. I followed this advice while also referring the student to counselling.  

6.1.7 Outcomes of Project Safe Space (2015) 

Project Safe Space resulted in the publication of a portfolio of 58 stories across the 

spectrum of multimedia formats. Students reported that their participation in this project 

allowed them to say confidently that they had experience in this form of reporting and 

could support this claim with evidence. 

Look, I’ve worked with these people. I know what it's like to 
interview with someone that's been a victim or experienced 
domestic violence, and I have real hands-on training as to how 
to do that properly (Student interview 17). 
 

Students reported that Project Safe Space was a worthwhile project and that 

their efforts had contributed to the discussion about DV. One observed, ‘It really 

broadened my understanding of the issue and highlighted how important journalism can 

be’. Others observed that they had thought they ‘knew’ about DV before participating in 

the project, but realised that this knowledge was limited and, in part, problematic.  

 

Some of the most transformative experiences for students emerged from the 

opportunity to reflect on the real-world political and ethical issues that emerged for them 

in reporting on DV. Included in these issues was a concern with personal wellbeing and 

mental health as a journalist covering traumatic stories. One woman told a student 

about her husband throwing a pot of boiling water over her. Understandably, the student 

journalist was quite shaken after completing the interview. On sub-editing the story prior 
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to publishing, I was quite disappointed at what the student had submitted because it 

was quite flat and not of their usual high standard. I realised what was missing was the 

emotion the interview had elicited. A reflective feedback session with the student 

provided the opportunity to explore the role of the journalist in initiating and writing a 

story. In the discussion, we talked about the relationship between practice and the 

frameworks of advocacy and strengths-based journalism they had learnt about in the 

classroom. As indicated previously, these spontaneous opportunities for reflection 

throughout the course are a major advantage of the type of WIL experience I was 

developing. The loops of experiential learning were being constantly engaged (Kolb, 

1984). What was enabled was ‘reflection-in-action’, that is, an impromptu process in 

which an individual is required to understand and adapt to a challenging and ongoing 

situation’, rather than ‘reflection-on-action’, which is the type of planned and structured 

approach typical of experiential learning (Stirling et al., 2018, p. 66).  

 

During the reflection-in action session, we discussed the confronting nature of 

the story, the student journalist’s self-care strategies and the fact that quality journalism 

is not necessarily non-emotive. As a consequence, the student journalist rewrote the 

story, producing a much stronger piece of journalism. They referred to this particular 

experience in their interview, arguing: 

Having a moral purpose is really good, a really solid way to inspire 
people to work harder and to work for something that's larger than 
just a piece of paper or a mark. It's something that's different and 
something that you can really say, "Hey, look, maybe this is why I 
want to do this.” I think that's the most powerful experience you can 
pull out of a journalism degree. So, if you can do that, I think you 
definitely, definitely should, yeah (Student interview 17). 

 

Students also noted their increased awareness and sensitivity in contextually 

applying journalistic skills in a variety of situations. 

So, you can't just go to an interview with a victim of domestic 
violence and treat her like a politician, or him or her like a politician. 
You have to be able to apply your journalistic tools in a respectful 
and also sensitive manner, but also balance that with your journalistic 
obligations to tell the right story (Student interview 17). 
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What also became evident through the project was that many students had come 

in contact with DV in their own lives. Project Safe Space allowed them to engage with 

and explore this issue in a safe space. They quietly approached me about using their 

own lived experiences or those affecting their families. Most were quite resolute that 

they wanted to do these stories. 

 

Both industry and academic interviewees identified an understanding of the role 

of journalism in society as an important outcome for students. What was most critical 

was that they gained this understanding in an authentic learning experience. One 

industry interviewee recalled their own formative experiences as a student, saying, ‘I 

think the rock that I ran up against was that for reporting to be worthwhile, it has to be 

real.’ Another academic interviewee commented: 

Yep, I think the key word is authenticity. That is, trying to provide 
authentic experiences, so that students are engaging in the kind of 
activities which they would in the workplace. In some instances, 
students go into the workplace and, rather than actually engaging in 
authentic occupational activities, they’re engaged in busywork or 
activities which are not directly relevant, but might be convenient for 
the workplace (Academic 1). 
 

However, for all the learning outcomes reported, the serious nature of the issue 

of focus, DV, also brought students up against some of the challenges that face 

professional journalists. One student noted that the sensitivity of the topic made it 

difficult to find people who were willing to be interviewed. The line between shying away 

from difficult questions and reporting with sensitivity was occasionally difficult for 

students to grasp. One student mentioned feeling nervous around the victims and 

shying away during interviews. For the most part, though, after some initial nerves 

students were able to conduct themselves with sensitivity and ever-increasing 

confidence in order to deliver stories. As one recalled, ‘Sometimes I did feel a bit out of 

place but I think it is good to get you out of your university bubble and push yourself.’ 
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Students’ increased confidence in dealing with difficult and sensitive reporting is 

a key outcome given the high priority that confidence is given by industry. As one 

industry interviewee stated: 

If they step into a newsroom and get stage fright because they don’t 
have the practical experience, it’s hard to come back from that. We 
want people who come in and are confident about how everything 
works and therefore they’re showing off their real selves and they 
understand what’s going on (Industry interviewee 1). 

 

Importantly, as students developed a stronger sense of the civic role of 

journalism and built their capacities around the reporting of complex social issues, they 

also continued to build their published portfolio of work. 

It’s handy if they have got published work. It’s exceptional if they do, 
but they need to have a portfolio of what they’re capable of doing 
(Industry interview 3). 
 

I think I would go further than that and say I wouldn’t employ 
someone who hadn’t published quite a few stories. It’s not that 
difficult to be published now. Even for someone to actually get in 
front of me, they probably would have published quite a few stories 
already (Industry interview 2). 

 
Project Safe Space continues to receive regular site traffic to both the website 

and the social media pages. At the time of writing this exegesis, the website has had 

100,000 unique visitors to the site. 
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6.2 REFINING PURPOSE WIL: MENTAL HEALTH AND 

REFUGEES (2016) 

6.2.1 Background to Mental Health and Refugees (2016) 

In 2016, the world faced a refugee crisis. Images flooded news feeds of refugees dying 

at sea and the ‘number of displaced people worldwide reached record levels’ (Alfred, 

2016, n.p.). At the time, Australia was subject to international criticism for its treatment 

of refugees and asylum seekers (Refugee Council of Australia, 2016). Long-established 

concerns about the mental health of refugees (Watters, 2001) were being voiced about 

refugees being detained in Australian detention centres (Silvone et al., 1997). At the 

same time, refugees were being dehumanised in media reports as ‘enemies at the gate’ 

(Parker, 2015). Indeed, research was revealing that media tends to depict refugees in 

negative rather than positive stories and rarely affords them voice (Bleiker, Campbell, 

Hutchison and Nicholson, 2013; Chouliaraki and Zaborowski, 2017). As a result, 

journalism educators such as Briant (2016) were arguing that it was vital that students 

learnt about refugees in the classroom. 

 

With all of the above in mind I approached Access Community Services, a 

national non-government organisation which is a leader in the resettlement of refugees, 

with a colleague who had a connection with the group. For various reasons, it did not 

progress. In part, I was exhausted, having successfully overseen the G20 Leaders’ 

Summit (2014) and Project Safe Space (2015) WIL projects. I was also busy with family 

responsibilites and applying for an ongoing position at GU. At the same time, I was 

delivering repeat cycles of the scaffolded Flipped WIL units. Because the issue was 

important and had the potential to offer deeper learning for students, I decided to 

proceed with the project but on a vastly different scale. 

6.2.2 Conducting Mental Health and Refugees (2016) 

Mental Health and Refugees is a critical case study in this research project because it 

highlights the importance of community engagement, a professional platform, a launch 



	 178 

and an induction. These elements were not included in Mental Health and Refugees 

(2016) and, as a result, the outcomes were highly circumscribed. For example, students 

reported difficulty in locating interviewees who were willing to engage with them. One 

reported not being able to complete a feature story as he was ‘getting stonewalled’. 

Another agreed, offering the opinion that this was because they were reporting on ‘a 

very touchy topic’. What this comment reveals is that students struggled with knowing 

how to cover the issue of refugees and mental health. In short, there was a disconnect 

between them and the community of stakeholders concerned with refugees and mental 

health. Students did not have an understanding of the community they were 

investigating. They did not have the benefit of specialist training which would have given 

them important knowledge, capacity and confidence. Part of the aim of the induction 

session conducted for Project Safe Space was to affirm students’ professional identities 

as journalists. This was lacking with the Mental Health and Refugees case study. In 

turn, the community they needed to engage with had not been introduced to the 

students and had not been given the opportunity to share their lived experiences and 

expertise with them.  

 

Nineteen students participated in Mental Health and Refugees (2016) and were 

published on The Source News in the Spotlight on Refugees and Mental Health section 

as part of the News Production course. Students were required to submit a feature story 

on refugees and mental health which included a variety of multimedia additions 

including photographs, some that did not reveal the identity of the source, data 

animations and other graphics.  

 
What the Spotlight on Refugees and Mental Health demonstrates is the role of 

engaging the community in a meaningful and authentic manner. In turn, engaging 

community is central to an effective induction for students to ensure a level playing field 

of knowledge and capacity. Successful outcomes for students in terms of enhanced 

experience and confidence are significantly improved if they are provided with training. 

Training should be undertaken in close conjunction with the community, who are 

experts on the social issue being investigated. This community is best placed to provide 



	 179 

journalists with the wisest way to report on the social issue. They can provide insight 

and guidance to students and give them the socio-cultural knowledge and 

understanding to engage with people in their community.  

6.2.3 Outcomes of Mental Health and Refugees (2016) 

In total 19 feature stories were published on The Source News as part of the Mental 

Health and Refugees project. They were published in a special section on The Source 

News website and appeared under a home menu tab labelled Spotlight on Refugees 

and Mental Health. I sought feedback about the project from a representative from a 

service organisation working with refugees at the conclusion of the project, who attested 

to the quality of the work: 

Your students have put up a fantastic body of work, I’m thoroughly 
impressed at the professionalism of the site! I can certainly make our 
media and comms team aware of their work and give them your 
details if they would like to get in touch (personal correspondence – 7 
November 2016).  

 
The project contributed to students’ critical thinking, technical skills and creativity. 

The range of subject matter incorporated many different experiences and viewpoints. 

One student was particularly interested in sports journalism, a field in which he is now 

employed; however, with a little encouragement, he embraced the opportunity to step 

out of his comfort zone. He produced a quality article telling the story of a young female 

refugee from El Salvador who is happily settled in Australia which he accompanied with 

compelling images. Another student's story stood out because of their skilful use of data 

animation.  

 

As with other WIL in journalism projects, I initiated Mental Health and Refugees 

(2016) and required students to incorporate all industry standard elements of online 

news and CAFF. They embedded social media posts, pull quotes, audio and video, 

image galleries, data animations, links to sources and appropriate tagging of stories. A 

student commented that they were ultimately grateful for the experience it provided. 

I'm so glad I was able to learn all that I did [and how it helped me] 
improving my skills, I appreciate it so much (Student 14). 
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Most of the students commented that the project had contributed to developing 

their knowledge of ethics. They also reported that it gave them the opportunity to write a 

story they may not otherwise have written and that it demonstrated the vital role of 

journalism in society. One reflected on building her critical capacities in relation to 

evaluating reporting about refugees. However, Mental Health and Refugees (2016) did 

not elicit the same type of very high praise from students as did other Purpose WIL case 

studies. Students highlighted concerns about their confidence and capacity in dealing 

with the issue of refugee mental health. There was not the same collective feeling of 

contributing to something bigger than ourselves. While some students dived into the 

opportunity, others were slower to engage. I attribute this unevenness to the lack of 

meaningful community engagement and subsequently the lack of formal structure 

around a project launch and induction session with community partners.  

 
As mentioned, students produced a published feature story to industry standards 

that they included in their portfolios with positive feedback from the community 

organisation, which praised the high quality of the stories. Unfortunately, I did not have 

the energy or resources to establish and manage a Facebook page and other social 

media accounts as I had with Project Safe Space. Rather, I relied on social media 

emanating from The Source News to promote the stories. Overall, while Mental Health 

and Refugees (2016) did engage students in advocacy journalism, the outcomes 

achieved were modest compared with the other iterations of Purpose WIL and other 

WIL case studies reported in this exegesis. Notably, these more limited outcomes 

related directly to my more circumscribed involvement, as I was physically and 

emotionally depleted. 
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6.3 EMBEDDING PURPOSE WIL: PROJECT OPEN DOORS (2017) 

 
Figure 18: Project Open Doors website home page. 

6.3.1 Background 

Project Open Doors (2017) was the capstone case study embedding the Purpose WIL 

model. The project focused on changing media reporting of disability. In 2017 (see 

figure 18), one in five Australians were living with a disability ranging across a broad 

spectrum of conditions from obvious physical impairment to mental health and cognitive 

abilities (ABS, 2016). People with a disability are rarely depicted in the mainstream 

media and when they are, it is typically in negative ways (Briant, Watson and Philo, 

2013; Worrell, 2018). Concerningly, Watson and Briant (2011, p. 5) report that there has 

been an increase in the use of pejorative language to describe people with a disability in 

the media, with the notion of ‘burden’ often mobilised by journalists, and that it is ‘rare’ 

for the media to attend to the political or socio-economic context of living with a 

disability. 
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In 2017, GU Journalist-in-Residence and award-winning ABC journalist Nance 

Haxton sent an email to the journalism staff explaining that she had contacts in the 

disability community who had offered to connect students with people living with a 

disability. This appeared to be a new opportunity for another intensive reporting 

experience for our students around a key social issue. Having run Project Safe Space 

(2015) and Mental Health and Refugees (2016), I now had considerable insight into 

what worked and what did not. My previous work in this area informed the shape of 

Project Open Doors and I wanted an opportunity to embed the key principles of the 

Purpose WIL model. These principles included ensuring support from the tertiary 

institution, engaging community stakeholders, obtaining funding to build a professional 

website, embedding the project in a course, planning and conducting an induction 

session, coordinating with the community and conducting a debriefing. 

