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Abstract
This thesis presents an interpretive study of professional learning in collecting institutions
such as archives, galleries, libraries and museums. The intention of the study is to explore and
understand the perceptions, expectations and experiences of information professionals as they
embark on new positions, participate in and emerge from initial professional learning
experiences in collecting institutions. The study, conducted between 2006 and 2008, followed
16 individuals working in collecting institutions at various career stages as they became
familiar with a new work environment, new responsibilities, and new relationships. The study
sought to capture and understand how their learning experiences over a two year period
helped them apply professional principles, and build skills and knowledge. The setting of
collecting institutions was chosen because the researcher, through being a practitioner,
educator and supervisor developing individuals in a collecting institution for over 25 years,
could see unresolved issues about how early professional learners navigated their new
environments.

The study adopted interpretive qualitative research methodologies, using in-depth, semistructured interviews to understand experiences and expectations through the eyes of
individuals. There was a longitudinal aspect to the study as research participants were
interviewed on three separate occasions to mark different milestones over a two-year period.

The significance of the study is that it places the experiences of the individual at the centre,
rather than examining how collecting institutions implemented learning and development
programs. The study found that the research participants valued the opportunity to undertake
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internships, volunteer and paid work while studying towards formal qualifications. The study
found a rich array of learning experiences to build professional knowledge over the two years
through formal and informal ways. The research participants changed positions and duties
much more in the first two years than they had expected, especially in stepping up to
supervision, training and mentoring others for the first time. Few received training in how to
perform these roles, which has implications for how professional knowledge is transferred in
the workplace. The study found that participants‘ relationships with supervisors, peers and
mentors had a major influence on their access to learning experiences. Mentoring emerged to
be much more organic and participant driven than presented in the literature.

The study hoped to contribute to the understanding of how early professional learners
experienced that situation, what they valued and their views on what could be improved. This
study has given them a voice to reveal what was important to them about working in
collecting institutions, how they navigated those early years and how they built their
professional knowledge. Their voice heard, others can learn and build relationship-rich,
diverse, flexible and enabling environments for those early years.
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Chapter 1: Introduction and overview

Chapter 1:
1.1

Introduction and overview

Intention of the research study

This thesis presents an interpretive study about professional learning in collecting institutions
such as archives, galleries, libraries and museums. The intention of this study is to explore
and understand the perceptions, expectations and experiences of information professionals as
they embark on new positions, participate in and emerge from initial professional learning
experiences in collecting institutions. Between 2006 and 2008, the study followed the
experiences of 16 individuals at various career stages as they became familiar with a new
work environment, new roles and responsibilities, new relationships and expectations of what
lay ahead. The study sought to capture and understand how their learning experiences over a
two year period helped them to apply professional principles, and build skills and knowledge.
The study is about early professional learners starting new careers or continuing on with their
careers but in new positions in different collecting institutions. The study is not about how
collecting institutions or professions develop and implement programs. As a study of
experiences and expectations, the thesis draws out themes and patterns from the research
data, rather than quantitative measures.
1.1.1 Background of the study
The literature about learning in the workplace and professional learning provided the broader
theoretical framework to guide the research. That literature is rich with accounts of studies
and initiatives about working and learning being undertaken by institutions and professions.
There were fewer studies giving an individual perspective to navigating new learning and
working environments. This study is trying to understand how individuals make sense of their
new environments, as their perspectives could differ from those of an organisation:
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There is an ongoing tension between an institutional perspective and a learner perspective.
Tension exists between an institutional perspective that emphasises teaching practices,
curricula, and structural issues like recruitment and retention, and a learner perspective that
emphasises the felt experience and world views of adult learners (McIntyre & GrudensSchuck, 2004, p. 171).

The study sought to understand the working and learning environments from an individual
perspective by focusing on four key areas. The first area was related to preparing for the
workplace through educational and work experience pathways, such as internships and
volunteer work experience. Discussion about this preparation stage also included an
understanding of how their qualifications and experience supported the new working
environments.

Secondly, the study was interested in employment and career environments and how
individuals might be exposed to the different disciplines engaged with the work of collecting
institutions. Thirdly, the study was interested in the range of learning experiences that were
available to new employees, issues with accessibility and their perspectives on effective
learning experiences. The fourth main area was the role of relationships in workplace and
professional contexts as sources of learning, such as supervisory relationships, working with
peers, and, if accessible, through having mentors or being mentors.
1.1.2 Methodology and limitations
The study adopted interpretive qualitative research methodologies, using in-depth, semistructured interviews to understand ―lived experiences‖ (Creswell, 1998, p. 51; Crotty, 1998,
p. 9) and perceptions through the ―eyes‖ of individuals (Smith, 1995, p. 9). Several public
sector collecting institutions were approached with invitations to new employees working
with a collection in some capacity. It was then up to individuals to volunteer interest in
participating, referred to as self-selection (Sarantakos, 2005). There was a longitudinal aspect
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to the research as participants were interviewed on three separate occasions to mark different
milestones over a two-year period (Seidman, 1998). With 16 participants from seven different
collecting institutions, the target was 48 interviews. Pilot interviews were conducted in 2005,
upon approval of the study by the University of Canberra Ethics Committee. Findings from
the pilot interviews were not included in the final thesis but were valuable in assessing
relevance of the interview protocol and procedures. Interviews with the 16 research
participants commenced in February 2006 and were completed in early March 2008. All
participants stayed with the study.

The researcher acknowledges limitations of the study. The sample of 16 individuals was
small; however, the study followed case-study principles which accept small samples as long
as there is no attempt to generalise beyond the sample. Having a mixture of participants from
seven collecting institutions at different career stages and pathways into their new position,
and not relying on just one profession associated with collecting institutions, helped ensure
the findings were not drawn from too narrow a basis. Practical considerations such as the
location of the researcher set a boundary of public sector collecting institutions that were
situated in Canberra. The study did not seek the views of collecting institutions or
professional bodies about early professional learning as their relative perspectives were well
covered in the literature. This decision could have reduced the triangulation and increased
bias. Member checks and the use of multiple interviews sought to mitigate focusing on the
individual perspective (Gorman & Clayton, 2005). According to the literature, the researcher
was an ‗insider-researcher‘ which required consideration of bias (Kayrooz & Trevitt, 2005).

1.2

Context of collecting institutions

Collecting institutions, such as archives, galleries, libraries and museums, provided the
workplace context of the study. The setting of collecting institutions was chosen because the
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researcher, through being a practitioner, educator and supervisor developing information
professionals in a collecting institution for over 25 years, could see unresolved issues about
how early professional learners navigated their new environments. Another aggregate term,
the ‗collections sector‘, is also used to refer to the domains of archives, galleries, libraries and
museums, and related organisations such as professional bodies (Birtley & Bullock, 2008).
There is a further related concept of the ‗information sector‘, which includes collecting
institutions, but also information-related roles in other organisations, professional bodies,
practitioners and educators (Apostle & Raymond, 1997; Cox, 2005; Duff, Cherry, & Singh,
2006; Marty, 2008; Procter, 2005). The literature places collecting institutions in the wider
information sector, so for this study, the term ‗information sector‘ is used to cover a wide
range of disciplines that engage in collecting institutions such as archival science,
curatorship, data stewardship, digital curatorship, heritage management, information
management, librarianship and records management. Looking across the literature from the
wider information sector added richness to the discussion, a greater understanding of the
complexity of the environment of the research participants and options for resolving issues
that might emerge from the study.

To reflect the wider information setting for the individuals who participated in the study,
broader terms such as ‗information professional‘ or ‗early professional learner‘ or ‗new
employee‘ have been used in preference to more specific terms such as archivist, curator,
librarian or registrar. Furthermore, not all of the participants had identified themselves with a
specific professional label, so general terms were considered appropriate.

Collecting institutions, whether they are referred to as archives, galleries, libraries or
museums, undertake multiple and similar functions. They have holdings, or a collection of
some kind, and undertake research and analysis to describe the holdings according to
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principles, standards and practices. They provide services to clients and promote the holdings
through publications, exhibitions and community-based programs. Collecting institutions
share some similar characteristics but there is not a single definition that would apply in all
contexts (Birtley & Bullock, 2008; Currall, Moss, & Stuart, 2004). There are similarities in
how reference or reader services are provided (Borin, 2001; Duff & Fox, 2006; Summerrell,
1999). The Special Libraries Association (2003) developed a set of competencies for the
‗information professional‘ working in archives, galleries, libraries and museums. Pederson
(2005) and Schwirtlich (1987) both discussed synergies, and differences between archivists,
curators, librarians, and manuscript curators.

1.3

Professions and professional associations

Professions, disciplines and professional associations provide a context to the present study,
as they could be a source of learning for information professionals starting out on a new
career or taking up new roles and responsibilities.

Within the information sector there are many professional associations that develop codes of
ethics, provide professional development and mentoring, and nurture networking
environments (Association of Canadian Archivists, 2009; Australian Library and Information
Association, 2009a; Crockett, 2007; Pederson, 1999, 2008; Walker, 2008). While there is
collaboration between the associations, most reflect particular disciplines or domains of
knowledge. In contrast, the study sought to understand professional associations from the
perspective of individuals who may be new to the discipline and might not be sure about the
existence of associations, which one to join or what kind of learning environment they
provide. The study is not debating what a profession means (Bailey, 2007; McDonald, 1995;
Pember, 2007) or characteristics of the different professions or disciplines that are engaged in
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work in collecting institutions. The focus is on potential roles in providing learning
experiences for emerging professionals.

1.4

Impetus and rationale for the study

Through working in collecting institutions, as noted above, and belonging to professional
associations, the researcher was aware of uncertainty about how information professionals
felt about their initial learning experiences and how they made the transition from initial
familiarisation programs to relying more on their own initiative for professional learning or
advice about potential career options. The researcher could also see that the respective
sources of professional learning were not always clear and could be confusing for someone
new to a collecting institution. Furthermore, in an environment where the library in an art
gallery has an archival collection of personal papers (Coombes, 2009), it is quite possible that
someone new to the organisation could well be confused or even change direction when
exposed to different disciplines. Either situation could influence learning pathways and career
options.

One issue that is being debated in the information sector is the extent of collaboration and
convergence of domains and of individual collecting institutions (Apostle & Raymond, 1997;
Birtley & Bullock, 2008; Cox, 2005; Knight, 2007; Marty, 2008; Procter, 2007). Whether the
pathway is collaboration or convergence, an individual starting a new position could well
work closely with several domains, within the collecting institution, or with other
organisations. In such an environment, an individual would certainly benefit from being
familiar with the multiple functions or domains within their workplace. With the diversity of
professions or disciplines, and the potential for convergence of disciplines, more research was
needed about how information professionals were exposed to different disciplines once they
started working in collecting institutions. While there is active debate about the convergence
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of professional principles and practice, and of institutions, there are fewer studies that
examine professional learning across the disciplines. Four issues are presented below to
illustrate the impetus and rationale for the study.
1.4.1 Qualifications and work-based learning experiences of new employees
Studies in the literature regarding workplace learning found that new employees who had
recently graduated with formal qualifications at tertiary or vocational levels were not always
regarded as ‗work-ready‘ and needed further development once they started in positions
(Bridgstock, 2009; Gonzi, 2004; Williams, 2005). There were also arguments in the literature
that any new employee, however well qualified, needed to undergo a period of situated
learning, so would not be expected to be completely ‗work-ready‘ until this occurred
(Anderson, 2007a; Billett, 2000; Garrick & Jakupec, 2000). There needed to be more
investigation about how individuals felt about the value of their qualifications, including
internships and prior experience, when starting in a new position and over time.
1.4.2 Employment and career expectations
Employment and workforce related studies gave detailed information of employment and
career expectations that would be relevant to the information sector. There seemed to be a
growing recognition of an increase in contract work or more flexible careers (Bridgstock,
2005; Hall, 1996; Hesketh & Allworth, 2003; Krausert, 2009). There were few studies in the
information sector that gave attention to contract employment and flexible careers described
as ―boundaryless‖ (Bridgstock, 2005, p. 41) or protean careers:

The protean career is a process which the person, not the organization, is managing ... the
protean person's own personal career choices and search for self-fulfilment are the unifying or
integrative elements in his or her life. The criterion of success is internal (psychological
success) not external (Hall, 1976 in Bridgstock, 2005, p. 41).
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The focus seemed to be more on full-time or part-time permanent employment (Heazlewood,
Pymm, & Sanders, 2006; Pember, 2005; Sanders, 2008). There were also dilemmas facing
the information sector that could impact on the opportunities for new employees, including
perceptions of low salaries, low turnover and low status (Duff, et al., 2006; Schmidmaier,
2008; Yeo & Ander, 2008). Holmes (2006) identified difficulties of newly qualified museum
curators seeking employment and having to rely on volunteer work to gain experience.
1.4.3 Learning experiences
Studies in the information sector revealed that new entry-level employees were arriving with
higher qualifications than in the past (Genoways & Ireland, 2003; Society of American
Archivists: Principal consultant V. Walch, 2006). These trends needed further investigation to
establish if new employees considered that they were able to access challenging professional
development or if the professional learning focused on introductory knowledge and skills.

There were concerns about the mixture of short-term training and more complex development
opportunities (Anderson, 2007a; Pederson, 2005; Society of American Archivists: Principal
consultant V. Walch, 2006). Others expressed concern about potential gaps in the source and
skills of the next generation of leaders and managers (Baldwin & Ackerson, 2006; Hernon,
Powell, & Young, 2003; Holmes & Hatton, 2008).

The literature also identified multiple roles in the provision of professional learning.
Educational institutions, workplaces and professional associations, and the sector at large, are
all sources of professional learning. There might be abundant opportunities for information
professionals early on in their new positions after that initial period of guided learning, but
then it is up to them to take control of their professional learning. They might only have a
short-term contract so their employer may not be in a position to spend money on them. What
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can they do to make sure they continue their professional learning? Is there an integrated
model or framework that could guide their choices and pathways?
1.4.4 Relationships as sources of learning
The researcher was interested in establishing how early professional learners perceived
different relationships as sources of learning. There are discussions in the literature about the
qualities of being a supervisor and how to manage staff (Corrall & Breweton, 1999; Sanders,
2004) or a leader (Baldwin & Ackerson, 2006; Hernon, et al., 2003). There is extensive
literature about how to implement mentoring schemes in organisations or professional
associations (International Council on Archives, 2009; Rolfe-Flett, 2002; Zachary, 2005).
There were fewer studies that illustrated how individuals found relationships as sources of
learning and those that did, identified that relationships were sometimes ignored as sources of
learning (Billett, 2001; Hughes, 2004; Lizzio, Wilson, & Que, 2009).

1.5

Research questions

The unresolved and conflicting issues that provided the rationale for the study have been
crystallised into a series of research questions. These questions aimed to explore the
educational qualifications and work experience, the new work context, changes in
expectations and learning experiences of information professionals. The research questions
also aimed to seek perspectives of individuals about the value and relevance of their learning
experiences. The primary research question was:
‗What are the experiences of information professionals during their first two years of
professional learning in collecting institutions?‘

Within the primary research question, seven research questions formed the basis of the study.
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1. What backgrounds and experiences did the information professionals bring with
them to their new environment?
2. What were the information professionals‘ expectations of their place in the new
environment in which they found themselves?
3. How did learning experiences help the information professionals‘ understanding
of professional principles and how to apply them?
4. How did learning experiences prepare the information professionals for their later
experiences in the workplace?
5. What experiences or events influenced changes in perceptions and expectations
from the first to second year?
6. How did the information professionals respond to the change in their environment
between the first and second year?
7. What did the information professionals suggest to improve learning experiences
that would be engaging and meaningful for the future?
The research questions guided the development of the interview protocols (See Appendix D),
and provided structure to the three findings chapters. The research questions are revisited in
Chapter 7 on the conclusions.

1.6

Significance and contribution of the study

The significance of the study is that it places the experiences of the individual at the centre,
rather than focusing on how collecting institutions implement learning and development
programs. The study gives the individual a voice in what they experienced and perceived as
opportunities and obstacles to professional learning. While there is a rich literature about
program design and delivery by collecting institutions, educators and professional
associations, less is known about how individuals navigate learning and working
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environments. The study is significant in that it highlights a different perspective to the
landscape of working and learning in collecting institutions. The study offers an opportunity
to capture and compare changes over time in experiences and expectations from the
perspective of the individual. The study builds on existing literature about professional
learning by illustrating different options that could help individuals design or map out
pathways and make the most of opportunities available to them or that they create for
themselves.
Based on the literature, as discussed in Chapter 2, and the researcher‘s own experience, the
study expected to find: mixed reflections about the role of education and previous work
experience; a combination of positive and not so positive relationships; and access to a range
of learning experiences. Findings about the application of qualifications, internships and
student volunteer activities, induction or orientation, structured or unstructured workplace
programs and relationships could be useful in multiple contexts. The topic of early
professional learning is not one that is restricted to collecting institutions, so it is possible that
organisations, educators and professions beyond the information sector might be able to learn
from the experiences documented in the study.

1.7

Outline of the thesis

This thesis contains seven chapters, divided into three broad areas. Chapters 1–3 identify the
rationale for the research, review the literature on professional learning and discuss the
methodological framework. Chapters 4–6 address the research questions through findings and
discussions about working and learning in collecting institutions. The final chapter, Chapter
7, summarises the possible contribution to the literature, notes limitations of the study and
makes recommendations for future research. The study proposes an integrated model for
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early professional learning to guide information professionals as they navigate new
workplaces and relationships, build new knowledge and skills and establish career pathways.

Chapter 1: Introduction and overview

Chapter 1 outlines the rationale for the research, the research questions and the significance
of the study. It describes the characteristics of collecting institutions, as the institutions that
employed the participants cannot be identified at an individual level.

Chapter 2: Literature review

This chapter documents the literature that informed the present study. Bibliographic software
‗Endnote‘ was used for citations and references. The thesis used the American Psychological
Association (APA), referencing style (5th edition), one of the styles recommended by the
University of Canberra. The literature review examines learning principles and frameworks,
the professional knowledge landscape and relationships at work. Chapter 2 introduces a
learning model that emerged from the literature review. It is not a hypothesis but a possible
representation about learning at work and building professional knowledge and skills.

Chapter 3: Methodological framework

Chapter 3 places the research in its methodological framework, an interpretive study with a
qualitative longitudinal research design. The chapter notes modifications to the original
research design and the reasons for these, and describes the data collection and analysis
procedures. It explores the dependability and credibility of the research and its limitations,
and concludes with a discussion of the ethical considerations of the research.
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Chapter 4: Findings about working experiences

This is the first of three chapters where the findings of the research are described and
discussed in detail. Chapter 4 describes the participants‘ educational qualifications and prior
experience, the kind of work they undertook and how they fitted in to their new work
environments. This chapter also explores the employment environment such as personal
development plans, and changes in work environments and expectations.

Chapter 5: Findings about learning experiences

Chapter 5 explores the findings about the learning experiences of the research participants in
collecting institutions, and what change, if any, happened between the first and second year.
The chapter assesses the findings against the model that emerged in the literature review.

Chapter 6: Findings about relationships

Chapter 6 explores the relationships the research participants experienced during their first
two years. Relationships with supervisors, peers and mentors, emerged as major influences
on their professional learning and how they responded to their environments.

Chapter 7: Discussion and conclusions

The final chapter reflects upon the findings of the previous chapters and proposes conclusions
and implications of the study. It revisits the research questions and how they were addressed
through the findings, as well as the limitations of the study. The conclusions offer a
contribution to the theory and practice about early professional learning and make
recommendations on possible further research. The chapter concludes with some final
reflections and an overall summary of the study.
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Chapter 2:

Literature review

This chapter provides an overview of the literature about professional learning in collecting
institutions. The discussion covers five areas that appeared to have the most relevance to the
research questions. The discussion first examines the broader learning frameworks, such as
adult education, lifelong learning, workplace learning and learning cycles. Secondly, the
chapter examines the issues relating to the professions and disciplines that are associated with
the work of collecting institutions, including the knowledge frameworks that inform
professional learning. The third part addresses the employment and career environment,
highlighting particular issues that might impact on early professional learners. The fourth
area of attention is the learning and development environment of the individual; what kind of
learning the literature regarded as relevant for early professional learners and the mix of
operational learning and professional development they might have undertaken. The final
area discusses the role of relationships as sources of learning in workplace and professional
contexts. The chapter concludes with an overview of the theoretical framework and
assessment of the gaps that this research seeks to address.

2.1

Learning principles and frameworks

Learning principles and frameworks form part of the theoretical framework for this research.
An analysis of the full body of knowledge about learning principles is beyond the scope of
the research. Instead, three broad and sometimes overlapping areas that were regarded as
most relevant to experiences of early professional learners in collecting institutions were
selected for analysis. Firstly, the review discusses adult learning principles. Secondly, issues
associated with workplace learning are addressed and, finally, learning cycles that could
relate to a workplace context are discussed. The review focuses on trends in learning
principles and highlights contested issues.
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2.1.1 Adult learning principles
The focus of the review is to assess whether there are issues in the literature about adult
learning that could impact on the learning experiences of professionals working in collecting
institutions. Thus, the literature review does not seek to analyse the full body of literature
about adult learning. Instead, it seeks to highlight themes in the literature that could apply to
early professional learning.
The literature provided multiple meanings of adult learning. Knowles‘ principles focused the
learner‘s: need to know the ‗how‘ and ‗why‘ of learning; need to take control; prior
experience; readiness to learn; orientation to learning through problem solving; and
motivation (Knowles, 1998). Foley (2000) offered an inclusive definition of adult learning
that reflected the connection between learning and human activity:

People learn, continually, informally and formally, in many different settings: in workplaces,
in families, through leisure activities, through community activities, and in political action
(Foley, 2000, p. xiii).

Other authors focused on the importance of reflection and learning from experience. This was
sometimes referred to as double loop learning or reflective learning or reflection-on-action
(Argyris & Schön, 1996, p. 21; Foley, 2004, p. 11; Knowles, 1998, p. 140). Thorpe (2000, p.
178) considered that professional education courses could apply reflective learning practices
through applying theory to practice and then reflecting on experience. Kolb (1984) wrote
extensively about adult learning principles and included ―reflective observation‖ (p. 42) as
one of the four core elements of a model of experiential learning. Boud (2006) linked
reflective learning to informal learning:

Learning is more than recognition of prior learning, more courses and more web-based
programs. It may rather be a more reflective development in which the major learning
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intervention involves noticing what is needed to engage in whatever is the practice, what gets
in the way of doing it better and how it can be undertaken in congenial ways with those we
interact with. This has been called informal learning, but that term undervalues the most
important learning of all. The new challenge to practice is to find ways of acknowledging
how we learnt in our many locations and build on that (Boud, 2006, p. 88).

The literature offered many different concepts, labels and descriptions for adult learning.
Terms such as formal education, workplace learning, formal learning, informal learning, non
formal learning, flexible learning, incidental learning, experiential learning, education,
training, and learning and development overlap but also have subtle differences (Australian
National Audit Office, 2002; Billett, 2001; Boud, 2006; Edwards, Gallacher, & Whittaker,
2006; Eraut, 2004; Foley, 2004; Gonzi, 2004; Hughes, 2004; Kolb, 1984; Tosey & McNair,
2001).

The distinction between formal and informal learning was also the subject of debate in the
literature. Traditionally, formal learning was associated with educational institutions where
programs were structured and students were assessed in order to gain a recognised
qualification. Informal learning was associated more with the workplace or community
environment through action, observation, discussion, coaching and mentoring, rather than
formal instruction (Colley, Hodkinson, & Malcolm, 2006; Eraut, 2004; Foley, 2004; Gonzi,
2004; McGiveny, 2006; Searle, 2006; Tosey & McNair, 2001; Usher, 2000).

There was also debate that all learning had formal and informal aspects. The division
between them was not based on educational institutions as opposed to the workplace or
community context but how structured the learning processes were, and the context. Learning
in the workplace could be just as formal as in educational institutions and likewise elements
of learning in educational institutions could be informal (Edwards, et al., 2006). Colley et al.
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(2006) argued that it was problematic to construct concrete categories of formal, or informal
and non formal learning:

It would be more helpful to conceive of formal and informal attributes of different aspects of
learning (in which we made a tentative attempt to classify in terms of process, location
/setting, purposes and content of learning). This acknowledges that both formal and informal
attributes are always present and points to the need to analyse the balance of formality and
informality in each aspect of any learning situation (Colley, et al., 2006, p. 60).

Informal learning was of particular interest to the present study as it was likely to be one of
the predominant ways new information professionals learnt about processes, procedures and
the culture of an organisation.

The literature closely associated the concept of adult learning with lifelong learning
principles. It has had ―chameleonic‖ (Grace, 2007, p. 86) meanings over time which were
both ambiguous and contradictory (Griffin, 2001, p. 48; Nunan, 2000, p. 55). Initial
descriptions revolved around ―renewal of knowledge, skills and values throughout life‖
(Walters, Borg, & Foley, 2004, p. 154) for personal development and for a better society.
This view was reflected in the information sector by Anderson (2007a) who argued that
lifelong learning for specific skills sets, higher order learning and research were essential for
professional growth.

In our fast changing world, nothing remains the same for even three or four years anymore.
Much has to be learned along the way: new skills, new approaches to knowledge we thought
we had mastered, new ways of working with new tools, undertaking courses or learning to
work with new technologies. Practicing professionals remain engaged by learning about new
developments in their profession. In short, like all professionals, records managers and
archivists are lifelong learners. Knowing how to go about gaining new knowledge and skills
does not come naturally, but without this knowledge, the individual and thus potentially our
profession, is at risk of stagnation (Anderson, 2007a, p. 95).
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Other recent meanings were associated with employability, to facilitate re-training to keep
people in the workforce, so a more economic concept than a personal one (Forrester &
McTigue, 2004, p. 220; Jakupec, 2000, p. 76; Walters, et al., 2004, p. 154). There was also
evidence in the literature that lifelong learning strategies were being used to codify and
accredit non-formal or informal learning (Boud, 2006, p. 87; Colley, et al., 2006, p. 56). With
such diverse meanings, the study offers an opportunity to find out how individuals in the
midst of learning perceive the idea of continuing to learn. Was it a concept that meant
anything to them when they had just started a new position and did their view change over
time?
2.1.2 Learning in the workplace
Just as there were multiple facets to adult learning principles, there were also many meanings
attached to work-based learning, work-related or workplace learning:

There are multiple representations of work-based learning. Some are informed by theories of
learning in the field of adult education that related to reflection-in-action, critical reflection,
experiential learning and self-directed learning (Garrick, 2000, p. 241).

Tosey and McNair (2001) argued that:

At its widest, the term [work-related learning] could denote any learning that occurs through
work or in the workplace. More narrowly, it could denote learning that is designed to improve
productivity (Tosey & McNair, 2001, p. 96).

Studies about workplace learning were extensive and covered issues such as the extent of
informal learning and difficulty in recognising that certain activities in the workplace were
actually learning (Billett, 2001; Boud, 2006; Burns, 2002; Colley, et al., 2006; Eraut, 2004;
Foley, 2004; Forrester & McTigue, 2004; Garrick, 2000; McGiveny, 2006; Tosey & McNair,
2001). This hidden learning could present a challenge for the researcher, to encourage the
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interviewees to think broadly about what could be considered learning. The research was not
focusing on just structured processes but on any way the interviewees believed they learnt.

Some studies about workplace learning directly focused on issues relating to new
professionals or learner workers (Williams, 2005) and so could be compared against the
findings of the research on early professional learning. For example Hughes (2004) and
Lizzio et al. (2009) focused on supervisory relationships of new employees. Williams (2003)
studied a mandatory induction year for new teachers and Eraut (2004) included new
employees in studies about informal learning in the workplace. Kostos (2006), and McIntyre
and Grudens-Schuck (2004) also argued that it was important to consider the learner
perspective when researching developing adult learning programs.

There appeared to be different approaches in the literature concerning how much learning
happened in structured settings, sometimes referred to as propositional knowledge and
situated learning which was about the transfer of knowledge through action in a range of
contexts or communities of practice. There were arguments that no matter what previous
skills, knowledge or experience new employees might have, they still needed a period of
situated learning and there could be risks if this process was ignored or not done well
(Anderson, 2007a; Billett, 2000; Omidsalar & Young, 2001; Parry, 1993; Sanders, 2004).
Situated learning was not just about skills and knowledge, but also about learning the
―beliefs, values, assumptions, customs, meanings and behaviours, that typify a context, such
as a workplace‖ (MacKeracher, 2004, p. 202).

Associated with the debate about situated learning was the workplace curriculum; planned,
structured, credentialled, monitored and evaluated (Billett, 2000; Garrick & Jakupec, 2000).
In debates about flexible learning in the workplace, there was also a view that the work
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situation itself was the curriculum (Garrick & Jakupec, 2000, p. 239; Usher, 2000, p. 235).
From the perspective of the learner, situated learning ―will be a process of knowledge
building, of constructing and testing theories in real settings, a process that leads to genuine
understanding‖ (Gonzi, 2004, p. 29). Where there was a highly structured workplace
curriculum integrated into work practice, there could be less scope for the individual to
decide what constituted valuable learning (Garrick & Jakupec, 2000, p. 253). If the focus of
learning was too narrow in an organisation, then individuals could take control of their
portfolio to bypass their dependence on the organisation (Tosey & McNair, 2001, p. 106). It
was, however, possible that where there was no structure, but just ad hoc training events
(Anderson, 2007a, p. 98), the individual could have more choice, but what they learned could
be disconnected and of little long term value to them or their organisation.

There seemed to be conflicting views about situated learning and the value of learning in the
workplace, and the increasing reliance on ‗work readiness‘ and employability so employers
could minimise the development resources needed for new employees. The demand for work
readiness has resulted in an increasing emphasis on generic graduate attributes and
employability skills (Bridgstock, 2009; Charles Darwin University, 2010a; Department of
Education Science and Training, 2006; Gonzi, 2004; Precision Consultancy, 2007; Williams,
2005). There was also concern that employers were taking less responsibility for
development:

As employment has become more precarious and employer commitment to workforce
development has declined individuals of all ages have assumed greater responsibility for
planning and financing their own learning throughout their working lives (Anderson, Brown,
& Rushbrook, 2004, p. 240).
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This seemed to be in contrast to a picture of organisations controlling the learning in a
workplace through curriculum and work-based degrees. Garrick speculated that uses of workbased learning for performance and capacity-building was one of the ―principal reasons that
organisations and their managerial elites were clamouring for ‗worker/learners‘‖ (Garrick,
2000, p. 241). Haughey (2000, p. 25) also found organisations wanted new approaches to
developing professionals in a workplace that would be directly related to an individual‘s job.
Gonzi (2004, p. 22) provided another perspective on obligations of organisations; that
vocational and professional education has been undergoing change, resulting in: an increased
role of practical experience in educational programs; more substantial induction programs for
new recruits; and obligations on the part of professional and industry associations and
workplaces to participate in professional education. Kolb (1984, p. 206) suggested that
students who had experiential learning as part of their formal education were more likely to
be able to adapt to the workplace. The present study offers an opportunity to compare
employer perspectives about work readiness with how individuals felt about value of their
education and any previous work experience in preparing them for the workplace.
2.1.3 Learning cycles
The literature about learning principles and frameworks included discussion about learning
cycles. The diverse debate contributed to an understanding of how the learning environment
of early professional learners could change over time as they built knowledge and skills and
their work became more complex. While the literature presented different kinds of learning
cycles there were common threads about how learning cycles supported growth of knowledge
and capabilities. The cycles also shared elements of reflection cycles of action, experience,
reflection, change between theory and practice, education and research (Argyris & Schön,
1996; Borglund, Anderson, & Samuelsson, 2009; Foley, 2004; Kolb, 1984; MacKeracher,
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2004; Macleod, 2001; Marty, 2007; Noe, 2008). McGiveny (2006) identified a cycle of
moving from informal to formal learning, again to build in-depth knowledge or advanced
skills:

People start learning informally for a variety of reasons arising out of their immediate
interests, priorities and concerns. Although this learning may not be conscious or recognised,
it can lead to the identification of explicit learning interests and needs. At this point
individuals and groups are often ready to move into intentional structured learning activities
(McGiveny, 2006, p. 19).

MacKeracher (2004) described various learning cycles for learning in the workplace with
elements of how an individual might participate in experience, understand the experience,
reflect on their actions, consult with mentors and coaches and learn new information from
feedback. The discussions in the literature about learning cycles focused on the different
stages that make up the cycles but gave less attention on how long cycles might last. Kolb
(1984), however did link cycles of learning and working and recognised that there could be
many. Kolb argued that in light of the prospect of multiple changes to jobs and careers, ―it
makes more sense to distribute educational experiences throughout adult life‖ (Kolb, 1984, p.
207). The longitudinal nature of the present study provided an opportunity to investigate how
learning cycles were experienced by individuals and what factors could have influenced their
experiences at different stages, such as access to learning opportunities and changes in
employment. This study also provides an opportunity to find out how long it took for a
professional who might have regarded themselves as ‗new‘ to move to a stage or status that
was more like a mid-career professional. If the period was relatively short, then it could have
implications for career paths, and demand for more complex professional development, a
concern reflected by findings of a study on continuing education for archivists:
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Continuing education needs are changing. Although continuing education will still be needed
at a basic level, more advanced or specialized training will be needed in the future, as
individuals enter the profession with greater knowledge and skills acquired from graduate
education (Society of American Archivists: Principal consultant V. Walch, 2006, p. 432).

In concluding this brief review of the learning landscape as it related to the research, the
challenge for the data gathering process was to reach beyond traditional concepts of learning
and establish the many ways new professionals experienced learning. For a new professional
keen to apply their knowledge and understand their new work context, it was possible that
everything they did was regarded as learning, whether it was at work or through association
with professional colleagues. If this was the case, then the interviews could generate very rich
descriptions to compare and contrast against the literature.

2.2

Employment and career environment

The purpose of examining the literature about the employment and career environment was to
illustrate some of the issues a new employee may encounter. The discussion focuses on
factors that could influence opportunities for new employees in the information sector, such
as employment trends, performance management schemes and career prospects.
2.2.1 Employment trends
Employment trends for graduates in the literature provided context to understanding the
environment of newcomers as they entered or perhaps re-entered the workforce or were
continuing or changing their careers. Studies debated entry level salaries, retention, extent of
full time or part time employment and highlighted trends towards contract or more flexible
employment arrangements (Australian Public Service Commission, 2003, 2007a, 2008,
2009b; Bridgstock, 2009; Graduate Careers Australia, 2008; Hall, 1996; Society of American
Archivists: Principal consultant V. Walch, 2006; Taylor, 2008; The Senate: Finance and
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Public Administration References Committee, 2003; Williams, 2005). There were, however,
some issues identified in the literature that indicated a complex environment. In relation to
contract employment, McKeown and Hanley (2009) argued that:

The lack of research on contracted professionals is at odds with demand for their services.
While ever-increasing numbers enter contracting arrangements, there is still considerable
debate over why these moves are occurring and who benefits from them (McKeown &
Hanley, 2009, p. 300).

McKeown and Hanley (2009) also found wide variation in conditions of contract
employment:

Professional contracting arrangements vary from being a bridge to a viable career option for
the most able and ambitious to a transition on the road to more permanent employment or a
defensive move against unemployment which becomes a trap associated with job insecurity,
low earnings and periods of unemployment (McKeown & Hanley, 2009, p. 311).