6.3.2 Preparing for Project Open Doors (2017) 

As with Project Safe Space (2015), with Project Open Doors I began early in engaging 

the community. I contacted potential partners from government, community, business 

and industry very early in the process so that they could inform and guide the project 

from its very beginning. The Endeavour Foundation, Queenslanders with Disability 

Network (QDN), a support organisation for people with intellectual disability and victims 

of crime, Women With Intellectual Disabilities (WWILD) and Sporting Wheelies agreed 

to participate from the outset. As the project gained traction, other community groups 

became involved including 1000 Voices, the Anti-Discrimination Commission, 

Queensland Advocacy Commission, Inclusion Moves and Speaking Up for You. As part 

of the early negotiations, we discussed the types of input possible and necessary from 

partners. They agreed to their logo being used on the Project Open Doors website, to 

provide training for the induction and to provide interviewees for student journalists.  

 

An interesting point raised by one community partner during a focus group was 

acknowledging the overwhelming workload of the project: 

I thought it was a huge workload for you as someone who doesn't do 
those kind of public events as a normal part of your work. I thought it 
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was an almost impossible expectation [laughs] for you to pull all of 
that together (Industry partner, Focus group 6). 

 

Following the model established with Project Open Doors (2015), I applied for 

funding from the University’s Deputy Vice-Chancellor Engagement, requesting $10,000. 

Based on the success of Project Safe Space, I was fortunate to be provided with the 

funding. A preparatory task was establishing a project website and producing materials 

for it. I wanted the website to be active and engaging from the outset. I requested some 

stories produced with project partners to be published as soon as the site was 

constructed. I also filmed and edited an interview with project partner Anti-

Discrimination Commissioner Kevin Cocks AM to publish on the website about the 

impact of media reporting around disability (see figure 19). 

 

The third and final preparatory 

task for Project Open Doors was the 

induction. As with Project Safe Space 

(2015), the induction comprised two 

parts: the official launch followed by 

an information and training session. 

Both events were fully accessible. I 

arranged for closed captioning, 

translators (AUSLAN) and support 

people for attendees. These were 

expenses I had not accounted for in 

the initial budget, so I needed to 

access additional funding from GU.  

 

Project Open Doors (2017) was launched by the Australian Disability 

Discrimination Commissioner, Alastair McEwin. Other invited guests included the 

Assistant Minister for Social Services and Disability Services and the Federal Member 

for Ryan, Hon. Jane Prentice, MP, the GU Pro Vice-Chancellor and Head of Logan 

Campus, Professor Lesley Chenoweth AO, the Queensland Anti-Discrimination 

Figure 19. Interview with former Qld Anti-
Discrimination Commissioner Kevin Cocks AM 
www.youtube.com/watch?v=oudNlNWjAuc 
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Commissioner, Kevin Cocks AM and the CEO of Deaf Services Queensland, Brett 

Casey. The program for the launch included keynote presentations from these guests, 

as well as panel sessions with speakers from the partner organisations and journalists. I 

arranged to film the launch event and panel discussions so these could be posted on 

the website, with the transcripts of speeches as additional resources (see here). I also 

liaised with ABC Radio, who attended the launch and broadcast a story about it.  

 

Having high-profile guests from across the disability community involved in the 

launch gave it legitimacy and authenticity, and attracted additional commitment and 

enthusiasm. As one of the industry partner representatives commented, having ‘high 

quality, highly regarded’ speakers generated a sense of interest, particularly as the 

program included space for people with a disability to self-advocate around media 

issues. In this respect, the launch itself was viewed by community partners as achieving 

an important outcome in that it created a platform for people with a disability to have a 

public voice. Overall, the launch conveyed the importance of Project Open Doors (2017) 

to student journalists and to partner organisations.  

 

Collectively, the speeches provided student journalists with a rich perspective on 

media reporting of people with a disability. It provided important contextual information 

and issued a challenge to report on disability differently. For example, the Disability 

Discrimination Commissioner, Alastair McEwin, explained: 

For the most part, the mainstream media reflects the perspective of 
non-disabled people about what it is like to have a disability … What 
we rarely see is … the authentic portrayal of people with disability 
and how they interact with the world around them. 
 

Professor Lesley Chenoweth AO expanded on these comments, observing that 

media portrayals of people with a disability are typically ‘one-dimensional and simplistic’ 

so that ‘the complexities, the nuances, the variations of being human’ are not reported. 

Speaking as a person with a disability, the QDN Chairperson, Nigel Webb, stated that 

the media presents disability as an issue of ‘pity or charity’, while the Queensland Anti-

Discrimination Commissioner, Kevin Cocks, contended, ‘We do not get to tell our story’. 
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6.3.4 Conducting Project Open Doors (2017) 

I conducted Project Open Doors (2017) assisted by the GU Journalist-in-Residence, 

Nance Haxton. I embedded the experience in our third-year capstone course, News 

Production, as I had with Project Safe Space. In addition to producing a portfolio of ten 

stories published on The Source News, students would write and prepare content for a 

feature story to be published on the Project Open Doors website.  

 

Students produced a series of stories and coverage of issues faced by the 

disability sector, moving beyond the stereotypical media representations of disability. 

These stories highlighted many of the issues faced by and misconceptions and 

misunderstandings around people living with disability and their family members. 

Housed within a digital portal, the journalism aspect was approached through two 

distinct approaches. 

6.3.5 People with a Lived Experience of Disability Interviewing Journalists 

Given the importance of the principles 

of voice and reciprocity to this project, I 

produced a series of media training 

videos for people with a disability (see 

figure 20). Together with the 

community partners, I identified people 

with a variety of lived experiences of 

disability who were also self-advocates 

and community leaders, and who 

would feel comfortable doing some 

interviews. Three participants were 

subsequently invited to the newsroom 

at our campus, where they were filmed for the Project Open Doors website. In preparing 

for the filming, I asked the participants what questions they might have if they were 

asked to undertake a media interview. I transcribed their questions to an autocue 

(prompter) in the newsroom television studio where they interviewed Nance Haxton. 

Figure 20. Brandon interviews Nance Haxton for 
Project Open Doors 
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Having the participants take on the role of the journalist was an important signal of our 

commitment to shifting the power dynamics to people with a disability. The videos were 

published on the website prior to the launch (https://projectopendoors.org/video-

resources). 

 

One of the project partners pointed out that we were relying on the three 

participants to share their expertise and argued that they should be compensated. 

Ethically there are issues in journalism around paying for talent. However, considering 

the limited earning potential of some of the community members and the fact that we 

were using their knowledge to provide a service, we agreed to meet transport costs. 

During the debriefing focus group session at the conclusion of Project Open Doors, one 

of the community partners reported regularly utilising these videos: 

We are always saying to our staff “Here are the links. Have a look at 
this video, sit down with the person who is going to be doing the 
interview and talk to them about this and help them prepare.” So it's 
been great. It's very good, you know, for people with a disability … 
that's a standard (Industry partner, Focus group 6). 

6.3.6 Outcomes of Project Open Doors (2017) 

As a result of Project Open Doors (2017) students produced a body of media reporting 

around disability in partnership with people living with a disability, their families and 

carers, sector and support organisations, and policymakers in this area. A total of 80 

stories were published on the website, 72 written by student journalists and 8 stories 

provided by industry partners. Due to the scope of this project, I was supported by four 

sessional staff, two working in the newsroom with the students and an additional two 

staff members who helped sub-edit the stories and ensure they were ready for 

publication. We worked with the project partners, liaising to assist students with 

facilitating interviews and ensuring students were aware of any events that might help 

with their stories. Some students wanted help with organising interview talent, while 

other students preferred to arrange and source their own stories. The academic staff 

helped students when they were pitching story ideas and guided them through the 

writing process. They challenged students to question their own instinctual responses to 
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writing stories. By working closely with the academic staff, students could see where 

they needed to adjust their use of language and how they were framing the story. 

 

The training provided during the induction session was important because not 

only did it make students more aware of stereotypes and how to incorporate strength-

based reporting, but it also put a face to a variety of lived experiences. Students really 

had to think about how they constructed stories because they had a tendency to do the 

things they were warned about, such as framing people with disabilities as ‘heroes, 

villains or victims’. Students also relied on the academic staff for guidance on how to 

manage the multimedia content in the early stages of the semester, but as their 

experience grew they were more confident in approaching interview subjects and 

crafting stories. 

 

As with Project Safe Space (2015), students reported an ‘enhanced’ educational 

experience. They appreciated the opportunity to write meaningful stories with a social 

impact and contribute to changing the public conversation about disability. Students 

often reported that they felt like they could actually make a difference. When asked what 

they gained from Project Open Doors (2017), two stated: 

Not just a level of “this is my achievement”, but a level of something 
higher, something more important to the social role of journalism, that 
it can play. I think that's a really important part of what this project 
has done (Student interview 17). 
 

Students also commented that the Purpose WIL models had significant impact as 

a source of student engagement and motivation. 

I feel like I ended up with a piece that I was genuinely engaged in. It 
wasn't just an assignment. I really cared. I really learnt. I felt 
passionate about it. It was … Yeah, gosh, sorry, I don't know, like, as 
a whole, it was just a really rewarding experience to be able to get 
that project out (Student Focus Group 6). 

 

Students said that participation in this iteration of Purpose WIL also raised their 

consciousness as media producers and consumers in relation to the representation of 
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people with a disability. One elaborated on this contention as they explained the 

challenge of photographing people with a disability in an appropriate manner. 

Carrying out the work itself was invaluable. Even from sourcing my 
own images, something which I haven't had to do, but I really 
struggle with that, and I suppose a way to get those images 
sensitively as well, but yeah. So I was struggling. I can't speak highly 
enough of it. It's been so great, really great (Student interview 15). 
 

As with other WIL models, the authenticity of the experience was paramount for 

student engagement. Students reported that working on a ‘real-life project’ that wasn’t 

‘just for uni’ and that was being published for ‘the whole world to see and read’ was 

‘really important.’ Another stated that it was ‘a nerve-wracking experience’ having her 

work published and was ‘frightening to have people read and judge’ her stories, but she 

appreciated that this was the reality of a career in journalism and so wanted to be 

‘stretched’. As they emphasised at the conclusion of other WIL experiences, students 

liked that Project Open Doors (2017) ‘brought together a lot of different elements’ they 

had learnt in their degree and applied them.  

 

Beyond being able to engage in the practice of journalism, students also reported 

that they had benefited from being part of a collective working on a project with a 

purpose. While students wrote individual feature articles, they had a shared goal in 

improving media reporting about people with a disability. Students left the induction 

session inspired and enthusiastic about the project. Several students came up to me as 

they were leaving at the conclusion of the induction session and told me they had 

benefited enormously from the information imparted on the day. Others said they could 

not wait to get started and another said: ‘I thought I wouldn’t want to be here today, but I 

stayed right to the end, thank you for organising this.’ As a group, we produced a 

collection of stories demonstrating appropriate media reporting and resources to guide 

media reporting on with people impacted by disability.  

  

The project benefited from the increased involvement of the community partners 

because we were better informed and had better access to service providers. As part of 

the increased involvement, I asked our collaborators to participate in the debriefing 
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session with students at the conclusion of the project. They were very positive about the 

experience, citing the opportunity to work alongside the University and to engage with 

students and facilitate change in perceptions and practices. One observed: 

It was really exciting to, you know, help, you know, I guess, feed into 
an area, you know, that's not really touched on very often and to 
have that reported on and to have that in the public domain, I think is 
really exciting (Industry partner, Focus group 6). 

 
Another partner representative added: 

I think it’s fantastic, such a … you know, just the ability for them [the 
students] to take this learning forward and to be, you know, more 
aware of the media they consume and how that gets reported and 
then using their own, you know, skills to address some of those 
issues and to just sort of broaden that lens, I think it's really exciting. I 
mean, what a great impact (Industry partner, Focus group 6). 

 
Partners also reported being pleased with the standard of reporting published by 

the students, commenting on the appropriateness of the language, visuals and 

headlines, as well as the tone and approach. One said the students’ work was ‘spot on’ 

in terms of quality practice for reporting on people with a disability. Another reflected: 

It’s a significant step in an education platform to allow students to be 
able to engage with something that not even a lot of professional 
journalists have even engaged in, which is why you see these 
problems that we are trying to solve with the project like this 
(Community partner, Focus group 6). 

 

Students attending the debriefing session greatly appreciated having the 

representatives from partner organisations attend, as this brought to the fore the 

broader impact of Project Open Doors. One observed that it was rewarding and 

inspiring to realise that the course was ‘not just about my own learning experience’ but 

had wider societal significance. 
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CHAPTER SUMMARY 

Purpose WIL can work as a complement to a Flipped WIL course and be embedded 

within a capstone unit, or alternatively it can be operated as a stand-alone project. It is 

designed to give students practical experience in reporting on complex social issues. In 

addition, the case study projects aimed to educate the community about domestic 

violence, disability and mental health among refugees. It also provided a voice for those 

directly and indirectly affected by these issues. To be successful, Purpose WIL is reliant 

upon strong relationships established and maintained with community partners. This 

requires considerable resources and places very high demands on academic staff. 

These issues will be addressed further in the concluding chapter. 
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CHAPTER 7: Discussion: Dimensions of Inclusive, 

Quality WIL in Journalism Education 
 

INTRODUCTION 

Because “the industry does not see itself as a training ground” (Thomas & Goc, 2004, p. 

154), inclusive journalism education represents a critical challenge, particularly for the 

specialised pedagogical approach of WIL (Valencia-Forrester, Patrick, Webb, & 

Backhaus, 2019). The contextual nature of wise practice makes it particularly relevant to 

WIL research in journalism education because of its focus on designing for inclusion 

when industry placement opportunities are declining. A wise practice framework for 

university-led WIL is especially appropriate because of its capacity to offer equitable 

learning opportunities to all students.  

 

This chapter begins by examining university-led WIL as a wise practice 

framework for inclusive quality WIL, followed by a summary of their points of difference, 

and a suggestion for a brief definition. The final portion of the chapter considers the 

models in relation to how they build employability, their wider application within other 

disciplines and concludes with a detailed discussion about challenges to 

implementation. 
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7.1 UNIVERSITY-LED WIL AS A WISE PRACTICE FRAMEWORK  

 

 
Figure 21: Typology of a wise practice framework for inclusive university-led WIL in journalism 
education  

 

The wise practice framework (see figure 21), bypasses the ‘theory/practice’ and 

‘university/industry’ divide creating a hybridised space that incorporates a typology of 

three university-led WIL models.  These models have been developed around the core 

principals of wise practice: context, content knowledge, enthusiasm, inclusion and 

collaboration, and critical and analytical thinking (Yeager and Davis, 2005). Figure 21 

demonstrates the interrelated and integrated nature of all three models. As students 

move through the Flipped WIL model participating in WIL units scaffolded throughout 

the program, students participate in Kolb’s (1984) experiential learning cycle allowing for 

concrete experience, observation, reflection, tangible formation and testing of abstract 

concepts and generalisations culminating in a capstone course.  During this period, 

students are learning core journalism skills through overlaying tiled concepts of audio, 

video and online (Higgs and Tichen, 2007).  As students build on skills through a 

cyclical process, they are also participating within a ‘situated learning’ ‘community of 
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practice’ (Lave and Wenger, 1991. Riley et al. 2000).  The wise practice framework 

ensures all students have a comprehensive range of practical experience embedded 

within journalism education. Wise practice accounts for different forms of knowledge, 

and facilitates inclusive, contextual, high-impact transformative learning experiences for 

all students regardless of their background and access requirements.  Flipping the 

traditional work placement model and bringing industry practices into the hybridised 

newsroom/classroom within the university setting provides opportunities for the whole 

student cohort to undertake the full spectrum of journalism experiences.  All students, 

not a select few, have an opportunity to learn directly from those who have wisdom of 

practice (Davis Jr, 1997) while experiencing the idiosyncratic, contextual, and 

inconsistent nature of news production.   

 

While a wise practice framework is difficult to articulate given its elusive, context-

dependent nature, integrating it with some of the key elements of WIL allows for 

identification of some semblance of structure. Adopting a wise practice approach to 

designing university-led WIL centres overcomes the barriers to student participation in 

WIL and provides the maximum range of “affordances” (Billett, 2011) to all students 

enrolled within an on-campus journalism program.  This means ensuring all students 

have access to the same WIL opportunities regardless of socio-economic background, 

individual ability, level of confidence, and personal presentation (although we do require 

all participants to ‘look the part’ of course, as much as possible). Placing the WIL 

experience within a university-led context ensures equal access for all students to high 

quality, high impact experiences.  Aligning employment outcomes with assessment 

maximises the potential for ‘engagement’ (Billett, 2011).  All students participating in the 

Flipped WIL model participated in authentic radio journalism, television journalism and 

online journalism experiences, evidencing this with a portfolio of published work. The 

university-led model allows for consideration of any issues students may have 

preventing them from ‘engaging’ (Billett, 2011) that is not always afforded within 

professional workplaces.  A wise practice framework facilitates the student transition 

from theory to practice while enhancing the student experience and  aligning with 

student and industry expectations around employability.  
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7.2 CHARACTERISTICS OF THE WISE PRACTICE MODELS 

This research project has identified a typology of three integrated and interrelated 

models of inclusive, quality university-led WIL in journalism education. The three key 

types of WIL in journalism education have been named here as the: Flipped WIL model, 

comprising three units scaffolded through the curriculum; the event-based Event WIL; 

and the project-based Purpose WIL. The findings indicate that these different forms of 

WIL deliver a range of benefits to journalism and communication students, industry and 

the university. The Flipped WIL and Purpose WIL models are low-cost models that fit 

naturally into journalism degree programs. Students experiencing difficulty attending the 

hybrid on-campus classroom/newsroom, such as online students, are still able to fully 

participate because accommodations for different student needs are easily 

implemented. Event WIL is also a high-quality, high-impact practice and, while not as 

easily facilitated as the other two models as it is reliant on external activities, it provides 

a greater level of industry engagement. Developed within a wise practice framework of 

collaboration, participation, empowerment and transformative change (Petrucka et al., 

2016; Sachs, Rowe and Wilson, 2016; Schonell and Macklin, 2018) these models not 

only serve to enhance a journalism program, but they are scalable and able to be 

utilised by both large and small programs.  

 

Wise practice takes WIL objectives - professional skills development and 
professional experience - and positions inclusion and transformation at the 
centre of the learning experience, understanding that best practice in one 
situation does not automatically present itself as the best option in similar 
situation (Valencia-Forrester et al., 2019) 

 

A wise practice framework ensures the models are contextually appropriate and 

student-centred, integrate the community partners, industry, students and university, 

provide suitable training and an authentic experience, and include critical reflection with 

peers.   
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7.3 FLIPPED WIL, EVENT WIL AND PURPOSE WIL: POINTS OF 

DIFFERENCE 

Previous examples of different forms of WIL in journalism education in Australia, as 

discussed in Chapter 2, have similarities with the models of WIL examined in this 

exegesis. Importantly, the models examined here also have crucial points of difference 

which render them more inclusive of most, if not all, on-campus journalism students.  

 

Flipped WIL has obvious overlaps with the teaching hospital model of WIL, which 

has recently gained ‘great traction among Schools of Journalism’ internationally (Mason, 

2015, p. 25). It is also comparable to the simulations described in the journalism 

education literature by writers such as Segrave and Holt (2013) and Eberholst et al. 

(2016). The critical difference is, of course, that Flipped WIL is a truly authentic 

experience because students are working in a newsroom environment producing and 

publishing content within standard industry operation requirements supervised by an 

experienced industry practitioner/academic. As journalists in a newsroom, students are 

pitching, producing and publishing timely news content as they would in any media 

organisation for an authentic audience. In this respect, it also differs from the 

international WIL model as described by Duffield (2014) and Woolley (2014, 2015, 

2017), as in those cases ‘authenticity’ was also simulated. Flipped WIL is also 

comparable with the type of on-campus, in-class WIL experiences described by Fulton 

(2017).  

 

There are three elements that delineate Flipped WIL from simulations in 

journalism education. Firstly, with Flipped WIL participants are offered accreditation as 

journalists and encouraged to think, act and consider themselves like journalists 

working in media. Secondly, a level of authenticity is further created by having 

participants operate from a dedicated space suitably identified as a newsroom or media 

centre. Finally, Flipped WIL is embedded as part of the curriculum and built into the 

architecture of the program. It embeds industry engagement and interaction through the 

channels of content delivery, through academic/practitioner supervision and through 
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bringing industry into the on-campus newsroom. The media production skills that 

students develop as they progress through the three scaffolded units are transferrable 

to other disciplines such as business and marketing, expanding the attractiveness of the 

course to appeal to student cohorts from other disciplines.  

 

Manifestations of Event WIL are also evident in some of the models of journalism 

WIL outlined in the literature. Garrison (2010) links blogging as a WIL activity to student 

journalists covering the Special Olympic World Winter Games. Furlan’s (2007) and St 

Clair’s (2015) descriptions of involving student journalists in the South Australian World 

Police and Fire Games and the Blues Festival at Byron Bay, respectively, also have 

striking similarities in design and implementation to Event WIL. Equally, while Steel et 

al.’s (2007) and Jones’s (2016) case studies of students covering elections correspond 

strongly with the pop-up newsroom model, they are also analogous with aspects of 

Event WIL. Indeed, Steel et al. (2007, p. 333) conclude their research by stating that 

there are ‘benefits of focusing on specific important events’ around which ‘students 

become journalists for a short time’ and suggest that further empirical work on the 

model is needed. Event WIL provides a clear framework and point of reference for 

future articulations of similar projects. 

 

Despite these similarities, Event WIL as conducted in this project differs from 

other examples of journalism WIL as described in the literature. Three issues are 

relevant. Firstly, the Event WIL model ensures a greater level of collaboration between 

the university and the media partner, with both parties joint owners of the project. 

Secondly, Event WIL also gives greater agency to the student journalists based on their 

experience gained during their participation in Flipped WIL. Expectations of students 

participating in Event WIL models are such that they should be able to work confidently 

alongside the industry partner without too much technical instruction being required. 

Thirdly, Event WIL provides students with significant and specialised induction and 

training. The WIL experience is greatly enhanced by bringing specialists into the 

classroom and exposing students to issues such as dealing with vulnerable groups, 

working in a conflict zone and risk management. Fourthly, Event WIL leverages the WIL 
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opportunities surrounding the actual event. It therefore offers richer possibilities than 

other approaches to WIL in journalism. Finally, Event WIL can be offered on a very 

large scale, such as was the case with the Commonwealth Games (2018) and the G20 

Leaders’ Summit (2014), or on a smaller, more localised scale, as occurred with Blues 

on Broadbeach (2017). 

 

Aspects of the final model described in this exegesis, Purpose WIL, have also 

been manifest in other journalism WIL approaches described in the literature. A number 

of researchers have overviewed WIL case studies in journalism which focus on a 

particular issue. In Australia, Indigenous issues have been given an understandable and 

important focus in this type of WIL (Bishop, 2012; Johnston and Bishop, 2012; Mason, 

2016; Stewart et al., 2010). Fulton et al. (2017, p. 11) also describe a pop-up newsroom 

based around reporting on homelessness. Further, like Wall et al.’s (2015) description 

of a university-run pop-up newsroom, Purpose WIL is virtual, adopting a citizen 

journalism style of reporting that provides students with specialist training and reporting 

experience that provides significant connection to community.  

 

There are parallels between WIL journalism case studies in the literature and 

Purpose WIL, but there are also important differences. In Bishop’s (2012) project, 

students produced an Indigenous television program and in Wall et al.’s (2015) project, 

a temporary website was established to publish student work. In Purpose WIL students 

engage with the community to critique practices around a social issue and to build a 

body of knowledge around the social issue that is housed on a permanent website. The 

website is not just an artefact showcasing student work, but a resource for the 

community. Relatedly, Purpose WIL allows students to interact not just with industry, but 

also with various not-for-profit and support organisations, government departments and 

individual community members. It is distinct in its degree and spread of engagement. 

Through this engagement, students have access to interviews and stories they may 

otherwise not have considered. They critique their own practice and broader media 

practices in relation to reporting about marginalised groups and/or social issues. Like 

Event WIL, Purpose WIL is also distinctive in that its induction sessions provide 
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students with a level of specialist reporter training and community engagement not often 

experienced by professional journalists.  

 

A significant difference between Flipped, Event and Purpose WIL models and 

those detailed in the literature is the former’s overt focus on inclusion. Other case 

studies were designed with equally legitimate but different purposes in mind, such as to 

internationalise a program, provide specialised training or minimise costs and 

workloads. A number of them were only available to a small group of select students. In 

contrast, the WIL journalism models in this thesis have been implemented, refined and 

embedded with the aim of providing a quality WIL experience for all students in a 

program. They are able to be offered to the entire cohort, although again I note that 

students studying entirely online would not be able to capitalise on the models I have 

described in the same way that on-campus students can. While not impossible, some 

adaptations would need to be made for online students in order for the models to have a 

similar impact. Developments in technology and the rapidly increasing uptake of MOJO 

(mobile journalism) in professional news coverage makes the participation of remote 

and online students more viable (Burum, 2013). In each of the university-led WIL 

models examined in this exegesis, a number of students were able to participate equally 

despite living in other states or facing access issues. 
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7.4 DEFINING QUALITY UNIVERSITY-LED WIL 

 

Each of the models described in this exegesis has been developed and designed to 

provide inclusive, quality university-led WIL in journalism education. The wise practice 

framework of university-led WIL provided a nexus for journalism education to integrate 

the strengths of different journalism WIL models, i.e. the hospital and entrepreneurial 

methods, with the key elements of quality work-integrated learning and wise practice: 

collaboration, participation, empowerment and transformative change (Petrucka et al., 

2016; Sachs, Rowe and Wilson, 2016; Schonell and Macklin, 2018). Collaborating with 

students as partners (Riley et al. 2000) along with industry and academic, wise practice 

allowed for a contextual approach that considers differences within individuals as part of 

the collective (Wesley-Equimaux and Calliou, 2010).  

 

Flipped WIL, Event WIL and Purpose WIL, as models of inclusive quality WIL, are all 

defined by the following characteristics: 

● authentic practical experiences 

● available to all students in a particular course/subject 

● facilitated by the university 

● led by academic staff; and  

● incorporating industry and/or community partners 

 

where students: 

● critically engage with the practice of journalism 

● receive specialist media training 

● reflectively debrief about that experience; and  

● produce a portfolio of published work as evidence of that experience. 
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7.5 EMBEDDING EMPLOYABILITY 

Both industry and student cohorts interviewed for this project also identified the 

development of skills outside journalism as key outcomes of their university-led WIL 

experience.  The majority of these skills were listed in the Future of Work Report (World 

Economic Forum, 2016). These findings are particularly pertinent considering the 

changing and uncertain nature of journalism careers. Employers’ interviewed for this 

study want graduates to have more than occupational-technical abilities (Johnston 

2017, Barnett 2012). Students valued developing skills and capabilities in these areas 

(see Table 1) commenting that they enjoyed working with their peers and solving 

problems as they arose. The university-led WIL models, as situated communities of 

practice with students involved in the time critical process of news production, were 

effective in engaging students in complex problem-solving, critical thinking, creativity, 

people management, coordinating with others, negotiation and cognitive flexibility while 

developing judgement and decision making.  

 

The following table indicates that each of the university-led WIL models develop skills 

identified in the Future of Work Report. 
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Table 1: How university-led WIL models build future workforce skills 

Future skills* Flipped WIL Event WIL Purpose WIL 

Complex problem-solving Yes Yes Yes 

Critical thinking Yes Yes Yes 

Creativity Yes Yes Yes 

People management Yes  Yes Yes 

Coordinating with others Yes Yes Yes 

Judgement and decision-making Yes Yes Yes 

Service orientation Yes Yes Yes 

Negotiation (pitching stories, talent) Yes Yes  Yes  

Cognitive flexibility Yes Yes Yes 

 

Academics would find value in these models because students are able to apply and 

develop and explore interconnections between theoretical concepts and the workplace 

while also developing skill sets that prepare them for diverse careers in an uncertain 

industry.   