In contrast, the focus on studies in the information sector appeared to be on whether
employment was full time or part time employment and how long before graduates obtained
positions after completing tertiary studies, with minimal or no reference to contract
employment (Hallam, 2008a; Heazlewood, et al., 2006; Knight, 2007; Pember, 2001, 2005;
Sanders, 2008). It was possible that the information sector was not following trends towards
more contract employment, or that the trend was not considered significant enough in the
literature to warrant discussion. Davies (2006) noted the increasing desire of flexible
employment options for young librarians. This was a change from attitudes in the past that
regarded contract employment as an temporary process for low level work while an
individual sought more permanent employment (Goulding & Kerslake, 1997). Holmes (2006)
reported that, in the museum sector, the first employment context for some new employees
was as volunteers as there were no paid positions available. There was also a perception that
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unpaid volunteer work was an essential criterion to achieving eventual paid employment. The
present study provides an opportunity to compare the employment environment of new
employees across several collecting institutions with the varying trends documented in the
literature. Were they achieving permanent positions or contract work, or did they start with
periods of volunteer work because there were no paid positions?
2.2.2 Personal development plans
The research participants were employed in public sector collecting institutions. It would be
expected that new employees in such institutions would have access to some kind of
performance development or performance management system (Management Advisory
Committee, 2001; Office of the Commissioner for Public Employment, 1998; State Library
of Victoria, 2005). Individuals could also develop their own plans to support continuing
professional development that were not necessarily linked to the workplace or part of a
formal system (Australian Library and Information Association, 2009b; Cossham, 2007;
Walker, 2008). These development plans had a variety of labels. For this research a generic
term ‗personal development plans (PDP)‘ has been used to cover self-directed and
organisation-based systems. The literature about organisation-based performance
management schemes focused on implementation, cycles, reviews, and how supervisors
managed the process and dealt with difficult staff (Delahaye, 2005; Genoways & Ireland,
2003; Krausert, 2009; Taylor, 2003; Wood, Zeffane, Fromholtz, & Fitzgerald, 2006).
Personal development plans could include learning and development components (Office of
the Commissioner for Public Employment, 1998; State Library of Victoria, 2005) or have
separate learning and development plans (Krausert, 2009; Noe, 2008).

There were some studies about how individuals experienced personal development plans
(Forrester & McTigue, 2004; Härtel, Gough, & Härtel, 2008; Kavanagh, Benson, & Brown,
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2007), but with less emphasis on experiences of new employees. Krausert (2009, p. 126ff)
asserted that new trainee managers should only have learning goals in their initial phase of
employment and no performance related appraisal. The learning goals would still be
appraised but the focus was on achieving skill development, not full productivity, which
Krausert (2009) contested was difficult while an individual was a trainee. In a study about the
initial implementation of a performance management scheme in a public sector organisation
Forrester and McTique (2004, p. 226) found significant dissatisfaction with the scheme, with
concerns expressed about the emphasis on form-filling, the lack of information and the
distrust that it engendered.

There was a need to undertake more investigation about how new employees navigated these
formal performance and development systems. While the schemes may not be new for the
organisation, they still need to be understood by employees (Forrester & McTigue, 2004, p.
226). The research offered an opportunity to find out about individual perspectives of the
purpose and value of such systems or programs, given the different approaches in the
literature. The research does not address the role of performance management or personal
development plans for performance and productivity but, rather, how they support
development from the perspective of the individual.
2.2.3 Career development
With regard to career options, the literature in the information sector focused on specific
pathways such as careers in archives, libraries or museums rather than across the information
sector or in different kinds of collecting institutions (Abasa, 1995; Davies, 2006; Hernon, et
al., 2003; Holmes, 2006; Holmes & Hatton, 2008; Marty, 2005; Pederson, 1999). There were
dilemmas facing the information sector that could impact on the career opportunities for new
employees, including low turnover, low pay, and an equal perception about difficulties in
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attracting suitably experienced or qualified professionals (Davies, 2006; Hallam, 2008a,
2008b; Holmes & Hatton, 2008; Knight, 2007; Prins & de Gier, 1995; Schmidmaier, 2008;
State Library of Western Australia, 2004). These perceptions were proven in a pay equity
case in the Industrial Relations Commission of New South Wales, Australia in 2002, in which
the Statement of the Full Bench recorded:

We also find that not only has the work of librarians, library technicians and archivists been
historically undervalued but also that there has been significant increases in the last decade or
so in the work, skill and responsibilities of such employees that has not been properly taken
into account in fixing their rates of pay (Industrial Relations Commission of New South
Wales, 2002, Clause 5).

Davies (2006, p. 12) highlighted perceptions of young librarians: that they were not fixed to
jobs, organisations or professions. Studies of students undertaking archival qualifications
revealed interest in collections and disciplines rather than in high salaries (Duff, et al., 2006;
Yeo & Ander, 2008). It would be valuable to build on the results of that research to explore
how career paths and options in collecting institutions emerge through the eyes of new
employees – what they saw as options and obstacles, what they thought their employment
prospects and career options were and what they thought they had to do to achieve them. It
would also be valuable to find out what motivated them as they made decisions about their
careers.

Debate in the literature about protean careers also provided context to possible career
expectations of new employees (Bridgstock, 2005; Hall, 1996; Hesketh & Allworth, 2003;
Krausert, 2009; Noe, 2008). The concept of a protean career has had a long history
(Bridgstock, 2005, p. 41), but there was increasing recognition that it encompassed a very
different approach to how individuals manage their learning. Protean careers focused on the
individual, not the organisation in which they might be working at any particular time. It was
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about self-managing and self-directing personal choices and being motivated, rather than the
traditional linear or hierarchical career path:

We are in an era of do-it-yourself career management which challenges individuals to play a
greater role in constructing their own career development; workers are encouraged to act as
free agents, developing personal enterprises and marketing personal skills. Individuals must
increasingly focus on employability rather than job security, and must learn skills that assist
them in taking responsibility for the direction and evolution of their own careers (Bridgstock,
2005, p. 41).

Krausert (2009, p. 98) also argued that, instead of job security with an organisation,
professional contractors who engaged with a protean career found job security in their own
skills. Yeo and Ander‘s (2008, p.180) study revealed mixed feelings about contract work, but
acceptance that short-term contracts were a way of testing the field for a few years. There
was a concern that longer term contracts might not be desirable if the job was not
satisfactory. The prospect of continually moving as short-term contracts came to an end was
also seen as not desirable. Overall, however, contract work was accepted as a positive start to
a career.

As discussed in Chapter 1, collecting institutions could have archival, gallery, library or
museum roles in varying combinations, so it was possible that new employees could be
exposed to different disciplines, and change their areas of interest and therefore career
pathways. Also, as will be discussed shortly in this chapter, there are multiple perspectives in
the literature about convergence, with the growing complexity of managing digital
information, as records, archives, objects or collections. This could blur the traditional
separation between the multiple professions that work with collections and could result in
more movement between them by employees.
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Trends in contract employment, the focus on employability and growing recognition of
protean careers could influence, to a greater or lesser extent, the career prospects of new
employees and opportunities to build their skills and knowledge. The present study has
offered an opportunity to build on the literature about how individuals experienced these
trends in employment and what, if any, evidence there might be about contract employment
in the information sector.
2.2.4 Professional knowledge landscape
Further to the characteristics of collecting institutions (Birtley & Bullock, 2008; Currall, et
al., 2004) and the disciplines relating to them that were explored in Chapter 1 of this thesis,
the discussion about the professional knowledge landscape concentrates on how the various
disciplines inter-relate or connect. This provides a context to the education and experiences of
information professionals once they start working in collecting institutions. It is outside the
scope of this research to fully document the nature of the information or collecting disciplines
and the detailed roles and responsibilities of different collecting institutions. Firstly, the
discussion highlights issues associated with the inter-relationship of the disciplines. Secondly,
the discussion illustrates issues across the information sector about education programs. The
final area of discussion explores how professional knowledge frameworks provide context to
the learning environment of information professionals.
2.2.5 Disciplines and professions relating to the information sector
Chapter 1 illustrated that collecting institutions encompass disciplines of archival science,
gallery and museum studies, and library and information management. This indicated that an
information professional starting out in a collecting institution could be introduced to
different disciplines and bodies of knowledge. The following discussion illustrates some of
the similarities and overlap in responsibilities of archivists, curators and librarians working in
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collecting institutions. For example, through comparing Duff and Fox (2006) and Summerrell
(1999) from the archives field with Locknar and Vine (2001) from the library field, it was
evident that there were common issues facing reference services in archives and libraries.
Bady (2000) highlighted the value of students of heritage studies having cross-disciplinary
internships. Studies showed how different disciplines were reflected in the work of collecting
institutions, such as an archival collection in a library (Anderson, Arndell, & Sten, 2009;
Coombes, 2009; Russell & Winkworth, 2009; Waller, 2009).

There were also examples of archives, galleries, libraries and museums that were combined
in an organisational structure (Bak & Armstrong, 2008; Birtley & Bullock, 2008; Knight,
2007). Other studies compared the responsibilities of archivists, curators and librarians which
overlap and similarities in responsibilities (Pederson, 2005; Schwirtlich, 1987). There was
evidence of synergies in the ethical standards in the information disciplines (Iacovino, 2002;
Sturges, 2009). There were similarities in how archives, galleries, libraries and museums
developed exhibitions, especially in an online environment (Carroll, 1991; Kalfatovic, 2002),
undertook advocacy and outreach (Pederson, 2008; Tran & King, 2007) and managed
collections (Bettington, Eberhard, Loo, & Smith, 2008; Corrall & Breweton, 1999; Genoways
& Ireland, 2003). Representative organisations that have existed at various times, also aimed
to reflect the synergies between the disciplines in the information sector (Birtley & Bullock,
2008; Collections Australia Network, 2010; Institute of Library and Museum Services, 2009;
Museums Libraries and Archives Council, 2010).

The similarities and overlaps at this operational level are not disputed in the literature. At a
much higher level is a debate about convergence of the disciplines themselves. Studies about
managing digital collections also generated debate about the extent of collaboration, the need
for professionals to understand other fields and the extent of convergence of theory and
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practice (Algate, 2008; Bak & Armstrong, 2008; Benfell, 2007; Birtley & Bullock, 2008;
Borglund, et al., 2009; Cherrie, 2009; Ferguson, Hider, & Lloyd, 2008; Macleod, 2001;
Marty, 2006, 2007, 2008; Myburgh, 2008; Yakel, 2007). There were concerns that too much
convergence would result in essential and distinct professional principles not being
understood and domains losing their identities (Bailey, 2007; Currall & Moss, 2008). The
arguments for separate identities was especially reflected in maintaining specialist
components of archives, library and museum education programs (Anderson, 2007a; Birtley
& Bullock, 2008; Cook, 2006; Currall & Moss, 2008; Procter, 2005, 2007). While taking
such concerns into consideration, the evidence of how the disciplines interacted and shared
challenges in theory and practice, illustrated a rich, diverse and collaborative working
environments. The question for the present study was how information professionals made
sense of the different disciplines as they engaged in their work in collecting institutions.
2.2.6 Education in the information disciplines
The literature identified similarities and overlaps in the education programs conducted by
educational institutions that supported working in collecting institutions. For this thesis, the
discussion focuses on issues debated in the literature, rather than describing the many
programs provided at vocational and higher education levels. Such courses change over time
and the components would differ for each individual.

Apostle and Raymond (1997), and Cox (2005) both debated the dilemmas facing traditional
library and archival professions respectively, with the growth of ‗information management‘
qualifications. Upward and McKemmish (2006) recognised the dilemma facing education in
the information landscape:
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Educators teaching in any information related field today are faced with a horizontal versus
vertical challenge—whether to integrate or specialize. There is always the danger of turning
out people with a good understanding across the field, but limited specialized professional
knowledge and skill sets, or with extensive specialized knowledge and skill sets but limited
understanding and capacity to apply them in the context of the broader information landscape
(Upward & McKemmish, 2006, p. 219).

Other studies identified issues in education programs in the information disciplines (Bastian
& Yakel, 2006; Ferguson & Hider, 2006; Ferguson, et al., 2008; Tibbo, 2006). There was a
debate about the content and future of education programs in the information sector and also
how they supported employment prospects (Eastwood, 2006; Guercio, 2005; Heazlewood, et
al., 2006; Macleod, 2001; McVicker & Murphy, 2006; Pember, 2005; Sanders, 2008). There
was also concern about the gaps in education programs that were needed to support the
professions (Ammons-Stephens, Cole, Jenkins-Gibbs, Riehle, & Weare, 2009; Baldwin &
Ackerson, 2006; Hider, 2006; Holmes & Hatton, 2008; Tran & King, 2007). With the
diversity and the possibility of future re-alignment of programs, it was evident that there were
multiple pathways into the information professions. No one program was likely to cover all
the knowledge of one discipline, and none would have the same content or focus over time.
The present study seeks to find out how information professionals believe their formal
qualifications equip them for working in collecting institutions and understanding the
different disciplines within them.
2.2.7 Professional knowledge and competency frameworks
One of the characteristics of a discipline or profession was a body of specialist or domain
specific knowledge (McDonald, 1995; Pember, 2007). A wide range of statements of
knowledge, competencies or standards codified this specialist knowledge in the information
sector. Some also gave attention to more generalist or generic knowledge, skills,
competencies or attributes. Terminology varied between the disciplines but the overall
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purpose was to define knowledge and skills to work effectively and support future challenges.
Statements reflected the body of theory and practice of a profession or discipline which grew
out of research:

One indicator of a profession is a body of domain-specific core knowledge and theory. This
body of knowledge or theory base in turn is founded on a reiterative process of rigorous
research and theory development (Pember, 2007, p. 6).

Examples of domain-specific descriptions that would be applicable in the information sector
include the: ‗Statement of Knowledge for Recordkeeping Professionals‘ developed jointly by
the Australian Society of Archivists and the Records Management Association of Australasia
(ASA/RMAA Joint Education Steering Committee, 2006); the recordkeeping competency
standards in the ‗BSB07 Business Services Training Package‘ (Innovation and Business
Skills Australia, 2008) ; ‗The Library and Information Sector: Core Knowledge, Skills and
Attributes‘ (Australian Library and Information Association, 2008); ‗CUL04 Museum &
Library/Information Services Training Package‘ (Innovation and Business Skills Australia,
2004); ‗Records and Information Management Core Competencies‘ by the American Records
Management Association (ARMA International, 2007) and the ‗National standards for
museums and galleries Version 1.0‘ (National Standards Taskforce, 2008). The Special
Libraries Association (2003, p. 2) developed a set of competencies for the information
professionals working in libraries, museums, galleries and archives. These knowledge
statements and competency frameworks also cover wider or generic attributes that are not
restricted to just the information sector. Other frameworks that are not discipline or domain
specific could also guide learning and development from an individual or institutional
perspective (Australian Public Service Commission, 2004).
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These statements or descriptions supported the disciplines in multiple ways: for research,
design and accreditation of educational programs; and for individual professional
development. They could also be used to determine what skills or capabilities were needed
for that next challenge, such as a promotion, new project or movement to a different area.
With the need to renew skills and knowledge after only three to four years (Anderson, 2007a,
p. 95; Cossham, 2007, p. 6), it was possible that an information professional would soon be
investigating options for further study or development. Statements that reflected the body of
knowledge of disciplines as it changed through research and practice could assist individuals
in understanding their areas of interest and therefore choice of development opportunities.

The brief reference to these statements in this review is to recognise that they formed part of
the professional knowledge landscape for the information sector and could be used by
individuals to understand the broader context of their work and to plan their future
development. The researcher has explored the role of descriptions of knowledge and
competencies in more depth than could be undertaken here (Hoy, 2004, 2007, 2008a).

In summarising this discussion about the professional knowledge landscape, it was identified
that information professionals working with collections are not bound by one body of
knowledge, but several that are inter-related, connected and possibly converging in some
areas. With the increasing complexity of the domains of knowledge, it is essential to
understand how a professional who might have had qualifications and experience relating to
one domain or discipline might need to understand and navigate other domains as they work
on different aspects of collections. The research study sought to expand understanding of how
they experienced the different domains in collecting institutions, given the possibility of
undertaking different roles over time.
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2.3

Learning and development

The literature about learning and development in the education and information sectors is
extensive and this overview is not able to do justice to the full body of literature. The learning
and development discussion was divided into three main areas that would be most relevant to
early professional learners. Firstly, internships, volunteer work experience and induction
were addressed. What these have in common is that they were regarded as a way to prepare
for the workplace and individuals were referred to as ‗learner workers‘. Secondly, the range
of learning options in the workplace and professional context were discussed. The term
‗continuing professional development‘ was chosen to cover the operational learning and
continuing education that a new professional might have undertaken. The third area discussed
a learning pathways and outcomes model that emerged out of the literature review. It drew
together the components of learning in an educational context, learning at work and through
professional development.
2.3.1 Internships, volunteer work experience and induction
Learning in preparation for work was described in the literature in many different ways.
Programs linked to an educational qualification and involving a student, employer and
educational institution were described as internships, practicum placements, work-based
learning, field placements, work-related projects or practice-based education. Individuals
were referred to as internees or learner workers. For this research, the term ‗internship‘ has
been used. Internships provided opportunities to test theory, knowledge and skills in a
practical setting and to undertake practical experience. Induction programs and volunteer
work experience were also described in the context of the learner worker, so are being
discussed together.
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Work-based learning as part of educational qualifications supported the process of preparing
for work or learning how to work in some way, and also working in a new environment
(Charles Darwin University, 2010b; Garrick, 2000, p. 242; Gonzi, 2004, p. 32; Haughey,
2000, p. 27; Williams, 2005). Reidy (2006) in a publication about internships, used the term
‗Learning to Work‘ as the main title. These learning environments included gaining
familiarity with the workplace, applying knowledge acquired in a different setting and
developing new relationships.

Programs that described internships or work-based learning programs were well documented
in the literature, explaining roles, aims and processes (Alderman & Milne, 2005; Baird, 1996;
Bastian & Webber, 2008; Bridgstock, 2009; Holmes, 2006; Lee, 2009; Powerhouse Museum,
2010; Reidy, 2006; Universities Australia, 2008). Internships were more likely to be formally
organised if part of an educational qualification (Alderman & Milne, 2005; Bastian &
Webber, 2008; Reidy, 2006; Universities Australia, 2008), but could also be organised
independently of an educational institution. For example, Bastian and Webber (2008)
described internships as part of a formal archival educational qualification, but also described
internships as paid (including scholarships) or unpaid work experience undertaken during
study break or upon completion of qualifications. One museum offered short-term internships
for skill development of museum employees in regional areas who might be paid staff,
students or volunteers (Powerhouse Museum, 2010). If unpaid, it would be similar to
volunteer work experience described by Holmes (2006), by Howlett, Machin, and Malmersjo
(2005) and Ray (2009). In a variation of internships, but still for formal study, the Society of
Archivists required students enrolling in accredited qualifications to undertake work
experience prior to commencing study. It could have been paid or unpaid, but unlike the more
formal internships attached to educational qualifications, there was no formalised program or
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assessment. There were, however detailed guidelines on the objectives and processes of work
experience, demonstrating that it was regarded as a fundamental component of a qualification
(Forum for Archives and Records Management Education and Research, 2003).

Bridgstock (2009) and Universities Australia (2008) placed particular focus on the increasing
importance of internships to make graduates more ‗work ready‘ in any field. There were also
arguments that no matter how much experience or qualifications a new employee had, there
still needed to be some familiarisation with the processes, systems and culture of the
organisation, a process often started with induction or orientation (Anderson, 2007a; Billett,
2000; Omidsalar & Young, 2001; Parry, 1993).

Induction or orientation processes were also well documented in the literature and provided
information about programs and reasons why induction was essential for new employees
(Omidsalar & Young, 2001; Parry, 1993; Reidy, 2006; Sanders, 2004; Sykes-Berry &
Reynolds, 2001). The focus, however, appeared to be on how organisations should implement
induction programs. Parry (1993) described multiple approaches and presented options that
could make up an ideal program for a supervisor or manager to develop for a new individual
starting in a library. Reidy (2006) found students reported that ―all inductions, even those that
the students found enjoyable or interesting, were depicted as directive, top-down operations‖
(p. 92). In contrast, Omidpalar and Young (2001) presented induction and orientation advice
from the perspective of the new professional in a library setting, recognising the need for the
individual to take control of their induction. Motteram and Forster (2005) also considered
individual perspectives in a study of lessons learned from student experiences of induction
into an online learning environment. New employees working in the Australian Public
Service also had the opportunity to manage their own induction through an online program
(Australian Public Service Commission, 2009a). Studies about graduate development
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programs provided insight into how new graduates experienced their initial learning
environments (Australian Public Service Commission, 2003; Bridgstock, 2009; Connor &
Shaw, 2008; Jenner, 2008; Little, 2008; Shaw & Fairhurst, 2008; Taylor, 2008).

For both internships and induction, the literature paid particular attention to the importance of
relationships in this environment of preparing to work, concentrating on supervisors, buddies
and mentors (Alderman & Milne, 2005; Bastian & Webber, 2008; Lee, 2009; Motteram &
Forrester, 2005; Omidsalar & Young, 2001; Parry, 1993; Reidy, 2006; Sanders, 2004).
Bastian and Webber (2008) in particular emphasised the mentoring role of the supervisor in
internships:

Mentoring is such a vital aspect of internship supervision that it deserves separate
consideration. It may be the most valuable contribution that supervisors can make to an
intern‘s education (Bastian & Webber, 2008, p. 42).

Parry (1993, p. 1) believed that the most important reason for induction was to establish a
positive relationship between new employees and their employer. The discussion by Reidy
(2006, pp. 55-96) about the initial phase of students in work placements or internships
revealed mixed experiences and emotions, from readily fitting in and getting on with the
work to a feeling of inadequacy and alienation. Sanders (2004, p. 159) argued that a negative
induction experience can take many months to overcome and could lead to staff leaving.

Student volunteer or work experience activities are also ways to learn professional knowledge
and prepare for work. These activities could be undertaken by: students; recent graduates
while they were looking for formal employment; or individuals at any career stage wanting to
see if a career in the field was what they were looking for. Discussions in the literature,
however, focused on volunteering work in the collecting sector by community or not-forprofit organisations, rather than on work experience to gain employment or build knowledge
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(Deslandes, 2007; Deslandes & Rogers, 2008; Genoways & Ireland, 2003; Museum of
Applied Arts and Sciences, 2009; National Archives of Australia, 2009; Powerhouse
Museum, 2010; State Library of Victoria, 2009; Stine, 2008; Todaro & Smith, 2006). While
not discussed in detail, the value of volunteers seeking work experience for development and
work readiness was recognised, however:
Anecdotal evidence from volunteers‘ managers across the public and not-for-profit sectors
suggests that volunteering is often seen by younger people as a valued form of work
experience. The Library expects to make a sound contribution to young people‘s skill
development and employment readiness (State Library of Victoria, 2009, p. 44).

Holmes (2006) examined the volunteer work programs of graduates of museum studies and
identified a lack of literature about this topic. Other studies captured experiences of
individuals undertaking work experience in archives, libraries and museums, but recognised
they were only a small proportion of the total number of volunteers in the collecting sector in
the United Kingdom (Howlett, et al., 2005; Ray, 2009). The present study provides an
opportunity to assess whether new professionals in collecting institutions were involved in
volunteer work as students and, if so, what they see the value to be for them, for educational
and future employment purposes.

Also less documented in the literature were accounts of how individuals experienced
internships, inductions or work experience and how much they influenced later employment
and career choices. There were descriptions of internship activities but limited reflection
upon their value once the individuals had started working. The interview schedule for the
research study provided several opportunities for comment on experiences of internships,
being a volunteer or involvement in an induction. It was possible that the research
participants had undertaken internships, worked as volunteers for educational or employment

40

Chapter 2: Literature review

purposes and had been through an induction in their new workplace. Some might have
experienced more than one of these activities. There was no certainty that the research
participants had undertaken internships or volunteer work. There was more likelihood that, as
new employees, the participants would have had some kind of induction or orientation
experience.
2.3.2 Continuing professional development
Continuing professional development was regarded in the literature as a process for building
skills and knowledge to meet tomorrow‘s challenges, and to move beyond learning the
operational tasks of the workplace. For an employee embarking on their first position in a
collecting institution, it could be argued that all learning contributes to building skills and
knowledge, so all their learning could be described as continuing professional development.
For this research, continuing professional development encompassed the operational learning
that a new employee would need for the initial introductory phase, and beyond to more
challenging development. Crockett (2007) defined continuing professional development as:
A regime of training, research and contribution in the individual‘s own professional arena
which aims to update, expand and enhance skills, knowledge and expertise. The goals are to
ensure currency of knowledge and skills and competency, to gain confidence, to be able to
perform more difficult roles and sometimes to move into a new role or job altogether
(Crockett, 2007, p. 47).

Professional learning was about updating skills and knowledge, looking to the future and
planning for more complex or new roles. Cossham (2007) argued why it was essential to
update skills and knowledge:

However, nothing stays the same for very long; professional knowledge needs regular
updating. The shelf life of an information management qualification has been estimated at
between three and five years. Continuing professional development is essential in this fast-
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changing environment. It is not possible to be a professional without both education and
continuing professional development. Any professional needs to know the theory as well as
the practice of their discipline; they need to know how to apply the theory in practice, and
they need to know the principles (Cossham, 2007, p. 4).

There was extensive literature in the information sector that provided advice on strategies that
could support professional development (Alderman & Milne, 2005; Algate, 2008; Bastian &
Webber, 2008; Block & Kelly, 2001; Cossham & Fields, 2006; Crockett, 2007; Holmes &
Hatton, 2008; Jordan & Lloyd, 2002; Long & Applegate, 2008; Marty, 2006; Murphy &
Calway, 2008; Pember, 2005; Sanders, 2004; Walker, 2008; White, 2001). In addition to
further formal qualifications, examples included: short courses, seminars, developing
mentoring relationships, supervising student internships or work placements, field trips,
reading, unstructured on-the-job training, fellowships, contributing to journals through book
reviews, peer-reviewing articles and writing articles and reports, speaking at conferences,
reflective learning, research and competency-based training. Avenues for professional
development included workplace activities, further formal study, practitioner research and
engagement with professional associations.

Major research studies across the information sector reported similar activities and avenues
for professional development (Hallam, 2008a, 2008b; Institute of Library and Museum
Services, 2009; McShane, 2001; Society of American Archivists: Principal consultant V.
Walch, 2006). A study by the Society of American Archivists (2006, p. 481) found a
preference for short courses, on the job training and self-directed development over longer
term programs such as internships, fellowships, and degree programs. This preference for
short courses was also noted by Cossham and Fields (2006, p. 245). Anderson (2007a),
however, argued against a reliance on particular strategies:
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Thus, while training for continuing professional development of graduation is an essential
component of lifelong learning, an unstructured aggregation of short courses alone is unlikely
to lead to the development of well rounded professionals (Anderson, 2007a, p. 98).

Some professional associations had continuing professional development schemes that
required participation in a wide range of categories to guard against singular approaches to
strategies (Australian Library and Information Association, 2009b; Records Management
Association of Australasia, 2009a). There was, however, some concern in the literature about
gaps in the professional development available, such as collection management, management
skills, leadership and educators working in collecting institutions (Ammons-Stephens, et al.,
2009; Baldwin & Ackerson, 2006; Holmes & Hatton, 2008; McShane, 2001; Tran & King,
2007). Reidy (2006) found that learning was not always a straightforward process. While
discussing learning during internships, her remarks would appear to apply equally to the early
years of professional learning in the workplace:

Learning is as much about identity as expertise and that belonging and becoming within
workplaces, their professional networks... can be either happy or hazardous processes (Reidy,
2006, p. 184).

The literature provided extensive evidence of professional development activities on offer in
the workplace through educational organisations and professional associations. With such
choice, how did new employees avoid unstructured learning that could be detrimental to
development, as argued by Anderson (2007a, p. 98)? Linking changing work responsibilities
over time to different levels of complexity of professional development could guard against
the concerns raised by Anderson. As suggested by the researcher (Hoy, 2009), there were
ways to structure professional development, to ensure that development matched the
changing context, including when it might be appropriate to return to formal study.
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There were mixed messages in the literature about issues associated with leadership training
or development, which could have implications for supervisory relationships. Across the
archives, gallery, library and museum disciplines, issues were identified about recruitment,
retention, professional development and leadership (Baldwin & Ackerson, 2006; Crockett,
2007; Hernon, et al., 2003). Baldwin and Ackerson (2006, p. 351) conducted a study about
potential gaps in leadership levels in museums in the United States and found that mid-career
training for leadership was sparse. Holmes and Hatton (2008) found evidence for attention to
leadership training in the museum sector in the United Kingdom but little for management,
which included staff development. Crockett (2007) found similar gaps in the management
training for the archives and records management fields in the United Kingdom. Hallam
(2008b) found some inconsistencies in attitudes towards leadership training and qualities by
Australian librarians. Knight (2007) examined issues about workforce planning in Australian
public libraries. While not mentioning supervision or leadership in particular, Knight (2007)
identified the need for recruitment and retention programs to attract future employees in the
face of a large cohort of retiring librarians.

Jordan and Lloyd (2002, p. 240) recognised that first time supervisors may not have had any
prior experience in supervision, but were expected to develop others. If trainees found that
their supervisor could not help them (Jordan & Lloyd, 2002, p. 241), they would look to peers
for advice and the organisation might have to face the implications of a hostile working
environment:

However, the supervisor must be careful to check that peer group learning is conveying
helpful attitudes, and not the opposite. It has been known for new members of staff to be
socialized by the co-workers into hostile attitudes (Jordan & Lloyd, 2002, p. 243).
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Lack of attention to the development of people skills was also reflected in a study about
continuing professional development needs of librarians: ―It appears that managers want their
staff to be effective in their current work, while individuals appear to be also looking for an
advancement of their careers‖ (Fields & Cossham, 2006, p. 11). Pederson (1999) found the
typical archivist in Australia was a guardian with strong relationship attributes, but the study
did not consider development issues.

The present study sought to address how individuals navigated their way through a potential
array of activities, through workplace, study or professional contexts. What kinds of
professional development did they undertake and value? What happened if they did not have
access to opportunities to build their knowledge and skills? Through following the work and
learning experiences of 16 individuals over a two year period, the study was an opportunity to
learn how professional development opportunities changed over time and identify short-term
and long-term pathways.
2.3.3 Learning pathways and outcomes model
With such variety of choice, it is not always a straightforward process for information
professionals to map out what they have achieved and what might be relevant at a particular
stage of their professional growth. It would seem essential, however, to keep thinking about
whether it is time to explore more theory, obtain a particular skill or if more experience of
specific processes was needed. Using the extensive literature about learning and development
in the information sector, the researcher developed a learning pathways and outcomes model
(referred to as the Learning Model) that could help information professionals to select
learning strategies within the workplace, through study or through professional communities.
An initial version of the model was included in a discussion by the researcher about
professional development in archival institutions (Hoy, 2004, p. 23). The Learning Model
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presented below was revised as the literature review was extended. The model was based on
scenario planning techniques where multiple options could be plausible, at any one time and
over time, as environments and expectations changed (Slaughter, 1999, p. 262). Kolb (1984,
p. 215) and MacKeracher (2004, p. 84) used a similar construct with axes showing the range
of concepts or experiences relating to learning cycles and learning styles. Tait and Knight
(1996, p. 3) also used a similar construct in defining different types of independent study.

Figure 2.1 shows the Learning Model with two axes as the key variables in the kinds of
learning strategies that could be undertaken. The learning outcomes axis moves from
demonstrated performance or competence for current needs through to adaptive skills and
knowledge and capabilities for future challenges. The learning paths axis moves from the
more operational learning and on-the-job training, through to formal qualifications or
completion of intensive development programs. Four quadrants contain descriptions or
narratives of different learning strategies.
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Figure 2.1: Learning pathways and outcomes model for the information professions

Learning pathways and outcomes model
A. Competency-based learning

Current needs

B. Operational learning

Accredited vocational qualifications

Induction or orientation

Traineeships: work & vocational

Meetings, short courses
Learning

Tertiary competency assessment

Recognition of prior learning

Volunteer projects
On-the-job training
Instruction in new systems
On the job

Accredited study
outcomes

Intensive in-house or partnered
programs
Cadetships: work & undergraduate

Mentoring relationships
Professional associations

Reading circles

Internships or work placements

Writing and delivering papers

Tertiary or postgraduate studies

Communities of practice

Residentials, Institutes, Fellowships

Practitioner research projects

D. Externally-directed learning

Future
challenges

C. Reflective learning

The examples in each of the quadrants were not mutually exclusive as the outcomes were
dependent on the setting. For example, work placements as part of formal qualifications
could be for competency-based learning (Williams, 2005) or for a higher education degree
where the focus was on applying theory to practice (Alderman & Milne, 2005; Bastian &
Webber, 2008).

Quadrant A, Competency-based learning, covers accredited, assessed learning that focuses on
demonstration of performance of current practice. Examples include apprenticeships,
traineeships, work placements as part of vocational qualifications and observation of
workplace activities. These could be organised by the workplace or professional associations.
The literature about competency-based learning and standards focused on the vocational
education sector, but also addressed issues about the ability of competency-based learning to
extend thinking beyond current responsibilities and for higher education (Allan, 1999;
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Chappell, Gonzi, & Hager, 2000; Murphy & Calway, 2008; Picot, 2001; Tait & Knight,
1996; Williams, 2005; Williamson, Bannister, & Schauder, 2003). Government organisations
and professional associations both develop competency standards which are intended to
support consistent measurement of performance or help define training programs (ARMA
International, 2007; ASA/RMAA Joint Education Steering Committee, 2006; Australian
Library and Information Association, 2008; Department of Education Science and Training,
2006; Innovation and Business Skills Australia, 2004, 2008; International Council on
Museums, 2009; Special Libraries Association, 2003). Elsewhere, the researcher has noted
different interpretations of competency frameworks (Hoy, 2007, 2008b).

Quadrant B, Operational learning, covers training strategies conducted through in-house
programs, including induction or orientation, with some external short courses. Volunteer
work experience programs appeared also to be about learning the day-to-day tasks in a
collecting institution. Examples of programs or activities undertaken at this operational level
were well documented in the literature (Australian Public Service Commission, 2010; Billett,
2001; Eraut, 2004; Goulding & Kerslake, 1997; Holmes, 2006; Howlett, et al., 2005; Hughes,
2004; Jordan & Lloyd, 2002; Lee, 2009; Lizzio, et al., 2009; Marty, 2005; Noe, 2008;
Omidsalar & Young, 2001; Parry, 1993; Ray, 2009; Sanders, 2004; Sykes-Berry & Reynolds,
2001; Wallace, 2009).

Quadrant C, Reflective learning, includes strategies that develop knowledge and capability
beyond the requirements of current responsibilities. These strategies could take place at work,
or through a professional association or community of practice. Learning could be collective
and collaborative, undertaken on an informal basis such as through mentoring relationships,
or through structured events such as presenting papers at conferences (Algate, 2008; Baldwin
& Ackerson, 2006; Cherrie, 2009; Crockett, 2007; Holmes & Hatton, 2008; Long &
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Applegate, 2008; Rolfe-Flett, 2002; Summerrell, 1999; Walker, 2008; White, 2001; Zachary,
2005).

Quadrant D, Externally-directed learning, includes formal education programs or structured
intensive development programs. Strategies focus on higher order learning and academic
research to extend and challenge knowledge, theory and practice in a structured or organised
setting. There was a wide range of examples of externally-directed learning in the literature
(Alderman & Milne, 2005; Anderson, 2007a, 2007b; Apostle & Raymond, 1997; Bastian &
Webber, 2008; Cox, 2005; Eastwood, 2006; Guercio, 2005; Hider, 2006; Lilley, 2003;
Macleod, 2001; National Archives of Australia, 2009; Ohara, 2006; Reidy, 2006).