 

  

 
* World Economic Forum Future of Work Report (2016). 
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7.6 WIDER APPLICATION 

 

The university-led WIL as wise practice models explored in this exegesis are focused on 

WIL in journalism education; however, each of the models are equally able to be utilised 

and adapted for other disciplinary fields.  While journalism-industry community partners 

primarily include media and news outlets, other disciplines, such as accounting, social 

services, tourism, and education, are able to develop a scaffolded Flipped WIL model 

and create partnerships that would facilitate utilising Event and Purpose WIL models. 

For example, communities of practice established for engineering programs would 

include developing community partners, NGOs, environmental and government 

departments.  Engineering university-led WIL would have application in community 

development, water, and shelter projects, for example, while developing key skills in 

project design and management.   Similarly, Business schools could incorporate service 

learning as part of university-led WIL social enterprises, small to medium start-ups and 

large-scale corporations while students developed key skills in business planning and 

strategy and entrepreneurship.  Expanding the model’s pool of community partners, for 

example partnering with community organisations for Purpose WIL, is also a possibility 

for the different disciplines.  Importantly each of the university-led models are designed 

around enhancing employability for each of the students.  In a similar vein to journalism, 

a wider application of the models across disciplines has value because the students 

produce a body of evidence about their experience and this has been identified as an 

important element of employability for multiple disciplines (Oliver, 2015).  

 

 

Table 2 provides some examples for wider applications: 
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Table 2: How university-led WIL models apply to other disciplines 

 

Degree Journalism Engineering Business 

Industry/community  Media outlets 
Community organisations 

NGOs, Govt (e.g. 
Engineers Without 
Borders) 

Social enterprises, small 
to medium start-ups 

Application Media: radio, TV and online 
Specialist reporting projects  

Community 
development 
Water, shelter 

Social enterprise, start-
ups, entrepreneurial 
studies 

Key skills Media production and soft 
skills, future skills 

Project design and 
management, future 
skills 

Business planning, 
strategy 
Social enterprise, future 
skills 

Evidence of experience Portfolio  Project portfolio Portfolio 
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7.7 CHALLENGES TO IMPLEMENTING INCLUSIVE, QUALITY 

WIL 

The two key challenges I encountered in terms of implementing inclusive, quality WIL 

were workload and legitimacy. As explained in Chapter 2, workload has been 

repeatedly highlighted as an issue in the general literature on WIL. It has also been 

raised in the research specifically related to the journalism field. Wake and Muir (2017) 

describe the issues faced by educators running an international internship as being 

beyond the scope of normal academic work, as they offer pastoral care and support for 

students dealing with cultural issues. Similarly, while not commenting on workload 

directly, Jones (2016) describes the need to begin planning months before actually 

beginning her project with local government. I had the same experience, spending 

considerable time conceiving and designing the experience, identifying and liaising with 

potential stakeholders, organising infrastructure, attending to administration. Like 

Tanner et al. (2012), I spent long days not only planning but working to support students 

during the WIL experience, whether it was in the newsroom, at an event or attached to a 

social issue. In the leadup to the Commonwealth Games, I travelled from Brisbane to 

the Gold Coast several times a week. Over the two weeks prior and during the three 

weeks of the event, I made the trip every day. During the event I was in the newsroom 

before 8 am every morning, often arriving at 7:30 am to ensure everything was in order 

before the industry partners and students arrived. I was last to leave as the editor; the 

assistant editor and I stayed behind until all copy and content were filed for publication. 

During the six-week period I had a total of two days’ leave and my constant presence 

was necessary to ensure consistent publication and guidance for the students. 

 

At the conclusion of every WIL case study I have reported in this exegesis, I was 

emotionally and physically exhausted. The two large-scale Event WIL case studies were 

particularly draining. These kinds of events require a lot of simultaneous management 

of multiple concepts, conversations and tasks. Students placed in high-pressure 

situations often require extremely high levels of pastoral care. The feedback and 

instruction cycle is relentless, with students needing considerable guidance and 
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encouragement. People get tired and it is up to the academic to ensure everyone gets 

through the day, and the experience, intact. There is also the requirement to manage 

newsroom politics.  

 

The problem was, however, that much of the labour I expended was invisible. It 

was certainly not counted by official workload models. This meant that at the conclusion 

of each WIL experience, I was due to return to the classroom again almost immediately. 

As Rowe et al. (2016, p. 187) suggest, much of what is essential to ensuring a quality 

WIL experience, such as pastoral and service duties, administration and negotiating 

ongoing relationships with students and industry and community, is ‘hidden’ and often 

difficult to quantify.  

 

Along with workload, the struggle WIL has had with legitimacy in the academy 

has also been highlighted in the broader literature (Zegwaard and Coll, 2011). Harris et 

al. (2010) discuss the issue around the legitimacy of WIL, describing critics of WIL as 

being concerned with universities’ role in ‘knowledge production’ and the ‘social and 

political dimensions of different ways of knowing’ (p. 549). This is affirmed by Emsile 

(2011, p. 124), who says: 

WIL is often missing from accounts of what university lecturers do 
and tends to be valued less when compared to other academic 
activities such as research, face-to-face teaching, community 
engagement and governance. 

  

Interestingly, the issue of legitimacy has not been raised as a problem in case 

studies of WIL journalism. Perhaps the challenges I faced in gaining traction in the early 

stages of implementing WIL experiences at GU may have been due to my sessional 

and contract status. Once I had begun to develop a successful track record with 

university-led WIL (i.e. the G20 in 2014), I was offered a full-time contract and 

eventually a Continuing position. The University provided funding for two Purpose WIL 

experiences. It was only during the last Event WIL case study that I received a more 

realistic workload allocation for the year’s teaching allocation.  The amount of work I 

was required to do for the Commonwealth Games meant that I did not have to do any 
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teaching for the remainder of the year. For the 2018 Commonwealth Games technical 

officers were allocated to assist me and came to the projects/production meetings to 

help make the experience happen. Based on the success of each of the previous case 

studies, the benefits of these projects were becoming more widely acknowledged within 

the Group/Faculty and the University more broadly as excellent student experiences 

that were well-executed. 

 

What is also important to note is that the models as I have executed them are not 

sustainable beyond a few years for one full-time academic with a standard research, 

teaching and service allocation without adequate levels of support. Extreme burnout is 

something I feel as though I have been experiencing for the past year. To overcome 

this, I would recommend that some (or all) of the following suggestions be adopted to 

ensure these models are effective and sustainable within the university environment: 

 

● Variations afforded to the profiles of academics working in the WIL space to better 

reflect workloads 

● A small team of alumni or final-year journalism students helping in the newsroom as 

editorial staff 

● Appointment of an industry professional as newsroom chief of staff to work 

alongside academic staff 

● Administration and professional support staff assistance.  

● Academic team teaching approach to practical courses within a journalism program 

as opposed to one academic responsible for delivery of all the practical courses in a 

program. 

 

Future research would be required to adequately explore and address this issue. 

Not explored here are other challenges that lie in the expenditure required to establish 

the required media centre infrastructure if it does not currently exist. The economic 

drivers of tertiary education could impact on the successful implementation of these 

models. However, this should be weighed against the need for quality educational 

experiences. Additionally, given that many academics remain sceptical about the 
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advantages of WIL (Patrick et al., 2008), the successful implementation of inclusive, 

quality WIL experiences require very senior and established university champions. I was 

fortunate to have senior staff supporting my initiatives (with funding etc.) that allowed 

me to realise them successfully. At the same time, there may also be other issues which 

explain the ambivalence towards WIL by some journalism educators. It is possible that 

the anxiety and reluctance they express around WIL are tied to the binary positioning of 

theory and practice that has underpinned so much of the discussion on journalism 

education, as described in the opening section of this exegesis. What Hirst (2010, p. 92) 

describes as a ‘false dichotomy’ in journalism education has been, as he says, ‘very 

real’ in recent Australian history. Faced with this binary, journalism educators may 

understandably feel the need to ‘choose’ a side and that choosing the 

academy/research/theory means not fully engaging with WIL. 
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CHAPTER SUMMARY 

In this chapter I have outlined the similarities and differences between the three models 

of journalism education that provide inclusive, quality WIL as identified in this project. I 

have delineated the different features of each of the WIL models that are essential to an 

inclusive model. These are that they are university-led, coordinated by an academic 

staff member, undertaken in a hybrid space (a multiplatform converged media 

environment either on or off campus), embedded in the community, sustainable and 

recognise and encourage student agency. Each of the models has been developed and 

designed within a wise practice framework and includes iterations of the following 

elements: induction; authentic experience; debriefing; resulting in a published (and/or 

professional) portfolio as evidence of the WIL experience; and availability to all 

students. Finally, I have identified the challenges encountered in implementing 

inclusive, quality WIL.  
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CHAPTER 8: Conclusion 

 

This exegesis has addressed one aspect of journalism education, which, as Tanner et 

al. (2012, p. 219) observe, has been a highly contested topic ‘for more than a century’. 

An important contextual factor informing the study is that this topic has become 

increasingly urgent as the media landscape has transformed, job opportunities have 

contracted and the nature of journalism as a profession has changed (Chapman, 2008; 

Deuze et al., 2007; García Avilés et al., 2009). When this research project began in 

2013, the shrinking of staff numbers working in newsrooms and technological 

convergence were well underway. Journalists’ roles were expanding to the extent that 

they were increasingly viewed not just as journalist but also as content maker, editor, 

producer and social media officer. This was accompanied by the transformation of the 

traditional single-genre newsroom into a multiplatform media centre. In the subsequent 

five years, these changes have continued apace, further destabilising orthodoxies about 

journalism education.  

 

At the same time as the environment in which journalists’ work has shifted 

dramatically, the higher education sector itself has changed as a result of marketisation 

and massification. Relatedly, the government in Australia has demanded that higher 

education institutions engage more with industry to address skills shortages, so that 

today WIL is now ‘an integral part of tertiary and higher education programs’ (Billet and 

Choy, 2013). What is still questioned, however, is how to ensure WIL in universities is 

equitable and accessible. Essentially, we are tasked with determining which WIL 

models best meet the policy imperative of affording ‘all students with work-related 

experiences to increase work readiness’ (Orrell, 2011, p. 5).  As one examiner of this 

project asserts “Debates over the optimum site of journalism education ‘ as an on-site 

cadetship or through the classroom only models ‘ have run their course, and WIL, 

administered by an education provider, can now be recognized as providing a range of 

safe and experiential learning environments.” 
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In response to this lacuna, this exegesis has enunciated a typology of WIL in 

journalism education and addressed the following research questions: What are the 

characteristics of inclusive, quality work-integrated learning; and what are the 

challenges to its implementation? To do so, I have reported on nine case studies of 

university-led WIL in journalism presenting three different models – Flipped WIL, Event 

WIL and Purpose WIL. Importantly, each of the models went through various iterations 

as they were initiated, refined and embedded in the journalism program at GU. On one 

occasion – that of Mental Health and Refugees (2016), an example of Purpose WIL 

reported in section 6.2 – the improvement I had aimed for with each experience of the 

model did not eventuate. This was due to my much-reduced involvement in the project 

as a result of other work and family commitments, and exhaustion from the WIL 

workload of previous years. At the same time, the more circumscribed outcomes of the 

project highlight the need for including the features of the model identified as critical, 

such as engagement with industry and/or community, an induction and training 

component, and a reflective group debriefing. In all other cases, the model strengthened 

in quality as it was repeated in a different form. 
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8.1 REVISITING THE RESEARCH QUESTION 

Equity and access to WIL have been issues of concern in both the general scholarship 

on WIL and the more specific literature on WIL in journalism. As Chapter 2 has 

explained, the traditional internship placement model is an established part of most 

journalism and programs, both nationally and internationally. While there are many 

benefits of placements, they are not necessarily available to and inclusive of all 

students. As WIL has become more widely taken up across higher education, there is 

real potential for existing inequities between students to be amplified unless attention is 

given to extending the range of WIL approaches with a focus on inclusion. This was the 

task of my doctorate, which has examined the research question: What are the 

dimensions of inclusive, quality WIL and what are the challenges to its implementation? 

 

8.1.1 Typology of inclusive quality university-led WIL in journalism education  

 

This research project makes an original and significant contribution to knowledge and 

understanding of the field of WIL in journalism education in three main areas. Through 

policy and advocacy, theoretically through wise practice in inclusive quality WIL and 

issues of equity; and finally, through it’s collective case study/participatory action 

research methodology.  All industry and academics interviewed for this project stressed 

the importance of an authentic experience for students. With this in mind, using the 

teaching philosophy as a basis, a wise practice framework was used to identify the 

dimensions of inclusive quality WIL along with a typology of inclusive university-led WIL 

models designed around providing all students with an authentic reporting experience. 

In designing WIL projects to meet this criteria, for all students, required the articulation 

of a comprehensive typology of work-Integrated Learning (WIL) in journalism education, 

identifying the strengths and limitations of different models (Valencia-Forrester, 2020).  

 

Academics also highlighted the importance of students engaging in the 

experience in a way that is productive. Highly desirable also are students taking 
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responsibility, making decisions and making judgements about their performance and 

those of others and, importantly, achieving outcomes. Equally valuable is students 

having the opportunity to engage with others’ experiences and make sense of those 

experiences. The reflective debriefing sessions provide this opportunity and help them 

become more prepared for the kinds of workplaces they might end up working in. 

Industry expressed an interest in collaborating more closely with academics and 

working together to ensure students are job ready. Industry’s concern lay with students’ 

ability to demonstrate what they can do and what they know. Not only is there an 

expectation that students come prepared when they join a newsroom, but the key is that 

students have evidence of their experience in published work. The industry also wants 

students to be able to think creatively, coming up with exciting and innovative stories 

and ways to tell them. Each of the three models incorporates published work and 

portfolio development included in student assessment to help facilitate student 

engagement.  