The value of the model to plan and prioritise professional learning was further tested through
mapping the experiences of the individuals involved in the research. Being able to follow
their activities over a two year period increased the potential for their activities to be mapped
to all four quadrants of the model. Also, their experiences could have been quite different
from those reflected in the literature. The findings of the mapping process are included in
Chapter 7 on the conclusions.

2.4

Relationships in workplace and professional contexts

One interest of the present study was to identify the kinds of relationships that information
professionals might encounter in new positions and how such relationships supported their
learning experiences, as emphasised by Noe (2008):

Changing expectations that employers and employees have for one another (referred to as the
psychological contract) have caused more emphasis to be placed on using job experiences and
relationships for learning, than formal training courses and seminars (Noe, 2008, p. 407).

49

Chapter 2: Literature review

The literature review for this study focused on relationships as sources of learning and
support. Four main kinds of relationships were identified in the literature and highlighted for
further attention, though these relationships are not mutually exclusive. They are:
supervisory; mentoring; workplace groups and teams; and relationships with professional
communities or associations. The discussion then presents a matrix of the levels of support
information professionals might encounter in those early stages of employment.
2.4.1 Supervisory relationships
This study did not seek to debate the merits of the literature about how supervision fits within
organisational structures or the different concepts and practice associated with the role of
supervision. Rather, the study looked for evidence about how relationships between new
information professionals and their supervisors supported learning.

Supervisory relationships were well documented in the organisational development literature;
debating roles of supervisors to ensure productivity and the conflicts and challenges between
the role of the supervisor as a manager ensuring productivity and performance; and, on the
other hand, as a facilitator of learning, a learning practitioner or a mentor (Billett, 2000;
Boud, 2006; Brennan, 2003; Eraut, 2004; Hughes, 2002; Lizzio, et al., 2009; Noe, 2008;
Taylor, 2003; Zachary, 2005).

Supervision was also debated in the literature relating to the information sector from the
perspective of the supervisor or organisation (Borin, 2001; Genoways & Ireland, 2003;
Goulding & Kerslake, 1997; Jordan & Lloyd, 2002; Lee, 2009; McShane, 2001; Parry, 1993;
Sanders, 2004). Jordan and Lloyd (2002) also considered the individual when discussing the
impact of poor supervision in libraries and how it related to effective personal development
plans and motivation. A study by Marty (2005) about employee views concerning careers in
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museums missed an opportunity to discuss roles of relationships as sources of learning in
addition to the focus on training courses. Some studies, though not necessarily in the
information sector, considered the perspectives of those being supervised, including: how
student interns viewed their supervisors (Reidy, 2006); how new employees undergoing
mandatory professional supervision learnt from their supervisors or tutors (Lizzio, et al.,
2009; Williams, 2003); and new and mid-career employees‘ perceptions of informal learning
in the workplace, which included impressions of supervisors (Boud, 2006; Eraut, 2004;
Hughes, 2004).

Varying levels of support and challenge by supervisors for workplace learning were debated
by Alderman and Milne (2005), Eraut (2004), Lizzio et al. (2009) and Reidy (2006). Eraut
(2004, p. 266) identified an element of confidence to achieving a learning environment and
Lizzio et al (2009, p. 146) identified openness and trust as critical for new professionals to be
motivated to learn. In terms of providing support and challenge, Reidy (2006) illustrated the
diversity of views about supervisory relationships from the perspective of student internships:
The perception that the supervisor was ‗very professional‘ or ‗had a really good knowledge‘
about her professional area, was extinguished by the anxiety that each student experienced
when the supervisor was physically absent or lacked the ongoing, readily accessible presence
of a committed mentor or advisor (Reidy, 2006, p. 108).

In contrast, where there had been a good supervisory relationship:

The most important outcomes of the best supervisory relationships are neither equipment nor
resources, but the essential trusting conversations that enable students to ask for advice,
discuss difficulties and set up the trusting spaces necessary for risk-taking and
experimentation that so often accompany deep and lasting learning (Reidy, 2006, p. 126).

Hughes (2004) identified another dilemma in the role of supervisors and learning which
could present difficulties for new employees. Hughes found that even if employees had good
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supervisory relationships they still looked beyond to peers and colleagues for learning
support and guidance. On the other hand, if employees believed there was a risk that the
supervisor might not think they were competent, they would look elsewhere, a view
confirmed by Boud (2006). How would new employees face this potential dilemma when
everything was new but they were afraid to ask for help? There needed to be a better
understanding of which avenues new employees could seek. The relationship between
learning and trust emerged from several authors and would appear to be an essential
combination for new employees. Unless there was an element of trust, employees were less
likely to turn to supervisors as sources of learning (Hughes, 2004; Lizzio, et al., 2009; Reidy,
2006).

A longitudinal study of a graduate development program in an organisation identified
problems with relationships between graduates and supervisors and confirmed that more
attention was needed to improve relationships for new graduates (Jenner, 2008). It appears
that further research is needed to determine how new employees experience the multiple roles
of the supervisor; as a manager of work performance, as a mentor, a person of trust and a
source of learning. What is also needed is to establish how new employees developed
relationships when, initially, they might not have a wide circle of colleagues to draw upon
and could well have to rely on the person with whom they had the most contact – their
supervisor.
2.4.2 Mentoring relationships
Today, mentors, mentees, mentoring and mentoring relationships seem to invoke very
different meanings, despite the historical origins as the personal name of ―Mentor, who had
been a friend of Ulysses, and had been left in charge of everything with full authority over the
servants‖ (Butler, 1999, p. 18: Translator of Homer's "Oydessy"). In contrast to the
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administrative and authoritative role given to Mentor, today the concept appears to be very
different. Instead, ―the very word ‗mentor‘ has acquired a mythical status, suggesting almost
superhuman powers to transform the mentee in the face of all odds‖ (Colley, 2003, p. 1). In
contrast to the roles and place of supervisors, teams and groups, there appeared to be much
greater diversity in meanings and application about mentoring in the literature:

Increasing use of mentoring should not lead us to assume that there is also widespread
agreement on what a mentor is and what a mentor does. Definitions of the term differ widely
and its use in quite different contexts denotes quite different activities (Brooks & Sikes, 1997,
p. 16).

Mentoring relationships were described as: ―collaborative learning relationships‖ (Zachary,
2005, p. 3); ―a treasured gift that they can give to aspiring archivists‖ (Bastian & Webber,
2008, p. 42); ―a starter‘s friend‖ (Parry, 1993, p. 26); or ―effective leaders must positively
influence others by using leadership skills such as guiding, motivating, and mentoring; and
interpersonal skills such as empathy and sensitivity‖ (ARMA International, 2007, p. 5).
Cochran-Smith and Paris (1995) offered an alternative to Homer‘s view that Mentor‘s role
was to keep the household together; that the transformative goal of mentoring was:

Not keeping the household intact but helping to build a new household (Cochran-Smith &
Paris, 1995, p. 195).

Other authors also illustrated different interpretations of mentoring relationships, including
how they related to role models and coaching (Brennan, 2003; Brooks & Sikes, 1997;
Carnell, MacDonald, & Askew, 2006; Connor & Pokora, 2007; Noe, 2008; Zachary, 2005).

Despite the variation in meanings of mentoring relationships in the literature, there were
however, some common characteristics. One of these was that mentoring was associated with
someone or something new:
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People may find mentoring especially helpful during times of heightened adjustment, such as
assuming a new position; moving from one career to another; and advancing within a
particular arena (Mullen & Kealy, 1999, p. 188).

Other authors also linked mentoring to times of change such as: for a student on an
internship; to help a new employee gain a sense of place in an organization; when a
professional member of staff moved to another technical area of the organization; to support a
colleague to secure promotion or for professional certification (Alderman & Milne, 2005;
Bastian & Webber, 2008; Brooks & Sikes, 1997; Darwin & Palmer, 2009; Lee, 2009; Reidy,
2006; Society of Archivists, 2008b). New, however, would not necessarily mean young, as
illustrated by a new employee staring their first position in a new career:

What does a newcomer to the library industry bring, at nearly fifty? (Blackburn, 2009, p.
312).

A second characteristic was the transitory nature of mentoring relationships from the
perspective of the individual. They might start out being a student, then a new employee, to a
supervisor and then onto mentoring others (Brooks & Sikes, 1997; Cochran-Smith & Paris,
1995; Cohen, 1995; Darwin & Palmer, 2009; Funk & Kochan, 1999; Lee, 2009). There was a
need to understand this transitory and chameleon nature of mentoring relationships from the
perspective of the individual and the challenges associated with developing a relationship:
New employees in particular often don‘t know how to find the right mentor at the right level
and don‘t want to be viewed as too aggressive or pushy. Young employees struggle with
finding the perfect mentor and as a result they end up without one (Zachary, 2005, p. 189).

A third characteristic discussed in the literature about mentoring in workplace or professional
contexts concerned the differences between formal and informal mentoring relationships:
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Mentorship can be in overt mentorship programs or it can be more subtle, such as the
encouragement of a promising student worker to become an archivist (Society of American
Archivists: Principal consultant V. Walch, 2006, p. 422).

Formal mentoring relationships could occur when an organisation assigned a supervisor or
experienced individual to mentor a new employee or student (Alderman & Milne, 2005;
Bastian & Webber, 2008; Brooks & Sikes, 1997; Cochran-Smith & Paris, 1995; Cohen,
1995; Colley, 2003; Connor & Pokora, 2007; Lee, 2009; Motteram & Forrester, 2005; RolfeFlett, 2002; Society of American Archivists: Principal consultant V. Walch, 2006, p. 422;
Zachary, 2005). Informal mentoring relationships were more likely to emerge in organic
ways, or through initial formal arrangements with supervisors, team or colleagues:

Informal mentoring relationships are usually described as unstructured, casual, and natural.
Part of the special character is that there is no rule of thumb; but each relationship is
idiosyncratic. They are serendipitous, spontaneous, self selected (Zachary, 2005, p. 188).

Authors in both the information and education sectors identified different kinds of informal
mentoring with some growing out of organised schemes (Cossham, 2007; Darwin & Palmer,
2009; Funk & Kochan, 1999; McIntyre, Mendez, & Wellington, 2007; Noe, 2008). The wider
literature about informal and formal learning questioned the extent of distinction between
these two approaches, arguing that all learning had aspects of formal and informal approaches
(Billett, 2001; Colley, et al., 2006; Edwards, et al., 2006; Eraut, 2004; McGiveny, 2006).
Hughes (2004, p. 279) used the term ―organised learning programs‖ to distinguish the
different approaches, rather than formal and informal. If that was the case, it could be that
mentoring relationships could better be described more as ‗organised‘ or ‗organic‘; where
‗organised‘ implied planning, pairing, goals and timelines, and ‗organic‘ relationships, as
argued by Zachary above, came about by circumstance or suggestion.

55

Chapter 2: Literature review

Whether formal or informal, organised or organic, the literature identified multiple situations
in which mentoring relationships could develop. These situations are briefly identified using
labels based on Zachary (2005, p. 190 ff), though the labels adopted for this present study do
not claim to be comprehensive for all relationships in a workplace, educational or
professional context. Nor are the labels mutually exclusive.

Relationships with a mentor who was not the supervisor

Mentoring relationships could be established on a formal or informal basis, as described
above where a mentee is assigned or matched to a mentor who was not their supervisor.
These traditional relationships were well documented in the information literature (Fields,
2007; Holmes, 2006; Lee, 2009; Lilley, 2003; Rolfe-Flett, 2002; Sanders, 2004) and in the
wider literature (Brennan, 2003; Brooks & Sikes, 1997; Cochran-Smith & Paris, 1995;
Colley, 2003; Noe, 2008; Zachary, 2005). Cochran and Smith (1995) and Darwin and Palmer
(2009), however, questioned the continuing value of some traditional models; that they could
be too protective, seek to preserve the status quo and provide limited perspectives to the
participants.

Professional communities provided mentoring programs and schemes for new or mid-career
professionals. In these schemes an individual could be a mentor and have a mentor at the
same time (Association of Canadian Archivists, 2009; Australian Library and Information
Association, 2009a; Australian Society of Archivists, 2009; International Council on
Archives, 2009; Records Management Association of Australasia, 2009b; Society of
American Archivists, 2010).
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Supervisory mentoring

A key discussion point in the literature about supervisory mentoring appeared to be the ability
of supervisors to be mentors, given their role in managing performance and productivity
(Baird, 1996; Brennan, 2003; Eraut, 2004; Hughes, 2002, 2004; Parry, 1993). There were
debates by these authors about the potential conflict between the roles of mentor and
supervisor. Zachary (2005) argued that ―a supervisor‘s ability to mentor effectively depends
on managing the duality and boundaries of the mentor-supervisor role‖ (p. 197), though
conceded that ―despite these potential problems, the reality is that many organizations or
departments must rely on supervisors (or managers) to engage in formal mentoring
relationships with their direct reports [staff]‖ (p. 197).

Team and peer mentoring

The literature identified several interpretations of team and peer mentoring. Teams had a
structured role in the organisation to achieve goals and members were required to work
together (Wood, et al., 2006). Peer mentoring was about supporting colleagues for promotion
or registration, but not in a structured way (Lee, 2009; Society of Archivists, 2008b). Both
peer and team mentoring seemed to emerge out of mutual interest and trust. They developed
through working together or through mentoring circles (Brooks & Sikes, 1997; Darwin &
Palmer, 2009; Noe, 2008; Searle, 2006; Zachary, 2005).

Distance and online mentoring

There has been a growing body of literature about distance or online mentoring. For example,
the Australian Society of Archivists (2009) mentoring program did not rely on face-to-face
communication. The literature on distance or online learning included advice on how distance
mentoring could be as enriching as face-to-face relationships but emphasised the need for
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guidelines to help students or employees to navigate relationships (Brennan, 2003; Chang,
2007; Motteram & Forrester, 2005; Salmon, 2000; Zachary, 2005). Social media offered
another avenue for mentoring and networking with peers that did not necessarily assume a
distance-based relationship (Franks, 2009; Lloyd, Dean, & Cooper, 2009).

Reverse mentoring

Reverse mentoring could occur where older employees would benefit from a relationship
with a younger worker; such as learning new technologies (Mullen & Kealy, 1999; Noe,
2008; Zachary, 2005). Marty (2006) also recognised the value of this kind of reverse
mentoring in the museum sector:

Mentoring schemes, where older professionals are paired with incoming employees, can have
dual benefits, with novices gaining valuable first-hand experience about the museum
profession while experts benefit from the injection of new ideas brought into the museum by
recent hires (Marty, 2006, p. 330).

Cohen (1995, p. 150), however argued that it would be difficult for a mentor to be younger
than a mentee as younger mentors would not be able to respond to experience–based
problems. Cohen‘s approach could be difficult to implement or sustain in small organisations
or where the potential mentee was starting out on a new career at the age of nearly 50
(Blackburn, 2009, p. 312).

Mentoring for students

Mentoring relationships for students during internships or work placements were generally
initiated by the teaching institution and involved assignment of a nominated officer in the
workplace to the role of mentor. These kinds of relationships have been well documented for
the information sector (Alderman & Milne, 2005; Bastian & Webber, 2008; Holmes, 2006;
Lee, 2009; McIntyre, et al., 2007; Society of American Archivists: Principal consultant V.
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Walch, 2006; Wallace-Crabbe, 1993) and also by authors writing about internships in other
fields (Baird, 1996; Motteram & Forrester, 2005; Reidy, 2006; Universities Australia, 2008).

In concluding this brief analysis of mentoring relationships, there was no question of the
potential for both rich relationships and missed opportunities for new employees if they did
not develop such relationships. If the literature recognised the extent of diversity of meanings
and contexts, how could individuals, new to a workplace or professional context, understand,
find and navigate their way through potentially multiple organised schemes and informal
arrangements? There is a need to find out more about new employees‘ perspectives of the
chameleon nature of mentoring. Supervisors, educators and program developers could also
learn from the perspectives of new employees to increase the likelihood of approaches
making sense in multiple contexts.
2.4.3 Workplace groups and teams
The literature about how formal and informal groups and teams operated in the workplace
was well documented in the literature, although the research focused on how they functioned
within the goals of the organisation (Billett, 2001; Boud, 2006; Eraut, 2004; Goulding &
Kerslake, 1997; Langan-Fox, 2003; Parry, 1993; Searle, 2006; Wood, et al., 2006). There was
less attention given to how individuals navigated teams and groups for that sense of
belonging and as a source of learning. Eraut (2004, p. 268) identified that groups were both a
means of learning and a means of isolation. This view was supported by Billet (2001, p. 84)
who argued that learning from the team could be both a positive and potentially negative
experience, especially as the team could pass on inappropriate knowledge or not share
knowledge at all. A study by Forrester and McTigue (2004) found that an accelerated
development program for new graduates in one organisation led to negative attitudes by
existing employees, with the outcome that: ―an ‗us and them‘ mentality quickly took hold of
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both groups‖ (p. 232). Accounts by student interns of relationships with the team revealed
both welcoming environments and isolation though, as internships, any group identity would
be short-lived (Reidy, 2006).

There was a need to consider the longer term impact of how new employees engaged with
teams and groups once they started working in an organisation. Did they learn from the team
or group, or did they work alone? Were there changes in relationships over time? This study
sought to add to the literature by investigating how individuals worked within groups and
teams and what kind of relationships and learning environments they perceived as important.
2.4.4 Professional associations and communities
An examination of the literature concerning professional associations or communities of
practice identified a rich body of advice for professionals working within particular domains.
Through websites, listservs, newsletters, journals, conferences, meetings, committees and
mentoring programs, statements of knowledge and competencies, there were multiple
avenues through which new employees could develop relationships (ARMA International,
2007; Australian Library and Information Association, 2009b; Australian Society of
Archivists, 2009; International Council on Museums, 2009; Museums Australia, 2010;
Records Management Association of Australasia, 2009b; Special Libraries Association,
2003). Some associations have special categories for students or new graduates (Australian
Library and Information Association, 2010; Australian Society of Archivists, 2010). There
were also extensive accounts about how professional associations provide avenues for
relationships and professional development in the information sector, including defining
statements of knowledge or competencies to guide development of professional knowledge
(Crockett, 2007; Long & Applegate, 2008; Pember, 2007; Walker, 2008). Elsewhere, the
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researcher (Hoy, 2004, 2007, 2008b) has noted issues with competency models and how they
related to professional development.

The question for this research study was how individuals who might be new to a profession
would find out about all these opportunities to develop relationships as well as build skills
and knowledge. Chapter 1 discussed the range of disciplines in collecting institutions and
identified several professional associations that reflected these disciplines. How did someone
starting out know which one to join when there could be several? What would happen if the
work of an early professional learner crossed the disciplines and several associations could
support their development? When did the connection with a particular profession and perhaps
professional association begin? The present study seeks to find out how early professional
learners engaged with professional associations as sources of learning and support.
2.4.5 Matrix of support for learning in the workplace
Analysis of the debates in the literature about relationships would indicate supervisors, teams,
mentors and professional networks all provided support and challenge to varying degrees.
Alderman and Milne (2005, p. 37) adapted a model by Daloz (1986, p. 214) that linked
different levels of relationships in internships or student work placements with the extent of
challenging work. However, in studies of relationships in the workplace, Eraut (2004) and
Lizzio et al (2009) also applied the concepts of support and challenge for employees learning
in organisations. It would therefore appear that the model could have wider application than
just for internships or work-based learning. Figure 2.2 has been suggested by the researcher
using scenario planning techniques (Slaughter, 1999) as another way to represent the models
of Daloz (1986, p. 214) and Alderman and Milne (2005, p. 37).
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Figure 2.2: Matrix of support and challenge for new professionals in the workplace

Support for learning in a new workplace*
Complex responsibilities
A. Low support/ High challenge

B. High support/ High challenge

• Left to work out complex problems alone

• Developed ways to solve problems

• Isolated or little contact

• Supervisor/mentor challenged thinking

Guided
learning

Minimal
guidance
• Low level repetitive work

• ‘Mothering’ inhibited learning

• Supervisor/ mentor too busy

• Mentor offered too much support

D. Low support/ Low challenge

Routine tasks

C. High support/ Low Challenge

* Adapted from Alderman & Milne, 2005, p.37 & Daloz, 1986, p. 214

The four quadrants show combinations of different outcomes of high and low support by
supervisors and mentors, and high and low challenge in terms of complexity of work. The
least effective combination would be Quadrant D: Low support/ Low challenge, as illustrated
by Holmes (2006) for a volunteer graduate in a museum:

Unfortunately, the Education Officer did not seem to know what to do with Gilly and she
spent her time photocopying and filling envelopes (Holmes, 2006, p. 248).

While this was not satisfactory for professional work experience, the graduate had another
position that would reflect the more ideal outcome of Quadrant B of High support/ High
Challenge:

The museum began a project with another local museum, which brought her into contact with
the Social History Curator, Emma, who was ‗‗wonderful!‘‘ Emma involved Gilly in
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cataloguing, arranging cases and writing labels, each time explaining why museums did
things in a certain way (Holmes, 2006, p. 248).

MacKeracher (2004, p. 168) added another dimension to the complexity of relationships in a
discussion about autonomous and relational learners. An autonomous learner could be more
satisfied with a lower level of support than a relational learner, who thrived on learning from
people.

In concluding this discussion about relationships, this brief analysis has shown that roles were
not clearly defined or applied in all situations. Whatever structure or meaning an organisation
might assign to relationships, it was the learner, the new employee who would use the
relationship in a way that made sense to them. While Billet (2001) made this statement in
relation to trainers or mentors, it would also be relevant for supervisory and professional
relationships:

Although somebody might be nominated as a trainer or mentor in an enterprise, it is the
learners who will ultimately determine whether they are a credible source of knowledge. They
are the meaning makers who decide what they learn and value (Billett, 2001, p. 93).

The literature review identified an extensive body of knowledge about relationships in the
workplace and professional contexts. The study offered an opportunity to find out how
relationships changed over time from the perspective of the individual as they started and
then once the status of ‗new‘ no longer applied. As Billet (2001) argued above, the learner‘s
perspective would determine how relationships contribute to their learning. Findings from the
interviews could then be compared against the various combinations of support and challenge
described in this model (Figure 2.2) to assess if it indeed was applicable in multiple
relationships. If so, it could be a practical tool for information professionals and those from
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whom they learn to guide outcomes of potential relationships in different learning
environments.

2.5

Theoretical framework for early professional learning in
collecting institutions

The theoretical framework in which the research could be placed was documented
extensively and in depth in the literature, even though some issues were contested or
interpretations constantly changed. Concepts such as lifelong learning, formal and informal
learning, had multiple meanings at the same time and over time. How much the organisations
or the individual was responsible for development was also contested. This uncertainty could
put information professionals in the situation of having to judge for themselves the support
they could expect from their employer and what would motivate them to look elsewhere for
development and career choices. What the literature review did not reveal was how early
professional learners understood and navigated the terrain of learning and working and what
motivated them as they built their skills and knowledge and made career choices. Their
perspectives were not well documented so it was not certain how they valued their learning
experiences and relationships and how they made sense of the wider context of their work.
Figure 2.3 illustrates the dichotomy between the known world of working and learning in
collecting institutions and more widely in the information sector, and the less well known
world of the early professional learner.
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Figure 2.3: Theoretical framework for early professional learning in collecting institutions

Known world about professional learning in collecting institutions
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Value of learning
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Career environment

Professional knowledge

Professional
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Information sector
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Yet to be discovered world of the early professional learner

The diagram is divided into two halves. In the top half are the known constructs such as
employment trends, learning principles, characteristics of collecting institutions and
education programs. In the bottom half is the yet to be discovered world of the early
professional learner. The literature gave a glimpse of their experiences which the present
study, through in-depth interviews, hoped to place on more solid ground. Two elements of
the diagram cross the horizontal line. Firstly, as a new employee, the early professional
learner has a physical place in the concrete known world. They have qualifications, a role and
a status in their workplace. However, there appears much about the early professional learner
that is not yet known.

Secondly, the researcher had a dual place. As will be discussed in more detail in the
methodology chapter (Chapter 3), the researcher was outside the everyday world of the early
professional learner, but was part of the professional landscape, so was familiar with their
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knowledge and practice. Also, researchers develop relationships with their interviewees,
through the process of organising and conducting interviews and sharing knowledge
(Seidman, 1998, p. 40ff).

2.6

Chapter summary

The literature review set out to establish whether the context was fully understood from the
perspective of the early professional learner in collecting institutions. It examined learning
principles, the wider employment and career environment, the professional knowledge
landscape, learning and development options in the information sector and relationships that
a new professional might encounter in their workplace or professional context. There is an
extensive body of literature about the different ways to develop professional knowledge. To
build on the literature, the present study followed the lived experiences of a group of
information professionals as they built their professional knowledge and started new roles,
moving from learning in educational contexts to the workplace or between different working
contexts. The study also explored how relationships influenced motivation to learn, work and
make career choices. There were the examples in the literature of different kinds of
professional learning, but given that they could not all be undertaken at once, early
professional learners need guidance about developing priorities of strategies to match
knowledge with position and moving between positions or disciplines in collecting
institutions.
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Chapter 3:

Methodological framework

This chapter outlines the methodological framework for the research and how it was
conducted. The research is a qualitative study within the interpretive tradition or paradigm. It
explores how information professionals experience learning and working in collecting
institutions and how they make sense of the new environments in which they find themselves.
The study adopted qualitative research methodologies, using in-depth, semi-structured
interviews to understand ―lived experiences‖ (Creswell, 1998, p. 51; Crotty, 1998, p. 9) and
perceptions through the ―eyes‖ of individuals (Smith, 1995, p. 9). This chapter presents the
methodological traditions that have influenced the research design and methods. The chapter
concludes with a discussion about the dependability, credibility and transferability of the
results, limitations of the methodology and ethical considerations of the research.

3.1

Methodological traditions

The present study has adopted Crotty‘s (1998, p. 5) framework as a foundation for the
methodological approaches and design. Figure 3.1 illustrates the methodological layers that
would be applicable for an interpretive study about early professional learning in collecting
institutions where the focus is the world view of individuals, rather than of collecting
institutions.
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Figure 3.1: Elements of a research framework

Elements of a research framework
Epistemology

Theoretical
perspective

Methodology

Methods

Constructionism
Interpretivism
Perceptions
and
meanings in
a real world

Qualitative
longitudinal
case study

Seeing the
world
through
individuals

In-depth interviews
Data
emerges
from tracking
over time

Multiple
interviews
with
individuals

Adapted from Crotty, 1998, p.5

Figure 3.1 shows the relationships between the methodological layers of epistemology,
theoretical perspective, methodology or research design and methods. Crotty (1998, p. 13)
argued that there was not necessarily a clear-cut hierarchical relationship between these
layers or components and some designs or methodologies were similar. The four elements of
the research framework elements in this diagram are now explained.
3.1.1 Constructionist epistemology
The research sought to achieve an understanding of how a group of information professionals
understood their experiences, place and value in collecting institutions. Sarantakos (2005, p.
41) argued that with qualitative research, humans occupied a central position as they made
meaning out of events. To reach that understanding, the research explored how information
professionals made sense of working and learning in collecting institutions. This would
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reflect a constructionist framework, about constructing meaning from something that is
already there (Crotty, 1998, p. 44; Sarantakos, 2005, p. 39). The research was not just about
describing events in an objective way, but exploring the meanings information professionals
attached to their experiences. Crotty (1998) argued that people viewed the world through the
lens of their culture, a view described as ―social constructionism‖ (p. 54). Jenner (2008, p.
425), in a longitudinal case study of graduate development programs argued that graduate
expectations of work were socially constructed and sought to establish how this occurred in
the workplace. For information professionals in collecting institutions, the culture would have
been the experiences and expectations they brought with them to their new position. Once
there, the culture or social constructs of the workplace would have been another lens through
which they understood their new environments.

A more empirical approach to this research would have been to just study typical and atypical
learning strategies and make recommendations for future implementation. Studying the
program through the eyes of the individuals added a richer dimension, to complement the
organisational views that were already represented in the literature and to build on existing
studies about individual perspectives as identified in the literature review in Chapter 2.
3.1.2 Interpretative perspective
Within the constructionist tradition, this study follows an interpretive perspective, seeking to
understand human behaviour and the social world through examining how individuals make
sense of that world. Such studies start with a problem or a question, not a statement of the
world view of the researcher (Crotty, 1998, p. 13; Foley, 2004, p. 13; Rubin & Rubin, 2005,
p. 29; Sarantakos, 2005, p. 41; Williamson, Burstein, & McKemmish, 2002, p. 30). The
interpretive tradition is argued to be well suited to the education field and when searching
individual perspectives:
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The interpretive paradigm sees knowledge as both subjective and socially constructed; its
fundamental assumption is that different individuals understand the world differently. In
education and other social activities, it is argued, it is futile to try and discover universal laws.
It is more useful to study the different ways people make sense of situations (Foley, 2004, p.
13).

Within the interpretative tradition, qualitative methodologies were regarded as appropriate for
the education and information sectors (Gallacher, Edwards, & Whittaker, 2006, p. 228;
Gorman & Clayton, 2005, p. 16). A qualitative research approach meant that:

The meaning of events, occurrences and interactions can be understood only through the eyes
of actual participants in specific situations. An investigator cannot know in advance what
such phenomena mean to those being studied. Rather, the only genuine way of knowing is to
become part of the subjects‘ world, thereby better understanding the meaning they attached to
events. The ultimate goal of qualitative research is to understand those being studied from
their perspective, from their point of view (Gorman & Clayton, 2005, p. 3).

Potter (1996) highlighted the connection between the researcher and those being studied as a
central element of an interpretive perspective:

Interpretive assumptions refer to the belief that the researcher, while trying to see the situation
from the point of view of those who are being studied, cannot escape from providing his or
her own interpretation of the situation (Potter, 1996, p. 43).

A more phenomenological approach would have required the researcher to put aside her own
world view to focus only on those being studied, although Potter (1996, p. 315) argued that
phenomenological and interpretive approaches were similar. The motivation for the present
study was based on the researcher‘s experiences working with and developing new
professionals over many years which should be acknowledged. Potter (1996, p. 44) believed
that the role of human interpretation should not be ignored in qualitative research.
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3.1.3 Research design for a qualitative longitudinal case study
Studies from the disciplines of information, education and the workplace gave guidance on
methods, interpretation of findings and theory development, argued by Yin (2003, p. 31) to
be elements of case study research. Firstly, studies from the information field explored
education, employment and development of archive, library and museum professions (Duff,
et al., 2006; Haines & Calvert, 2009; Hallam, 2008a, 2008b; Marty, 2005; Society of
American Archivists: Principal consultant V. Walch, 2006; Yeo & Ander, 2008). Secondly,
studies from the education field shed light on issues about researching students or learnerworkers (Askham, 2008; Motteram & Forrester, 2005; Reidy, 2006; Wang, 2004). The third
area related to studies in the workplace (Bridgstock, 2005, 2009; Eraut, 2004; Hughes, 2004;
Jenner, 2008; Lizzio, et al., 2009; Williams, 2005).

The research sought to capture the perceptions, expectations and experiences of a group of
people at different times over a two year period and so could be regarded as a longitudinal
study (Sarantakos, 2005, p. 10), albeit over a relatively short period of time in comparison
with studies held over many years (Tanner, 2002, p. 99). The longitudinal case study
approach sought to achieve two objectives. First, capturing data at different times about a
person or phenomenon was a form of triangulation to guard against perceptions based on a
single experience or snapshot (Kayrooz & Trevitt, 2005, p. 145). Second, gathering data
about learning and working over a period of time was more likely to produce richer
descriptions than a single opportunity. Seidman (1998) used the term ―life history‖ (p. 15)
when developing a structure for interviewing individuals more than once to capture their
experiences.

There were characteristics of case study methods that could support the longitudinal approach
where there was a time element of events or people being studied (Askham, 2008; Creswell,
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1998; Jenner, 2008; Yin, 2003). Propositions emerged from literature reviews, and informed
the way the data was gathered. An analysis of the phenomena (early professional learning in
collecting institutions) could make recommendations for the future, even if no new theory
was developed (Darke & Shanks, 2002, p. 115; Yin, 2003, p. 31). Case studies asked the
‗how‘ and ‗why‘ questions, not starting with pre-determined knowledge, but allowing
findings to emerge. The research questions were constructed to find out how information
professionals interacted with their new environments, and how they understood their
experiences and expectations. This would reflect arguments that case studies which
investigated social life, life history or life experiences, were informed by the interpretative
tradition and so would be relevant for this study (Creswell, 1998, p. 64; Sarantakos, 2005, p.
216).

The literature offered models for case studies, where the aim was to undertake exploratory
research, analyse findings, but not necessarily compare the cases. Authors discussed various
types of single or multiple cases, always considering issues such as availability, willingness
to participate, ability to replicate and number of cases (Creswell, 1998; Darke & Shanks,
2002; Gorman & Clayton, 2005; Kayrooz & Trevitt, 2005; Sarantakos, 2005; Wang, 2004;
Yin, 2003).

In qualitative research, the researcher was not fully independent, but as indicated in the above
quote had to ―become part of the subjects‘ world‖ (Gorman & Clayton, 2005, p. 3) in order to
understand it. The researcher had an obligation to be empathetic, understanding and to have
rapport with the participants (Dwyer & Buckle, 2009, p. 59; Gorman & Clayton, 2005, p. 4;
Rubin & Rubin, 2005, p. 117; Seidman, 1998, p. 96; Williamson, 2002, p. 245). Kayrooz and
Trevitt (2005, p. 12) used the concept of insider/outsider in describing different roles of
researchers and how they might be perceived by those being studied. Sarantakos (2005)
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argued that in qualitative research, the researcher and participants were ―interactive and
inseparable‖ (p. 47) and regarded that the concept of objectivity was not relevant:

Qualitative researchers fundamentally reject the notion of objectivity. Given that qualitative
research rests within the parameters of an interpretivist epistemology, this is self-evident.
Hence, having personal views and interpretation in the research process is not only acceptable
but advisable, and is considered an advantage (Sarantakos, 2005, p. 94).

According to Dwyer and Buckle (2009, p. 57), an insider could be a member of the culture or
group. This interpretation could bring limitations to the present study:

Although this shared status can be very beneficial as it affords access, entry, and a common
ground from which to begin the research, it has the potential to impede the research process as
it progresses. It is possible that the participant will make assumptions of similarity and
therefore fail to explain their individual experience fully. It is also possible that the
researcher‘s perceptions might be clouded by his or her personal experience and that as a
member of the group he or she will have difficulty separating it from that of the participants.
This might result in an interview that is shaped and guided by the core aspects of the
researcher‘s experience and not the participant‘s (Dwyer & Buckle, 2009, p. 58).

Dywer and Buckle (2009) argued that there should not be such a dichotomy between the
labels of insider and outsider researcher, that a qualitative researcher moves in the space
between them as an insider-outsider:

Surely the time has come to abandon these constructed dichotomies and embrace and explore
the complexity and richness of the space between entrenched perspectives (Dwyer & Buckle,
2009, p. 62).

What these views highlighted was that there was a fine balance for the researcher as a
professional with 25 years experience working in a collecting institution. On the one hand the
researcher would become part of the subjects‘ world and be empathetic. The researcher could
be regarded by the subjects as an insider; as someone who had also worked in a collecting
institution and who knew the context of their workplace and the professional principles that
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guided their work. On another level, the researcher was an outsider. While she understood the
context of the participants, she was not a beginning or emerging professional, but one nearing
the end of her career, so her perspectives about those early experiences would not be the
same. The researcher was also expected to ensure her views did not cloud those that were
being studied.

3.2

Research methods and techniques

The following discussion about research methods and techniques describes the selection
processes to find participants, the profile of potential participants and the structure of
multiple, in-depth, semi-structured interviews.
3.2.1 Selection of research participants
Methods of sampling that could apply to case studies included convenience sampling and
purposive or purposeful sampling, although case study subjects could not be regarded as a
sample as they did not meet any kind of criteria for representation (Creswell, 1998, p. 62;
Gorman & Clayton, 2005, p. 128; Kayrooz & Trevitt, 2005, p. 159; Sarantakos, 2005, p. 168;
Seidman, 1998, p. 51; Yin, 2003, p. 32). The study used purposive sampling to select
institutions to approach to support the research and this would match definitions in the
literature. Seidman (1998) referred to this as a process of gaining access through ―formal
gatekeepers‖ (p. 43), where a researcher could only connect to potential participants through
an institution. There was an element of convenience sampling as the collecting institutions
had to be in Canberra, Australia where the researcher lived, as it was not practical to look
beyond the geographical boundary of Canberra for potential participants. The subjects
however were identified through self-selection, which was also not representative, but based
on individual interest. Seidman argued that the ―formal gatekeeper‖ approach could produce
complications if employees were ―directed to be involved‖ (Seidman, 1998, p. 45). To avoid
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the situation where employees were directed to volunteer, the collecting institutions agreed
that it was up to employees to decide whether to advise their supervisor if they had
volunteered. This agreement was reflected in the letter of invitation to the collecting
institutions (See Appendix A for a sample invitation letter). There was no obligation on the
part of the individuals to advise anyone in their organisations that they were participating.

In line with purposive sampling and to consider practical issues such as organising meeting
times and locations, nine Canberra-based public sector collecting institutions were
approached. A letter and an information pack were sent to a nominated officer in each
collecting institution. The information was then circulated through internal communication
networks to invite participants who had the potential criteria relevant to the research to
volunteer through contacting the researcher. Letters and information packs were not sent
directly by the researcher to individuals in the collecting institutions (See Appendix B for the
information pack).

Three criteria helped potential participants identify if they were suitable. First, the potential
participants would have completed post-secondary school qualifications (in any field) and
commenced working in a collecting institution or were undertaking an internship or
practicum as part of their studies. Second, the participants would be working with the
collection in some way; managing, describing or providing access to the collection. The study
was not investigating personnel who worked, for example, in finance or human resources
roles. The third criterion indicated a time frame to emphasise that the researcher was
interested in new employees. It was recommended that potential participants would have
started working in what they regarded as a new position between 2003 and early 2006.
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Initially the aim was to interview individuals who were recruited through an annual intake
program (Australian Public Service Commission, 2003; The Senate: Finance and Public
Administration References Committee, 2003). As a contingency to boost eligible participants
and obtain sufficient information to analyse, it was decided that individuals recruited during
the year and not part of an annual intake could also be invited to participate. The research
design also had to consider the currency of the experiences and expectations of the potential
participants. Restricting potential participants to those who started in early 2006 would have
achieved that currency as interviews could capture experiences and emotions as they
happened. Through preliminary discussions with the institutions, however, the researcher was
advised that restricting the sample to those starting in 2006 was unlikely to produce enough
candidates. By including those who had started between 2003 and early 2006, the number of
potential candidates was more likely to be greater. Interviews with participants who had
started in 2003 would have been more reflective by looking back, but it was still hearing their
voices in a relatively contemporary setting. Yin (2003, p. 92) identified poor recall as a risk
when conducting interviews that involved reflections from the past. The present study sought
to address Yin‘s concerns by restricting the potential candidates to those starting in 2003 and
onwards. Allowing reflection on past events would also fit within the study of life history,
also a feature of qualitative in-depth interviewing (Seidman, 1998, p. 15).

Given the interviews would cover a two year period the maximum time a participant would
have to recall was three years. The initial interview was predominantly about setting the
scene; asking about previous experience, educational qualifications, recruitment processes,
description of duties and initial learning programs, so more factual and more likely to be
accurately recalled. The second and third interviews would have been recalling more recent
experiences and expectations, reducing again potential gaps in recall. This approach did
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extend the number of participants. Of the 16 participants who volunteered, one started in
2003, six started in 2004, five started in 2005 and four started in 2006. If the initial criterion
of a 2006 start date had been deployed only four candidates would have been eligible. By
including a wider sample a more diverse range of experiences and expectations could be
explored, and this added to the richness of the research data. The researcher did not find gaps
in the recollections and there was no pattern of responses that could be linked to the
participants‘ start dates. For those starting in 2005 two out of the three interviews would have
been ‗real time‘ and depending on when a participant started working in 2004, the final
interview could also have been ‗real time‘. Thus for most participants, the interviews were a
combination of reflection and ‗real time‘. Furthermore, the interviews were exploring
milestones so it was not essential that each milestone was described as it was experienced in
‗real time‘. The study did not have a criterion based on the age or career stage of potential
participants. This meant the study could, and did, attract individuals of different ages and at
various career stages.
3.2.2 Profile of participants
Sixteen employees from seven different collecting institutions contacted the researcher.
Preliminary meetings were held to discuss the nature of the research, the types of questions
that would be asked in the interview, the timeframe for the research and to confirm that the
employees met the criteria for the research. All 16 agreed to participate in the research after
this initial meeting and stayed with the research through all three interviews. While not
formally asked in the interviews, most participants revealed that they did inform their
supervisors about being involved in the research and that this was supported.

The 16 participants had diverse backgrounds, experiences, educational qualifications and
were at different career stages. Fourteen were female. For 10 participants, their new position
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was their first full time position since graduating from university. For four it was a second or
subsequent career and for the remaining two, it was the same career path, but a new position
in a new collecting institution. Most had worked in a collecting institution before taking up
their new position, through full-time or part-time paid employment, as part of an internship
during their formal studies or through volunteer work experience. The formal qualifications
they had undertaken included archival studies, art history, collection management,
digitisation and preservation, heritage management, history, library and information
management, and museum studies.
Initially, the potential participants were referred to as ‗graduates‘, a term used to describe
newly graduated students working in an institution (Australian Public Service Commission,
2003; Bridgstock, 2009). As the study included new employees who were not newly
graduated students, the initial term proved not to be relevant. More importantly, none of the
16 participants labelled themselves as graduates or liked the term, even though for several
this was their first full time position since graduating. As the research was trying to
understand what happened through their perspectives, it was not appropriate to use a term
with which they were not comfortable. Accordingly, the terms used throughout this study
included ‗information professionals‘, ‗new professionals‘, ‗beginning professionals‘, ‗early
professional learners‘, ‗research participants‘ or ‗participants‘, depending on the context. A
more detailed profile of the research participants is at Appendix E.
Another change from the initial investigations concerned the term ‗induction program‘. It was
used in some contexts to describe the whole development program for a new employee over a
pre-determined period of time. This term had been derived from the researcher‘s own
experience in the public sector and from literature about graduate training. None of the
research participants used that term in the same way. Rather, an induction program was more

78

Chapter 3: Methodological framework

likely to cover that initial introduction to the organisation, hearing about corporate goals and
policies and sometimes meeting senior staff. It was just one of many learning strategies
anyone joining a new collection institution might undertake. In some contexts the term
‗orientation‘ covered the same activities as induction. There was no one term that covered the
full range of learning activities that the research participants might have had access to in
those early years of working in collecting institutions. Instead, the research participants used
terms such as ‗professional development‘ or ‗training‘ or both.
3.2.3 Use of in-depth semi structured interviews
In-depth, semi-structured interviews were the primary methods for data collection. Strategies
and models were debated extensively in the literature. In-depth interviews were regarded as
appropriate methods to gather data about the subjects of a case study, to understand what they
did and how they made sense of what was going on around them (Creswell, 1998, p. 64;
Gorman & Clayton, 2005, p. 49; Kayrooz & Trevitt, 2005, p. 188; Knapik, 2006; Smith,
1995). Seidman (1998) described a model for more than one interview with the same
respondent, moving from the factual/background to exploring perceptions and values with
open ended questions. Askham (2008), Motteram and Forrester (2005) and Wang (2004),
undertook research studies involving multiple interviews with the same subjects over a one to
two year period and provided guidance to the development of data collection procedures.

The interviews had questions specific to each time frame, and questions that were repeated
over the three interviews. When asked to reflect on a response to a question from a previous
interview, the participants were given a transcript, so they could read what they had said
earlier and determine if their perceptions or experiences held true. The questions also
attempted to link the interviews. Thus the final question of the first and second interviews
asked the participants about what they were looking forward to next. The first question of the
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second and third interview sought to reflect on those expectations and describe what actually
happened and if expectations were met. They were offered a transcript of the questions from
the previous interview to help them reflect. For some participants there was a gap of about 12
months between interviews, so providing transcripts for particular questions improved the
quality of their recollections and, therefore, responses. Providing transcripts also supported
dependability of the findings as it served as a ‗member check‘ (Gorman & Clayton, 2005, p.
60; Morse, Barrett, Mayan, Olson, & Spiers, 2002, p. 7; Richards, 2005, p. 22). None of the
participants disputed the transcripts, but the opportunity to clarify information, question or
confirm was provided. The purpose of linking the interviews was also to identify patterns of
change or constancy in the participants‘ experiences and expectations. The three interview
schedules are included as Appendix D. The schedule indicates the questions that were
transcribed for subsequent interviews.

The aim of the first interview was to gather background information about educational
qualifications, previous experience and expectations. The milestone reflected in the first
interview was about starting in a new workplace. The first interview covered the participants‘
first few weeks or months of working in their new workplace; their first impressions, what
they learnt and how their experience and educational qualifications connected with their new
responsibilities. The first interview also sought to establish what they were particularly
looking forward to over that first year. Responses to three out of the 11 questions from
Interview 1 were transcribed and presented to the interviewees for the second interview.

The milestone that the second interview sought to capture was the end of the first year. The
second interview sought to draw out information about their experiences during their first
year; whether or not expectations were met, what went right, what went wrong, what they
learnt and possible directions going into their second year. As with the first interview, the

80

Chapter 3: Methodological framework

second interview sought to establish what they were particularly looking forward to in their
second year. One question out of Interview 1 and three out of the 10 questions from Interview
2 were transcribed and presented to the participants for their third and final interview.

The final interview, and usually the longest, marked the end of the second year, again
exploring experiences, whether or not expectations were met and where they saw their future.
The participants were asked whether being part of the interviews influenced their thinking
and action in any way; either positively or negatively. In accordance with the ethics protocol
there was not any further follow-up with the participants regarding their interview responses.

3.3

Data collection and analysis procedures

The following data collection and analysis procedures explain the conduct of pilot interviews,
organising and conducting the interviews, and the processes for analysing the raw interview
data.
3.3.1 Conduct of pilot interviews
The interview process and questions were piloted with a collecting institution, to test for
coverage, capture of themes and data generation. To avoid bias through the researcher‘s
connections with this institution (her employer), it was not included in the subsequent
research as a source of potential participants. The results of the pilot interviews were also not
included in the research report as the main purpose was to check that the questions were
understood and produced answers that could be analysed, as well as practising using the
equipment and timing likely interview length. This approach conformed with advice in the
literature about the role of pilot interviews to test questions and equipment rather than use the
data (Gorman & Clayton, 2005, p. 98; Seidman, 1998, p. 38; Williamson, 2002, p. 115).
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3.3.2 Preliminary arrangements for the interviews
Nine organisations located in Canberra were approached during 2005 following approval of
the ethics protocols by the University of Canberra Ethics Committee in May 2005. The
agreement between the researcher and the collecting institution was that the researcher would
not take any action until emails were received from interested individuals. In most cases, the
first contact from the potential participant to the researcher was made via telephone or email
within a few days of the organisation distributing the letter and information pack, although
with some it was a few weeks later.

Before the interviews commenced, a preliminary meeting was conducted to confirm interest
and availability and whether the invitees met the criteria, which all did. They were shown a
copy of the questions to establish if they were going to be interested in discussing their
experiences and expectations. They were also shown a copy of the consent form that they
would sign before the first interview was conducted (See Appendix C).
3.3.3 Conduct of the interviews
Interviews were held at mutually agreed times in quiet, private meeting rooms. Upon
confirming the date and place of each interview, the researcher sent the participants a copy of
the questions. This gave them a chance to think about the issues before each interview and to
recall events they were to describe. The participants were asked to recollect or reflect on past
experiences and expectations although, in some of the interviews, the participants were
reflecting on what was happening in the present or very immediate past. The researcher was
not seeking to find out how the participants reacted to a particular question to test their
emotions but, rather, about experiences and expectations from the recent past. The
participants expressed appreciation for being given the questions before the interview as this
allowed them to recollect and think. Rubin and Rubin (2005, p. 148) and Seidman (1998, p.
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96) emphasised the importance of building trust, rapport and reciprocity between the
researcher and participant. Giving the participants a copy of the questions ahead of the
interview helped build that trust as they knew the kinds of topics to be discussed. The written
questions were a base on which to start the conversation, with follow up questions and probes
as required for each participant (Rubin & Rubin, 2005, p. 184; Seidman, 1998, p. 83).

Interviews lasted on average about 45 to 60 minutes, with the final interview being the
longest for most participants. The interviews had to be conducted within practical constraints,
such as availability of the participants. The researcher then initiated contact at the agreed time
to organise the next interview. Most interviews were conducted during lunch breaks or after
work on the way home. After each interview the researcher and the participant agreed on an
approximate timeframe for the next interview. A total of 32 hours of interviews was recorded.
There were no fixed rules in the research to guide the length of interviews although the range
of 45 to 90 minutes was regarded as adequate (Gorman & Clayton, 2005, p. 134; Seidman,
1998, p. 17; Smith, 1995, p. 16; Wang, 2004, p. 127). The first interview was held on 13
February 2006 and the last of the 48 interviews was held on 4 March 2008.

A feature of the longitudinal focus of the research was to track issues over the three
milestones to answer the research questions relating to influences on, and changes to,
expectations between the first and second year and between the start and end of the second
year. Table 3.1 describes the questions that sought to reveal expectations at specific
milestones.
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Table 3.1: Questions that tracked expectations for specific milestones

Participant
milestone
Beginning of the
first year
End of first year

End of second year

Question asked from interview schedule
Question 1.11: What did you particularly look forward
to when you first started in the organisation?
Question 2.1: In our initial interview you made this
comment about what you were particularly looking
forward to [Show interviewee transcript of Interview
1.11]. Would you please explore whether or not those
expectations were met and why?
Question 2.10: What were you particularly looking
forward to next?
Question 3.1: In our last interview you made this
comment about what you were particularly looking
forward to [Show interviewee transcript of Interview
2.10]. Would you please explore whether or not those
expectations were met and why?
Question 3.11: Where do you think you would like to
be in another 2 years? What will motivate you to stay
with the institution and what would convince you to
move on?

The purpose of these linked questions was to establish if there were changes in how the
participants felt about their experiences. Was there a change from the first to the second year
and was there a change from the start to the end of the second year? Reflecting on what they
had said in previous interviews gave them a chance to think about what they thought might
happen and what actually did happen during the two years. The question about what they
were looking forward to next was the last question asked in each interview, including the
third and final one. The question about whether or not expectations were met was the first
question in the second and third interviews. The participants were given a transcript of the
questions from the previous interview to help them respond to the follow up question.
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The questions gave the participants an opportunity to think ahead for a moment about where
they were going and to start the next interview reflecting on what had happened through what
they had themselves said. The questions gave continuity to the three interviews and
connected the information the participants provided. The researcher believes the way the
interviews were connected through these questions helped the participants see their own
perspectives and experiences in different ways; this helped them make sense of what had
happened and how they reached the point at which they were at any one particular milestone.
It was also a way to finish the interview on a positive action-orientated note, to balance other
parts of the interview that may not have drawn out positive reactions.

Other topics also used the process of reflecting on questions from previous interviews
including career directions, attitudes to continuing to learn and thoughts about changes and
improvements to learning opportunities over the two years. These are discussed in detail in
Chapters 4-6, which covers findings about for working and learning in collecting institutions.

The questions were recorded using a digital recorder and converted to audio files for listening
on the computer. While there was a potential for recording equipment to be a distraction
(Gorman & Clayton, 2005, p. 136; Rubin & Rubin, 2005, p. 111; Yin, 2003, p. 92), the
digital recorder was small, silent and unobtrusive. One interview was conducted by telephone
as the participant moved interstate during the two years. Using the hands-free facility on the
phone, the interview was still recorded using the digital recorder to produce an audio file so
the researcher did not just have to rely on handwritten notes. Telephone interviews were not a
preferred method for in-depth interviewing (Rubin & Rubin, 2005, p. 125). A telephone
interview was the only viable option, however, for the third interview, and the researcher and
participant had already established a relationship through the first and second interviews. The
telephone interview lasted an hour, the same as most other third interviews. The participant
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had a copy of the main questions and transcripts from previous interviews and the responses
were still thick and in-depth.

Downloading audio files from the digital recorder to a computer made them immediately and
readily accessible for review by the researcher. Having ready access to audio files was
efficient and also supported familiarisation with the data for the subsequent analysis process
(Mitchell, Peterson, & Kaya, 2004). The researcher listened to the audio files before the
second and third interviews to identify if follow up questions needed to be asked and to refamiliarise with the content. Given some interviews were held up to 12 months apart, this
step was essential.

The researcher also took notes during the interview, a practice recommended to identify extra
questions to ask without interrupting responses (Rubin & Rubin, 2005, p. 111). Transcripts
were made of specific questions that were to be referred to in the following interview. As the
analysis was looking for themes and patterns, and not quantifying each response to each
question, not every question in every interview was transcribed. This was regarded as
acceptable practice when the research was not investigating every word (Gorman & Clayton,
2005, p. 137; Richards, 2005, p. 52). Notes taken during the interview, plus researcher
impressions, selected written transcriptions and the audio files formed the basis of the
analysis. In addition to having the audio files immediately available for review, another
advantage was the flexibility of their arrangement. The researcher could listen to all the
responses for Interview 1, Interview 2 and then Interview 3 to establish common themes and
patterns for the different milestones and events. The researcher could then listen to all of the
interviews for each research participant to establish individual stories over time, a flexibility
valued by Richards (2005, p. 55) for storing and re-ordering the data in multiple ways.
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3.3.4 Analysis of research data
Analysis of qualitative data using the inductive method was an iterative process (Williamson
& Bow, 2002, p. 293) and sometimes even messy (Gorman & Clayton, 2005, p. 206; Rubin
& Rubin, 2005, p. 34). The first iterations generally established broad groupings or categories
of themes or events and could start at any time in the data collection process (Gorman &
Clayton, 2005, p. 207; Rubin & Rubin, 2005, p. 202; Williamson & Bow, 2002, p. 292). The
second process involved breaking these broad categories into more defined themes, issues or
patterns; looking within an interview or between interviews (Gorman & Clayton, 2005, p.
210; Williamson & Bow, 2002, p. 295). The next stage involved a detailed analysis, mapping
trends, patterns, comparing and contrasting events or individual narratives (Richards, 2005;
Seidman, 1998, p. 125; Smith, 1995, p. 19). Coding was one method for organising and
connecting broad and detailed categories. Coding could be developed using analysis software
or through written processes (Gorman & Clayton, 2005, p. 211; Rubin & Rubin, 2005, p.
219; Smith, 1995, p. 21; Williamson & Bow, 2002, p. 295). Richards (2005, p. 91)
recommended that, for written coding, spreadsheets and tables provided ways to cross match
and identify patterns and apply coding. Using an inductive approach, models and matrices
could also be used to build a picture of findings (Gorman & Clayton, 2005, p. 219; Richards,
2005, p. 165; Williamson & Bow, 2002, p. 298). The researcher chose the written method of
coding and used spreadsheets, tables and comparisons and grouping of different topics, as
well as regular listening to audio tapes and referral to notes taken during and after each
interview.

Taking the established data analysis procedures into consideration, the processes undertaken
for this study are now explained. The analysis aimed to find out themes and patterns over the
two years and for individual stories. As a first step, a recordkeeping framework was
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established, regarded as essential in research (Gorman & Clayton, 2005, p. 138; Richards,
2005, p. 54). This was necessary given the length of time it would take to complete all three
interviews for each participant. Documentation had to be organised so the researcher could
keep track of interviews completed and interviews scheduled as not all were completed in set
blocks of time. Spreadsheets were developed to keep track of dates and contact times. The
notes taken in each interview were checked afterwards against the audio files, for
transcription of particular questions and also to augment the abbreviated words and
comments.

After all the interviews were completed, two copies were made of the handwritten notes, and
the originals created during the interviews were then stored along with written consent forms
and not used again. One set of the copied handwritten notes was organised into folders by
each interview and the second copy by the interviewee. Printouts of the transcribed questions
were held with the handwritten notes. Impressions of interviews by the researcher and typed
partial transcripts were organised by interview and then by interviewee. The audio files were
structured into directories on the computer by interview and then by date. Regular backups
were scheduled as well as being copied to an external hard drive and DVD for remote
storage. Once the thesis is completed a copy of the audio files will be held by the University
of Canberra for five years in accordance with ethical guidelines.

The data were gathered over a two year period and preliminary analysis started after the first
round of interviews had been completed. The researcher did not use data analysis software to
support analysis, as the emphasis was on themes, patterns, and common and atypical issues.
Tables and spreadsheets were used to record the issues and establish the frequency of topics;
starting with broad groupings and then breaking those down as analysis progressed. Each of
the participants was given a number to facilitate brief description, although there was no
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order to the number. When listening to the audio files and taking notes, they were listened to
first in order of Interview 1, Interview 2, and Interview 3, and then by participant. This
facilitated immersion in the content to help identify common and atypical topics from the
longitudinal and individual perspectives. Broad areas emerged from the analysis that would
form the basis of the findings chapters in the thesis. The first broad grouping was the work
environment and the connection between the employment environment, educational
qualifications and previous work experience. The second broad grouping was the learning
environment. Within that a wide range of learning strategies was identified and categorised
and mapped to the learning pathways and outcomes model that emerged out of the literature
review. Instead of examples from the literature, the model was revised and re-populated with
findings about learning activities from the research. The third major grouping covered
relationships that the participants had with supervisors, colleagues and mentors.

As well as mapping to the learning pathways and outcomes model, a technique of text or
metadata analysis for organising frequency of instances, called ‗word clouding‘ or ‗tag
clouding‘ (Bielenberg & Zacher, 2005; Clement, Plaisant, & Vuillemot, 2008; Vuillemot,
Clement, Plaisant, & Kumar, 2009) was also used to illustrate what the research participants
thought as a group about particular issues. Word clouds are generated by software that
manipulates text. For the word clouds discussed in this thesis, software by Feinberg (2009)
was used to generate the representation of terms and frequency. The more frequent the
concept or term, the larger the font size that was assigned to that term. To achieve the data for
the word clouds, transcribed questions relating to particular topics from all three interviews
were combined into one document and then passed through the software. Stop words were
identified and where only one or two references were made, these were excluded from the
generation process. The resulting representation of different sized words served to give an
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impression of what was common and what was atypical in how the participants perceived
particular issues. Chapter 5 contains two word clouds to facilitate comparisons between the
learning experiences of the research participants and the suggestions they made for improving
learning experiences for others (See Figure 5.14 & Figure 5.15, pp.193-194).

Once all the interviews had been completed and all the data organised, papers were prepared
on some of the findings for conference presentation and for peer reviewed publication. This
process helped crystallise the themes and patterns as well as providing an opportunity to have
the in-progress findings tested by the wider information community. An essential step in the
analysis process was mapping the findings back to the research questions (Richards, 2005, p.
126). This was done in two stages. First, the interview questions were mapped to the relevant
research question as part of organising the data. The second stage involved mapping the
findings by themes and issues to the research questions to ensure they could be answered.
This second stage of mapping formed the basis of the conclusions chapter of the thesis.
Seidman (1998, p. 131) recommended that findings chapters in research dissertations could
be separated from results and divided into chapters by major themes.

3.4

Dependability, credibility and transferability of the research

Any research is required to ensure appropriate procedures are followed to reduce errors and
bias, and to demonstrate how the findings could be believed and applied in different settings.
Traditionally, the concepts to achieve these goals were described as reliability and validity.
Opinion, however, was divided about the relevance of reliability and validity for qualitative
research (Creswell, 1998; Gorman & Clayton, 2005; Kayrooz & Trevitt, 2005; Richards,
2005; Sarantakos, 2005; Williamson, et al., 2002; Yin, 2003). Hughes (2004) argued that
interpretive studies had ―to sacrifice a quantum of reliability for the opportunity to explore
the experiences of the participants and the motivations of their actions more deeply‖ (p. 279).
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Concepts of dependability, credibility, transferability, confirmability, transparency or
trustworthiness are associated with qualitative research, including those a following case
study methodology (Creswell, 1998; Darke & Shanks, 2002; Gorman & Clayton, 2005;
Richards, 2005, p. 140; Sarantakos, 2005; Seidman, 1998; Williamson, et al., 2002; Yin,
2003).

Dependability was associated with the research procedures so that the methods chosen
reduced the risk of bias and error and could be applied in another research setting (Gorman &
Clayton, 2005, p. 61; Yin, 2003, p. 37). Triangulation was an example of a research
procedure that would support reliability or dependability and validity or credibility (Gorman
& Clayton, 2005, p. 61; Kayrooz & Trevitt, 2005; Seidman, 1998, p. 24; Williamson, et al.,
2002, p. 36). It was also acknowledged in the literature that multiple interviews over time in
case study research were a form of triangulation (Kayrooz & Trevitt, 2005; Sarantakos, 2005;
Seidman, 1998). Member checks where participants or research sponsors viewed draft
material were another technique to support dependability (Gorman & Clayton, 2005, p. 60;
Kayrooz & Trevitt, 2005, p. 128; Richards, 2005, p. 140) but could still produce bias
(Hughes, 2004, p. 279; Kayrooz & Trevitt, 2005, p. 8; Morse, et al., 2002).

Credibility was associated with whether the research findings were believable or trustworthy
and offered an alternative to the concept of research validity (Sarantakos, 2005, p. 86).
Linked with credibility was the concept of transferability, the extent to which the findings
could be generalised or applied in another setting, but this could be difficult and even not
relevant with case studies (Gorman & Clayton, 2005, p. 61; Seidman, 1998, p. 23; Yin, 2003,
p. 37). Sarantakos (2005, p. 94) argued that objectivity of the researcher was not relevant in
qualitative research, but there were multiple ways to ensure research procedures produced a
believable result and one that could be replicated. Rather, concepts such as confirmability,
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confirmation bias, or transparency were more relevant to qualitative research as these
concepts considered the extent of intrusion of the researcher‘s values:

Every aspect of the structure, process, and practice of interviewing can be directed to the goal
of minimizing the effect the interviewer and the interviewing situation have on how the
participants reconstruct their experience. No matter how diligently we work to that effect,
however, the fact is that interviewers are part of the interviewing picture (Seidman, 1998, p.
22).

In contrast to the use of concepts such as dependability and credibility, reliability and validity
were regarded by some authors as still relevant for qualitative research and better reflected
the need for rigour in procedures (Morse, et al., 2002, p. 14; Williamson, et al., 2002, p. 32).
Also, Morse et al. (2002, p. 16) concluded that what was more important than the
terminology or nuance was rigour in research procedures. If procedures were given sound
verifiable attention then the risks to reliability and validity would be reduced. Using the
views in the literature, and its caveats, of how qualitative research can ensure dependability,
credibility and transferability, the following discussion illustrates the procedures followed for
the present case study research using in-depth, semi-structured interviews as the primary data
collection.
3.4.1 Dependability of the research procedures
A number of strategies were adopted to increase the dependability of a case study involving
interviewing 16 participants. The integrated three interview schedule guarded against single
snapshot views of experiences and expectations that could not be readily compared with other
experiences. Some questions and topics were repeated between interviews, so transcripts of
responses were provided. This provided member checks for participants to review what they
had said, and also reduce reliance on memory of previous answers, given up to some 12
months previously. Showing the participants transcripts also gave them an opportunity to
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correct any misinterpretation on the part of the researcher or to clarify a response.
Triangulation strategies were used to increase dependability. Interviews were recorded as
digital audio files and notes were taken during and after the interviews. The combination of
interviews over time, note taking and mechanical recording were forms of triangulation and
contributed to the reliability of the research. Being able to listen to the audio files almost
immediately after the interview helped clarify notes taken down during the interview. The
ability to listen to the audio files of the interviews in different combinations provided
multiple angles to the themes and trends to assist analysis.

The findings from the interviews were compared against studies in the information sector to
establish similarity of issues and context (Duff, et al., 2006; Hallam, 2008a, 2008b; Marty,
2005; McShane, 2001; Society of American Archivists: Principal consultant V. Walch,
2006). Initially there was a consideration to conduct focus groups with stakeholders such as
professional associations; however, their perspectives were well documented in the literature,
as illustrated in Chapter 2. Involving focus groups could have strengthened the triangulation
but the discourse in the literature was regarded as sufficient to present professional
perspectives.
3.4.2 Credibility, transferability and confirmability of the research
A number of factors contributed to the credibility, transferability and confirmability of the
research. The source of research data was not restricted to one collecting institution or to just
one of the professional disciplines within a collecting institution. As was discussed in Chapter
2, multiple professions were reflected in the work of collecting institutions and the
collaboration between the professions provided a rationale for looking beyond a single
context. The three interview structure guarded against the extremes of motivation to
volunteer. Self-selection could have been due to severe dissatisfaction with an aspect of the
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workplace, so a single interview might have only reflected that dissatisfaction or ‗an
opportunity to whinge‘. With the three interviews being conducted over a period of up to two
years, any extreme negative or positive motivation was more likely to be tempered with more
reasonable reflections. That all participants stayed with the research would suggest that
extremes of motivation did not influence the participants. Findings in several areas matched
those in the literature, which would indicate that the experiences were reported faithfully.

Member checks were also conducted through several avenues outside the interview schedule.
A number of the participants were in the audience of a university seminar about the research
some twelve months after the final interview was completed. They attended in response to a
general invitation to professional associations and managers in a number of collecting
institutions. The participants‘ anonymity was protected but the seminar provided them with
an opportunity to hear how their stories were being interpreted and reported. Managers from
the collecting institutions also attended and were able to question the findings or make
comments. Research staff and students of the University of Canberra were also invited to
attend and question the methodology and findings. In addition, the researcher presented
findings of the research to an international conference of archival educators and responded to
several questions about the findings. An information professional, with just a few years
experience working in a collecting institution, and who was not involved in the study, read an
advanced draft of the thesis as a further member check. A retired librarian, and an academic
with practitioner experience in the archival science discipline also read advanced drafts of the
thesis and provided comment on how the setting and findings resonated with their
perspectives. Comments by these readers are included in Chapter 7 in a final discussion about
limitations of the study.
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Furthermore, articles arising from the research were accepted for publication into peerreviewed journals, another avenue to test the credibility of the research methods and findings.

Another element of research validity was the extent to which it could be transferable to other
settings in the information sector or beyond. The interview schedule was not restricted to the
information sector but could be applied in any profession where there was an interest in
finding out about the experiences and expectations of early professional learners. Nor would
the setting be restricted to collecting institutions or professional communities in the
information sector. Patterns in the findings were not dependent on any one collecting
institution, age or gender. Rather, themes and patterns were related to career stage,
employment status, relationships and access to professional development, which would
suggest that findings could be transferred to a range of settings or target groups. The findings
did not seek to generalise where all new professionals in collecting institutions or all
collecting institutions were concerned, although the themes and issues discussed could have
application in different settings.

3.5

Limitations of the research methods

The method by which the sample was achieved could not ensure representation of new
employees in collecting institutions. Annual reports of collecting institutions did not include
sufficient information about new employees starting each year that would enable a
comparison. Other publications such as the annual reports about the Australian Public Service
highlighted recruitment trends, but not numbers of new employees (Australian Public Service
Commission, 2007, 2008, 2009). There were hints in a report about graduates recruited
between 1997 and 2001, which included reference to two collecting institutions. One
collecting institution mentioned in this report employed only one graduate between 1996 and
2001 and the other only two graduates over the same period (Australian Public Service
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Commission, 2003, p. 35). Hallam (2008a, p. 41) also noted relatively low recruitment of
graduates in the library sector, which would seem to corroborate the trends described above.

About half the research participants noted that they had started their new positions with other
new employees. What could be tenuously inferred from this discussion was that the collecting
institutions involved in the research study were not employing large numbers of employees
with qualifications relevant to working with a collection. It was therefore possible that the
sample was not entirely unrepresentative. It was possible that a research participant was the
only new employee or one of only a few recruited in that year in a particular collecting
institution.

There were risks with a longitudinal approach as it would be difficult to replace people who
withdrew from the study part way through the two year period. With the prospect of a
relatively small sample, it was possible that limited findings and insights could be drawn
from the data. Five potential limitations are discussed. First, there was a risk of losing
participants over the two year time frame of the interviews and not being able to replace
them. The participants did not have to stay in Canberra but the research relied upon their
continued interest in remaining in contact with the researcher. All 16 did stay with the
research even though some left the organisation in which they started during the two years
and one did leave Canberra. This demonstrated that the participants believed in the value of
the research and were willing to remain involved.

A second limitation was the risk that not enough participants would come forward. As the
research strategy was based on a case study design only a small number were needed but too
few would reduce the amount of data that could be gathered and analysed. A sound
communication strategy, and assurance of anonymity of the participants and the collecting
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institutions, provided an incentive to volunteer. Initially, eight to ten participants were
regarded as sufficient; however, this was later revised to aim for a number between 10-20, to
obtain more diverse cases and to guard against losing participants. The communication
strategy proved to be effective, with 16 volunteering from seven different organisations, a
number which allowed for the loss of participants. Creswell (1998, p. 63), Darke and Shanks
(2002, p. 115) and Yin (2003, p. 32) argued that it is acceptable to have small numbers in
case studies as the research was not attempting to make statistical generalisations but, rather,
analytical generalisations which could be used in other settings.

A third limitation of the study was the reliance on the experiences and perspectives of
individuals without including an organisational perspective. The literature review in Chapter
2 identified that organisational perspectives were already well documented. The research
aimed to give a voice to individuals who were less well heard in documented studies. Jenner,
(2008, p. 425) in a study about graduate development programs, noted that narrowing the
audience of the opinion surveys to graduates and giving line managers a restricted voice was
a limitation. Hughes (2004) argued that confidentiality could be compromised if an
interviewee knew their managers or supervisors were also going to be interviewed:

The need to build trust and guarantee strict confidentiality to participants prevented contact
with supervisors and colleagues, and hence the gathering of information from multiple points
of view to any significant extent. What was most critical for this study was the point of view
of the learner, since their perceptions of the workplace and their perceptions of their
colleagues and supervisors would determine how they approached their learning and the
extent to which they involved their supervisors in that learning, no matter what the
supervisors or the organizations did or said (Hughes, 2004, p. 279).

Asking questions about what had happened, and what could happen next, also reduced the
risk of biased answers based on emotions at a single point in time. Kayrooz and Trevitt
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(2005, p. 145) and Sarantokas (2005, p. 145) argued that longitudinal studies involving
successive interviews over time were a form of triangulation, and could counteract biased
motives of participants and add to the validity of the methodology. Also, by interviewing
individuals from multiple collecting institutions and different areas within the one collecting
institution, the risks of short-term professional issues or relationships dominating the
interview data could be reduced.