 

Likewise, students also value an authentic experience and place importance on 

the level and nature of industry engagement. Students participating in each of the 

models reported greater value in an ‘assignment tied to work’ rather than just being an 

assignment. Further, students indicated that reporting projects, such as those included 

in the Purpose WIL model, contributed to providing a deeper meaning and value to their 

work, and a deeper understanding about the role of journalism and its impact. Each of 

the models provides an opportunity for student engagement that creates ‘social capital, 

civic communities and social bonds capable of delivering creative ideas and solutions 

for communities (Myers et al., 2018). Student retention and attendance remained high 

for all classes included in the case studies. Students unable to attend on-campus also 

remained engaged and productive. The majority of students reported an enhanced 

student experience they still valued after completion of their studies. Students were able 

to articulate how their experience had contributed to their graduate and employability 

outcomes. Students also reported referring to their university-led WIL experiences in 

successful job interviews, with one commenting that the experience they ‘gained 

through WIL in my degree at Griffith has formed the foundation of my career as a 
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journalist’. 

 

The creative/professional project website presents an overview and summary of 

the findings of this research project, including details about each of the case studies and 

reflections on my experience in managing the different WIL formats. Most significantly, 

students visiting the site hear directly from industry about the key attributes they are 

looking for in interns and graduates. The findings from each of the case studies are 

presented as abbreviated quick-reference guides. Data taken directly from interviews is 

presented in brief summaries and includes video excerpts from the interviews with 

students, academics and industry partners. The project website also includes links to 

two additional websites. These two websites and video materials were produced as part  

of the Purpose WIL case studies. Back on the main website, the core community of 

university-led journalism WIL – students, academics and industry – are presented 

through sharing of experiences and insights, descriptions of wise practice in WIL and 

practical examples of the university-led WIL models that can be used as learning and 

teaching tools. Current students see and hear what past students have said about their 

WIL experiences and how to get the most out of them. Importantly, students discover 

what industry is looking for in interns and graduates. Finally, the website provides 

journalism academics with examples of the three university-led WIL models, along with 

the challenges and benefits of university-led WIL. 

 

The wise practice approach to designing and constructing each of the case 

studies ensured the maximum range of affordances were offered to all students enrolled 

within an on-campus journalism program, regardless of socio-economic background, 

individual ability, level of confidence or personal presentation, thereby acknowledging 

and recognising different ways of sharing knowledge. In aiming to contextualise the 

learning experience for the individual student, the industry and the community, inclusion 

and equity played central roles both intrinsically and extrinsically. Students were 

included and encouraged to acknowledge representations of privilege and difference 

along with other social justice issues. Wise practice is also featured strongly on the 

creative/professional project website, which articulates the importance of inclusion and 
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equity in the design of university-led WIL. Significantly, this articulation of the findings 

from this research project will serve as a platform to inform and encourage inclusive, 

quality university-led WIL in journalism and other disciplines. The website will work to 

enable academics, students and industry participants to apply the WIL models to their 

own context with ongoing support, testimonials and learnings to be explored on the site. 
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8.2 THE DIMENSIONS OF INCLUSIVE, QUALITY WIL 

As discussed in Chapter 2, different authors have sought to identify the key dimensions 

of good practice for WIL (e.g. Martin et al., 2011; McRae and Johnston, 2016; Sachs et 

al., 2016). This exegesis adds to this conversation by nominating the collective features 

of the case studies that ensured the inclusion of all students. These features are that 

they were university-led, undertaken in a hybrid space, embedded in community, 

sustainable within a degree program, and socially just.  

 

Inclusive WIL is university-led. Of course other modes of WIL such as 

placements can be inclusive, but this is not guaranteed. When WIL is university-led, all 

students can access a quality WIL experience. They do so in a supportive environment 

where additional social and welfare services are readily available, and where they have 

access to academic staff who have understanding of their needs, strengths and 

weaknesses. This is crucial given that support, both direct and indirect, is a ‘key 

determinant’ of quality learning in WIL (Billett, 2001, p. 1). With a university-led WIL 

model, students have a safety net for developing skills and making mistakes in a 

professional environment and learning from them. Students who would not have been 

offered a premium industry placement are still afforded the same experience and 

opportunity to produce published work for graduation. A wise practice framework 

ensures the experience is contextually appropriate, inclusive and holistic. 

 

As well as being university-led, inclusive WIL occurs in a hybrid space. Flipped 

WIL occurs on campus, but in a space distinct from typical classrooms and identified as 

a professional workspace dedicated to media production. As explained in Chapter 4, my 

students were encouraged to view this space differently from other university spaces. It 

was not a classroom, but a newsroom. This was achieved through signage and the set-

up of the space, and in practice. Event WIL and Purpose WIL also involved ‘boundary 

crossing’ in terms of space, which, in turn, allowed greater levels of integration and 

interaction with industry and community partners where students had agency over their 

participation in the experience. 
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Inclusive WIL is also defined by the fact that it is embedded in community. While 

the scholarly literature gives a great deal of understandable attention to establishing 

partnerships with industry for quality WIL (Orrell, 2011), embedding WIL in community 

suggests something more. Engaging with industry is vital, but engagement cannot 

simply be instrumental. It needs to be meaningful, not perfunctory. Industry also needs 

to be viewed as just one part of a community around WIL. Inclusive WIL requires 

building a community within the student body that facilitates and encourages teamwork 

and collaboration in activities and assessment. It is also about creating a community of 

WIL advocates across the university campus. As a final dimension, embedding WIL in 

community means developing projects which address community needs and recognise 

community expertise. Depending on the WIL model, the role of community members 

can expand or contract; however, for quality, inclusive WIL, the community should also 

be involved.  

 

Another dimension of inclusive WIL is sustainability. The proposed models are 

both scaleable and sustainable in that they can be integrated into the curriculum as part 

of the degree/program. The relationships between academia, industry and community 

groups also need to be sustainable through reciprocity, communication and 

engagement. Additionally, there should be an emphasis on students sustaining the 

knowledge, practices and networks gained through the WIL experience. The one aspect 

of the models outlined that challenges sustainability of the model is the academic 

endeavour required to operationalise them – in particular, and as discussed at length 

here, the time invested from relevant academic staff members who have competing 

demands on teaching, research and service duties. Consideration needs to include 

staffing pressures and workloads to ensure all aspects of WIL are suitably supported. 

 

The final feature of Inclusive WIL is acknowledging and enhancing student 

agency. Billett (2002, 2011) has been instrumental in drawing attention to the 

importance of student agency in the WIL experience. As discussed in Chapter 2, he 

argues for the importance of ‘affordances’ in workplaces for quality WIL but suggests 

that this is just ‘one side of the reciprocal processes of participation and learning’, with 
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the other being agency (Billett, 2002, p. 29). While inclusive WIL requires agentic 

subjects, WIL practitioners can foster agency by using student-centred pedagogies, 

allowing for diversity of learning styles and building students’ confidence through 

scaffolding skill development. 
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8.3 CHARACTERISTICS OF INCLUSIVE, QUALITY WIL 

Within this exegesis, a wise practice framework is identified as a recommended 

approach to inclusive, quality, university-led WIL in journalism education. A wise 

practice framework is considered to include one, or a combination, of the three 

integrated and interrelated models of university-led WIL in journalism education being 

made available to all students enrolled in on-campus study. Adaptations to each of the 

models can be made to include students with issues around access and online students 

by incorporating freelance professional practice. Each of the models is available to all 

on-campus students and includes iterations of an induction or training session, an 

authentic experience and a debriefing session, and results in a published (or 

professional) portfolio as evidence of their journalism WIL experience. A wise practice 

framework of inclusive, quality, university-led WIL in journalism education incorporates 

Flipped WIL, Event WIL and Purpose WIL. Each of the inclusive, quality WIL in 

journalism education models is defined as: 

● an authentic practical experience 

● available to all students 

● facilitated by the university 

● led by academic staff; and  

● incorporating industry and/or community partners 

 

where students: 

● critically engage with the practice of journalism 

● receive specialist media training 

● reflectively debrief about that experience; and  

● produce a portfolio of published work as evidence of that experience. 
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8.4 CHALLENGES TO INCLUSIVE, QUALITY WIL 

The two key challenges to implementing inclusive, quality WIL are workload and 

legitimacy. Issues around delivery of quality WIL exceeding normal academic workload 

are well documented in the literature (Bates, 2011; Wake and Muir, 2017) and have 

been confirmed by my experience. Each of the models described in this exegesis 

involved multifaceted and complex activities, such as planning and implementation, 

across a number of roles. The issue of legitimacy has not been identified as a problem 

in other case studies of WIL journalism, but my personal feeling is that while other 

academic staff appreciated the work I was doing, it was not as respected as the work of 

other academics developing a research profile. Extreme burnout and impact on mental 

health are also things to be aware of. The following suggestions may help mitigate 

some of these issues: variations to academic profiles; identified career progression; 

professional staff and team teaching; layered student editorial staff; and administration 

and professional support staff assistance.  
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8.5 FUTURE RESEARCH 

This exegesis points towards a number of future research trajectories. Like much of the 

writing on journalism education, this project has relied heavily upon a collective case 

study methodology (Deuze, 2006). While such an approach was appropriate for the 

exploratory nature of the study and ideal for conveying depth and context, there is a 

need for journalism educators to incorporate quantitative approaches to investigating 

WIL. Of particular importance is work that addresses the vexed question of the 

relationship between WIL and employment outcomes (Wilson, 2010). Again, in the 

majority of the academic literature on WIL journalism, reports on graduate outcomes are 

from very small-scale projects. There is a need for a broad, quantitative overview which 

paints an accurate picture of the destinations of journalism graduates, the correlations 

between WIL models and employment of beginning journalists, and the gaps in the 

skills and knowledge of journalism graduates. 

 

A second issue that needs further attention is how to build WIL into the entire 

journalism program. In this exegesis, I have documented WIL experiences used with 

second-year and third-year students. It is an exciting development within GU journalism 

that the final part of the combined new Bachelor of Communication and Journalism 

degree now involves continued WIL experiences. However, this raises the question of 

the role of WIL in the early part of the journalism degree. Harris-Reeves and Mahoney 

(2017, p. 35) argue that, while traditionally WIL has been associated with the end of a 

degree, there is value in engaging first-year students in WIL experiences. In their study, 

28 undergraduate students in the first year of a bachelor degree in sport development at 

an Australian university completed a brief 10-hour work placement. While Harris-

Reeves and Mahoney (2017) acknowledge the limitations of this study in terms of 

issues such as sample size and control group, they report ‘initial, tentative evidence’ 

about the value of WIL to first-year students, who had an enhanced perception of their 

employability and academic performance after their WIL experience. There is great 

scope for replicating and/or extending this research with journalist students so that WIL 

is embedded across the entire degree. 
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8.6 FINAL REFLECTION 

 

These findings confirm wise practice as one of the key broad theories to be applied to a 

range of university-industry engagements involving students. Further, the outcomes 

from the Event WIL case studies and the Purpose WIL case studies suggest that wise 

practice is even more pronounced in university-led WIL circumstances where the 

students are building an entirely new body of knowledge around particular issues.  For 

example the Purpose WIL experiences involved reporting intensives in domestic 

violence, and disabilities.  Event WIL involved students undertaking specialised training 

preparing them for reporting in conflict zones and major events. 

 

Despite the limitations and challenges encountered in developing the case 

studies described in this exegesis, the evidence presented in this exegesis suggests the 

benefits of the scaffolded and interconnected university-led WIL models described far 

outweigh the disadvantages. Academics see the value in student experience, but 

caution against universities becoming simply a vocational training ground for industry. 

They also want an effective solution that successfully integrates the theory–practice 

divide. Industry wants interns and graduates who have experience and can hit the 

ground running. Industry also wants students to have evidence of that experience and 

to be able to think on their feet, be curious, have drive and initiative, and be able to think 

outside the box. Contemporary students want an enhanced academic experience that 

successfully prepares them for employment and a career. They want an authentic 

experience where they are well supported and able to learn from their mistakes. 

Generally, students appreciate being ‘pushed out of their comfort zone’, ‘expected to 

perform’ and encouraged to engage in critical thinking. They want continual feedback to 

help them improve and they want the opportunity to ‘work’ alongside their industry. The 

university-led Flipped, Purpose and Event WIL models provide the majority of these 

requirements and are available to all students.  

 

Through my experience embedded with the students, I have observed increased 

confidence, developing resilience, enhanced skill sets and arcs of improvement in 
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critical thinking and levels of engagement. All this was achieved while students collated 

a set of experiences and a portfolio of evidence that allow them to respond confidently 

to most selection criteria in contemporary employment advertisements. Students 

participating in each of these models put their trust in the academic’s faith in them to do 

a good job. I had high expectations of each of the student cohorts and, with a little 

encouragement, they almost always surprised themselves and rose to meet these 

expectations. I can report that students showed up at the beginning of each semester 

and attendance remained high for the entirety of the course. The majority of students 

returned for the elective course (Television Journalism) and all continued to complete 

the capstone unit, all with near-complete attendance all the way through. Students 

developed valuable knowledge and skills that would prepare them for changing careers 

and a changing workplaces. Even if they did not decide to pursue a career as a 

journalist or professional communicator, they developed a suite of employability skills 

and personal capabilities. Throughout interviews the key themes emerged around an 

enhanced student experience, the real world (authentic) nature of the experience, how 

the university-led WIL experience provided deeper learning experience and the 

percieved contribution to student employability. 

 

The enhanced outcomes for students are their transformations, perhaps best 

encapsulated in the following message I recently received from one of my students: 

One more thing. I think this might be useful for you to note in your 
PhD so you’re welcome to quote me. I’ve come full circle in the 
[wise practice university-led] WIL program. I’ve done it as a student 
and I’ve done it as staff. The greatest takeaway from this 
experience for me has been the ability to juggle multiple tasks at 
once, problem solve on-the-go and to effectively work under 
pressure.  
 