A fourth limitation of the study was the potential for a gender imbalance in respondents. The
literature identified that there were more females than males working in some disciplines in
the information sector (Hallam, 2008a; Industrial Relations Commission of New South
Wales, 2002; Record & Green, 2008; Schmidmaier, 2008). Studies had also revealed that
there was a tendency in the information sector for more females than males to respond to
surveys (Duff, et al., 2006; Hallam, 2008b; Pederson, 1999; Society of American Archivists:
Principal consultant V. Walch, 2006). Within the public sector, a study about graduate
commitment also found that the majority of respondents was female (Taylor, 2008). Of the 16
research participants who did respond to the invitation, two were males; one an exhibition
manager continuing a career in a different in a different collection institution and the other
starting a second career in an entry level position.

The fifth limitation of the study was the role of the researcher. According to the literature the
researcher was not quite an insider, nor an outsider, so her status was not clearly identified.
The researcher was not working in any of the collecting institutions in which the participants
were employed so, from that perspective, was an outsider (Kayrooz & Trevitt, 2005, p. 12).
The researcher was not as close to an insider as Wang (2004, p. 139), who interviewed
students for a doctoral thesis about conceptions of leadership and also taught those students in
a formal education program. The researcher of the present study, was, nonetheless part of the
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wider professional community in which the potential participants worked, which meant that
paths could cross professionally during the course of the interviews at meetings or education
events. Professionalism and respect for ethical considerations by both the researcher and
participants ensured the conduct of the research was not compromised when such contact
occurred.

3.6

Ethical considerations

The research followed ethics protocols approved by the University of Canberra Ethics
Committee. Factual information about the research, advice about the respect for anonymity
and the importance of individual agreement through a consent form were provided first to the
collecting institutions and then to potential participants. The consent form was signed before
the first formal interview commenced.

The key ethical considerations of the research methods were the appropriateness of the
communication strategy to encourage involvement, the need for anonymity for the
organisations, the protection of participants in the research findings as well as adoption of
transparent processes to reduce the risk of potential bias. The communication had to follow
public sector protocol and be sensitive to the internal communication strategies of the
respective collecting institutions. The researcher‘s experience in the public sector contributed
to the effectiveness of the strategy as the institutions approached were willing to promote
participation in the research.

The second ethical consideration was the need for anonymity of the participants and their
employers. Information such as age groups, gender, experience and educational qualifications
did not need to be described to a level of detail that would identify an individual. Fictitious
names were used in the findings and the collecting institutions were described as a whole,
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rather than as individual entities. Where possible, examples of characteristics were drawn
from references about collecting institutions not located in Canberra. The research was not
studying the organisations, but they were an essential context to the study.

A third ethical consideration was the removal of potential for bias in the choice of collecting
institutions and from there onto potential participants. It was identified early in the research
proposal that the researcher‘s own employer, a collecting institution, would not be
approached to participate in the formal interviews. The employer was approached to conduct
pilot interviews with former new employees. The aim of the pilot interviews was to test the
process, the questions and the equipment. Those data were not going to be used in the thesis.
This decision to exclude the researcher‘s employer proved to have other benefits. The
researcher explained to each interviewee that she was not interviewing employees from the
organisation where she worked. They felt comfortable that the researcher was not comparing
their experiences with those of her employer, thus reducing bias, and not being too close to
the data which could compromise the analysis of the findings (Morse, et al., 2002, p. 8). The
research participants also felt comfortable that the researcher was familiar with the nature of
their work and learning activities they undertook and that they did not have to explain what
they did in great detail. Even though the researcher was not an emerging professional there
was common ground. Dwyer and Buckle (2009, p. 56) found that an insider researcher role
led to more rapid acceptance by the participants.

3.7

Chapter summary

The research aimed to understand how information professionals interacted with their new
environment and what perceptions and expectations influenced their experiences. There was a
relationship between new professionals, what they learnt, and the people with whom they
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engaged. The research methodology, through in-depth interviewing over time, aimed to
reveal the underlying conceptions of those experiences and relationships:
In-depth interviewing‘s strength is that through it we can come to understand the details of
people‘s experience from their point of view. We can see how their individual experience
interacts with powerful social and organizational forces that pervade the context in which they
live and work and we can discover the interconnections among people who live and work in a
shared context (Seidman, 1998, p. 130).

This chapter has outlined the methodological framework for the research and explained the
rationale of a qualitative longitudinal case study design. It examined ways to conduct more
than one interview to capture experiences over time. The chapter explained the criteria for
selecting participants, the interview process and the risks associated with qualitative,
longitudinal studies. The chapter explained how and why aspects of the methodology
originally proposed were developed or changed and how data collection and analysis was
undertaken. Strategies to increase dependability, credibility and transferability for a case
study approach were explained. The limitations of the study, the inter-related roles of the
insider and outsider researcher role, were acknowledged. The chapter concluded with a
discussion on how the ethical considerations were met.

The next three chapters comprise the findings of the research, drawing on the data gathered
during the interviews and where appropriate drawing on the literature to understand the
findings.
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Findings about working experiences

The next three chapters comprise the findings of the research. Chapter 4 is the first of three
chapters devoted to documenting the findings of the data gathered during the 48 interviews.
Chapter 4 concentrates on the working environment of the research participants over the two
years and the experiences and educational backgrounds they brought with them. It addresses
the role of internships and volunteer or paid casual work as students. The chapter examines
the employment environment of the research participants and highlights trends and issues that
emerged from the interviews, including the importance of personal development plans,
changing roles, responsibilities and career expectations. Chapter 5 then focuses on the
learning experiences of the research participants once they started in their new position, their
attitudes to continuing to learn over the two years, how their environment changed over the
two years and their suggestions for improvement in learning experiences. Chapter 6 focuses
on the relationships in which the research participants engaged over the two years and how
they influenced their learning experiences.

Some issues are reflected in the discussion in all three chapters and then drawn together in
Chapter 7 relating to conclusions. For example, in Chapter 4, the research participants
describe their roles as supervisors, trainers and mentors. For this thesis, the terms supervisor
or supervisory relationships were used in the sense of having responsibility for other team
members, through leading the group informally, through formal supervision, training or
mentoring. In Chapter 5, the discussion revolves around the training they received to support
these roles. Learning through relationships is referred to in Chapter 5 as one avenue of
learning, but covered in more depth in Chapter 6 on findings about relationships.
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The 16 research participants were briefly introduced in Chapter 3 as professionals at different
career stages, starting new positions in public sector collecting institutions in Canberra,
Australia between 2003 and 2006. To protect the identity of the research participants
pseudonyms have been allocated that bear no relationship to their real names. Their collecting
institutions are not named in any way. A summary of characteristics of each of the research
participants over the two years is attached at Appendix E. For each participant, the summary
covers their career stage, whether they had previous experience in a collecting institution,
years of formal study, level of new position and whether it is a permanent or temporary
position. Other characteristics are described in the findings. The names indicate the gender.
Information is general but provides a context to the findings about their experiences. Key
phrases or words by the participants are highlighted in italics, followed by their pseudonym
and a roman numeral for the relevant interview.

To capture the breadth of views of the participants, extracts have sometimes been selected
over whole responses to particular questions. Extraneous and repeated words and information
that would identify the participants or their employers were not included in the extracts. With
the small sample of 16, it was not considered necessary to present summary information
using percentages. Where comments were aggregated, rather than giving a specific number of
instances, the following descriptions were used: ‗most of the participants‘ referred to 12 or
more; ‗more than half‘ meant 9-11 participants; ‗half‘ referred to 8 participants, ‗several‘
meant 6-7 and a ‗few‘ meant fewer than 5 research participants.

4.1 Experience and education brought to new positions
This discussion highlights aspects of the educational qualifications of the participants that
influenced their working experiences. The detail of the courses they undertook is not being
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discussed but, rather, the qualifications form part of the context of the research participants.
The elements of their formal education that appeared to have the most influence were
internships, so these are discussed in detail.
4.1.1 Educational qualifications
The combined education record of the research participants was extensive. The research
participants had various combinations of three year qualifications, four year qualifications
(including an honours year), post-graduate diplomas and master‘s level. The qualifications
undertaken by the research participants covered museum and curator studies, art history, fine
arts, library and information management, heritage management, public history, managing
multi-media collections, covering topics such as digitisation, managing photographic
collections, film and television. The researcher has noted elsewhere that the research
participants had deliberately chosen their educational programs to support their goals of
working in the information sector (Hoy, 2008a, p. 173). In contrast, research in the archives
field at least, indicates ‗accidents of circumstances‘ were catalysts in joining the archives
profession (Pederson, 1999, p. 80; Pember, 2001, p. 229; Society of American Archivists:
Principal consultant V. Walch, 2006, p. 485). Table 4.1 describes the various combinations of
study undertaken by the research participants. The combinations between undergraduate
degrees, honours years and postgraduate diplomas varied, so the table illustrates the number
of years of study or full-time equivalent, undertaken before the research participants
commenced their new position.
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Table 4.1: Years of formal study undertaken by research participants

Three years of study

Four years of study

Five or more years of
study

6

4

6

(Liam, Phoebe,

(Rohan, Lydia,

(Teresa, Cathy, Anna,

Sophie, Eliza, Brigid,

Rhiannon, Melissa)

Tanya, Hannah, Alice)

Nadia)

Table 4.1 illustrates a highly qualified cohort, at the point of starting new positions, with an
average of four years of study for each participant; either a three year degree, with an
additional honours year or a postgraduate diploma (equivalent full time). The combinations in
the third category of five years or more study were an undergraduate degree with the addition
of a master‘s degree, progress towards a doctorate, two post-graduate diplomas or an honours
year and a graduate diploma. There was no correlation between the number of years of study
and the level or complexity of their initial roles. For example, Nadia had three years of study,
Rhiannon four and Hannah five, but they all commenced on entry-level positions in their
respective collecting institutions. Three research participants started or completed further
formal qualifications during the two years covered by the study.
4.1.2 Internships
As discussed in the literature review in Chapter 2, internships and student-based work
placements were regarded as important components of qualifications in the information
sector. The review also identified variations on what an internship means. The term
‗internship‘ is not restricted in the literature to just components of formal qualifications, but
also covers summer employment, whether paid or unpaid (Bastian & Webber, 2008) or a
special placement undertaken by an experienced professional (Wallace-Crabbe, 1993). For
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the purposes of the present study, internships have been described as work-based placements
in institutions that were organised between the university, the student and the workplace, and
were assessed or undertaken as part of a formal qualification (Alderman & Milne, 2005;
Bastian & Webber, 2008; Reidy, 2006; Wallace-Crabbe, 1993). Other types of work
undertaken by the research participants, such as volunteering and casual or summer work, are
described separately in this chapter.

Twelve of the research participants had undertaken internships during their studies and found
them challenging and rewarding. The internships gave the research participants an
opportunity to undertake tasks equivalent to a qualified professional. As well as contributing
to their formal qualifications, the research participants believed that the internships
contributed to their employment environment in a number of ways. The work was not
intended to be menial but, rather, professional work that involved interpreting theory and
practice and which helped the students to move outside their comfort zones.

There was no correlation between the level of the degree and the format of the internship.
Internships or placements were a mixture of intensive periods followed one to two days a
week for a period of time or one block of time over consecutive days. The variation in length
of internships of the participants reflected the variation in the literature; from 20 to 60 days
(Bastian & Webber, 2008, p. 12). Wallace and Crabbe (1993, p. 21) gave varying times and
emphasised that it was essential to stick to the agreed timeframe. Alderman and Milne (2005,
p. 8) recommended 60 days made up of a two 10 day intensive periods during teaching
breaks at different times followed by a day a week or two half days for two semesters of an
academic calendar. Little‘s (2008, p. 382) study of graduate development noted that
internships or placements were between three and 10 months, although it was not clear if the
placement was full time or a certain number of days over the time period. The experiences of
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the research participants fell within the models documented in the literature. Table 4.2
describes the range of internships undertaken by the research participants and a summary of
the assessment undertaken. The table is arranged by number of days in decreasing order and
then by name.
Table 4.2: Features of the internships undertaken by participants

Research
participants

Level of
degree

Format

Total number
of internship
days

Assessment
format

Alice

Masters

1-2 days a
week

2 placements of
30 days each

Presentation
and journal

Hannah

Masters

1-2 days a
week

60 days

Presentation
and journal

Phoebe

Undergraduate

2 x 10 days
intensive,
then 1/2 day
a week over 2
semesters

60 days

Self
assessment
and supervisor
assessment

Eliza

Undergraduate

1 day a week
for 2
semesters

30 days

Report

Anna

Masters

1 day a week
for 16 weeks

16 days

Report

Cathy

Undergraduate

1 day a week
for a semester

15 days

Report

Brigid

Undergraduate

1 day a week
for 12 weeks

12 days

Report and
presentation

Liam

Undergraduate

12 days
continuous

12 days

Report and
presentation

Teresa

Masters

No internship

Case study as
part of project
gave exposure
and insight

Case study
assessed but
no work
placement

This table shows a wide variation across the internships undertaken by the research
participants. The level of degree did not necessarily mean a longer internship as Phoebe,
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Hannah and Alice all had 60 day internships through different universities and for different
degrees. The range of days was similar to those indicated by Alderman and Milne (2005) and
Bastian and Webber (2008). There was also variation in the assessment methods. The
research participants made several comments about their internships, which illustrate the
value placed on them.


I could have had more direction in the internship, but did lots of things – kept a
journal, exhibitions (Alice, I).



During internship saw how things worked, it was really good, I made good contacts
and found the work challenging (Eliza, I).



Internships, along with volunteer work helped me become known while studying and
helped me achieve a casual full-time position when I finished (Brigid, I).



Internship was a great experience, invigorated me and gave me confidence to apply
for positions but during interviews the panel did not seem interested in my experience.
An internship or working as a volunteer is crucial preparation for the workforce
(Hannah, I).



Internship was overwhelming at first, a lot to know at once, got frustrated and
worried about people getting impatient. I had a buddy. Mentor made me feel
comfortable (Phoebe, I).



While not an internship, I had a case study project [about a collection institution],
real practical experience (Teresa, I).



A 10 day placement valuable but not enough to fully understand the workings of a
collecting institution (Liam, I).

Sophie and Tanya did not have an internship during their studies, because their program did
not offer one or they were already working in the field and did not think it was necessary.
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Upon reflection, they wished they had as they could see the benefits of working in an
environment different to their own.
4.1.3 Volunteer or paid, full time, part time and casual work
Fourteen research participants undertook paid full time, part time, casual employment or
volunteer work in an organisation before, during or after their studies. These roles have been
considered together as the work they undertook was similar and served similar learning and
networking objectives for the research participants. Three had worked in one collecting
institution before starting their new position, six had worked in two different institutions and
seven had worked in three or more. This experience gave the participants an opportunity to
learn about the everyday work of a collecting institution, apply professional principles learnt
during their studies and become known in the organisation. They hoped that their experiences
and knowledge would lead to employment in a collecting institution on a full-time basis. The
research participants‘ experiences of volunteering while studying did not appear to be the
same as volunteering to contribute to the community as explored in studies about
volunteering in the library sector (Deslandes, 2007). Community-minded volunteers were less
likely to be looking for potential employment and were not necessarily seeking to apply
knowledge they had learnt in formal studies.

Discussions about training for volunteers in the literature focused more on the employment
structure or whether they were replacing paid staff (Deslandes & Rogers, 2008; Stine, 2008;
Todaro & Smith, 2006). There did not appear to be the same attention to guidelines about
training student volunteers whose reasons for being in a collecting institution differed from
community-minded volunteer work. The experiences explored by Holmes (2006) about
volunteers working in museums and archives before, during or after their studies were more
akin to the experiences of the research participants. It was learning how the collecting
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institution worked and it was about making contacts and connections that might lead to
employment. Studies about the impact of volunteers on the archives, library and museum
sector recognised that a small proportion did undertake volunteer work to learn for future
career choices (Howlett, et al., 2005; Ray, 2009). The research participants valued their
volunteer and casual work and believed it helped them to secure employment or convinced
them that it was the right career choice for them. Brigid found a position in a collecting
institution where she had worked as a volunteer while studying. Anna‘s volunteer work
convinced her that working in a museum was what she wanted to do. Cathy believed being a
volunteer added to her résumé. Alice reported that she learnt more during her part-time casual
job in a collecting institution than she did at another institution during her internship.

Guidelines prepared to assist organisations and individuals to establish or navigate different
kinds of internships could be applied to student volunteer or casual student work, whether or
not there was a formal assessment, paid or unpaid. (Alderman & Milne, 2005; Baird, 1996;
Bastian & Webber, 2008; Bridgstock, 2009; Forum for Archives and Records Management
Education and Research, 2003; Holmes, 2006; Howlett, et al., 2005; Lee, 2009; Powerhouse
Museum, 2010; Ray, 2009; Reidy, 2006; Universities Australia, 2008; Wallace-Crabbe,
1993). An area of further research would be to develop guidelines from the student
perspective about how to make the most of opportunities through internships, volunteer or
casual work.

Where a formal education course does not provide an internship, paid casual or volunteer
work could provide an alternative means of applying theory to practice and gaining work
experience. If students had guidelines to assist them, they could make the experience as
enriching as possible. The guidelines could incorporate or direct students to statements of
knowledge against which they might compare the work undertaken or proposed (ARMA
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International, 2007; ASA/RMAA Joint Education Steering Committee, 2006; Australian
Library and Information Association, 2008; International Council on Museums, 2009; Special
Libraries Association, 2003). It would help them demonstrate to future employers and to
educational institutions that their casual or volunteer work was meaningful or they undertook
extra responsibilities to compensate for routine work. Sources of potential guidelines were
documented in the literature (Borin, 2001; Deslandes, 2007; Deslandes & Rogers, 2008;
Goulding & Kerslake, 1997; Todaro & Smith, 2006). What was needed was to highlight the
synergies between these different perspectives. Guidelines relating to induction could also
provide assistance to students and organisations in developing a structured approach to work
experience in the absence of, or even in addition to, formal internships (Borin, 2001;
Motteram & Forrester, 2005; Omidsalar & Young, 2001; Parry, 1993; Sykes-Berry &
Reynolds, 2001; Wallace, 2009; Williams, 2003).

The experiences of the research participants and the literature about internships gave a range
of timeframes (Baird, 1996; Bastian & Webber, 2008; Powerhouse Museum, 2010; Reidy,
2006; Universities Australia, 2008; Wallace-Crabbe, 1993) which illustrated there was no one
approach that would suit all situations. Factors that needed to be taken into consideration
included the academic calendar, requirements of the host organisation, whether an internship
was for a project or involved operational duties.

Internships, being a student volunteer or having casual work, introduced the research
participants to the multitude of responsibilities of a collecting institution. The everyday
activities of work and being involved in significant events and relationships all contributed to
the ability of the participants to apply theory to practice. The programs gave them an
opportunity to practice what they had learnt and confirm if this was the direction they wished
to continue in. Internships, being a student volunteer or part-time worker also enhanced the
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chances of employment in the sector as there was clear evidence of practical experience,
often in more than one institution. They also gave the research participants confidence to
apply for positions. There was, however, potential for future students to not have the same
opportunities as the research participants. Hallam (2008a, p. 71) found in a study in the
library field that, while internships were regarded as valuable by organisations, few were
actually providing them. Other studies about graduates in general also found that not all had
access to work-placements (Little, 2008; Universities Australia, 2008). This has implications
for the next cohort hoping for similar exposure to the field. In the absence of organised
internships, future students might have to rely more on student volunteer or casual work for
that experience which, if not undertaken in a professional setting, would not prepare them
adequately. Having limited opportunity to gain experience could affect the perceptions of
what working in the information sector was about and could lead to gaps in skills and
knowledge and employment opportunities. If students do not have the opportunities, one
result could be perceptions by organisations that beginning professionals are not equipped for
the world of work. It would appear that organisations need to support internships and
meaningful student volunteer and casual work to be able to recruit professionals as much as
students need these opportunities to improve their chances of gaining positions.
4.1.4 Recruitment processes
The research participants were asked about their experiences with the recruitment processes.
The researcher wanted to understand if the recruitment processes affected their perceptions
and expectations of their new positions and employers. The positions for which they applied
had been advertised as permanent or contract positions or a combination of both. Responses
to questions about the recruitment process were very similar. There was a long time between
applications closing and advice about selection for interview or offer of a position. This
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occurred whether the positions were for a combination of contract or permanent filling. In
some instances applicants had been told they were not successful for a permanent position
and then asked shortly afterwards to fill a contract position and to start quickly.

Ten of the new employees commented about the length of time between submitting
applications and hearing anything at all or between the interview and the final decision. Alice
and Teresa heard nothing for months, had decided they did not get the job and, when finally
advised, were asked if they could start within a month. This involved moving interstate,
organising accommodation, moving families and finding schools. Hannah applied in March
and heard something for the first time just before Christmas. Hannah had assumed by the
middle of the year that her application was unsuccessful. Nadia waited a long time to hear if
she had an interview and then a long time to hear if she was successful. She found the whole
process “completely daunting” (Nadia, I).

These delays correlated with findings that recruitment processes were not always completed
in a timely fashion or in a constructive way, with bottlenecks and unproductive use of
resources and with results that ―current APS recruitment processes are potential barriers to
attracting and selecting high quality candidates‖ (Australian Public Service Commission,
2007a, p. 5). Liam, on the other hand, had a straightforward and timely recruitment process
so was quite surprised that when he commenced working, he was placed in an area that he
had not applied for and was largely left to ―sink or swim‖ (Liam, I).

While the research participants were not deterred from taking up their positions because of
experiences with a particular recruitment process, it was nevertheless a process they would
have preferred not to have endured. Guidelines on improving recruitment practices identified
the need for employers to establish a regime of ‗Candidate relationship management‘ to
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maintain contact with candidates during the process (Australian Public Service Commission,
2007a, p. 22). Such an approach would have reassured the research participants during their
long waiting periods and perhaps reduced feelings of anxiety or disappointment, thinking that
they had missed out. Judging by the emphasis throughout the guidelines on greater efficiency
and streamlining (Australian Public Service Commission, 2007a, p. 5), it was possible that
the long delays experienced by the research participants were not isolated or confined to
collecting institutions. For most of the research participants, the frustrations over the
recruitment process did not appear to carry over into their first impressions of the
organisation and future expectations. It was given limited attention in their reflections or
suggestions for the future. Any further frustrations or disappointments were not due to
recruitment processes.
4.1.5 Need for personal adjustment to take up new position
The research participants were asked if they had to make any lifestyle changes to take up
their new positions and if their new environments were significantly different from their
previous employment or other context. The aim of the question was to identify potential
influences on the experiences and expectations of the research participants. Six participants
had to move to Canberra to take up either a permanent or a contract position. Some of these
involved moving families so the first month of the new position was difficult. For nine
research participants this was their first position with full-time regular working hours. Other
employment had been shift, part time or casual, often in more than one position. Regular
starting hours was a daunting prospect for several at the start. Liam and Teresa took a pay cut
from their previous employment to take on a permanent position.

In total, 12 participants had to relocate from other cities, take a pay cut or make the shift to
full time regular working hours in a professional capacity. As with recruitment there did not
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appear to be any long term effects from this change in lifestyle, but there was a period of
adjustment. It may not be possible to avoid such changes, but a supportive work environment
could help in those initial weeks and months to reassure new employees that their decision
was the right one. Tanya made a suggestion about new employees not being left alone
without a comfortable source of advice when they started. Given the extent of adjustments for
some of the research participants, it would be desirable that there was extra support in those
early stages, similar to that recommended for students undertaking work placements
(Alderman & Milne, 2005, p. 37).
4.1.6 Employment status upon starting new position
The aim of the following brief discussion about employment is to provide a picture of where
the research participants started their two year journey. To protect individual and organisation
anonymity, the discussion about employment status is presented in general terms only. The
research participants were employed in public sector collecting institutions in the government
jurisdictions based in Canberra, so were employed by the Australian Capital Territory
Government or the Australian Government. To provide context to the employment
environment of the research participants, Table 4.2 summarises the position levels and roles
most relevant to the research participants. References to levels of positions are guided by
information provided by the Australian Public Service Commission (2004), and are
comparable to those in the Australian Capital Territory Government. In the two tables that
follow, ‗APS‘ stands for ‗Australian Public Service‘.
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Table 4.2: Summary of public sector position levels and roles

Position Level
APS2 - APS3

Description of roles
Entry level positions that may or may not require formal
qualifications

APS4

Common entry level for graduates with 3-4 years of formal
educational qualifications

APS5 – APS6

Becoming a supervisor or team leader, managing work
plans, training teams, building subject matter expertise,
studying towards post-graduate qualifications

Executive Level 1 –
Executive Level 2

Middle management, leading large teams, or major
projects, subject matter specialists, strategic level planning
and decisions, achieved post-graduate qualifications

Using the above table as a guide, Table 4.3 summarises the different starting employment
arrangements of the research participants. It shows a mixture of entry and middle
management positions and a mixture of contract, temporary higher duty and permanent
positions.
Table 4.3: Initial employment levels and roles of participants

Position
Entry level (APS2APS3)
First time supervision
and management (APS5
– APS6)
Middle management
(EL1- EL2)
Total

Permanent
position
2

Contract or
higher duties
9

Total

2

1

3

2

11

2

6

10
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This table shows that most of the research participants started out in entry-level positions on a
contract basis. Those starting out at middle management levels were more likely to be in
permanent positions. Five participants were employed in middle management positions as
supervisors or as project officers, ranging from positions at APS5 to Executive Level 1. Three
started out supervising staff. These five were in their first or second career working in
collecting institutions or continuing existing careers. Eleven research participants started on
entry-level positions, equivalent to the Australian Government APS2 or APS3 levels. These
entry-level positions were lower than the average entry-level position of an APS4 for the
Australian Public Service (The Senate: Finance and Public Administration References
Committee, 2003, p. 67). In terms of career stage, nine were starting their first career of any
kind, three were starting a second career and four were continuing an existing career, but in a
new position in a different collecting institution.

Several observations could be made about comparing the entry-level positions of 11 of the
research participants with the average for the Australian Public Service. Firstly, it could mean
that several of the participants were being employed at levels lower than their qualifications
would indicate. Secondly, the lower than average entry-level positions confirmed findings
that institutions such as libraries and archives have traditionally attracted lower salaries and
positions than other professions in relationship to their qualifications (Industrial Relations
Commission of New South Wales, 2002). Hallam (2008a, p. 27) found that librarians
working in the public sector perceived that their salaries were not competitive. There is
evidence in the literature about a gradual increase in qualifications in the information sector
(Society of American Archivists: Principal consultant V. Walch, 2006, p. 432) and also in the
Australian Government (Australian Public Service Commission, 2008, p. 27). It could mean
that gaining positions in collecting institutions was highly competitive so organisations could
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afford to offer lower entry-level positions. If so, this would be in contrast to the perspective in
the literature about the ―war for talent‖ (The Senate: Finance and Public Administration
References Committee, 2003, p. 3). It could also mean that collecting institutions have
smaller budgets so cannot afford to offer higher level positions.

The research participants remarked that, compared to other organisations, their starting
positions were low. For ten participants, having a full time position as a permanent or
contract employee, even at the entry level, was more than they had ever had so it was not a
major issue for them at this early stage. There was a sense of gratitude and relief at having a
―foot in the door‖ (Alice, I). Seven participants had applied for permanent positions, but were
only offered short or long term contracts for their first position. For Rhiannon and Brigid
there was some level of disappointment that after all their studies, part time work, internships
and working as a volunteer in the field, they were not really working as professionals at that
entry level nor making the most of their knowledge and skills. Hannah also found that she
was expected to work at a much higher standard than other staff (who lacked her
qualifications) at the same level.

The present study is not discussing salaries of the research participants. Salaries attached to
levels of positions are set by individual public sector organisations in accordance with
enterprise agreements, so would vary between collecting institutions. Furthermore, while the
researcher asked questions about position levels in the interviews to gain a picture of their
career progression and expectations, individual salaries were not discussed. A general
indication of whether the research participants commenced in entry or middle management
level positions was considered sufficient to illustrate the context.
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The discussion about the educational background, previous work experience and employment
status of the research participants revealed that there were enough shared characteristics to
describe a typical participant. Such a participant would be female, had undertaken four years
of study and had worked in two to three different collecting institutions through internships,
paid employment or as a student volunteer. She would be starting out on her first career of
any kind in an entry-level position equivalent to an Australian Government APS2 or APS3
level and was employed on a contract basis. Five research participants met all these typical
background and employment characteristics; Anna, Cathy, Rhiannon, Alice and Melissa. A
further two participants, Brigid and Phoebe, shared all the above characteristics, except they
started out with three years of study. Figure 4.1 illustrates these typical characteristics.
Figure 4.1: Typical characteristics of research participants starting out

Typical characteristics of research participants

Long recruitment
process

Previously worked
in 2-3 collecting
institutions

Starting out on
first career

4 years of study

Employed in
temporary or
contract position

Female

Had an internship
while studying

Typical research
participant:
Starting out

Employed in
entry level
position

Moved city or
town

Worked as
volunteer or
casual in
collecting
institution while
studying

This figure illustrates a qualified, experienced professional starting out on entry-level
employment conditions. Through volunteer and casual work, the research participant had
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already demonstrated commitment to the field, had endured a long wait to find out if they had
been accepted, and had made significant personal adjustments to start in their new position. It
would appear that the collecting institutions had implemented successful recruitment
strategies in order to attract such highly qualified and experienced, patient and flexible
professionals.

The typical or most common characteristics of the research participants by the end of the
second year will be revisited in Figure 4.2 in this chapter to compare whether or not they had
changed.

4.2

Getting used to the new work environment

Discussions in the first interview sought to explore the research participants‘ first impressions
of their new position and how they felt about their place in the organisation. Discussions
about initial orientation were also included in the questions about first impressions. The
findings about initial orientation or induction are covered in detail in Chapter 5 on the
learning experiences of the research participants. In the present chapter, the discussions about
the new work environment also include findings about roles and responsibilities, connections
between the research participants‘ new roles, their previous experience, educational
qualifications, and personal development plans.
4.2.1 First impressions
There was no set time frame covered by the discussion relating to ‗first impressions‘, but the
discussions drew on experiences and perceptions of the research participants in the first few
weeks of starting. Some research participants had very positive first impressions.
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First permanent job, regular pay, friendly place (Nadia, I).



Got straight into the work, this is what you need. There was an orientation day - a
good day out (Rhiannon, I).



Friendly, good staff morale, fell in love with the place (Anna, I).



Best start to job ever (Tanya, I).

Others had mixed emotions of being overwhelmed, but enthusiastic.


Bit scary but wanted to be here (Hannah, I).



Scared about being up to the challenge but excited and impressed with the
organisation (Eliza, I).



Daunting, meeting all the new people, getting used to the work, happy (Sophie, I).



Overwhelming, long days, transport difficult (Phoebe, I).



Overwhelmed, but relieved to have long contract, could see studies were relevant
(Cathy, I).

A few research participants did not have positive first impressions and had concerns about
what lay ahead.


Shock to be left to own devices so soon after starting, was not the job I was recruited
for, no learning and development plan (Liam, I).



Left alone, no advice, not used to open plan office, took a month to settle in after
moving family from interstate (Teresa, I).



Bit disappointed, recent restructure so processes unclear, and tired after having to
move family from interstate (Rohan, I).



Glad to be on long contract in organisation, but still taking so long to get to
curatorial area as entry-level position was not using my studies very much (Brigid, I).
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The research participants were also asked for their perceptions about how they were received
by their supervisor, team or colleagues and how they thought they fitted into the organisation.
The theme of perceptions about relationships was developed further in the second and third
interviews and documented in detail in Chapter 6 on findings about relationships. The context
for the discussion in the present chapter was about what happened when the research
participants first started and how they perceived their new surroundings. Comments about
their place in the organisation included the following:


I knew someone there already which had helped the transition, but manager fantastic
and given a buddy (Nadia, I).



Other new starters all new, existing staff happy to have extra members in the team
(Melissa, I).



Mixed reaction, welcomed by some, others cautious about why I was there (Eliza, I).



Colleagues helpful, felt part of the team, but aware of the endless work so conscious
of being the worker ant (Alice, I).



Difficult team environment so felt it was going to be a tough year (Rohan, I).



Hit the ground running, team was welcoming, my opinions were valued right from the
start and did not feel there was a pecking order because I was on contract (Sophie, I).



Hard to settle in, colleagues nice but did not share knowledge, so hard to understand
the big picture (Teresa, I).

These and other responses were a mixture of feeling welcomed, being on guard, fitting into
the team or feeling isolated. Nadia and Tanya were really happy to have a buddy assigned,
but Liam had to rely on a fellow new starter whom he knew from another organisation. They
believed they were in the right profession and the right organisation, though there were some
concerns about team dynamics, or being left isolated, or their experience not being valued.
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There did not appear to be any relationship between the difficulties of the recruitment and
lifestyle adjustments, level of position, career stage and their first impressions once starting in
their new position. Liam had a straightforward recruitment process, took a pay cut to start this
new permanent position and had a very negative first impression. Hannah waited what
seemed to be “forever” (Hannah, I) to hear about the position and was just happy to start.
Liam, Eliza, Rohan and Alice had different background and entry paths, but similar concerns
about team dynamics when they started. Lydia started out in a management position and
Nadia on an entry-level position in their respective collecting institutions. Both had worked in
other collecting institutions so there was a certain level of expectation that they knew what to
do so some aspects of the new role were not explained. They had to catch up on their own.

What emerged from these two questions was that a key difference between those who felt
comfortable early on in their new position and those who did not, were the initial
relationships with supervisors and team members and the sense of being valued. It was not
the work, not the pay, nor being on contract that was cause for concern; rather, it was how
they felt the existing team responded to their arrival in the organisation. Parry (1993) and
Sanders (2004) stressed the importance of the initial impact on new employees and that it was
up to the organisation to provide a positive initial familiarisation. It would appear that for the
majority of the research participants, their experiences reflected those in the literature
(Jenner, 2008).
4.2.2 Roles and responsibilities
Further to the overview in Chapter 1 of the work of collecting institutions, the participants
collectively undertook a wide range of responsibilities over the two years covered by the
study. The present study is not examining the work of the participants in detail, but a
description here provides a context to their learning experiences and expectations over the
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two years. The choice of terminology is based on the literature about the professions working
in collecting institutions as described in Chapter 2 and on the experiences of the researcher,
who has worked in the field. The terminology has been chosen to ensure that it is not specific
to any one collecting institution or discipline, but to be as generic as practicable. One of the
advantages of the researcher being more like an ‗insider-researcher‘ was that the research
participants could use terminology they were familiar with during the interview, without
having to explain what they meant (Dwyer & Buckle, 2009; Kayrooz & Trevitt, 2005). For
example, the researcher understood terms such as ‗accessioning‘, ‘provenance‘ and ‗front-ofhouse‘. There would be differences in how these processes are conducted between different
collecting institutions and for different types of material but, for the purposes of providing
context in the interview discussions, these general terms were sufficient for the researcher
and the participant to have shared understanding of what they involved.

Some of the research participants used labels to illustrate the professional discipline to which
they felt they belonged or wanted to belong. These labels included (in alphabetical order)
archivist, curator, librarian, reference officer or registrar, referred to collectively in this
present study as an ‗information professional‘. Nor were these labels connected with a
particular collecting institution. As identified in Chapter 1, collecting institutions may
represent multiple professional disciplines and use terminology in different ways. Not all of
the research participants had given themselves a label initially or by the end of the two years.
Moreover, they changed or expanded their areas of professional interest over the two years,
such as an archivist taking on a curatorial role for one aspect of their work, but not for all of
their duties. For this reason, the researcher has been wary about using these terms to describe
the research participants, except in general terms to indicate areas of professional interest.
The references to the literature in this section on roles and responsibilities are illustrative only
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and do not seek to cover the full body of literature describing the work undertaken in
collecting institutions.

The roles and responsibilities of the research participants are described under three broad
headings, though some processes overlap and can be undertaken to support different
programs within a collecting institution. The aim of the three tables below is to illustrate the
diversity and professional level of work undertaken over the two years even though, as
identified above, 11 were in entry-level positions. Table 4.4 describes the roles associated
with bringing material into the custody of the collecting institution, providing descriptive
control, assessment of value or significance and storage.
Table 4.4: Roles relating to the description and preservation of collection material

Roles that organise, describe and preserve collections


Organising the transfer and accessioning of material to the custody of the
collecting institution.



Establishing provenance of collection material, such as objects or archives.



Accessioning or describing the collection against the principles and practices
relevant to that organisation.



Undertaking appraisal or evaluation of collection material.



Cataloguing, registering or describing material in accordance with relevant
professional principles.



Managing the storage, preservation and movement of collections.



Digitising collection material for preservation or reference purposes,
including preparation of captions and discovery metadata.

These roles would have involved bringing material into the custody of the collecting
institutions, and organising and describing in accordance with professional principles relevant
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to the discipline (Bettington, et al., 2008; Genoways & Ireland, 2003; Jordan & Lloyd, 2002;
Marty, 2007; Russell & Winkworth, 2009; Sanders, 2004). For example, the principles of
description for library material, archives, an object or series of objects may differ, but the aim
was to ensure the material was described and controlled. Each collecting institution would
have had its own systems and procedures for the physical storage and preservation of the
material and for retrieving items from storage for use by clients or staff.

The second broad area of roles and responsibilities concerned providing accessibility to the
collection. Table 4.5 describes the different ways the research participants were involved with
providing a service to clients, who could have been other employees of the institution or
external clients, such as researchers, educators or organisations wanting copies of holdings.
Table 4.5: Roles relating to reference and education services

Roles involved in providing reference and education services


Providing reference services to search for material in collections, in reading
rooms or through online or remote inquiries.



Providing material from the collection, in original format or through another
format, such as digital copies.



Providing education services to collection users, including programs for
school groups, tours of collections.



Providing front-of-house services for visitors and conducting guided tours or
commentaries.

The way reference services are provided could vary between a library collection or an
archival collection or an art collection, but all involve responding to queries from clients by
searching through catalogues, finding aids or indexes to provide information or provide
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material (Duff & Fox, 2006; Hider, 2006; Locknar & Vine, 2001; Summerrell, 1999; SykesBerry & Reynolds, 2001; Tran & King, 2007). Reference services also involved showing
clients how to use catalogues, finding aids or indexes, without necessarily conducting the
research themselves. Education programs organised by research participants varied between
developing kits for schools or adult groups or taking groups through the collecting institution.
Front-of-house duties included being on a roster to give broad level information, taking
orders for publications, taking groups through galleries and answering individual queries.

The third main area of work of the research participants involved researching, accessioning,
building or developing outreach programs such as exhibitions, launches of programs or
community events. Table 4.6 describes some of these activities, which were conducted in all
the collecting institutions represented in the present study. In some of the collecting
institutions, education programs could equally be regarded as outreach events.
Table 4.6: Roles in developing exhibitions and outreach programs

Roles involved in developing exhibitions and outreach programs


Researching the collection, and selecting material, for inclusion in
exhibitions.



Researching and developing publications on aspects of the collection.



Preparing and curating exhibitions and displays for the collecting institution
or to support online exhibitions for clients of the institution.



Developing outreach programs such as launches or community events.

These roles reflected the roles and responsibilities documented in the literature about
exhibitions and community programs (Blackburn, 2009; Carroll, 1991; Coombes, 2009;
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Genoways & Ireland, 2003; Kalfatovic, 2002; Marty, 2007; Pederson, 2008). Kalftovic
(2002) indicated that there were more similarities in exhibitions across the information sector
than there were differences. The experiences of the research participants would also indicate
that there were similarities between the collecting institutions. The participants particularly
valued being involved in exhibitions as they were a way to round out their skills and
knowledge about description and control processes, researching provenance and presenting
the information in different ways for different audiences.

All the research participants carried out these roles to varying levels of complexity, either
independently, as part of a team or by leading a team. In addition to the roles relating to the
collection, three participants also started out leading teams so had additional management
responsibilities such as work planning, budgeting, recruiting, reporting and developing
training programs. Their roles reflected those documented for professional levels in the
literature (Borin, 2001; Corrall & Breweton, 1999; Genoways & Ireland, 2003; Holmes &
Hatton, 2008; Jordan & Lloyd, 2002; Sanders, 2004).

In addition to the roles and responsibilities, the participants were asked if they could see any
links or connections between what they had learnt through their qualifications, their previous
experience and their new position. All of the research participants responded that their
qualifications and previous work experience had been relevant at some level and the skills
and knowledge they had acquired could be applied. Responses by some of the research
participants are as follows.


Was able to put study into place, became second nature. After three institutions, I
knew the way institutions worked and handled archival material (Nadia, I).
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Came together, brought previous experience related to curatorial roles, found
internship very valuable (Melissa, I).



I began to see the connections during the year. While much of the day to day work did
not seem to relate, when issues out of the ordinary happened, I drew on my uni work.
Two particular units helped me; one on supervision and management and the other
on children‟s literature (Phoebe, I).



Brought experience, now see similarities between institutions and reason for getting
the job. Now in third institution and use elements of all experiences (Eliza, I).



Worked well, varied experience, studies connected, still heading in right direction
(Anna, I).



Professional knowledge used in new context, studies relevant, carrying over research
skills, bring together professional knowledge, compounds what I studied (Tanya, I).



Cultural heritage diploma theory provided guidance, different from previous job, but
still working with public, and previous job helped me get this job. (Cathy, I).



Everything linked and still connected – current studies, work, being a volunteer in
different types of museums (Teresa, I).

The responses by the research participants would indicate that there was a synergy between:
the curriculum or statements of knowledge developed to support the professions in the
information sector; the educational institutions that taught the curriculum; the internships or
work placements; and the workplaces where the knowledge was applied.
4.2.3 Impact of personal development plans
The literature review in Chapter 2 identified that it would be expected that the research
participants would have had some kind of performance and development agreement or
arrangements when they started their new positions. The review identified that the focus of
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the literature was on advice for supervisors (Delahaye, 2005; Genoways & Ireland, 2003;
Jordan & Lloyd, 2002; Krausert, 2009; Taylor, 2003; Wood, et al., 2006), but less so for how
individuals could navigate the process (Forrester & McTigue, 2004; Härtel, et al., 2008;
Kavanagh, et al., 2007). The discussion here focuses on how the research participants
experienced these schemes and the impact on their professional learning. These agreements
or plans had different labels across the collecting institutions, such as performance
management schemes, performance appraisal schemes, and learning and development plans
but they all performed a similar purpose. Plans or schemes may have had a performance
measure component and a learning and development component. Some only had one
component. Some plans were linked to annual salary increments, so if there was no agreed
plan and an individual had worked in an organisation for more than a set period (for example,
nine months), they might have missed out on an increment even though their performance
had been satisfactory.
This study has used the term ‗personal development plan‘ sometimes abbreviated to ‗PDP‘
which could cover performance elements and learning and development plans. This generic
term was not widely used by the collecting institutions or the participants so adds to the
anonymity of the discussion. Where the following quotes by the participants include a
specific reference to the scheme of their respective institution it has been replaced by more
generic terms or its abbreviation of ‗PDP‘.

Over the two years, all the participants had some experience with personal development
plans, negotiated with their supervisors or line managers. Common elements included a
standard written agreement, initial training in how to develop and manage an agreement,
reviews of performance and discussions about learning and development. The interview
questions focused on the learning and development components of the plans, and did not seek
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information about experiences of the research participants with their performance rating
process or results. Where, however, participants described concerns with learning and
development plans, they stressed that they did not have any issues with the performance
assessment processes or outcomes – their concerns were only with the development aspects.
The discussion below focuses on experiences with personal development plans as instruments
to support professional learning.

Characteristics of a productive personal development plan

Several participants (Anna, Brigid, Cathy, Eliza, Hannah and Lydia) had good relationships
with their direct supervisors and productive personal development plans over the whole two
years covered by this present study. Tanya lost her initial supervisor, but her manager took
control of the plan and it remained a positive process. In the eyes of the research participants,
the characteristics of a productive personal development plan included the following:


Even when there was no funding, in-house, no cost training was still undertaken as
identified in the plan (Cathy, II).



In discussions for plan, got to talk about where we wanted to go, skills we needed to
perform better. I was supported to start a Diploma that was directly relevant to my
work (Nadia, I).



Identified areas in the personal development plan and could look for management
training. Once I find it I can give it time (Lydia, I).



Business Plan covered calendar year so I got involved in identifying training. Money
was allocated for training. Workplace supportive in allowing me to go to things that I
found outside the training plan (Tanya, I).
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The planned three [reviews] got combined because of when I started. Supervisor
knew what I was doing – nothing a surprise – got to identify area of training and up
to us to follow up (Anna, II).

Characteristics of non productive personal development plan or no plan

Nine participants (Alice, Liam, Melissa, Nadia, Phoebe, Teresa, Rhiannon, Rohan and
Sophie) had a less than positive experience with a personal development plan at some stage
over the two years, but not necessarily for the whole two years. Changes in their experiences
of the personal development plans were influenced by changes in their positions, if they lost a
supervisor or if they gained a new supervisor part way through the two years. The
characteristics of a non productive plan or periods of no plan included the following.


Performance management, but no plan for learning and development (Liam, I).



Was not advised that I could have asked for something (Teresa, I).



Would have been nice to have a [PDP] while I was on contract for 12 months as I
would have been able to move up an increment level and I missed out on that (Sophie,
II).



Had usual things, same courses as last year. Lots of ticking of boxes – almost word
for word with other APS3 in team – as if there was a stamp for APS3, a stamp for
APS4 (Rhiannon, II).



The process went downhill after direct supervisor left (Nadia, II).



Missed out on some opportunities available only for permanent staff. Even though I
did not have formal plan while I was on rolling contracts, I do not think it affected my
promotion prospects in the long term (Phoebe, III).



[PDP] did not come for a long time, which was frustrating, but did happen
eventually. Supervisor did not put time aside so I was too late to go on a course.
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When we did meet it was overall a good forum for putting things out there (Melissa
II).
Impact of not having a productive personal development plan

Personal development plans were viewed as one means of discussing career options and what
kinds of work or learning opportunities might support their future options (Pember, 2005;
Walker, 2008). Phoebe and Sophie did not have formal personal development plans while
they were on short-term rolling contracts, but still believed there was benefit in having
discussions about learning and career options, even without a formal process. Four research
participants who commented about their supervisors or managers having a ―tick box
mentality‖ (Rohan, II; Teresa, II; Nadia, II; Liam, II) towards personal development plans
also had difficult relationships with their supervisors or managers at the time. Rhiannon also
commented on the “lots of ticking of boxes” (Rhiannon, II) that coincided at a time when she
did not have a positive relationship with her supervisor. They did not regard the system as a
failure; only the implementation with particular supervisors. These views were reinforced by
Jordan and Lloyd (2002, p. 164) who linked the quality of the supervisor with approaches to
personal development plans, referred to as appraisal schemes. They believed that managers
who were not willing to participate in appraisal schemes were less likely to be good staff
managers.

There appears to be a link between the quality of the personal development plan and the
relationship between the research participant and their supervisor. Rohan, Liam, and Teresa
started out with difficult supervisory relationships but changed supervisors during the two
years and one result of that change for each of them was a more productive personal
development plan. Rhiannon had a good plan with her first supervisor but not with her second
supervisor, with whom the relationship was difficult. It was in the first year that a positive
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approach by supervisors and guidance in establishing and maintaining personal plans seemed
to be essential. The research participants recognised that in their second year, they needed to
take responsibility for their own professional development, finding programs and seeking
approval. Alice, Rohan, and Teresa also believed that they were more assertive in how they
managed their plans and professional development by the end of the two years.

The personal development plans also seemed to influence access to learning and development
activities. Research participants reporting productive plans were satisfied with their access to
learning experiences. Those with what they regarded as unproductive plans also experienced
difficulties in gaining access to learning opportunities. Nadia‘s plan with her first supervisor
was very supportive of professional development, resulting in enrolment into a formal
education program, which Nadia highly valued. Once the first supervisor left and was not
replaced, the next plan with the line manager was not supportive – it went “down-hill”
(Nadia, II). Nadia‘s final line manager ensured the performance aspects were implemented,
but there were still limited opportunities to discuss future learning and development options.
Nadia knew what she wanted, but without a direct supervisor it was difficult to secure advice
about the most appropriate approach to bring that about.

From the perspective of the research participants there appeared to be a three way connection
between the quality of their supervisory relationships, effective personal development plans,
and access to learning experiences. It would appear that supervisory and manager
relationships were the variable element in the effectiveness of the personal development
plans. As supervisory relationships changed so, too, did the personal development plans and
access to learning experiences. Even when there was no plan, as was the case with Phoebe
and Sophie while they were under contract, they had positive supervisory relationships and
still had access to learning experiences, even if on an ad hoc basis.
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The experiences of the research participants do not appear to be reflected in the literature,
which focused on how managers implemented schemes and how they dealt with difficult
staffing situations. Krausert (2009) considered that productivity based agreements were not as
relevant for new employees as learning plans. This arrangement would have helped Sophie
and Phoebe who were on short term contracts and were not initially entitled to a performance
agreement. Krausert‘s (2009) approach, however, did not take into consideration the
possibility that the organisations, supervisors or managers did not support any kind of
productive agreement. There was limited attention to how an individual navigates a difficult
environment or the three way connection between the quality of the supervisory relationship,
the personal development plan and access to professional learning. The research participants‘
experiences resonated with Jordan and Lloyd‘s (2002) perspective on the quality of the
supervisor. The implications of these findings are addressed further in Chapter 7 on the
conclusions.

4.3 Changes in roles and responsibilities
The previous discussion explored the initial work environment of the research participants:
their education and previous work experience, their employment status, roles and the impact
of personal development programs. In this section, the interest is in changes in roles and
perspectives between the first and second year, to assess if there was a change, the extent of
the change and what the participants felt about the change or lack thereof. The findings are
drawn from comparing responses between the first, second and third interviews. The findings
explore changes in the research participants‘ roles, positions and areas of professional
interest. A further section of this chapter (4.4) explores changes in expectations of their short
and long term career goals.
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The interviews sought to establish how the research participants experienced and responded
to changes between three milestones: when they started; at the end of their first year; and at
the end of their second year, though these were approximate timeframes. The findings
revealed that the participants changed areas of professional interests, duties, and actual
positions much more during their second year than in their first year. Changes occurred
through starting a different position, starting further qualifications, working in a new
organisation, having a new supervisor or changing their areas of professional interest. All the
participants experienced some kind of change that influenced what they did and what they
thought their future directions might be. None of the research participants remained doing the
same work with the same supervisor and with no change in their position or duties over the
two years.
4.3.1 Changes in areas of professional interest
As discussed in Chapter 1, collection institutions in which the research participants worked
had multiple roles and so could employ professionals with archival, information
management, library or curatorial qualifications and experience. For several participants there
was a shift in the work they undertook that indicated changing interests and direction. For
example, Sophie started out in a reference area and, upon having an opportunity to work in a
curatorial role researching collection material, decided to take up further study to support this
change in direction. Brigid moved from a reference and education area to a curatorial position
on collection items for a gallery, and Teresa moved from providing reference to more public
and community programs. Melissa started out focusing on research on collection material but
in her second and final position was much more interested in detailed descriptive and
accessioning work. Alice‘s first position was involved in identifying collection material and
providing detailed description but, by the end of the two years, was involved in more public
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and community based programs. Hannah‘s initial expectation of her goals was in researching
collection material for publication or exhibition but found a new direction in archival work.

Initially, Tanya was primarily involved in describing and researching the provenance of
collections but became actively involved researching and mounting exhibitions, something
she had not expected to do when she first started. Rhiannon‘s first role was involved in
identifying and registering collection material but moved to a new role involving assessment
of heritage value of collections and advising on conservation. Cathy started out in a reference
and education area but, once she had exposure to more policy work, she was no longer sure
of her direction and what further study would best suit her interests. Liam wanted to focus on
descriptive work but also became involved in work relating to exhibitions. While he valued
the experience, he remained committed to the more descriptive aspects of working in a
collecting institution.

The researcher believes that this exploration of different areas of expertise could mean that
the research participants remained open about their professional identity. Some joined several
associations, and others none as they were not sure which one suited their direction. By the
end of the two years, while still working in a collecting institution, there were mixed views
about potential areas of specialisation. For example, Phoebe, Rohan, Nadia, Anna, Brigid,
Liam, Lydia and Tanya were clear about their respective directions from the start even if
some were not initially working in those roles. Melissa, Hannah, Sophie, Rhiannon, Cathy,
Teresa, Eliza and Alice were exposed to different areas of expertise which proved a catalyst
to thinking about a change in their professional interests. Chapter 6 discusses one of the
implications of this exploration and potential change of interests, with regard to the place of
professional bodies or communities of practice in the potential professional identity of the
research participants.
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The shift in areas of interest also has implications for directions of further professional
learning. Anna, Cathy, Melissa, Liam, Eliza, Hannah and Rhiannon wanted to undertake
further study but were not sure which program would suit them best, along with consideration
of costs, extent of employer support and the prospect of full time work and part time study.
None of the research participants questioned the value of learning more at work and the need
to undertake further formal study. The issue was more about what to choose than interest in
continuing their professional learning. A more detailed discussion about returning to formal
study is explored in Chapter 5 on learning experiences. In the context of changing areas of
interest, it is important to acknowledge that, within two years, the research participants had
been exposed to different disciplines and could see multiple directions, even staying within
the one collecting institution or within any collecting institution. The desire for exploration
by the research participants reflected views in the literature that ―those at the beginning of
their careers were hungry for ways to sort out what is what within the field‖ (Baldwin &
Ackerson, 2006, p. 351).
4.3.2 Stepping up to leadership, supervision, training and mentoring
Another area of change for the research participants over the two years, but not necessarily
between the first and second years, was in roles relating to supervising, training or mentoring
other employees of their organisation or clients, through education programs. For the present
study, the term ‗relationship roles‘ includes supervision, training and mentoring roles. These
roles were associated with explaining professional principles and practice to others, providing
a sounding board for ideas and aspirations, and monitoring work performance. Table 4.7
shows the extent of involvement in supervision, training and mentoring of the research
participants over the two years. The table illustrates how many started out with these
responsibilities and what new roles were undertaken by other participants.
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Table 4.7: Summary of supervisory, training and mentoring roles

Nadia
Melissa
Eliza
Hannah
Anna
Tanya
Rhiannon
Lydia
Alice
Cathy
Liam
Rohan
Brigid
Sophie
Phoebe
Teresa
TOTALS

Experience

Leadership

New roles

Expected roles

Brought
experience in
relationship roles
with them

Continued to lead
relationships over
the two years

Started
supervising,
training or
mentoring for the
first time

Working at levels
equivalent to
supervising,
training or
mentoring roles

X
X
X
X
X

X

X

X
X
X
X

X

X
X
X

X
4

X
3

7

3

Four participants brought supervisory experience and some kind of training or teaching
experience (Experience column) to their new positions. These four research participants were
employed at middle management levels, so there would be an expectation of taking on
relationship roles and three did during the two years (Leadership column). A key finding in
this table was the number of participants supervising, training or mentoring others by the end
of the second year for the first time. Seven participants (Eliza, Nadia, Melissa, Liam, Cathy,
Sophie, Phoebe) had taken on these roles (New roles column) and three (Hannah, Alice,
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Teresa) were working at employment levels where these roles would be expected (Expected
roles column). Only three participants (Rhiannon, Anna and Brigid) did not take on these
roles or were not at levels where supervision, training or mentoring might be expected.

The table demonstrates that responsibilities for explaining professional principles and
practice, and developing the confidence of others, happened relatively quickly. Nor was
stepping up to these roles connected with employment status. Six of the first time supervisors,
trainers and mentors (New roles column) had started in entry-level positions (Nadia, Melissa,
Liam, Cathy, Sophie, Phoebe) and five of these commenced in contract positions (Melissa,
Cathy, Eliza, Sophie, Phoebe). In a response to a question in the first interview about the link
between studies and the new work environment, Phoebe commented that a unit on
supervision and management undertaken as part of her studies was particularly useful.

The relative speed with which these research participants were moving onto more complex
roles reflected findings of the demand by new professionals for more complex work (Society
of American Archivists: Principal consultant V. Walch, 2006, p. 432). However, there is
limited discussion in other literature about when new professionals might take on these roles.
Hallam (2008a, p. 47) found in a study in the library sector that new graduates were
recommended to seek broader opportunities after two years, but Cathy, Phoebe and Sophie
were supervising or training others by the end of their first year and all had started in entrylevel, contract positions.

As discussed in the literature review in Chapter 2 supervisors, trainers or mentors had
responsibilities for passing on professional knowledge and supporting the development of
others. It would be expected that supervisors received relevant development to support these
roles, given their importance to the organisation in building skills and knowledge of
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individuals. Jordan and Lloyd (2002, p. 240) recognised difficulties of first time supervision
and the need for development of skills as part of professional education or in-house
programs. Jordan and Lloyd (2002) also recognised that ―people are often raised to
supervisory positions on the basis of previous work that does not involve staff supervision‖
(p. 240). Given the relatively rapid rise to these roles, and given their starting positions, it
would seem essential that they undergo some kind of development. Chapter 5 on learning
experiences examines the extent of learning and development the research participants
received to support these roles.

In concluding this discussion about the employment and role changes over the two years, it
was evident that after two years the common characteristics of the research participants had
changed. Figure 4.1 (See p. 118) illustrated the most common characteristics for the typical
participant as an early professional learner. Figure 4.2 below illustrates the most typical
participant by the end of the second year.
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Figure 4.2: Typical characteristics of research participants two years on

Typical characteristics of research participants by the end of the two years
Entry level
position
(APS2-APS3)

Still in same
collecting institution

Had some
higher duties

Had found a
mentoring
relationship

Permanent
officer

Typical research
participant:
2 years on

Different
supervisor

Work and
learning exceeded
expectations

Some contact
with professional
community
Different
duties/
position

Improved
personal
development
plan

Supervising,
training or
mentoring others

Started
investigating
study

There was more diversity in the environment of the research participants by the end of the
second year, but still several similar characteristics. The typical participant had a permanent
position in the collecting institution, though still in an entry-level position. The typical
participant had periods of acting in higher duties, had found a mentor and was supervising,
training or mentoring others. They were taking on roles more akin to a mid career
professional rather than someone who was still an early professional learner. The
participant‘s relationships were expanding beyond the organisation and study was on the
horizon. Those who would fit most of the characteristics of the typical research participant
included Brigid, Liam, Nadia, Cathy, Hannah and Sophie. Rhiannon, Alice, Melissa and
Anna shared most of the characteristics of the typical research participant except they were
still in contract positions.
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4.4 Tracking work movement and expectations
One of the features of the present study was the tracking of experiences and expectations over
three interviews to gauge changes in how the research participants saw their working
environments, opportunities and obstacles, their approaches to building skills and knowledge,
career options and where they thought their futures lay. The discussion about their
expectations is divided into two main parts. First, the research participants‘ expectations
about their working environments are explored and, secondly, expectations about career
options are addressed. The means by which the expectations were tracked over the two years
were explained in Chapter 3 on the research methodology. In summary, the research
participants were asked a series of related questions over the three interviews comparing
expectations and whether or not they were met or exceeded. The discussions below draw out
key or recurring themes and illustrate particular features with quotes from the participants.
4.4.1 Expectations about working environments
Tracking expectations of the research participants over the two years with regard to their
working environments revealed two main recurring themes. One issue was about
employment, such as pay, temporary or permanent status and opportunities for higher duties.
The second main recurring theme was building skills and knowledge through experience,
learning and study as well as relationships. Findings over two years were drawn from
comparing responses to questions about what they were looking forward to with questions
reflecting on what had happened and if earlier expectations were met. Examples of responses
to these questions are included in tables that follow. See Appendix D for a full list of
interview questions. Mentioned throughout the interview responses were references to the
role of relationships in what the research participants were looking for and how relationships
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helped them meet expectations. These will be summarised in a slightly different way from the
two main topics.

Expectations about employment

All the research participants referred to employment conditions in their responses, including
pay, regular hours, working full time and not having to keep applying for positions. Being on
long term contracts was regarded as positive but, for Sophie and Phoebe, there was some
uncertainty as they started out on three month contracts. Liam had taken a pay cut to start in a
new permanent position but was enthusiastic about the future. None of the research
participants who had started out on contract expected the position to become permanent, but
most remained hopeful; at least for further contracts if not permanent positions.

To illustrate the changes in expectations and responses to those expectations, Table 4.8 and
Table 4.9 follows Cathy who reflected the typical characteristics in Figure 4.1 (See p. 118)
and Figure 4.2 (See; p.141) with 5 years study, previous experience, starting at entry level on
a contract basis, but ending with a permanent position in higher duties, supervising others.
The two tables facilitate comparison of changes in expectations and reflections over the first
and second year. A range of different expectations by other research participants is described
in Appendix F. Cathy‘s expectations are also included in the Appendix for context. Other
contextual information that supports the following discussions can be found in Appendix E
which summarises the profiles of all 16 participants. Table 4.8 summarises what Cathy was
particularly looking forward to as she started her new position and whether or not her
expectations were met. Other participants could have equally illustrated changes in
expectations.
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Table 4.8: Expectations and reflections about employment over the first year

What did you particularly look forward to when you
first started in the organisation (Interview 1.11)

Excited about working with the collection at the

In our initial interview you made this comment
about what you were particularly looking
forward to [Show interviewee transcript of
Interview 1.11]. Would you please explore
whether or not those expectations were met and
why? (Interview 2.1)
Still enjoying work. More opportunities and

institution, heard really good things about it, heard

different work than expected. Achieved permanency

good vibes, as had used collection during study. Loved

at same level as contract. Won an acting APS5

the place where I worked. Steady pay and full time

position to start early second year - not expected.

hours after 5 years of part time while studying, long

Moving away from education to more curatorial

contract [Entry-level]. Really good when another piece

work (Cathy, II).

of the puzzle fits in (Cathy, I).

Achieving permanency was a positive result for Cathy, as well as the prospect of higher
duties. During that five years of study Cathy had an internship, had worked in paid part-time
work, had volunteered in a collecting institution, and now we find she had been a researcher
using the collection. Cathy had an extensive body of experience when she started out in an
entry-level contract position and her enthusiasm to starting working in a real position was
evident in the remarks. Responses by the research participants described in Appendix F were
mixed. Some were not happy with their environment, though they valued the team and the
work. There was a lot of training but, for some, limited professional development.

Following Cathy still, Table 4.9 compares expectations and reflections over the second year,
including what she was looking forward to and then what happened and how she responded
to the change in expectations. Responses by other research participants can be found at
Appendix G, again, the same participants as described in Appendix F.
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Table 4.9: Expectations and reflections about employment over the second year

What are you particularly looking forward to next?
(Interview 2.10)

Really looking forward to the acting opportunity.

In our last interview, you made the following
comment about what you were particularly
looking forward to [Show interviewee transcript
of Interview 2.10]. Would you explore whether
or not those expectations were met and why?
(Interview 3.1)
Still acting APS5 with a short period of acting

Relieved to get permanency. Permanency brings other

APS6. Didn‟t expect to be acting all year. Acting a

opportunities, such as travel for work, conference

great way to learn, attended high level meetings.

opportunities, meeting contacts from the industry

Started looking around for jobs as acting ends in

(Cathy, II).

December and drop back to [APS3] pay (Cathy,
III).

For Cathy, the findings about expectations and reflections in the second year ranged from
relief about permanency, looking forward to unexpected higher duties and expanding her
professional relationships and experience. Cathy felt that coming off higher duties back to a
permanent entry-level position was going to be difficult. Responses by the research
participants documented in Appendix G were mixed. There was some disappointment that
positions were not being filled and opportunities for permanent promotions were scarcer than
initially thought. There was a greater sense of taking control, especially where the
environment was not so positive. There was also more change in the second year as acting
duties became available or as participants changed institutions.

Experience and applying professional knowledge

The second recurring theme about expectations and change between the first and second year
was in regard to applying professional principles and professional development. Changes
related to what they found about the work itself and their expectations about work. Table 4.10
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illustrates changes by including responses from Anna, and other responses can be found at
Appendix H.
Table 4.10: Expectations about experiences over the first year

What did you particularly look forward to when you
first started in the organisation? (Interview 1.11)

Learning processes, putting theory into practice.

In our initial interview you made this comment
about what you were particularly looking
forward to [Show interviewee transcript of
Interview 1.11]. Would you please explore
whether or not those expectations were met and
why? (Interview 2.1)
Expectations were met. Working with a coherent

Opportunity to grow both professionally and

group. Processes changing, grown professionally,

personally. Explaining topics to public was a real

more assertive in my knowledge. Still in the same

challenge (Anna, I).

position. Finding out more knowledge (Anna, II).

After five years of study, Anna was very much looking forward to putting theory into
practice. It was an experience she enjoyed and she found that what she had studied could be
applied. Learning more knowledge was important and, after a year, she was more confident
about what she knew. Responses by the research participants documented in Appendix H
show there was an equal passion to keep learning and, then, recognising that they had learnt
much during the first year in a number of ways. By the end of the first year there was a sense
of seeking out new relationships and new sources of learning – it was about having more
confidence and taking control.

Table 4.11 follows Anna through her second year, what she was looking forward to and then
reflecting on what happened. Responses by other participants can be found at Appendix I.
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Table 4.11: Expectations about experiences over the second year

What are you particularly looking forward to next?
(Interview 2.10)

Continuing on with the project and reaching the

In our last interview, you made the following
comment about what you were particularly
looking forward to [Show interviewee transcript
of Interview 2.10]. Would you explore whether
or not those expectations were met and why?
(Interview 3.1)
Still on same project, but looking for a change for a

community with my work. Gathering more oral

while. Looking at curator work plus multi-media for

histories. Text label writing for exhibitions. Building

exhibition design. Good environment. More

gallery from scratch, working out physical layout, had

guidance on oral history, still want feedback. Text

done some pre-fabricated work with internship. Being

writing exhibition. Missed out on permanent APS4,

asked for ideas for overseas travel for gallery work.

but some higher duties at APS4 level. People I work

Acting APS4 possibilities for the remainder of the

with wonderful (Anna, III).

contract (Anna, II).

For Anna the second year was one of professional growth. Anna was able to apply knowledge
from her internship, illustrating that it had application in multiple ways. Anna was grateful
for the higher duties in recognition of her knowledge. For the research participants
documented in Appendix I, there were positive responses about how their knowledge
developed over the two years and the changes it might bring. There was still a passion for the
work, enjoyment of new roles and positions and, hopefully, leaving any tags of ‗newcomer‘
well behind them.
4.4.2 Role of relationships in setting and meeting expectations
Throughout the responses to several interview questions relating to expectations, references
were made to the role of relationships. Table 4.12 illustrates some of the responses about how
the participants formed or changed expectations, but not connected to individual questions as
above, but woven through various responses.
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Table 4.12: Role of relationships in setting and meeting expectations

Comments about role of relationships in setting and meeting expectations
Interview I
Working with new people was a big part of expectations. Change of cultural environment
and organisational culture (Eliza, I).
I was excited about meeting new people in the field. I could see networking opportunities
(Phoebe, I).
I was the only one on contract in my team, but my team of permanent staff very happy to
have me (Rhiannon, I).
Looking forward to the specialisation, managing exhibitions, but initial positive
expectations was soon dissipated by circumstances I encountered. It was a bittersweet start.
I got the job, but not working out quite the way I expected. Lots of issues with staff and
dealing with conflict (Rohan, I).
Interview II
Build networking and passing on knowledge by training others (Eliza, II).
Looking forward to conference opportunities, making contacts within the industry. Learning
by training others (Cathy, II).
Staff issues resolved and good team with positive direction (Rohan, II).
There was a change from being a newcomer to passing on learning to new staff (Lydia, II).
Aspects of the team not working well and not feeling valued, but support from other team
members (Liam, II).
Team has helped each other with frustrations after supervisor left and not replaced (Nadia,
II).
Interview III
Opportunities for networking continued. Valued opportunities to lead training (Eliza, III).
People I worked with were wonderful (Anna, III).
Still love the job, team more stable, new line manager happy to help (Nadia, III).
Still regarded as a new person after two years, so need to get past that (Lydia, III).
Encouraged to apply for positions in organisation (Brigid, III).
Some relationships got bad early in the second year, so left organisation (Alice, III).
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The research participants felt anticipation at meeting new people, extending networks through
attending conferences, but also experienced difficulties with teams or supervisors. Changes in
supervisors and teams had both positive and not so positive influences on expectations. What
the tracking over time revealed was that the influence of relationships changed. The
environment seemed to be fluid. In the second year, the participants looked beyond
immediate work environments to build relationships through attending conferences, changing
institutions or resolving particular issues. Lydia thought that, after the first year, the
―newcomer‖ (Lydia, II) branding was changing because she was now training others, but by
the end of the second year she still felt like a new person and needed to do something about
it. Nadia had a great start to her new position: ―Content was really interesting and first
project was quite memorable. Made the start less nerve-wracking because it was such a fun
collection‖ (Nadia, I). By the end of the first year, her work environment was difficult when
her supervisor left, but it turned around with a new line manager and also through a strong
team. The implications of the wide range of relationships the research participants had are
discussed in more depth in Chapter 6 on findings about relationships.
4.4.3 Reflections on future expectations
One of the final questions the third interview sought to explore was where the participants
felt they would be in another two years, and what would motivate them to leave or stay.
Responses related to working, learning and relationships. The main themes about
expectations for the future and what would motivate them to change their current situation
related to whether or not the research participants felt they were still learning, still supported
and could see employment opportunities.

In terms of employment, there was a mixture of expecting promotions or at least acting at
higher levels, reflecting a desire to work at more complex levels. Brigid was on a long term
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project, so she expected to be happily doing the same work. After two years at the same entry
level, Nadia commented that she would be really depressed if, after another two years, she
was still at the same level. She was applying for positions in other organisations, so was
hoping for a permanent promotion. Hannah saw herself remaining with her current
institution, but would like a chance to work in another collecting institution to broaden her
experience. Three research participants (Tanya, Phoebe and Hannah) made references to
leaving if they found the work had become boring. For some participants travel and working
overseas was still on the horizon. Melissa would leave ―if I stopped loving my job‖ (Melissa,
III). Towards the end of the second year, Melissa had acquired a mortgage, so was looking
for permanency but even though she remained on contract she was not stressed as she
believed “things seem to work out” (Melissa, III).

Access to learning experiences was also a motivator for change, as well as an opportunity to
learn more. Rhiannon, Eliza, Anna and Melissa were still thinking about study as a means to
learn more, with either part-time or full-time an option. Eliza thought that if there was
nothing more to learn she might leave. Cathy believed a good personal development plan and
opportunities for training would be a motivator to stay with her current institution. Liam
would use travel to keep learning if it was not provided by the organisation.
Lack of support by supervisors and managers was another motivator for change or if a strong
supportive team broke up. Lydia and Cathy would leave their respective positions or
organisations if there was a negative supervisory relationship. Rohan and Teresa would leave
if they perceived a lack of leadership within the organisation as well as no development
opportunities. Being undermined would be a motivator for Sophie to leave.
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In concluding this discussion about tracking expectations, evidence emerged of organisations
and individuals in a constant state of change and a sense of vibrancy. Most expectations were
met or exceeded, with access to higher duties, loving the work, expanding knowledge and
changing roles. While not all the changes were positive, difficult situations were not
perpetuated over the whole two years. Patterns that emerged from the early stages of the two
years revealed a sense of anticipation but also a high regard for obtaining practical
experience. Responses to what they were looking forward to in the second year revealed a
greater sense of action, because they now knew they would have to do something themselves
to change whatever situation they were in. They had assessed their first 12 months and could
see for themselves what they liked, where they wanted to go and how much control they had
over their work environment. The responses in the final interview revealed that they had
taken action or made the most of unexpected opportunities. There was a rich diversity in the
work they undertook, providing a solid foundation for their futures.