This is coming from someone who broke down in one of your 
newsrooms 4 years ago. This is coming from someone who feels 
perpetually anxious. And yet on the third day of Integrity 20 I was 
genuinely calm while everyone was panicking under the pressure of 
the radio deadline, including the technical staff. But I knew we had 
this, I was confident and in control precisely because of all those 
other newsroom experiences.  
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This was easy compared to that and I’d seen you safely steer the 
ship back to land in much rougher waters. I realised when I came 
home that night that that’s just not something you can teach 
someone to do in a classroom at all and that’s the real value of 
WIL. I was able to go from someone that completely fell apart under 
pressure to someone that was able to confidently and calmly lead a 
team of other anxious students four years later. That's a massive 
turn around. 

 

Finally, while this exegesis is focused on WIL in journalism, the models 

presented can be applied to other disciplinary fields. Additional research which applies 

and evaluates them across disciplinary boundaries would thus be another fruitful area of 

enquiry. The Flipped WIL model could be used in accountancy, business, management, 

social entrepreneurship, social sciences, engineering and health. National or 

international events such as those focused on the environment, infrastructure, wellbeing 

and social welfare could be harnessed by specific relevant disciplines and a WIL 

program established around them. In a similar respect, these models could be taken up 

by varying subject areas and, as suggested in Project Safe Space, potentially even 

involve a cross-disciplinary group of students. For example, the issue of homelessness 

could be addressed as a Purpose WIL project together with social work, health, 

architecture, law and business students.  

 

Adopting a wise practice approach to university-led WIL has combined high-

impact pedagogical practices with ‘WIL objectives – professional skills development and 

professional experience – and [positioned] inclusion and transformation at the centre of 

these learning experiences’ (Valencia-Forrester et. al., 2019, p. 31). The typology of 

university-led WIL models described in this exegesis provides an enhanced university 

WIL experience for on-campus students using ‘active and student-centered strategies to 

promote greater engagement and learning’ (Myers, Myers and Peters, 2018, p. 85). The 

development and delivery of each of the case studies within a wise practice framework 

was informed by a teaching philosophy of university-led WIL as wise practice, which 

emphasises context, diversity, inclusion and community.  Inclusive quality WIL in 

journalism education is able to be facilitated within a hybridised space created within a 

university context outside the internship/placement model. Quality and inclusive student 
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learning occurred through working as, and alongside, industry in a specially configured, 

university-based multimedia newsrooms. Each of the three models in the typology of 

university-led WIL comprising a wise practice framework offers opportunities for 

maximising student, academic and industry engagement in Australian journalism 

programs, while providing an enhanced and authentic experience for all students. 

 

Finally, the publication of this research project, being the exegesis and creative 

project collectively, in addition to the published journal articles resulting from this 

research project, provides a response to the ‘statement of intent’ signed in 2014  when 

key industry and tertiary representatives such as Universities Australia, the Business 

Council of Australia, the Australian Chamber of Commerce and Industry, the Australian 

Industry Group and the Australian Collaborative Education Network Limited (BCA, 

2014) agreed to work toward raising the profile of WIL, disseminating wise practice as 

best practice in relation to WIL, and building the knowledge base on WIL.  
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Appendix A: Summary of Flipped WIL Case Studies 
 
● Radio 

● Television 

● News Production – Online 

 
Key themes scaffolded through the model 
● University-led 

● Published work 

● Authentic work practice 

● Skills and knowledge development 

o pitching skills 

o news sense 

o contact list 

o variety of production roles 

o industry standard software/hardware knowledge 

o editorial skills 

● Critical thinking and engagement 

● Problem solving 

● Pastoral care 

● Inclusion framework 

● Teamwork 

● Friendships and connection 

● Increased confidence and abilities 

● Enhanced experience 

● Stress management 

● Resilience 

● Portfolio development 
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Physical requirements 
Radio Television News Production 

● Newsroom space with 

dual-boot MACs to run 

PC and Apple programs 

● Seating capacity min. 25 

students 

● 4-mic radio studio with 

tieline connection to 

broadcaster 

● Telephone line into studio 

● Newsboss software 

(although students can 

organise to use Audacity 

and Word) 

● Additional monitors for 

newsreaders 

● Min four track 

● Producer desk 

● Large meeting space for 

production meetings 

● Online website and 

content management 

system 

● Internet connection 

● Social media channels 

including Facebook, 

Twitter and Instagram 

● Newsroom space with 

dual-boot MACs to run 

PC and Apple programs 

● Seating capacity for 25 

students  

● Large meeting space for 

production meetings 

● 2-camera television 

studio 

● Autocue software and 

monitor operation 

console 

● Control room space with 

intercoms to TV studio 

● Blackstar Television 

Studio software 

● Green screen and 

various backgrounds 

● Lighting rig for studio 

● 5 broadcast-quality 

cameras and tripods 

● 5 MOJO kits 

● Lapel mics 

● Boom mics 

● Lights 

● Social media channels 

including Facebook, 

Twitter and Instagram 

● Newsroom space with 

dual-boot MACs to run 

PC and Apple programs 

● Seating capacity for 25 

students  

● Media production 

equipment as required 

● Broadcast-quality 

cameras and tripods 

● MOJO kits (mobile 

journalism – phones) 

● Lapel mics 

● Light kit 

● Large meeting space for 

production meetings 

● Online website and 

content management 

system 

● Internet connection 

● Social media channels 

including Facebook, 

Twitter and Instagram 
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Risk assessment: Negligible 

 

Additional requirements 
 

● Good management of student expectations. 

● All day access to the newsroom (don’t let timetabling book other classes). 

● A good relationship with manager of local community station. 

 

Staffing requirements 

● An enthusiastic academic/producer with good technical, production and presentation skills 

and excellent understanding of theoretical concepts underpinning journalism and audio 

production. 

● Excellent technical support staff because you cannot be in all places in the newsroom at all 

times. 

 
Other 

● Television: An enthusiastic academic/producer with good technical, production and 

presentation skills and excellent understanding of theoretical concepts underpinning 

television journalism, audio production, filming and editing news video. and television news 

program production. Proficient in both Mac and PC editing software and equipment. 

● News production: An enthusiastic academic/producer with good technical and online 

production skills and an excellent understanding of theoretical concepts underpinning online 

journalism, and social media streams and channels and their interaction with online news. 

Proficient in audio production, filming and editing news video, photojournalism and in the 

use of both Mac and PC editing software and equipment 
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Assessment 
Radio Television News production 
Individual : 
 

Write news bulletin with  

60-sec audio package. 

 

1:20-minute package 

 

3:30-minute CAFF radio 

package 

 

Individual : 
 

60-sec MOJO package 

filmed on mobile phone 

 

1:20-minute package with 

two talents 

 

3:30-minute CAFF television 

package 

Individual : 
 

10 x 300-word stories 

published on The Source 

News 

 

1 x 1000-word feature story 

with original multimedia 

content and photo gallery of 

6 photographs taken by the 

student 

Group: 
30-minute news and CAFF 

program broadcast live on 

broadcaster 

Group: 
30-minute television news 

and CAFF program 

 

Group: 
Perform a variety of sub-

editing and editorial roles 

within the newsroom and 

contribute to newsroom 

operations as required. 
 
Suggested structure 12-week teaching semester – Radio 

● Schedule two-hour lecture at 9 am with tutorials running consecutively throughout the 

semester. 

● Lecture 1 Week 1: Explain to students how difficult this will be, but if they understand it will 

only hurt for the first few weeks because they are on a steep learning curve. Also, tell them 

that if they show up to class each week and spend the time required in the classroom, they 

will have little to do outside of the classroom. 

● Weeks 2, 3 and 4: Lecture series covering the essential history of radio and the 

contemporary landscape of radio journalism.  

● During tutorials in the first three weeks, begin basic production concepts, teaching students 

how to write, record audio and use the software.  

● Commence each tutorial with a mini production meeting. 
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● From Week 5 switch over to production mode and begin producing and broadcasting news 

and CAFF for broadcast, with a trial run and academic/producer producing the program and 

instructing students.  

● Run newsroom as you would in industry, beginning with a production meeting. Every 

student should pitch a story idea until it is put on the rundown for the program. 

● Week 5 begins broadcast. 

●  From Week 6 students, in their groups, should be producing a program with academic 

adviser teaching and troubleshooting. 

● You need to stagger assessment throughout the semester with different submission dates 

for the last two assessment items because it is unsustainable to have all the cohort 

submitting the same assessment item while having to produce a program.  

● Give continual aural feedback. Sit down with each student in each class and go through 

their individual assignments providing feedback on their work. Editing audio is visual and 

aural. Listen back with them. Demonstrate quick tips and shortcuts to assist with speed and 

stress. 

 

Suggested structure 12-week teaching semester – Television 

● Schedule two-hour lecture at 9 am with tutorials running consecutively throughout the 

semester. 

● Lecture 1 Week 1: Explain to students how difficult this unit will be at the beginning of the 

semester. It is important for the academic to help them contextualise that it will only hurt for 

the first few weeks because they are on an (another?) steep learning curve.  

● Tutorial Week 1 I usually throw students into the deep end and run them all through a series 

of curly questions on camera. This is where I introduce them to managing talent, being 

prepared for anything while going live, knowing their stuff and how to perform under 

pressure. Concepts of appearing on camera, performance and role of the piece to the 

camera are also introduced as background for the remainder of the semester.  

● Weeks 2, 3 and 4: Lecture series covering basics of visual communication, framing etc, and 

tell students if they are interested in reading up on the essential history of television news 

and the contemporary landscape of television journalism to read up on it in their own time, 

because you don’t have time in class. 

● During tutorials in the first three weeks, instruct students on basic television production 

concepts; teaching students how to write for TV, shoot cameras, edit and use industry-

standard software.  
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● Go through Broadcast Contract with students, explain I am paying to put their story on 

television so they get a publication they can use on their CV. 

● Commence each tutorial with a mini production meeting. 

● From Week 5 switch over to production mode and begin simulated producing live news and 

CAFF for broadcast with academic/producer producing the program and instructing students 

(you will not get anywhere near a finished program, but students will start to understand the 

level of commitment they need to have to get the work done by deadline). 

● Continue to run newsroom in a hybrid news production/teaching mode as you would in the 

industry, beginning with a production meeting.  

● Each week until broadcast from now on should be about feedback on students’ work. Sitting 

down with them and explaining what needs improving and how to do it. Have students 

shadow production roles and gradually hand responsibility over. 

● Week 8: break class into two groups, have one produce week 8 and the other group 

produce content for the program. 

● Week 10: begin broadcasting. By this stage the academic/producer, if they have done their 

job well, is acting as a coach and motivator and encouraging students while gently 

reminding them of what they might have coming up next. Ultimately you don’t want them to 

fail (you have a Broadcast Contract) but you want them to have agency of the product they 

are producing. 

● Talk to students about their online profiles and encourage them to set up professional 

Facebook and Twitter profiles to use and start creating a professional online presence. 

  

Suggested structure 12-week teaching semester – News production 

● Schedule two-hour lecture at 9 am with tutorials running consecutively throughout the 

semester. 

● Lecture 1 Week 1: Again, explain to students how difficult this will be, but as they should 

already know, they are going to be wading into new waters. Again, explain it will only hurt for 

the first few weeks because they are on another learning curve. Remind them that if they 

show up to class each week and spend the time required doing the work in the classroom 

each week, they will be able to focus on their other assessment for other classes in the last 

semester of uni. The focus of this lecture is getting students’ eye on the prize, and how and 

what they need to do to achieve that goal. 

● Remind students about their online presence, and ask any new students to set theirs up. 



	 257 

● Tutorial Week 1: portfolio design. Students identify what they need for their portfolio to apply 

for their preferred employment model. I talk about changing careers and how to best 

prepare themselves. For example, “I never wanted to be a radio journalist but hey I got 

asked to apply for a job at XYZ and I need a demo tape/showreel.”  

● Get students to set up their Wordpress profile, link their social media profiles. Discuss fact 

checking and sourcing Images that are able to be used on the internet. 

● Weeks 2–12: Online news production. Discuss tagging, style guide and formatting. 

● Week 2 or 3, run a photojournalism lecture and workshop session. 

● Week 3: ‘Value adding’ to your story. Instruct students about linking to appropriate sites to 

support and validate the story they are writing. How to insert pictures and layout a page.  
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Appendix B: Summary of Event WIL Case Studies 
 
● 2014 G20 Leaders Summit 

● Blues on Broadbeach Music Festival 

● 2018 Commonwealth Games 

 

Key themes 

● University-led 

● Published work 

● Authentic work practice 

● Skills and knowledge development 

o pitching skills 

o news sense 

o contact list 

o variety of production roles 

o industry standard software/hardware knowledge 

o editorial skills 

● Critical thinking and engagement 

● Problem solving 

● Pastoral care 

● Inclusion framework 

● Teamwork 

● Friendships and connection 

● Increased confidence and abilities 

● Enhanced experience 

● Stress management 

● Resilience 

● Portfolio development 

 
Risk assessment: 
A new risk assessment should be conducted for each event/opportunity.  

Requirements 



	 259 

● Newsroom space with dual-boot MACs to run Apple and PC programs 

● Seating capacity dependent on the scope of the event 

● Mobile journalism kits 

● Radio broadcast requirements if applicable 

● Internet capability to upload television and broadcast content 

● Newsboss software (although students can organise to use Audacity and Word) 

● Additional monitors for newsreaders 

● Min four-track desk panel  

 

Additional requirements 

● An enthusiastic academic/producer with good technical, production and presentation skills 

and an excellent understanding of theoretical concepts underpinning large-scale media 

events and outside broadcasts 

● Manage student expectations 

● All day access to the newsroom  

● Good relationships with a variety of relevant stakeholders external to university 

● Excellent technical support staff  

● Good network of involved stakeholders to support the event 

● Additional funding depending on the scope and support required for the event 

 

Suggested implementation: 2-week teaching intensive 
● Identify the Event (opportunity) – usually several weeks/months/years in advance 

● Nominate and recruit the relevant stakeholders 

● Determine scope of the event (based on event, location, interested stakeholders) 

● Organise necessary space, facilities and output requirements based on location 

● Identify staffing requirements and recruitment strategy 

● Develop student recruitment strategy. Event WIL can be embedded in a course as an 

assessment item or be run as a standalone program outside of the teaching year. Students 

participating in an Event WIL model as a standalone WIL experience may be able to 

participate for credit by enrolling in an internship course 

● Conduct risk assessment for students participating in event 

● Design parameters for WIL experience 

o induction/briefing/training 

o desired outputs to (published items to go into student portfolios) 
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o level of industry engagement 

o what experiences are available 

o consider any other opportunities not immediately obvious you can link to the WIL 

experience 

● Coordinate preparation activities 

● Plan and prepare for induction 

o who do you need to present at the induction (DART, MEAA, police, media 

partners, government representatives, Event organisers) 

● Timetable Event WIL including induction, WIL experience and debriefing 

● Run newsroom as per industry practice. In all cases, be led by industry partners 

participating in the Event WIL experience 

● Try to marry assessment to the Event as much as possible 

● Give ongoing real-time continual feedback and support. Provide support to students as 

required. Let the industry representatives manage the newsroom if they have capacity 

and the academic should provide support as required 

● Sit down with each student and go through their work, helping them bring it to a 

publishable standard. Workshop their ideas for pitching to the industry partner. 

Demonstrate quick tips and shortcuts to assist with speed and stress 

 

Assessment 
Individual : 

Determined by the Event WIL experience 

 

Group: 

Newsroom contribution and output 
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Appendix C: Summary of Purpose WIL Case Studies 
 
● 2015 Project Safe Space – reporting domestic violence 

● 2016 Mental Health and Refugees 

● 2017 Project Open Doors – reporting disability 

 
Key themes 

● University-led 

● Published work 

● Authentic work practice 

● Skills and knowledge development 

o pitching skills 

o news sense 

o contact list 

o variety of production roles 

o industry standard software/hardware knowledge 

o editorial skills 

● Critical thinking and engagement 

● Problem solving 

● Pastoral care 

● Inclusion framework 

● Teamwork 

● Friendships and connection 

● Increased confidence and abilities 

● Enhanced experience 

● Stress management 

● Resilience 

● Portfolio development 
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Risk assessment:  
A new risk assessment should be conducted for each issues-based university-led project and a 

new assessment criteria prepared.  

 

Requirements 

● Regularly scheduled time in the University newsroom 

● Newsroom space with dual boot MACs to run PC and Apple programs 

● Seating capacity for 25 students 

● Media production equipment as required such as broadcast quality cameras and tripods, 

MOJO kits (mobile journalism – phones), lapel mics and light kit 

● Large meeting space for production meetings 

● Dedicated online website and content management system 

● Internet connection 

● Social media channels including Facebook, Twitter and Instagram 

 

Additional requirements 

● An enthusiastic academic/producer with good technical, production and presentation skills 

and an excellent understanding of theoretical concepts underpinning issues based specialist 

coverage and online reporting. 

● Manage student expectations 

● All-day access to the newsroom  

● Good relationships with a variety of relevant stakeholders 

● Excellent technical support staff  

● Good network of involved stakeholders to support the event 

● Additional funding depending on the scope and support required for the project 

 

Implementation: embedded in Flipped WIL unit as feature assessment item 

● Identify the issue – usually several months in advance 

● Nominate and recruit the relevant stakeholders 

● Determine the scope of the event (based on issue, location and interested stakeholders) 

● Organise necessary space, facilities and output requirements based on location 

● Identify staffing requirements and recruitment strategy 

● Develop student recruitment strategy. Depending on the issue you might embed the project 

in a course as an assessment item or you might run it as a standalone event outside of 
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semester. Students participating in a Purpose WIL model as a standalone WIL experience 

may be able to participate for credit by enrolling in an internship course or advanced project 

unit 

● Conduct risk assessment for students participating in the project 

● Design WIL experience 

o induction/briefing/training 

o desired outputs to go into student portfolios 

o level of community stakeholder engagement 

o what experiences are available 

o consider any other opportunities not immediately obvious you can link to the WIL 

experience 

● Coordinate preparation activities 

● Plan and prepare for Induction 

o who do you need to present at the induction (community stakeholders, MEAA, 

people with lived experience and advocates, media partners, support 

organisations, government representatives, legal advisers) 

● Timetable Event WIL including induction, WIL experience and debriefing 

● Make the induction also the launch of the project 

o Invite highest relevant profile advocate (Federal Govt or NGO, celebrity) possible 

to launch the event or as the keynote to provide credibility and profile. 

o Organise several panel discussions the fully inform the students about the issue, 

what the sector and people with lived experience say about the issue and how it 

should be covered.  

o Capture this data to inform the project. 

● Highly recommend embedding project within a unit and tieing it to assessment due to the 

usually difficult nature of the issue and its coverage 

● Run newsroom as per industry practice. In all cases, be led by industry partners 

participating in the WIL experience 

● During production meetings, critically examine student story ideas and angles to see if they 

align with the advice and guidance of the community 

● Diversity of experiences is important 

● Give continual feedback. Provide support to students as required 

● Sit down with each student and go through their work, helping them bring it to a publishable 

standard 
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Assessment 
Individual : 

Determined by the Purpose WIL experience  

I usually assign a (minimum 1000-word) feature article with embedded multimedia content for 

publishing on the specially constructed website. The parameters of the feature article will 

depend on the unit in which the course is embedded and other assessment requirements. 

 
Group: 

Students are assigned various sub-editing and editorial roles within the newsroom and 

assessed on their contribution and output. 
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Appendix D: Interview and Focus Group Samples 

Industry representatives: Description of sample 

 Age Qualifications Gender Industry 
partner 

Area of expertise 

1 49–59 Bachelor of Arts 
(Journalism) 

Female No News Director, ABC 
News  

2 59–69 Cadet Journalist Male Yes Print Journalist, 
Major Metropolitan 
Daily 

3 39–49 Bachelor of Business 
(Communication) 

Male No Community radio 

4 49–59 Bachelor of Business 
(Communication) 

Male  
No 

Executive Editor, 
Major Metropolitan 
Daily 

5 39–49 Not known Female Yes MEAA representative  
6 19–29 Bachelor of Arts 

Bachelor of Business 
(Communication) 

Male Yes Media Manager, 
Sporting 
Organization 

7 49–59 Bachelor of Arts Female Yes Media Producer, 
Television 

8 49–59 Bachelor of Arts Female Yes Media Producer, 
Radio 

9 19–29 Bachelor of Journalism Female Yes Media Producer, 
Online News Source 

10 49–59 Nil Male Yes Editor, Online Major 
Metropolitan Daily 

11 49–59 Bachelor of Business Male No Manager, 
Community Sector 

12 29–39 Bachelor of Journalism Female No Producer, Sports 
Journalism 
Television 

13 19–29 Bachelor of Journalism Female Yes Online, Major 
Metropolitan Daily 

14 39–49 Bachelor of Arts Male No Broadcast News 
Producer, NZ 
Independent 
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Academic representatives: Description of sample 

 Age Gender Employer 

Years as a 
journalist prior 
to entering 
academia 

Years in 
academia 
 

1 39–49 Female Griffith  1–2  20 

2 59–69 Male Griffith NA 30+ 

3 59–60 Male QUT 20 28 

4 39–49 Female QUT 20 10 

5 59–69 Male Griffith 10 25+ 

6 39–49 Male Griffith 10 10 

7 49–59 Male UQ 35 5 

8 39–49 Female RMIT 10 10 

 

Students representatives now working journalists: Description of sample 

 Gender Age Year graduated Working now 
1 Male 19–29 2015 Journalist, Regional Radio 

2 Male 19–29 2014 Journalist, ABC Regional 

3 Female 19–29 2013 Journalist, Channel 4, UK 

4 Female 19–29 2014 Journalist, Fairfax 

5 Male 19–29 2013 
Journalist Major Metropolitan Daily 

Newspaper 

6 Male 19–29 2014 
Journalist Major Online 

Metropolitan Daily 

7 Male 39–49 2015 Editor, Fairfax  
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Student representatives: Description of sample 

No Age Graduated 

Year level at 
time of 

interview Gender Degree 

1 19–29 yes 3 Female Journalism 

2 19–29 yes 3 Female Journalism 

3 19–29 Yes 3 Male Journalism 

4 19–29 Yes 3 Female Journalism 

5 19–20 Yes 3 Male Journalism 

6 19–29 No 3 Female Journalism 

7 19–29 No 3 Male Journalism 

8 19–29 No 3 Female Journalism 

9 19–29 No 3 Female Journalism 

10 19–29 No 3 Male Journalism 

11 19–29 No 3 Female Journalism 

12 19–29 No 3 Female Journalism 

13 19–29 No 3 Female Journalism 

14 19–29 No 3 Female Journalism 

15 19–29 No 3 Female Journalism 

16 19–29 No 3 Female Journalism 

17 19–29 No 2 Female Journalism 

18 19–29 No 3 Female Journalism 

19 19–29 No 2 Female Journalism 

20 19–29 No 3 Male Journalism 

21 19–29 No 3 Female Journalism 

22 19–29 No 3 Female Journalism 

23 19–29 No 1 Female Journalism 
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24 19–29 No 3 Female Journalism 

25 19–29 No 3 Female Journalism 

26 19–29 No 3 Female Journalism 

27 19–29 No 3 Female Journalism 

28 19–29 No 3 Female Journalism 

29 19–29 No 3 Male Journalism 

30 19–29 No 3 Female Journalism 

31 19–30 No 3 Female PR 

32 19–31 No 3 Female PR 

33 19–29 No 3 Female Journalism 

34 19–29 No 3 Female Journalism 

35 19–29 No 3 Male Journalism 
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Appendix E: Interview and Focus Group Protocols 
 

Interview/Focus Group Protocol for Students 

1. Can we begin by you telling me what you found positive about the course? (Probes: 

Changes over time? Expectations? Developing professional identity? Authentic 

reporting?) 

2. What aspects of the course did you find challenging? (Probes: Early experiences? 

Assessment? Feedback? Authenticity? Technical skills? Soft skills?) 

3. What would you change about the course? (Probes: Induction? Organisation? 

Assessment? Timing?) 

4. I am interested in the process of how students come to see themselves as a 

journalist and how we can help you with that process. Can you explain to me how 

and in what ways this course contributed to you seeing yourself as a journalist?  

5. One of the main reasons we are wanting to introduce courses such as (Name of 

Course) is because we are wanting to help you improve your employability as a 

journalist.  

6. I want to understand how you see this course has connected or perhaps not with 

your other courses and the degree more broadly. Can you explain to me how you 

see it fitting in with what you have learnt previously or perhaps not? (Examples? 

Theory/practice connection? Scaffolding? Outcomes?) 

7. Can you talk to me about other WIL experiences you have had – what they have 

been and how they were different or similar to what we did in the course?  
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Interview Protocol for Students Now Working as Journalists 

1. You did a number of WIL units with me (remind them of units). Can we begin by you 

explaining to me what you found positive about the units? (Probes: Changes over 

time? Expectations? Developing professional identity? Authentic reporting? 

Induction? Debrief?) 

2. What aspects of the courses did you find challenging? (Probes: Early experiences? 

Assessment? Feedback? Authenticity? Technical skills? Soft skills?) 

3. One of the reasons we have developed WIL-focused courses is because we are 

hoping to improve the employability of our journalism graduates. You are a success 

story for us. What role do you think WIL played in your success in gaining 

employment straight out of your degree?  

4. I’m very interested in understanding how the WIL experiences you had at university 

translated into your professional life. Can you explain this to me – that is, what did 

you learn through these courses that has helped in your career? (Probes: Live 

content? Deadlines? Authenticity?) 

5. Now that you are working in the profession I imagine you are encountering many 

other beginning journalists. How do you think your experience of journalism 

education compares with theirs? (Positives? Negatives? Role of WIL?) 

6. If you were designing a journalism program for GU what would it look like? 

(Theory/practice connection? Role of WIL?) 
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Interview Protocol for Industry Partners 

1. Can we begin by you giving me a sense of your own education and training as a 

journalist. What it was and what you think were its strengths and weaknesses? 

2. I want to get your view as an employer and as a senior journalist working around 

beginning journalists. What are your expectations of a beginning journalist in terms 

of baseline skills, knowledge and capacity?  

3. Can you talk me through your intern program. How does it operate and again what 

your expectations are of interns? (Probes: Affordances?) 

4. Before we talk about your involvement in (Name of Course) can you think of other 

WIL activities/programs you’ve participated in as a journalist? What were they and 

what did they require of you? 

5. I want to get your views now on your experiences with (Name of Course). Perhaps 

you can explain what encouraged you to be involved and what your role was? 

6. Could you give me an evaluation of what you think worked well and didn’t with the 

course from your perspective as an industry partner and a potential future employer? 

7. What are the factors that you see facilitating and hindering greater engagement 

between industry and academia for WIL journalism?  
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Interview Protocol for Academics 

1. Can we begin by you giving me a sense of your own education and training as a 

journalist. What it was and what you think were its strengths and weaknesses? 

2. Can you think of other WIL activities/programs you’ve participated in as an 

academic? What were they and what did they require of you? What were the 

benefits? 

3. I want to get your views now on your experiences with (Name of Course). Perhaps 

you can explain what encouraged you to be involved and what your role was? 

4. Could you give me an evaluation of what you think worked well and didn’t with the 

course from your perspective as journalism educator? 

5. What are the factors that you see facilitating and hindering greater engagement 

between industry and academia for WIL journalism?  
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Focus Group Protocol (Mixed Group Students, Academics, Community 

Representatives) 

1. Can we begin by you telling me what you found positive about the course? (Probes: 

Changes over time? Expectations? Developing professional identity? Authentic 

reporting?) 

2. What aspects of the course did you find challenging? (Probes: Early experiences? 

Assessment? Feedback? Authenticity? Technical skills? Soft skills?) 

3. What would you change about the course? (Probes: Induction? Organisation? 

Assessment? Timing?) 

4. I am interested in the process of how students come to see themselves as a 

journalist and how we can help you with that process. Can you explain to me how 

and in what ways this course contributed to you seeing yourself as a journalist?  

5. One of the main reasons we are wanting to introduce courses such as (Name of 

Course) is because we are wanting to help you improve your employability as a 

journalist.  