Starting out on contract did not seem to influence the goals or opportunities of the research
participants. There was a passion for the work that was more important than higher salaries or
even permanency. Brigid, for example, had a permanent position that involved weekend work
but, when she initially moved sideways into a curatorial role, she had to take a pay cut as
overtime was no longer available. It was a compromise she was willing to take, as it matched
her career goals.

4.5 Expectations about career directions
In addition to discussions about expectations of their working environment, the research
participants were asked about their career expectations. They were asked the same question in
each interview about where they thought their career was heading and if it changed over the
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two years. The transcript from the first interview was given to them to read and reflect upon
in the second and third interview. Before discussing career expectations, it is worth revisiting
the career contexts of the research participants, summarised earlier in this chapter. For 11 of
them it was their first full time position since completing tertiary level studies. For the
remaining five participants, the new position was a continuation of an existing career or a
second career. However all 16 were starting out in a new collecting institution with new
responsibilities, duties and expectations.
4.5.1 Initial reflections about career expectations
As with expectations of employment environments, the initial expectations about career
options were of anticipation. The research participants had made a deliberate choice to work
in the information sector so understood why they were there. For those starting on contract, it
was made very clear that there was no expectation that the positions they held would become
permanent nor that a career in that organisation was certain. There was not a direct
correlation between the employment status of the new employees and their career
expectations. Not all the research participants on contract thought that their career aspirations
would involve seeking permanency. Cathy, Melissa, Anna and Alice were happy to have long
contracts and get some experience. They wanted to use this contract to test if they were going
to be happy in the field. They were not thinking about promotions or permanency.

For the research participants employed permanently, expectations were more varied. Nadia
was happy to have a permanent position so did not really think much about a future career
direction. As a permanent officer, Hannah thought that career progression would be slow.
Liam had taken a pay cut to achieve permanency in an entry-level position but had heard
about new initiatives and movement in the organisation through colleagues so hoped
promotions or higher duties to a level commensurate with his qualifications and experience
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would follow. Rohan, Tanya, Teresa and Lydia started in more senior levels and as
permanent officers. Their career directions were about developing professional knowledge
and staying with the operational areas of collecting institutions. It was about job satisfaction
and seeing projects through, not about more promotions or even acting at higher levels. They
would fall within the level targeted by the literature as being ready for leadership
development (Baldwin & Ackerson, 2006; Hernon, et al., 2003; Holmes & Hatton, 2008;
Kostos, 2006). The dilemma, however, is that professionals in a similar situation to Rohan,
Tanya, Teresa and Lydia, might not want to relinquish contact with the collection to move to
higher, more strategic levels.

The interviews revealed that gaining a permanent position or promotion was not a major
motivator or priority for the research participants. Gaining experience and applying theory
and practice and working with collections were far more important. Starting major projects
and seeing them through was more important than promotion, a view shared by Teresa,
Brigid, Anna and Rohan. The participants saw a career in the field, but not necessarily with
their current employer. About half of them thought that they might have to leave their
organisation, whether it was small or large, to gain a promotion. The other half saw
movement, albeit slow, within the organisation where they started their new position and
accepted the need to be patient. Motivating factors in thinking about career expectations
seemed to be more about collections they were working on and the people they worked with
than the organisations who employed them (Jordan & Lloyd, 2002; Taylor, 2008; Taylor,
2003). The career expectations of the research participants reflected discussions in the
literature about protean careers which, as discussed in the literature review in Section 2.2.3 of
Chapter 2, were not bound by organisational hierarchical structures and promotion, but based
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on attributes such as contribution to the field, flexibility, movement and challenging work
(Hall, 1996; Hesketh & Allworth, 2003; Krausert, 2009; Marty, 2005; Yeo & Ander, 2008).

While the research participants had no immediate expectations of moving from where they
were, or that their employer would provide a career path, the need to think about career
options and to discuss them was important. What they did want were opportunities to discuss
options without fear of appearing dissatisfied and how to make the most out of those
opportunities. Nadia and Alice both missed chances for higher duties because there was
limited access to independent advice about options. The desire to discuss and find out about
career options was important whether the new employee was permanent or still on contract.
The importance of being able to discuss career options, even in the early stages of starting a
new position, reinforces the importance of career management skills (Bridgstock, 2009).
4.5.2 Attitudes and changes towards career expectations
The research participants were asked whether or not there had been a change in their career
expectations after 12 months in their new position and then again after the second year.
Responses by Alice are described in Table 4.13 below. Responses by other participants about
their career options are described in Appendix J.
Table 4.13: Reflections on career expectations over the two years

Reflections on career options after first year
(Interview 2.8)
Prefer not to be in current position, but learnt a lot

Reflections on career options after second year
(Interview 3.9)
Still no expectation of permanence, but different

about myself, being an employee and the public service.

area for another year and acting exceeded

Permanency still not major but juggling contracts

expectations. Can see options to move around

difficult, even if I have freedom of being on contract

(Alice, III).

(Alice, II).
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At the end of her first year, Alice was not sure of her directions but did not feel that
permanency was something she was looking for. The freedom of being on contract was still
important and acting while on contract was not expected. Alice‘s options would seem to
reflect the concepts of the protean career described in the literature review in Section 2.2.3 of
Chapter 2 (See p. 26). Alice enjoyed the opportunity to engage in different areas. Responses
by research participants in Appendix J were mixed. Some were still on contract and had
changed institutions for different reasons. Some had more positive career expectations after
their second year than they did in their first. There were no sudden increases in permanent
vacancies, but they felt their own outlook was different as they changed roles, had
opportunities for acting and built new relationships.
4.5.3 Analysis of findings about career expectations
By the end of the second year, all the participants had started working in different areas in the
same organisation, were doing new work, had a new supervisor in the same position or were
working in a different organisation. No one was in exactly the same situation as when they
started. Some were now permanent, some still on contract, but all had a greater sense of
satisfaction about where they were heading and they remained committed to the work and
respective collections. There was optimism and passion about the work and a willingness to
wait for the right opportunity. There was gratitude for having higher duties or other
movement that had been available and acceptance that permanent promotions were scarce.
After two years, the participants were still exploring options, still regarding sideways
movements as ‗almost promotions‘ and could see opportunities in the sector, if not the
organisation or immediate work area. Not all the research participants had a clear idea of
what they might do next but all were consciously thinking about it. This exploration of
options demonstrates that the participants were continuing to be outward looking.
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It would appear that the movement of research participants between the disciplines within the
same or different collecting institutions does not seem to reflect the literature about career
development in the information sector, which focused on careers in particular disciplines
(Abasa, 1995; Marty, 2005; Murphy & Calway, 2008; Society of Archivists, 2008a). There
was less in the literature about working in an institution that had multiple disciplines such as
a library collection, an archive and a collection of objects. The literature about convergence
and collaboration gave some indication about working across disciplines (Birtley & Bullock,
2008; Currall & Moss, 2008; Guercio, 2005; Knight, 2007; Long & Applegate, 2008; Marty,
2008; Yakel, 2007), but was not presented from the perspective of individuals navigating
these disciplines from a career outlook. One librarian did describe starting out on a new
career and finding her work was very multi-faceted with unexpected changes of direction,
and similar in some ways to the research participants (Blackburn, 2009).

One recurring theme from the responses was that acting at higher levels had not even been
contemplated at the start of the first year, yet most had opportunities for acting. Hannah told a
story in her first interview about a rare success story for a new professional employed in the
same collecting institution at the APS3 level (with experience and post graduate
qualifications), reaching acting APS5 by the end of her second year. Hannah commented that
friends, who worked in other public sector organisations, thought that only reaching an acting
APS5 after two years was much less than what they expected to achieve in the same time
frame. The friends thought it was unbelievable that Hannah had such limited opportunities.
Hannah had accepted the long slow road, building knowledge and waiting for someone to
“die or retire before there were vacancies” (Hannah, I). By the end of the second year
Hannah had been given opportunities to act at the APS5 level. Not only did her acting at the
end of the first year exceed her expectations, but that she was acting at the end of the second
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year seemed amazing to her, even though her nominal level was in an entry-level APS3
position. Hannah had become the ‗success story‘ she initially only dreamed of reaching.

The researcher would argue that none of the participants had unrealistic expectations of
where they would be after two years. After four or five years of study, working in two or
more collecting institutions before starting their new position and then two years more
experience, ten research participants were still in entry-level positions (APS2 – APS3), albeit
with ad hoc access to higher duties. They knew their roles and responsibilities were much
more complex than their position levels would indicate. They wanted complex, challenging
work more than a financial reward.

Two research participants (Brigid and Tanya), worked in different collecting institutions, but
both had positions that were ‗broad-banded‘, which meant that their salary ranged over
several position levels, rather than just one level. Subject to satisfactory annual reviews,
Brigid and Tanya could move to the next level without having to undergo a recruitment
process for a vacant position. It was one way of recognising development of expertise over
time without having to wait for a vacancy to seek a higher level position. This approach
worked well for Brigid and Tanya who were on long term projects or in small organisations
where access to permanent promotions was limited. Broad-banding encouraged Tanya and
Brigid to stay with their organisation and commit to long term projects, knowing they would
have opportunities to build their knowledge in the process.

Overall, the findings revealed four main directions in which the participants thought their
career goals might be heading. Firstly, the participants who were most unhappy at the end of
the first year had found a reason to be more positive where they were, through a new
supervisor, new position or a new organisation. A second direction was the decision to
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actively look for permanent promotion somewhere. A third direction was formal study as an
alternative to permanency or alongside a permanent position. A fourth direction for some
participants was working overseas.

In concluding this discussion about career expectations, the research participants were patient
about their careers and willing to make the most of any opportunity to work in different areas.
They knew permanent promotions were scarce, through competition or positions not being
filled. Whatever their career stage and employment status, the expectations of the participants
were directed at job satisfaction and expanding skills and knowledge, not at rapid promotion.
This would indicate that they were more likely to be seeking a protean career, which focused
on flexibility, movement, not staying with the same organisation and using skills and
knowledge as means of change, rather than hierarchical movement (Bridgstock, 2005, 2009;
Hall, 1996; Hesketh & Allworth, 2003). This approach to careers could have implications for
succession planning for the information sector with an increasing number of professionals
reaching retirement and concerns about the qualities of those who would replace them
(Baldwin & Ackerson, 2006; Hallam, 2008a, 2008b; Hernon, et al., 2003; Knight, 2007;
Kostos, 2006). The present study has demonstrated that there are professionals ready to take
on challenges and to learn for the future. However, they want to remain close to the collection
and focus on professional knowledge, rather than take on management responsibilities, which
may not be what the sector needs.

4.6 Chapter summary
This chapter was devoted to documenting the working environment of the research
participants over the two years of the research study. The chapter followed several themes.
First, it addressed the participants‘ educational background, including their experiences of
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internships and previous experience working in collecting institutions. Their qualifications
and previous experiences in collecting institutions were extensive. They presented as a cohort
of experienced and qualified professionals with less of the ‗new‘ label. The chapter also
explored their employment arrangements and found that over half started in entry-level
positions and on temporary arrangements. This did not appear to be an obstacle to the
research participants as most had changed positions, gained permanent positions, promotions
or higher duties over the two years – there was a lot of movement and much more than
expected. The lack of permanent promotions due to competition for few positions or vacant
positions not being filled was not a major concern in the first two years but could be into the
future. The experiences of the participants did not appear to reflect the concerns in the
literature about the ‗war for talent‘ and difficulties securing employees (Jenner, 2008; The
Senate: Finance and Public Administration References Committee, 2003). Four of the
participants had brought supervisory or training responsibilities with them but, by the end of
the two years, a further nine were also supervising, training or mentoring, or at levels likely
to take on these roles.
The findings tracked the research participants‘ expectations over the two years and provided
insight into an environment of constant change, whether it was their responsibilities, their
supervisors or positions. There was a shift between the first and second year in the attitudes
of the participants, as well as the range of work. They had broadened their horizons, were
looking outward for skills, knowledge and relationships. The findings identified that career
expectations were almost too conservative and were exceeded in many cases. No one
dramatically changed their career directions, but not all were satisfied with particular
supervisory relationships or teams for periods during the two years. Difficult periods,
however, were tempered by, overall, more periods of positive experiences.
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In taking on these new positions, the research participants demonstrated passion, patience,
resilience, commitment and insight into what they had to do to achieve their goals. In the next
chapter (Chapter 5) the focus is on the participants‘ learning experiences to assess if they
supported the diversity of their working environments that were identified in this chapter.
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Chapter 5:

Findings about learning experiences

This chapter describes and analyses the learning experiences of the research participants once
they started their new positions. The discussion explores how the different experiences help
the participants understand and apply professional principles. The findings about learning
experiences are mapped to the Learning Model identified in Chapter 2 (Figure 2.1, p.46) to
assess similarities and compare differences. Other frameworks that contribute to
understanding early professional learning, such as learning cycles, are also discussed. The
chapter discusses the attitudes of the research participants towards continuing to learn, how
attitudes changed over the two years and what their future plans might be. Over the second
and third interviews, the participants were asked to reflect on their learning experiences and
suggest improvements for learning and development for others starting in new positions. The
chapter concludes with a discussion of themes and patterns that emerged from the findings.

In each of the three interviews, the research participants were asked several questions about
the learning experiences they undertook. The questions were open-ended and sought to draw
out a wide range of experiences, not just seminars, conferences, workshops or formal study.
McGiveny (2006) and Boud (2006) argued that asking about learning experiences could
present problems as much learning happens in the workplace in ways that are not necessarily
recognised. The researcher used follow up questions to encourage the participants to think
broadly about their experiences. Responses to particular questions about their learning
experiences were first transcribed and then drawn up into detailed lists. These lists were
compared and analysed in various ways, including mapping to the Learning Model and
comparing frequency of responses through word clouds. A further iteration of the learning
experiences revealed a number of overarching learning objectives which, as described in
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Chapter 3, emerged after revisiting the initial arrangement of data, some months after the
initial analysis. The term ‗learning experiences‘ has been chosen to combine the different
ways the research participants learnt about the workplace and their roles and responsibilities.
Use of a term such as learning strategies or activities reflects an event or task, and could
preclude learning from relationships or by observing or shadowing others. The concept of
learning experiences reinforces the views by Noe (2008) that learning is not an event but a
combination of ―job experiences and learning through relationships‖ (p. 407).

5.1 Findings about learning experiences
The detailed findings about the learning experiences addressed three main areas. Firstly,
examples of learning experiences undertaken by the research participants were mapped to the
Learning Model developed in Chapter 2 at aggregate and individual levels. The second
discussion point explored the different sources or stakeholders: the employer or organisation;
professional associations, educational institutions, professions as a whole and as self-directed
learning through the individual. Thirdly, the learning experiences undertaken by the research
participants are compared with their suggestions for improvements in the future.
5.1.1 Mapping learning experiences to the Learning Model
The Learning Model is one way to represent the range of learning experiences that could be
undertaken by early professional learners. Figure 5.1 is the Learning Model that emerged
from the literature review in Chapter 2 and is repeated to assist discussion of the learning
experiences of the research participants.
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Figure 5.1: Learning pathways and outcomes model (Learning Model)

Learning pathways and outcomes model
A. Competency-based learning

Current needs

B. Operational learning

Accredited vocational qualifications

Induction or orientation

Traineeships: work & vocational

Meetings, short courses
Learning

Tertiary competency assessment

Recognition of prior learning

Volunteer projects
On-the-job training

Instruction in new systems
On the job

Accredited study

Cadetships: work & undergraduate

outcomes

Intensive in-house or partnered programs

Internships or work placements

D. Externally-directed learning

Professional associations

Reading circles
Writing and delivering papers

Tertiary or postgraduate studies
Residentials, Institutes, Fellowships

Mentoring relationships

Communities of practice
Future
challenges

Practitioner research projects
C. Reflective learning

Collectively, the research participants undertook such a wide range of learning experiences it
would not be practical to list them all into a full diagrammatic form of the Learning Model.
Instead, summaries have been presented in each of the four quadrants to which they relate.
Figures 5.2 to 5.5 that follow represent one quadrant each of the Learning Model. The
contents of each of the quadrants have been summarised by the researcher. Placing the
activities within the model assists in analysing the role and value of experiences and
compares findings against the literature. This enables assessment of how the model could be
applied in the workplace and reveals if there are learning experiences that do not fit neatly
into the model. The learning experiences were not mutually exclusive and many could have
been placed in more than one quadrant. The choice was made by the researcher, based on the
purpose and outcome of different experiences and if the participants considered them
challenging for future use or more relevant to their current responsibilities.
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Figure 5.2 maps learning experiences of the research participants to the Competency-based
learning component (Quadrant A) of the Learning Model. The literature considered
competency-based training to include vocational qualifications, workplace traineeships and
tertiary-based competency assessment and placements. The experiences of the research
participants related to vocational qualifications and placements.
Figure 5.2: Experiences mapped to Quadrant A: Competency-based learning

Quadrant A: Competency-based learning
Current needs

Project management module

outcomes

Vocational qualifications about working in
collecting institutions – with work
placements in different areas of employing
organisation

Learning

Vocational qualifications to develop
digitisation programs and services for
collection material

Accredited study

The present study found that two research participants, Nadia and Brigid, had undertaken
vocational qualifications that were a mixture of external classes and work-based tasks and
periods of normal operational duties. Most of their study was undertaken in the first year of
their new position. The content was directly applicable to their work and they considered that
it demonstrated commitment by the organisation to develop their skills and knowledge and
support future promotion within the organisation. The aim of these programs was to
complement the studies already undertaken by the participants. It was afterwards, rather than
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during the studies, that the value of content was fully realised. For Brigid, the outcome of
undertaking the qualification was a position in a sought after area of the organisation. For
Nadia, it led to recognition by senior management of some complex work on an aspect of the
collection. For both participants, the qualifications made all the difference when opportunities
for promotion were scarce, and positions were not being filled. It demonstrated that their
organisations were equipping them with skills and knowledge in a comprehensive way.

None of the research participants reported learning experiences in training and assessment,
work planning or change management, even though several were undertaking these roles by
the second year. Competency-based learning for such roles would have been available to the
collecting institutions to support new employees (Australian Public Service Commission,
2010; Innovation and Business Skills Australia, 2004, 2008). Nadia undertook a module in
project management as part of her Diploma and also participated in a short course on project
management at work. She found the module on project management far more valuable than
the short course.

Figure 5.3 maps to the Operational Learning component (Quadrant B) of the Learning Model.
The descriptions are divided into two columns to reflect learning that supported applying
professional principles and practice and learning that was more associated with the
employment environment, also referred to as administrative learning.
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Figure 5.3: Experiences mapped to Quadrant B: Operational learning

Quadrant B: Operational learning

Current needs

Learning
outcomes

Professional principles
Buddies
Collection management systems
Records and objects handling
Rosters and rotations
Cultural awareness workshops
Visiting other collecting
institutions
On-the-job training
Shadowing colleagues
Student volunteer

Work environment
Orientation and induction
Buddy as existing employee
Observing management meetings
Short courses on:
*Occupational health and safety
*Values and codes of conduct
*Personal development plans
*Finance and procurement
*Communication skills
*Team building
*Conflict resolution
*Project management
*Customer relations
*Interview skills
On the job

The mapping process indicated that the activities of the research participants reflected
suggestions in the literature on the kinds of learning experiences that would be suitable for
beginning professionals. The focus was on learning for current needs primarily through
practical experience, on-the-job training, or short courses of a half to one or two days‘
duration. The examples in Figure 5.3 demonstrate that learning was as much through
experience or processes as organised events and activities. All the participants had some kind
of ‗first-day‘ orientation and most attended one or more a formal induction sessions. They all
attended one or more short courses about working in the public sector such as values and
codes of conduct, and finance and procurement. Half of the participants had training in how
to negotiate a personal development plan. Several had ‗buddies‘, for example, a ‗buddy‘
showed Anna the workplace, which was not so much an event but a process and more like the
informal learning that was documented in the literature (Billett, 2001; Boud, 2006; Eraut,
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2004). Liam started with someone else he knew and they relied upon each other to understand
the work procedures and practices. These operational learning experiences would fit with
findings by Fields & Cossham (2006, p. 11) about training for current positions. In the initial
period of employment of the research participants, when much of this operational learning
occurred, the research participants reported that supervisors and managers determined the
kind of learning that was provided. These activities were reflected in the Learning Model and
in the wide range of literature about learning in the information sector and more widely in the
learning and development literature.

There was a relatively equal amount of learning to support professional principles and for
understanding the employment environment. There was also a wide range of learning across
the collecting institutions in which the research participants worked. These experiences
reflected the recommendations in the literature for developing new employees: orientation,
induction, buddies, learning about personal development plans, the collection and the
collection management systems relevant to that organisation. Most of the operational learning
to support the employment environment was undertaken in the first year. Learning associated
with applying professional principles was spread throughout the two years, as the research
participants changed roles or new systems or procedures were implemented.

Some learning experiences could be viewed as operational or reflective learning as follows in
Figure 5.4. Rotations and rosters, which about half the participants had the opportunity to
undertake, could be regarded as operational learning. Even though the work on the roster or
rotations was not always challenging, according to the participants, they used the opportunity
to learn about different areas of the organisation and to make new contacts. In another
context, rotations and rosters could have been reflective, if it was a secondment to do a
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special development project or learn a whole new set of activities, rather than a part of their
existing responsibilities.

Figure 5.4 maps to the Reflective Learning component (Quadrant C) of the Learning Model.
It describes the reflective learning experiences undertaken by the research participants over
the two years, covering professional principles and practice and the employment
environment. These reflective learning experiences were available to research participants in
both the first and second year and organised by their employer or by themselves through
participation in professional associations or through colleagues in the workplace.
Figure 5.4: Experiences mapped to Quadrant C: Reflective learning

Quadrant C: Reflective learning

On the job
Learning

outcomes

Professional principles
Starting work on whole new function
In-house seminars on collection topics
Development projects
Professional conference for first time
Delivering papers at conferences
Communities of practice
Writing skills for publication
Writing journal articles
Mentored through first time exhibition
Joining professional association
External professional workshops

Work environment
Supervising, training or mentoring
staff for the first time
Mentoring a student internee
Mentoring team members
Having a mentor
Higher duties
Permanent promotion
Sideways movement or transfer in
first two years regarded as equal
to a promotion

Future
challenges

Reflective in-depth learning experienced by participants was associated more with applying
professional principles or expanding professional knowledge. About half of the participants
attended or delivered papers at conferences or external seminars, or participated in informal
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communities of practice. More than half had the opportunity to undertake higher duties
during the two years, which they all valued as learning experiences. There were fewer
organised learning experiences in Quadrant C of the Learning Model that focused on the
employment environment from an in-depth perspective. Mentoring relationships could fit
under both ‗work environment‘ or ‗professional principles‘, depending on the focus. Most
believed they had access to some kind of mentoring relationship with four mentoring others
at some point during the two years. The relationships covered career development and
building professional knowledge. Reflective learning experiences were undertaken in the first
and second year, which was in contrast to learning about the employment environment that
was mostly undertaken in the first year. The options for reflective learning were reflected in
the literature (Crockett, 2007; Hallam, 2008b; Society of American Archivists: Principal
consultant V. Walch, 2006) and noted elsewhere by the researcher (Hoy, 2004, 2009).

What appeared to be missing or provided in limited ways from either the Operational learning
or Reflective learning quadrant was supervision and management training. Only a few had
team building training from the perspective of a supervisor. Other courses such as conflict
resolution were from an individual team member perspective, not as a supervisor. Few had
training in developing work plans and reporting. This apparent gap seems to reflect concerns
in the literature about lack of development in the information sector in management and
leadership qualities (Baldwin & Ackerson, 2006; Bridgstock, 2009; Holmes & Hatton, 2008;
Tran & King, 2007). By the end of the second year, the research participants were working at
levels where development in management, supervision and leadership was essential, but
opportunities for learning about these roles appeared to be limited. Knowledge, combined
with management and leadership, was regarded by Baldwin and Ackerson (2006, p. 352) as
essential for the survival of collecting institutions.
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Figure 5.5 articulates the learning experiences of the research participants that would map to
the Externally-directed learning (Quadrant D) component of the Learning Model. These
related to formal educational qualifications or intensive higher order learning equivalent to
tertiary level study.
Figure 5.5: Experiences mapped to Quadrant D: Externally-directed learning

Quadrant D: Externally-directed learning

Accredited
study
Learning

Post-graduate course work or research
degrees
Internships as part of formal qualifications

outcomes

Year-long intensive professional
development program

Future
challenges

The kinds of postgraduate studies undertaken by a few research participants aimed to build
professional knowledge and skills to support promotion and new directions for careers in the
information sector. One participant (Rohan) was involved in an intensive professional
development program that included projects to develop professional knowledge, but also
management, leadership and communication skills. The year-long intensive development
program could have been mapped to the reflective learning quadrant. It was placed in
Quadrant D as Rohan found it was a significant challenge to his knowledge over a lengthy
period of time. Unlike most of the activities in the quadrant for reflective learning, it was not
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just a series of short courses or relationships, or attending conferences, but a fully integrated
program at an advanced level. The program provided valuable support for stepping up to
leadership, so could fill the gap in the literature about the lack of management and leadership
training in the information sector (Baldwin & Ackerson, 2006; Holmes & Hatton, 2008).
Another aspect of learning experiences relevant to this quadrant was that five participants
were thinking seriously about further study by the end of the two years. It was not a
consideration for the future but relatively immediate. This was in addition to the four who
started, completed or continued with studies during the two years of the study.
5.1.2 Vignettes of learning experiences of selected research participants
The following five vignettes illustrate the experiences of a few of the research participants.
They were selected to show the breadth of learning experiences and employment
environments, both positive and not so positive. The findings in Chapter 4 identified the
diversity of backgrounds, personal and work contexts of the 16 research participants. None of
the research participants had exactly the same experiences but they did share some
characteristics in their qualifications, work responsibilities and learning. Most of the
experiences for the participants in the vignettes would be regarded as Operational learning
(Quadrant B) and Reflective learning (Quadrant C).

The participants chosen for the vignettes reflected a wide range of characteristics: both
genders; different career stages; permanent and contract employment status; four different
collecting institutions; and varying experiences over the two years. While the focus is on their
learning experiences, some contextual information is also provided. The information in the
figures that follow is summarised from the interview data. Further information about the
participants described in the vignettes can be found in Appendix E. There is no order in
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presentation of the vignettes and the researcher could have equally chosen another five to
explore if individual experiences could be mapped to the Learning Model.
Melissa’s learning experiences

Figure 5.6 describes Melissa‘s learning experiences. Melissa had postgraduate qualifications
and a range of experiences in collecting institutions before starting her first career in a new
entry level, contract position.
Figure 5.6: Melissa’s learning experiences

Melissa’s learning experiences
A. Competency-based learning

Current needs

B. Operational learning

Learning

Student volunteer
½ day Induction & buddy
Management meetings
Object handling
Describing objects
Collection management processes
On the job

Accredited study
outcomes

Mentor (second supervisor)
Internship during degree
Professional association
Investigating Master’s level course
History conference
Higher duties in new position
Course on writing for publication
Practitioner research projects
Prepare new exhibition
First time training others in
Future
collection management processes
challenges
D. Externally-directed
learning

C. Reflective learning

Melissa was overwhelmed by the amount of training she initially received and it took about
three months to feel comfortable in the position and with the knowledge required to do the
work. By the end of the two years, Melissa was working at a higher level (but still on
contract) in another collecting institution in a different city, having moved for family reasons.
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Sophie’s learning experiences

Figure 5.7 describes the learning experiences of Sophie. She started her new position on
short-term rolling contracts of three months at an entry level, and it was her first career.
Figure 5.7: Sophie’s learning experiences

Sophie’s learning experiences
A. Competency-based learning

B. Operational learning
Current needs

Learning

Orientation
Attended induction six months after
starting but still found it valuable
Collection management system
Weekly roster for reference services
Negotiation skills
Conflict resolution
On the job

Accredited study

outcomes

Commenced postgraduate study to
support career in curatorial role
No internship as was already working
in collecting institution – believed a
placement elsewhere would have
been valuable

Future
challenges

Mentor (team & friends)
Joined professional association
Professional conference
Higher duties in new position
Development project on
procedures for new starters
Supervised new starters
In-house seminars

D. Externally-directed
learning

C. Reflective learning

Sophie had access to a wide range of operational and reflective learning, as well as starting
further study. Access to learning became more planned once she achieved permanency by the
end of the first year. Sophie changed direction during the first two years after having a period
of higher duties in a curatorial area. Previously, her work had mainly involved reference and
client services. She embarked on a postgraduate qualification to support this new direction
and to secure promotion to the area. She found the study very challenging and relevant to her
future goals.
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Liam’s learning experiences

Liam‘s learning experiences are described in Figure 5.8. Working in an entry level permanent
position in a collecting institution was Liam‘s second career. He had undergraduate
qualifications and had occasionally worked part-time in the field during his studies and on
contract full-time in another collecting institution.
Figure 5.8: Liam’s learning experiences

Liam’s learning experiences
A. Competency-based learning

B. Operational learning
Current needs

Learning

Orientation & half day induction
Occupational health and safety
Collection management system
Collection management processes
On-the-job-training

On the job

Accredited study

outcomes

Wanted to study more but cost was an
obstacle and not sure of
organisational support

Very short placement during degree –
would have preferred longer as better
for job prospects if known to
Future
potential employers

Higher duties in new position
Having to learn a whole new
function was professional
development
Fellow newcomer as buddy gave
extra support
Team gave extra support when
supervisor too busy

challenges

D. Externally-directed
learning

C. Reflective learning

Liam considered that most of his learning experiences were operational. Even though he was
a permanent employee he did not believe that he had sufficient support for professional
development. Liam commented that he regarded his period of higher duties as professional
development, but it was through on-the-job training, rather than through seminars or courses
or debating theory and practice. It was a challenge but not his preferred area of work.
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Nadia’s learning experiences

Figure 5.9 describes Nadia‘s learning experiences. She had qualifications relevant to working
with a collection and had previous experience in collecting institutions, firstly as part of a
work placement and secondly on contract with another collecting institution, which she had
regarded as a “foot in the door” (Nadia, I). This was Nadia‘s first permanent position in her
first career.
Figure 5.9: Nadia’s learning experiences

Nadia’s learning experiences
A. Competency-based learning

Included project management
module

Learning

Vocational qualification in
managing and accessing the
collection – blended with
classroom & workplace

B. Operational learning

Current needs

Full day induction
Digital preservation practices
Values and code of conduct
On-the-job training
Collection management system
“Learnt procurement on the fly”
Learnt from team and fellow students
On the job

Accredited study
outcomes

Work placement during formal
qualification helped achieve new
position

Writing skills for captioning
Supervisor was mentor
First time training new team
members
Researching new techniques

Future
challenges

D. Externally-directed
learning

C. Reflective learning

Nadia‘s position was permanent at an entry level and in an area providing description,
digitisation and reference services. Shortly after Nadia arrived, her supervisor enrolled her in
a competency-based qualification that used blended learning delivery, some formal classes
and some work-based activities. It was a challenge, but valuable and made all the difference
over the next two years, after her supervisor left and was not replaced.
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Tanya’s learning experiences

Tanya‘s learning experiences are described in Figure 5.10. Working in a permanent, technical
expert position in a collecting institution was Tanya‘s second career. She had postgraduate
qualifications in the field and had worked in another collecting institution prior to starting her
new position.
Figure 5.10: Tanya’s learning experiences

Tanya’s learning experiences
A. Competency-based learning

Learning

Accredited study

D. Externally-directed
learning

Orientation and induction
Planning day for training
Reading Room roster
Tours of collection with colleagues
Collection management system
Customer relations
Records handling
On-the-job training
On the job

External forums and seminars
Supervisor was mentor
Was mentored through first time
exhibition
Professional conference
Joined professional association
Joint special projects with team
members
Future
Mentored new colleague through
challenges
her first exhibition
outcomes

No internship as was already
working in collecting institution –
believed a placement elsewhere
would have been valuable

B. Operational learning

Current needs

C. Reflective learning

Tanya had varied learning experiences over the two years but found some opportunities, such
as records handling, were repeated. Others, such as being mentored through mounting an
exhibition for the first time, were very valuable and very different to anything she had done
before. Tanya also valued being able to mentor a new colleague through her first exhibition,
believing it was important to share knowledge with others. Like Sophie (See Figure 5.7),
Tanya wished she could have had an internship during her postgraduate studies relevant to
the information sector. She was already working when she started postgraduate studies, so
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did not think it necessary. It would have given her more exposure to different kinds of
collecting institutions.
5.1.3 Discussion on mapping learning experiences to the Learning Model
Some learning experiences did not fit neatly into one specific quadrant and the model as
represented did not readily allow for cross-quadrant mapping, unless individual instances
‗sat‘ across the two axes. The research participants learnt in multiple ways through
internships or work placements. Nadia had work placements as part of her vocational
qualifications and was assessed through observation of performance (Chappell, et al., 2000;
Williams, 2005). Phoebe‘s internship as part of her higher education degree had a focus on
applying theory with formal assessment (Alderman & Milne, 2005; Bastian & Webber,
2008). Where internships are not assessed and not part of formal qualifications, such as the
student summer cadetships that Rohan undertook, they could be placed in Quadrant B if the
tasks were routine or Quadrant C if they were challenging and focused on understanding the
theory (Bastian & Webber, 2008).

Student volunteer work could equally fit within the operational learning and reflecting
learning quadrants. Brigid‘s volunteer work in a collecting institution while she was studying
was not in a collection area, so would be operational learning. Being a volunteer, however,
gave her exposure to the institution as a whole and helped her make contacts. Anna and
Cathy had, on the other hand, student volunteer work experience at a professional level, so
would more likely be reflective learning. These two examples indicate that any model would
need to be considered in the context of the individual and the workplace. The different
experiences of the research participants were reflected in the study by Holmes (2006) about
the benefits and issues associated with volunteer work in museums for newly recruited
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graduates wanting to gain experience prior to obtaining paid employment, a situation similar
to the student volunteers.

Use of the model also has to consider career stage factors. First time supervision, training or
mentoring was regarded as challenging by some research participants (Sophie, Phoebe and
Cathy), so was placed in Quadrant C as it involved reflective learning processes. For
participants who had already supervised teams before starting in the new positions, it would
not be on the model at all unless they were embarking on further development, such as
stepping up to leadership roles as Rohan and Lydia did for periods during the two years
covered by the study. Where the model could provide guidance was in revealing gaps in
learning experiences to prepare the research participants for their next roles.

The five vignettes demonstrated that no one factor seemed to determine the range of learning
experiences of the research participants. Whether they started out on contract or became
permanent, the stage of their career did not influence the amounts or types of development in
those first two years. There were different relationships with mentors and supervisors.
Sophie, Nadia and Melissa were supervising or training staff, but none received any kind of
supervision training. Three had joined professional associations and two had undertaken
further formal study so were making use of sources of learning other than their own
organisation.