6. I want to understand how you see this course has connected or perhaps not with 

your other courses and the degree more broadly. Can you explain to me how you 

see it fitting in with what you have learnt previously or perhaps not? (Examples? 

Theory/practice connection? Scaffolding? Outcomes?) 

7. Can you talk to me about other WIL experiences you have had – what they have 

been and how they were different or similar to what we did in the course?  
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Appendix F: Participant Information Sheet and 

Consent Form 
 

Research Study Information Sheet 
 

The following pages contain the information you need to know about the research being 

conducted as a requirement for a Doctor of Philosophy at Griffith University. 

Project title: Work-Integrated Learning and Multiplatform Media: A study of on-campus learning 

in media production and broadcast journalism contexts4 

 
Griffith University protocol number: HUM/13/14/HREC 

 

Researcher: Faith Valencia f.valencia@griffith.edu.au School of Humanities AEL HDR Office Griffith 
University Nathan QLD 4111 Telephone (07) 3735 4756 

 

Senior Researcher and Supervisor: Prof Michael Meadows: m.meadows@griffith.edu.au Centre for 

Cultural Research Griffith University Nathan QLD 4111 Telephone: 07 3875 4055/Mobile: 0409 729 785 

 

Senior Researcher and Supervisor: Assoc Prof Susan Forde s.forde@griffith.edu.au Centre for Cultural 

research Griffith University Nathan QLD 4111 Telephone: 07 3735 7229/Mobile: 0438 513 249 

 
Senior Researcher and Supervisor: Dr Elizabeth Burrows : e.burrows@griffith.edu.au Centre for Cultural 

Research Griffith University Nathan, QLD 4111 Telephone (07) 3735 7111:  
 
Background 
You are invited to participate in either a series of recorded interviews, focus groups, and or surveys about 

the topic listed above, and forms a critical component of my PhD research at Griffith University. You may 

be participating in this research as an industry professional, an academic participant, or as a current 

student or past graduate. 

 
  

 
4 The title of this project has changed from the original ethics application; however, the scope and theme remain the 
same. 
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Purpose of research 
This study aims to explore the role played by Work-Integrated Learning (or workplace learning) in 

preparing graduates for a career in journalism, media production and/or communication roles. 

In the interview (either recorded, by email, survey or face-to-face), I will be asking you questions about your 
perceptions of learning journalism and media production skills both in a workplace setting (e.g. during an 

internship) or in the on-campus newsroom or by participating in Broadcast Journalism Units projects. 

 
This thesis will comprise two sections — an exegesis and a creative project. The creative project will take 

the form of a 30-minute edited video of interview with journalism students, academic staff, and industry 

professionals. This video will be edited to form a thematic video vignettes that may be used for journalism 

education teaching resources. The series of themed videos of between 3–6 minutes long will highlight 

and juxtapose industry and student expectations and outcomes. The exegesis will canvass the relevant 

scholarly literature around WIL, teaching and learning, multiplatform media production and technological 

convergence. Incorporated into this critical analysis will be data from the videotaped interviews with key 

people (media producers and managers), and student participants. This will enable me to ‘make sense’ of 
students’ experiences in terms of my overall project aims and objectives: what impact does on-campus 

WIL have on student outcomes? 

 
What you will be asked to do 
If you decide to participate in this study, you will be asked to share your opinions, either in a recorded 

interview face to face, in a focus group, through a survey or by email, on what you have learned, either as 

an intern (through a media work placement) and as a participant of an advanced journalism production 

course, or as an industry partner. 
 
What participation in this study involves 
The project is designed to encourage you to talk freely about your perceptions of the learning experience 

and your comments on the processes involved. You are invited to raise issues you think are important at 

any time during this interview process. The information you provide will assist the development of more 

effective communication, journalism and media production education methods and advance our 

understanding of the benefits of workplace learning in a journalism setting. 
 
The basis by which you were selected 
If you are a past or present student of the University, you have been selected based on your enrolment in 
units involving radio journalism, video (television journalism), news and current affairs production, online 

news production and internships. If you are an industry professional, you have been selected due to your 

professional experience, and or your interaction with university student internship programs. Information 
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about the project has been included for your reference; however, please don’t hesitate to contact the 

senior researcher should you require additional information. 
 
Time required 
It will take approximately 10–15 minutes to complete the online survey and answer the email questions. 

The time required for the face to face interview, should you agree to be interviewed, will take 

approximately 15 minutes allowing an additional 30 minutes for setting up of lighting and video and 

recording equipment. Your participation in the focus group is expected to take up 30 minutes of your time. 
 
Consent to participate 
Your participation in this research project is voluntary. You are under no obligation to participate if you do 

not wish to. If you do choose to take part, you may cease participation at any time without penalty or 
without providing an explanation. We hope that you will consider participation in this study because the 

information you give us could help to gain a better understanding of the role on workplace learning in 

journalism education. 
 
Risk 
Participation in this research involves no risk to you. If you are a student, all you are asked to do is to talk 

about your views describing how effective your work placement and/or coursework experiences have 

been. None of the interview material will be analysed or consulted in any way until well after the final 
assessment of your work for the semester is completed. Your participation (or non-participation) in the 

project will have no influence on assessment of your academic work produced during the semester. 
 
Confidentiality 
If you wish to be identified your name may feature in the final exegesis and in any publications that result 

from this study. If you do not wish to be identified, the information collected by this project will be reported 

in general terms and will not use any words that might identify you in any way. All data will be kept 
confidential and accessible only by the researcher and supervisors from the School of Humanities at 

Griffith University. As a participant, you will be provided with a copy of the final project report should you 

wish to obtain one. 
 
Concerns or complaints 
Griffith University conducts research in accordance with the National Statement on Ethical Conduct in 

Human Research. If you wish to contact an independent person, for concerns or complaints about the 

ethical conduct of the research, you may contact the Manager, Research Ethics, Office for Research, 
Bray Centre, Griffith University, Nathan QLD 4111, telephone (07) 3875 5585 or email research-

ethics@griffith.edu.au.) 
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The conduct of this research involves the collection, access and/or use of your identified personal 

information. As outlined elsewhere in this information sheet, your identified personal information may 

appear in the publications/reports arising from this research. This is occurring with your consent. Any 

additional personal information collected is confidential and will not be disclosed to third parties without 
your consent, except to meet government, legal or other regulatory authority requirements. A de-identified 

copy of this data may be used for other research purposes. However, your anonymity will at all times be 

safeguarded, except where you have consented otherwise. For further information consult the 

University’s Privacy Plan at www.griffith.edu.au/about-griffith/plans-publications/griffith-university-privacy-

plan or telephone (07) 3735 4375. 
 
Questions/further information 
You may contact any of the Chief Investigators: Assoc Prof Susan Forde s.forde@griffith.edu.au telephone 
07 3735 7229/Mobile: 0438 513 249, or Prof Michael Meadows: m.meadows@griffith.edu.au telephone: 07 

3875 4055/Mobile: 0409 729 785 at any time if you have any concerns regarding the research. You may 

also contact the researcher, Faith Valencia, f.valencia@griffith.edu.au, telephone (07) 3735 4756, 

0406915975. 
 
Feedback to you 
While there will be no formal reporting back to you or any of your results or the overall findings and results 

of the research, as indicated elsewhere you may request a copy of the exegesis and creative component. 
Please provide this request to the student researcher in writing by emailing f.valencia@griffith.edu.au. 
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Griffith University asks you for your consent and participation in this research. 

 
INFORMED ETHICS CONSENT FORM 

 
Work Integrated Learning and multiplatform media: A study of On Campus Learning in 

media production and broadcast journalism contexts. 
 

Research team 
Researcher: Faith Valencia f.valencia@griffith.edu.au School of Humanities AEL HDR Office Griffith 

University Nathan QLD 4111 Telephone (07) 3735 4756 

 
Senior Investigators: Assoc Prof Susan Forde s.forde@griffith.edu.au Centre for Cultural research Griffith 

University Nathan QLD 4111 Telephone: 07 3735 7229/Mobile: 0438 513 249 

 

Prof Michael Meadows: m.meadows@griffith.edu.au Centre for Cultural Research Griffith University 

Nathan QLD 4111 Telephone: 07 3875 4055/Mobile: 0409 729 785 

 

By signing below, I confirm that I have read or have heard someone read the Information Package to me 

and I understand that: 
 

• This research is to investigate the impact of a multiplatform journalism education program on students’ 

WIL outcomes. The program, comprising a series of linked courses, seeks to critically integrate workplace 

practices into a university-based teaching and learning setting. It will explore the nature of WIL outcomes 

experienced by students performing industry-based work placements and those working in a university-

based multiplatform media production environment 
• I am being asked to take part in either an interview, focus group, and or survey to share my views on 
this topic 
• If I agree to take part in this project my responses will be recorded either as a survey response, an 

electronic email response, or as a recorded interview 
• My participation is voluntary and I may discontinue my participation at any time without penalty or 

explanation 
• Any reports or publications that come out of this study will be written in general terms and will not use 

any words that identify me unless I specifically agree (see Part A) 
• I agree to sign a second consent form for interviews that are filmed. That form is an ‘Image and 
Production Content Release Form’, which authorises the recording on film/video for audio and visual 

representation, to form part of the creative project portion of the research. The creative project might 
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screen and broadcast the recording of me in the final film, and for the use in promotion of that 

film/television program, or be used as part of a teaching and learning series of videos 
• The information gathered will be kept confidential and accessible only by the researcher, Faith Valencia, 

or her supervisors in the School of Humanities at Griffith University 
• A copy of the final report will be provided for me on request 
• I have had any questions answered to my satisfaction 
• I understand the risks involved 
• I understand that there will be no direct benefit to me from my participation in this research 
• I understand that my participation in this research is voluntary and if I am a student, my decision will in 

no way impact upon my grades 
• I understand that if I have any additional questions I can contact the research team 
• I understand that I am free to withdraw at any time, without explanation or penalty 
• I understand that I can contact the Manager, Research Ethics, at Griffith University Human Research 

Ethics Committee on 3735 4375 (or research-ethics@griffith.edu.au) if I have any concerns about the 

ethical conduct of the project; and 
• I agree to participate in the project. 

 

I have read the information on the consent form or someone has read it to me. I agree to take part in this 

study and give my consent freely. I understand that the study will be carried out as described in the 

information statement, a copy of which I have kept. I understand that whether or not I decide to participate 
is my decision. I understand that I can withdraw from the study at any time and that I do not have to give 

any reasons for doing this. All questions I have asked about this research have been answered to my 

satisfaction. 

 
_____________________________________________   ___________________ 
Participant signature       Date 
 

 

___________________________________________   ___________________ 
Researcher signature       Date 
 

Email agreement will be taken as a signed acceptance of your informed consent. 
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PART A: Agreement to be identified 
I have read, the Information Sheet and I give permission to be identified in the final report and , 

videorecorded, not only in voice, but in image, on DVD, in related publications and media broadcast and/or 

publicity. 

 
_____________________________________________   __________________ 

Participant signature       Date 
 

Email agreement to PART A will be taken as a signed acceptance of your informed consent to be 

identified. 

 
Part B: Selective agreement 
I have read, the Information Sheet and I give permission to be identified in the final report and , video 

recorded, not only in voice, but in image, on DVD, in related publications and media broadcast as 

indicated below: 
● I confirm that (tick the appropriate box) 

● I agree to participate in a recorded interview. 

● I agree to the information obtained in the recorded interview ONLY being used for written (i.e. 

background information only) purposes. 

● I agree to my recorded interview ONLY being used in a documentary and themed video vignettes. 

● I agree to the information obtained in the recorded interview being used for written purposes AND 

being used in the documentary, and series of themed video vignettes. 
● I agree to my name and position being revealed in the documentary AND the exegesis document the 

researcher will develop. 

● I agree to my name and position being revealed ONLY in the documentary and themed video 

vignettes the researcher will develop. 

● I agree to my name and position being revealed ONLY in the exegesis document the student 

researcher will develop and/or publicity. 

 
_____________________________________________   __________________ 
Participant signature       Date 
 

Email agreement to PART B will be taken as a signed acceptance of your informed consent to be 
identified as indicated. 
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Appendix G: Invitation to launch of Purpose WIL 

Projects 
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Appendix H: University-led WIL models points of 

Difference 
 

Table 3: University-led WIL models points of Difference 

Feature Flipped WIL Event WIL Purpose WIL 

Authentic 
experience 

Yes Yes Yes 

Industry 
engagement 

Minimum: provided by 
hybridised industry/ 
academic 

Industry partner Community partner 

Level of industry 
engagement 

Minimal: relies on 
academics’ 
experience 

Very high: works 
alongside industry 
partner 

Very high: high level of 
consultation with community 
and community engagement 

Available to 
whole cohort 

Yes Scalable Yes 

Scalable Yes Yes Yes 

Facilities 
required 

On-campus 
newsroom 

Pop-up newsroom Project-specific (e.g. MOJO) 

Professional 
publication 

University-run 
platform 

Media/industry partner 
platform 

Purpose-built platform 

Technical 
support required 

Minimal Yes Minimal 

Academic 
workload 

High Very high Very high 

Additional 
funding required 

Min after set-up Scalable Yes 

Inclusion and 
access  

High Low High 

Capstone Scaffolded Variable Yes 
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Appendix I: Characteristics of the Models 

 

Specific characteristics of each of the models are presented in Table 3: 

 
Table 4: Characteristics of each model of university-led WIL 

Characteristic Flipped WIL Event WIL Purpose WIL 

Student experience On-campus On-campus, off-
campus, virtual 

On-campus, Virtual 

Industry/community engagement Low–medium High Medium 

Available to students via 3 units 
scaffolded 
though degree 

Standalone 
experience or 
embedded in a unit 

Standalone project or 
able to be embedded in 
a Flipped WIL unit 

Wide range of professional skill 
development 

Yes  Yes Yes 

Transformative Yes Yes Yes 

Adaptable to account for 
diversity and access issues 

Yes Yes Yes 

High levels of teamwork Yes Yes Yes 

Widest possible range of 
authentic experiences made 
available to all students 

Yes Yes  Yes  

Intensive format Ideally no Yes Ideally no 

 
 

 