When combining the learning experiences of the research participants as a group and the five
vignettes, some patterns in the type of learning experiences did emerge that could be
aggregated into broader categories. There appeared to be four main categories of learning
experiences. The first related to learning about the organisation through induction, rotations,
rosters, tours and buddies. The second category included experiences that supported the
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employment environment, such as planning, project management, and personal development
plans. A third aggregation covered applying, or learning about, professional principles and
the collections, such as the systems, records handling, special development projects,
professional seminars and conferences and qualifications. A fourth area was learning about
working with people and learning through people, such as customer relations, leadership
development, conflict resolution, team building and working in teams, learning through a
supervisor, having a mentor, being a first time supervisor and trainer or mentor. It is possible
that these categories might contribute to a broader framework of learning and development to
support individual or organisational planning. To assess their role, these broad categories will
be revisited at the end of this chapter (See Chapter 5.5).
5.1.4 Sources of learning experiences of research participants
The discussion thus far has demonstrated diversity in the range of learning experiences
undertaken by the research participants. The sources of the learning experiences were also
diverse. The literature review and the findings in this chapter indicated that there was an
overlap between the roles and responsibilities of the various stakeholders involved in early
professional learning, with some clearly residing in the sphere of one stakeholder. Figure 5.11
illustrates stakeholders or sources who might offer different learning experiences and where
there is potential overlap between them. The examples in this figure are taken from the
experiences of the research participants and from the literature.
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Figure 5.11: Overlap of sources and options for early professional learning

Overlap of sources and options for early professional learning
Other sources
Work or study exchanges
Self-organised learning
Educational institution

Workplace
Recruitment
Performance
Procurement
Induction
Rotation
Higher duties
Writing skills
Roster
Training others
Buddy

Mentoring/mentor
Site visits
Conferences
Professional seminars
Leadership
Writing for journals
Reviewing articles or
books
Career advice
Reading

Professional
communities
Networking
Joining community
Attending meetings
Organising events
Subscribing to journals
Listserv/ social media
Certification

Figure 5.11 indicates just how much overlap there is in the professional development
provided by the different stakeholders. Some topics were more likely to be provided by the
employer but others, equally, by the employer, wider industry or sector and professional
associations. As discussed in the literature review in Chapter 2, the literature seemed to focus
more on what each stakeholder provided rather than presenting multiple sources for
professional development from the perspective of the individual. There was also recognition
that the individual needed to take responsibility and some learning activities only needed the
initiative of the individual, such as submitting journal articles, contributing to listservs and
professional reading (Algate, 2008; Cossham, 2007; Cossham & Fields, 2006; Davies, 2006).

With multiple stakeholders providing or supporting professional learning, individuals new to
a profession could be confused by the different options and not be aware that some learning
experiences might be available through multiple sources. If Liam, Nadia and Rhiannon had
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been more aware of the different sources of professional learning, such as mentoring
programs offered by professional associations (Australian Library and Information
Association, 2009a; Australian Society of Archivists, 2009), then they might have been able
to identify opportunities from wider sources. An initial learning and development plan, or
even just discussions, would have been an avenue for the research participants to find out
sources for professional development.

5.2 Suggestions about future learning and development
This discussion summarises suggestions from the research participants, as the result of their
own experiences and reflections and on perceptions of the impact of missing out on particular
opportunities, such as rotations and mentors, as observed by the researcher elsewhere (Hoy,
2008a). Interviewees were asked in the second and third interviews to make suggestions to
improve the early professional learning for future new employees based on their experiences
after the end of their first and second years. The suggestions are mapped to the Learning
Model. The discussion then highlights issues that have emerged from these suggestions and
how they could be put in place for future application. The suggestions are also compared with
the learning experiences of the research participants.
5.2.1 Mapping research participants’ suggestions to the Learning Model
Mapping these suggestions could assist different stakeholder groups to examine their own
programs and assess if they could learn from these suggestions. The suggestions were made
by the research participants on the basis of their experience and could provide lessons for
other stakeholders, including other early professional learners. Are they offering a mix of
operational and reflective learning? Are they encouraging new employees to build networks
across the organisation and beyond? Are individuals missing out on opportunities because
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they were not aware they were offered elsewhere? The participants made several suggestions
that they believed would improve early professional learning over those initial years. They
are described in Figure 5.12 and Figure 5.13. Individual responses have been combined and
summarised by the researcher into two representations of the Learning Model for ease of
presentation and to align with other descriptions of learning experiences mapped to the
Learning Model. There were several suggestions relating to accredited study leading towards
formal qualifications. These are described in Figure 5.12 and mapped to competency-based
learning (Quadrant A) and externally-directed learning (Quadrant D).
Figure 5.12: Suggestions relating to accredited study

Suggestions relating to accredited study
Current needs

Quadrant A: Competency-based learning
Blended learning approach for
vocational qualifications
recommended

Learning

Project management module in
Diploma was better than short course

Vocational level collection
management qualifications
valuable for those without tertiary
qualifications

Accredited
study

.

outcomes

If studying while working, it is still
valuable to have work placements in
a different organisation or different
area than everyday work

Intensive year development
programs valuable for changing
behaviour for the long term

Internships should last a whole
year, to gain experience of events
and priorities at different times of
the year, even if it is only one day a
week
Future

challenges

Quadrant D: Externally-directed learning

Suggestions about accredited study included the value of internships and work placements
and that the longer periods gave more exposure to different events and activities within a
collecting institution. The mixture of blended learning, with components undertaken in the
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workplace and others within the setting of the educational institution, helped the participants
immediately apply what they had learnt.

The majority of the suggestions related to learning experiences and were mapped to the
Operational learning quadrant (Quadrant B) and Reflective learning quadrant (Quadrant C) of
the Learning Model. These are summarised in Figure 5.13 below.
Figure 5.13: Suggestions for improvements for operational and reflective learning

Suggestions about operational and reflective learning
Current
needs

B. Operational learning

Learning

Buddies & shadowing
Structured orientation
Regular induction
Individualised personal
development plans to include
learning and career options

Attend meetings
Ensure new starters not left alone
Governance training to learn how the whole
organisation works
Team building & supervision training
Writing job applications & interview skills
Practical training on processes & systems
Encouraged to go on rotations & rosters
On the job

outcomes

Developing and installing
exhibitions
Cross organisation projects to
share and build new
knowledge
Mentors can help new and
young employees to help
ensure realistic career goals
Visit other institutions

Encouraged to aspire to higher duties
Writing journal articles
Conducting oral history interviews
Facilitating mentoring relationships
Encouraged to attend conferences &
talks to community groups
Writing publications or exhibitions
Management training after first year,
not after second year

Future
challenges

C. Reflective learning

Most of the suggestions about the working environment would fit within the Operational
learning quadrant, including personal development plans, though the differences were not
necessarily clear, such as rotations and rosters having an operational or reflective learning
focus. The suggestion for more management training was added to the Reflective learning
quadrant. Nadia enjoyed her role but wanted management training to support her ability to
undertake more challenging work at higher levels, not just in her current position. She was
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keen to have challenging work: “Once I started getting restless in the position and wanting
more challenges, more responsibilities, I would have liked management training to start 12
months ago” (Nadia, III).

Learning about professional principles was more likely to be included in the reflective
quadrant as it was about extending knowledge beyond what was already known. Experiences
involving relationships, such as mentoring and looking beyond the workplace to the wider
profession would fit within the reflective learning quadrant.
5.2.2 Discussion of issues emerging from suggestions
Many of the suggestions made by the research participants reflected views in the literature
about developing professionals in the information sector (Algate, 2008; Crockett, 2007;
Hallam, 2008b; Jordan & Lloyd, 2002; Marty, 2006; McShane, 2001; White, 2001) and the
more general training undertaken by public sector organisations (Australian Public Service
Commission, 2010). Suggestions related to: learning about the organisation, broadening
contacts and networks, and about relationships, which are discussed in Chapter 6.
Suggestions relating to orientation and induction, rosters, rotations and higher duties, and to
personal development plans, were perhaps the most varied responses by the research
participants and are now considered in detail.

Orientation and induction

All participants had some kind of orientation and/or induction. The term ‗orientation‘ was
used in the research interviews to describe the initial familiarisation with the organisation and
‗induction‘ was used to describe more formal, planned and structured events. The terms,
however, were used interchangeably by the research participants, so orientation to one might
mean the same process as induction to another. Both, however, described an introductory
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phase that helped the participants understand their place in the organisation and to learn about
how the organisation operated at a physical and corporate level. Some had separate
orientation and induction experiences, others had them together.

The orientation process usually occurred over the first few days or weeks of starting. It
involved activities such as familiarity with the physical environment, explanation of
employment conditions and policies, completing necessary forms, meeting supervisors and
teams and, for some, having a buddy allocated. Several participants made suggestions about
the role of buddies or work colleagues who helped them as part of that introductory period in
their new position. Rhiannon suggested more shadowing of work in different areas of the
organisation after the initial orientation process. Rhiannon believed it was essential to
understand how her work connected with the rest of the organisation as it would have helped
her make sure she was doing her own work correctly and within context.

Orientation was usually on a one-to-one basis at the time of joining the organisation, though a
few started with others. Responses by the research participants to this initial period of
familiarisation included the following.


I was „spun around‟ in a day. I had come from another collecting institution so they
assumed I knew about OH&S, but I found it was different (Nadia, I).



Attending the office Christmas party was a great way to meet new people (Anna, I).



First day was rushed, a bit of a blur but that was to be expected (Eliza, I).



I had an initial explanation and then a full induction two months later (Hannah, I).



After the physical orientation, I was left alone to sink or swim (Liam, I).



Basic, very basic orientation – not good at all (Rohan, I).
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I had worked in similar role in the past, so knowledge was assumed. I had to catch up
without people realising I had gaps (Lydia, I).

This list of comments indicated a very mixed reaction to the initial orientation. There was no
strong pattern of events or experiences, but a split between those who were satisfied with the
amount of information and those who had a brief cursory introduction.

In some respects the information provided through orientation and induction was similar.
Induction, however appeared to be a more formal, structured program or event where new
starters learned what other sections did, heard from senior management about organisational
goals and missions and had explanations of matters such as employee assistance programs,
workstation ergonomics, values, codes of conduct, lists of first aid officers and fire wardens.
New employees from different areas attended alongside the research participants, so
induction was not tailor-made to one area or an individual. A few were given an induction
manual, summarising the presentations at formal induction events and giving useful contacts.
Inductions were generally held between one to three times a year, if they were held at all.
They might also include tours of different work areas. Responses by the participants that
reflected this more structured introductory phase included the following.


Wonderful induction. My supervisor had a checklist, activities were organised and a
budget for professional development had already been identified (Tanya, I.)



I had initial three days of training and realised how much training I needed (Cathy,
I).



Induction was six months after I joined so a waste of time – I did not go (Teresa, I).



Induction was six months after I joined, but I still went. I felt that had it been sooner it
would not have taken so long for me to understand the context of my work and fill in
the gaps (Sophie, I).
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I had an initial orientation and then induction sessions spread over three weeks – it
was a good way to learn (Brigid, I).



Half day induction was good for meeting people from different sections but did not
help me to understand how sections interacted with each other (Liam, I).

For the research participants, the induction experiences indicated dilemmas about different
approaches. Nadia attended the once a year induction, only two weeks after her arrival, and
much of it did not make any sense. Teresa and Sophie had a gap of six months in their
respective organisations between starting and the next induction and debated whether it was
worth attending. Sophie did attend, even though some of the information was no longer new.
She still valued meeting senior officers from other branches of the organisation. Teresa did
not attend, regarding it as a waste of time. Brigid valued her staggered induction as it gave
her time to absorb the information.

The variation of experience with orientation and induction within and between collecting
institutions did not seem to reflect the very structured, detailed, induction programs that were
described in the literature (Jordan & Lloyd, 2002; Omidsalar & Young, 2001; Parry, 1993;
Sanders, 2004). Rather, they reflected experiences reported by student interns as being either
readily fitting in or being alienated (Reidy, 2006, pp. 55-96). Parry (1993, p. 1) and Sanders
(2004, p. 159), in particular, argued that a poor induction could have a lasting effect on a new
employee. For the research participants who did not have an organised, constructive
orientation or induction, they were disappointed at the time, but seemed to find out things
eventually. When asked about motivation to leave their organisation at the end of the two
years, a poor induction or orientation was not mentioned. Where there appears to be a gap in
the literature is in what to provide a new employee when they arrive well before a formal
induction that might only happen one to three times a year. How is the information from the
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formal induction packaged so new employees can get that broader context of the
organisation? Are there checklists that new employees can follow for themselves in order to
fill the gaps when they arrive in between formal programs? The online induction program
studied by Motteram and Forrester (2005) could provide an alternative, as the induction was
more self-directed. The online tutors were available for advice, but the student controlled the
navigation of the induction package.

In making suggestions for future employees, several research participants felt that there were
benefits to having inductions with senior officers attending, even knowing that they would
not be held that often. Cathy and Melissa believed that information overload was better than
not enough. Teresa suggested induction should be within a few weeks to help achieve the
bigger context and reduce gaps in office processes. Liam suggested that there should be more
focus on how the sections integrated the work, rather than just hearing about the role of the
different areas. Melissa and Sophie both believed new employees needed ‗starter‘ packages
and procedures. Cathy suggested a more structured approach to orientation, so the
information could be put in context. As a supervisor by the end of the two years, Cathy tried
to give more structure for new staff, but accepted that a certain amount of ―being
bamboozled” (Cathy, III) was inevitable and that it was preferable to scant information.
Rhiannon recommended a more comprehensive induction to the organisation, rather than just
orientation for the specific tasks.

Rotations and rosters

All of the collecting institutions in which the research participants worked had rosters of
some kind where new and existing employees worked for set shifts on a weekly basis.
Phoebe, Sophie, Lydia, Hannah, Cathy, Brigid, Alice, Melissa and Tanya participated in
rosters. They worked on rosters for reference, chat rooms or front of house where they
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engaged with members of the public, assisted them in their enquiries about exhibitions and
took tour groups and school groups through exhibition areas. Rosters and rotations were
regarded by the participants as helpful in understanding what was going on in the rest of the
organisation, connecting their work to other areas, building their professional knowledge, and
establishing contacts. In terms of the Learning Model, rosters and rotations were seen both as
operations learning (Quadrant B), with an element of reflective learning (Quandrant C).

Sophie did not regard being on a roster as training, after the initial familiarisation. The work
was not always challenging but it still helped her learn different skills and assisted her in
finding out more about the organisation. She found that her roster supervisor was also a
source of learning. This was an example highlighted by Eraut (2004) and McGiveny (2006)
that some activities in the workplace might not be regarded as training, but were nevertheless
learning experiences. Hannah and Sophie each had a rotation that was particularly
challenging, as it was in an area of the organisation with which they were unfamiliar. These
rotations led to a real passion to work in these new areas, with both actively taking up further
study or professional development to learn a whole new set of professional principles. Sophie
also commented that working in different areas, on rotations, rosters or higher duties helped
prevent her from being ―pigeon-holed” (Sophie, II) and overlooked for opportunities.

Alice had very mixed experiences with rosters and rotations. She was given a rotation in an
area that she did not find stimulating in any way after the first day, but “stuck it out” (Alice,
I) because she believed in the judgment of her supervisor. Alice was also keen to join a roster
to find out about different areas of the organisation. A subsequent supervisor was not
supportive of this learning experience, leading Alice to make the comment ―I had to fight my
supervisor to let me join a roster” (Alice, III). Alice did not believe it should have been so
difficult to participate in a roster. Anna also was keen to join a roster and had the necessary
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training early on in the two years, but was not supported to start duties. In the two years
covered by the interviews, she still had not started on the roster. Tanya would have liked a
rotation but accepted the limitations of a small organisation. She did, however, enjoy being
on a roster in the reading room. It broadened her skills and gave her an opportunity to learn
more about the work of the collecting institution, engage with clients and become familiar
with the collection. Phoebe found that being on contract gave her more opportunities to rotate
to different areas, whereas it seemed to be less common for permanent employees. In
contrast, Rhiannon was also on contract, but had no opportunity for rotations.

Suggestions were made about rotations and rosters. Rhiannon suggested rotation could be as
simple as shadowing a person in another work area for a day, a week or a few days. Teresa
suggested working in another area for a month would be beneficial. Rhiannon believed that
new employees should be encouraged to apply for higher duties to work in different areas and
not be blocked by supervisors or managers. The views of the research participants regarding
rotations and rosters were reflected in the literature as an essential component of early
professional learning (Jordan & Lloyd, 2002; Sanders, 2004).

Personal development plans

When asked about improvements for the future, several participants made suggestions about
the need to improve personal development plans (PDPs), based on their own experiences. In
Chapter 4, there were extensive comments about the difficulties with, or lack of, personal
development plans, ranging from none at all to structured and supported processes. The
participants recognised the place of such plans and considered that they could have a positive
impact if done well. The following suggestions made by the participants closely linked
personal development plans with learning experiences.
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Asking new people after three months for PDP – what do you really like to build on
and develop and then have it happen. We tick the boxes and do all the symbolic
things, but don‟t encourage time, resources and budget. The new person in role
probably knows what they need so we should give them information to pick the most
useful things rather than just generic. Even just spending a short period of time in
another area could be identified in a PDP (Teresa, II).



Essential to give feedback to new employees on progress (Tanya, III).



Definitely new staff need understanding about PDP and have it explained. Having set
guidelines about what is expected. I can see it is a flawed system – does not work for
some people. For my first plan I was unsure about what was expected, so very lucky
my supervisor was there to help (Sophie, II).



You need to have a supervisor that wants to talk over your skill development plan,
listen to what you want and working together to do the things you want to do rather
than –just do this course (Brigid, III).



Contractors need some kind of written agreement. I was on contract but ended up
working there for two years without one (Phoebe, III).

The emphasis by 12 of the research participants on improving personal development plans
would indicate that they played an essential role in early professional learning. As new
employees, they believed in the value of structured learning and development plans or even
discussions about options to avoid situations such as mentioned above. They did not start out
being sceptical of their role. The issues surrounding personal development plans are
addressed again in Chapter 6 about relationships and in Chapter 7.
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5.2.3 Comparison of learning experiences with suggestions for the future
To illustrate the frequency of suggestions about learning experiences of the research
participants and suggestions for the future, two word clouds have been generated. The
methodology behind word clouds seeks to identity frequency of terms and concepts
(Bielenberg & Zacher, 2005; Clement, et al., 2008; Feinberg, 2009; Vuillemot, et al., 2009).
The terms in the word clouds were generated from transcripts of selected interview questions
by applying preferred and non-preferred relationships and then representing the preferred
term in singular. The word clouds are not designed to replicate a list of activities, but to
illustrate in a graphical representation the most often repeated responses of the research
participants to questions about learning experiences. Terms that are not visible may have
been mentioned only once or twice, so were not frequent enough and are therefore not
highlighted or too small to read. Figure 5.14 illustrates the learning experiences undertaken
by the research participants over the two years and Figure 5.15 illustrates the frequency of
suggestions made by the research participants about learning experiences for other
professionals starting new positions in collecting institutions. Their suggestions covered
improvements on their own experiences or for different experiences. Each of the word clouds
is briefly described and then compared.
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Figure 5.14: Word cloud highlighting learning experiences of the research participants

This word cloud highlighted the fact that the major focus was on learning, training activities,
experience and relationships, represented through terms of ‗people‘ and ‗mentoring‘. Other
terms in this word cloud reflect the different types of learning experiences, such as courses,
seminars conferences, internships, rotations and projects. Discussions about personal
development plans also featured. As discussed in Chapter 4 and earlier in Chapter 5, the
personal development plans affected all the participants in some way, whether or not they had
one for part or all of their two years.

195

Chapter 5: Findings about learning experiences

Figure 5.15: Word cloud highlighting suggestions for learning experiences

Suggestions for future beginning professionals made by the research participants continued
the themes of what they experienced with regard to learning and experience and personal
development plans. The word cloud showed that working with, and learning from,
relationships were opportunities the participants valued and believed should be strengthened
for those who followed them. There were suggestions about induction, which suggested that
their own experiences could be improved upon.

Several observations can be made when the two word clouds are compared. Some terms were
raised in both contexts with about the same frequency. Personal development plans appeared
to be a constant; it was something frequently mentioned in the first word cloud and again as
an area needing improvement. In Chapter 4 it was identified that only four of the 16 research
participants had positive personal development plans over the whole two years, so there was
a foundation for why it was given importance in suggestions for the future. Training was a
focus in the first word cloud but not as much in the second, perhaps indicating that there was
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an overall satisfaction with the amount of training received. Likewise, professional
development had more prominence in Figure 5.14 than in 5.15 – it was not considered an
aspect of their first two years that needed improving or changing.

The most significant change between the experiences and the suggestions was in regard to
people and mentoring. In Figure 5.14, ‗people‘ and ‗mentoring‘ were less frequent than
‗training‘. In Figure 5.15, ‗people‘ and ‗mentoring‘ were second only to ‗experience‘,
indicating that there were more suggestions about improvements for the future about
relationships than about training. Having positive relationships with people and with mentors
was very important, which would indicate that the socialisation process in those early years
was just as important, if not more so, as having access to training events and activities
(Jenner, 2008; Noe, 2008). Other findings in Chapter 4 noted that the research participants
brought knowledge, skills and experience with them and were able to quickly apply that
knowledge to the new work environment. Training was important initially and, overall, the
participants had access to a wide range of training and professional development. The
comparison suggests that building relationships through supervisors, mentors, teams and
colleagues was important to them. What could be interpreted from these findings is that early
professional learners would benefit from a framework or guidance to help them build these
relationships in accessible and trusting environments.

5.3 Reflections on the value of continuing to learn
The research participants were asked to report on their attitudes to learning at three
milestones over the interviews. None of them, whatever their age, gender or career stage,
thought there was nothing more to learn about the work environment, the collections with
which they were working, or professional principles and practice. The following discussion is
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based on questions asked about the value of continuing to learn once in the workplace. The
interview questions sought to reveal if attitudes had changed between the first and second
year, why they might have changed and what could be learnt from the participants‘
reflections.

In the second interview, to mark the end of the first year, participants were asked how the
combined work and professional development shaped their attitudes towards continuing to
learn. Learning could involve formal study, learning more about the field, profession or the
collections. The discussion aimed to capture what the participants felt about learning, having
had a year of working in their new environment. Responses of the research participants
included the following.


Enjoy learning alongside team, implementing knowledge from course (Nadia, II).



Work experience best learning for me right now (Alice, II).



Study interferes with and inspires my work (Teresa, II).



There is a wall you hit for the information you absorb, probably because the duties
don‟t change. By the end of the first year, I learnt as much as I could in my current
position (Rhiannon, II).



Bit torn about what to study – has been tricky so frustrating that I have no one to talk
to. If contracts finish and I am still studying I have still got my foot in the industry
(Melissa, II).



Would like to study more, but costly and if no promotion prospects then not justified
(Liam, II).



Having a break at the moment. Just keeping my options open as not sure about mix of
work and study (Brigid, II).
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In the third interview, that marked the end of the second year, participants were asked the
same question again. They were given a transcript of what they had said in their second
interview and asked to reflect if their attitudes were the same or had changed. There was an
increasing emphasis on the importance of continuing to build new professional knowledge in
the second year. There was no preference for the type of learning strategy, but the aim was to
learn more and have access to more challenging learning opportunities. Most had learnt all
they needed about operational level processes but accepted that refresher system training was
always needed. Hannah wanted more professional knowledge to support a new position she
started in her second year. Nadia, Brigid, Lydia, Eliza and Rohan were interested in
management level training that would complement their professional skills and knowledge
and support future promotions. Responses of the research participants included the following.


Have to follow up on own learning, though there are opportunities (Anna, III).



No new study but can see myself doing more in a few year‟s time (Phoebe, III).



I definitely think that work experience is far more useful for me than learning and
development. I do learn a lot. A great thing about moving from section to section is –
sweet, something new (Alice, III).



Want to focus on learning to support job skills and experience working with the
collection (Brigid, III).



If I was not interested in lifelong learning I would not be working in a collecting
institution (Teresa, III).



Working overseas changed my attitudes about learning for personal development
(Liam, III).

Over the first two years, five participants had enrolled in formal or long term education,
through individual study leave arrangements or through formal courses undertaken during
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work time but provided externally to the organisation. A further four were thinking about
more formal study and recognised that it would be important to do so for promotions, career
development or for subject specialisation. Whether more formal study was on the horizon
was not a question of if, but when, and in consideration of cost, time, or what course would
suit them best. Reasons of the research participants that related to their views about further
formal study included the following.


I have ridiculous amounts to learn. There are a million different strands to
registration and standards. Looking out is the sensible thing to do if you are going to
maintain any kind of career. If you are taking your profession seriously you will want
to keep studying, so a Masters is the ultimate goal (Rhiannon, II).



I keep thinking about a graduate diploma but put on hold as in new position and so
much to learn (Eliza, III).



I became interested in further study – it showed me that this work encompassed my
interests in curatorial work, exhibitions and the research involved – interests were
meshing into one (Sophie, I).



Full time study for a PhD is an alternative if permanency is not achieved (Anna, III).



Master‟s course does not have night classes so difficult while working full-time
(Melissa, III).

In the final interview participants were asked what would motivate them to stay or leave the
organisation. Among other reasons there were several responses indicating that limited or no
access to learning was one reason why they would leave an organisation. Continued access to
learning was also a motivator to stay with an organisation for the foreseeable future.

The individual views about changes in the attitudes of continuing to learn can also be
summarised at a more general level. Figure 5.16 does not reflect the changes of each of the
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research participants, but illustrates some of the overall changes between the first and second
year and beyond.
Figure 5.16: Reflections about the value of continuing to learn

Reflections over time about value of continuing to learn

First year
On-the-job
training

Second year
Expanding
professional
knowledge

Where to next?
Need to keep
learning

No immediate
interest in study

Thinking about
next qualification

Finding the right
course and
enrolling

Practical
experience

Learning different
roles

Need challenging
work

Learn within
workplace

Looking
externally for
learning

Taking control of
own learning

Learning from
supervisor, team
& mentors

Training,
supervising &
mentoring others

Value supportive,
learning
relationships

One observation that can be drawn from this diagram was the shift from relying upon the
workplace for most of the professional learning in the first year, to looking outward and
taking control in the second year. Several responses of the research participants about their
attitudes at the end of the second year highlighted the need to manage their own development.
This diagram seemed to reflect the commitment about wanting to take control and look
outward. The changes between the first and second year and commitments into the future also
revealed a relatively short cycle of learning and development. MacKeracher (2004) identified
a range of learning cycles. The findings from the present study could add to the literature by
suggesting a time dimension to learning cycles. Initially, there was the desire to get work
experience, undertake short courses to build workplace skills and leave the study aside. The
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interviews revealed that it did not appear to take long for the research participants to want
more challenging and in-depth learning and development. The next stage was returning to
formal study, reflected through tertiary study, competency-based or intensive professional
development programs, building on the knowledge already gained and using study for career
development purposes.

References in the literature to a return to formal study considered that the time to return to
further learning was five to seven years into careers (Baldwin & Ackerson, 2006, p. 351).
Anderson (2007a, p. 95) and Cossham (2007, p. 6) regarded a formal qualification as relevant
for about three to four years. If this was correct, the process of taking up further learning
would start much earlier than suggested by Baldwin and Ackerson above. The present study
suggests that the research participants were more likely to follow the cycle suggested by
Anderson and Cossham above; given that within two years of completing a formal
qualification, they were undertaking further qualifications or seriously contemplating their
next qualification.

The stakeholders who, as shown earlier in this chapter in Figure 5.11, shared roles in early
professional learning could support this cycle of moving through operational learning,
professional development and then returning to formal study, by considering a range of
options. Also, supported formal study could encourage new employees to stay with a
particular collecting institution, especially where promotion prospects were limited. Nadia,
Brigid, Sophie and Rohan all stayed on in difficult but different circumstances because their
respective organisations supported them in undertaking formal long term or intensive
education or professional development.
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In concluding this discussion about the value of continuing to learn, it appears that it was an
essential ingredient in how the research participants built their professional knowledge.
Without a commitment to continuing to learn, the participants could have otherwise had
limited learning experiences, they would have had to rely on operational learning, might not
have taken up more study or looked outward to take control of both their learning and
employment environments.

5.4 Analysis of findings about learning experiences
The kind of learning experiences the research participants undertook seemed to be similar to
many of those reflected in the literature review in Chapter 2 of this study. There was a variety
of operational and reflective in-depth learning, as well as formal study. The participants had a
range of employment or administrative learning experiences and those that related to
applying and learning professional principles. Operational learning was regarded by them as
essential, especially in the first year as they learnt procedures, systems and their
responsibilities.

Learning experiences that were regarded as reflective learning took the new employees out of
the realm of their everyday work. It was doing something quite different or at a more in-depth
level than was required for their current position. For Tanya, Teresa and Alice, for example,
the opportunity to be mentored through the development of major initiatives, such as
exhibitions, was well beyond their everyday responsibilities and gave them new ways to
apply professional principles. The opportunity to supervise, train or mentor staff would be
regarded as reflective learning. For the new employees this was a challenge, a responsibility
that took them out of their comfort zone, something which they had not expected. Phoebe,
Sophie, Cathy and Melissa, found that it helped them articulate their knowledge of
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professional principles and practices and gave them an opportunity to improve the learning
environment for the next intake of new starters.
The research participants‘ experiences of having a mentor or being a mentor would indicate
that the relationship facilitated reflective learning. It was a way to question and debate issues
about the field and profession, offer alternative ways of thinking and helped the participants
think beyond their day-to-day work. Whether the topic of discussion was careers, questioning
theory or practice, or learning new theory and practice through specific projects, the aim was
to build knowledge beyond the day-to-day operations and appreciate different perspectives on
particular issues. A more detailed examination of mentoring relationships is covered in
Chapter 6 of this thesis.

The contribution of the Learning Model in analysing the learning experiences was that it gave
a structure to the multiple options that were undertaken by the research participants and
differentiated between learning for current needs and learning for the future, and learning
through people and work as opposed to learning through structured formal qualifications. The
model has limitations as it does not cover every facet of the learning environment. It does,
however, present learning experiences in a structured way rather than a long, unorganised list
with no sense of purpose or outcome. The model could reduce the risk of choosing learning
experiences from one quadrant and not seeking a balance between learning for current needs
and learning for the future. Used in conjunction with other frameworks such as learning
cycles and personal development plans, the model could give focus and direction to reduce
gaps and avoid repetition over time.

The findings in Table 4.7 (See p. 138) in Chapter 4 highlighted that, by the end of the second
year, eight research participants were stepping up to leadership roles, supervising, training or
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mentoring, and a further four were at levels similar to those who were supervising. The
findings in this chapter revealed a ‗disconnect‘ between what they were doing and the support
they had to perform their roles. Six of the research participants who started supervising,
training or mentoring for the first time had not received any structured training in these roles.
Those who were not starting with supervisory responsibilities and starting at entry levels
would not be expected to know at what point, within two years, they would need to take on
supervision responsibilities. Therefore, they would not be expected to ask for training, even if
they knew they could do so. The implications of the lack of development to support
supervisory relationships are explored in Chapter 6 relating to findings about relationships.

Professional principles and practice were applied through instruction, observation and
repetition, or ‗on-the-job training‘. With regard to the Learning Model, learning how to apply
professional principles was achieved through multiple pathways so could have been done in
all quadrants. Supervisors explained the procedures, set expectations and approved or
monitored their work. Existing staff acted as buddies to help explain the tasks, systems, dayto-day work and the physical environment, but were usually only assigned for short periods.
Team members also assisted in explaining how the professional principles applied on a daily
basis and shared their knowledge about how the tasks were carried out. The focus was very
much on practice and learning to make sense of the theory. Working with buddies,
supervisors, teams and colleagues, within and outside the organisation reflects the concept of
informal learning. It is not always structured, but references from research participants
indicated that it was one way they learnt to apply the theory as reflected by Boud (2006).

Learning in the workplace is often not called learning but still involves acquisition of
knowledge and skills to work effectively. It is an intrinsic part of the work, but not easily
recognised or quantifiable (Boud, 2006, p. 87).
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The findings in this chapter highlighted the extent of informal or non-structured learning over
the two years. Learning through informal or unstructured ways was not restricted to the dayto-day responsibilities, but also to applying professional principles and building new
knowledge. For example, Eliza found that networking at professional conferences gave her
confidence that there was a robust career in her profession. Nadia learnt from doing
individual research at work in the absence of a supervisor to ask for advice. The use of
buddies by several research participants was another example of informal learning. Sophie
relied on the team and her friends for mentoring support in her new position. Research
participants studying towards formal qualifications also engaged in informal learning
processes. Nadia and Brigid both sought the advice of fellow students to assist them to
complete assignments or research new issues and Phoebe shadowed more experienced
colleagues during her internship as a way to learn a new role.

Learning in unstructured or informal ways at work or when studying reinforced findings in
the literature review that learning experiences had multiple facets. The traditional concepts of
formal learning being related to education, and informal learning being associated with the
workplace, did not always apply. The nature of the unstructured, non ‗classroom-based‘
concept of training experienced by the research participants would appear to reinforce views
in the literature that learning experiences could have elements of both formal and informal
learning (Boud, 2006; Edwards, et al., 2006; Eraut, 2004; Foley, 2000; Hughes, 2004;
McGiveny, 2006).

5.5 Emerging themes about the aims of early professional learning
This chapter has identified that, at an aggregate level, the research participants had a wealth
of learning experiences over the two year period and reinforced discussions in the literature
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about professional learning or development across the information sector (Algate, 2008;
Blackburn, 2009; Block & Kelly, 2001; Hallam, 2008a, 2008b; Long & Applegate, 2008;
McShane, 2001; Society of American Archivists: Principal consultant V. Walch, 2006;
Summerrell, 1999; White, 2001). For most, it was more than they expected. For some, it was
only in the final reflection question at the end of the third interview that they could see just
how many different learning experiences they had undertaken and how the experiences
supported their personal goals and career directions. The findings revealed that the Learning
Model could help determine pathways and different ways of learning, but did not provide
guidance about the purpose or aim of learning experiences.

Other frameworks such as learning cycles also supported the process, but not necessarily the
purpose. Hannah, Melissa, Brigid, Alice and Cathy were not quite sure of the reasons for
some of their initial learning experiences. If the aims had been explained to them, they might
have understood the reasons. Cathy believed that the initial period of familiarisation needed
more structure and setting the experiences within aims could be one way to provide such
structure. Knowing the aims of their learning experiences could have helped the research
participants and their supervisors to structure the learning and development components of
their personal development plans more effectively.

Evidence of overall aims which related to early professional learning did emerge from the
findings through comparing and re-organising the learning experiences into broad topic areas,
rather than how learning happens, as described in the Learning Model. Four main topic areas
emerged: finding out more about the organisation; understanding the employment
environment; applying and building professional principles and practice; and developing
relationships.
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The first aim or purpose for undertaking learning experiences related to learning more about
the organisation through experiences such as induction, orientation, rosters, rotations, buddies
or shadowing colleagues in other areas. The second aim was concerned with learning about
the workplace or employment environment or the administrative context. This included
experiences such as training for managing personal development plans, occupational health
and safety, harassment protocols, values and codes of conduct, project management and
procurement. The third aim focused on applying and expanding knowledge of professional
principles and practice while working with collections. Experiences of the research
participants that would meet this objective included learning about collection management
systems and processes, professional or technical conferences, seminars and workshops,
special development projects, writing skills to support exhibition and publication work, onthe-job training, delivering papers and writing journal articles, and first time carriage of new
functions such as an exhibition or launch of a new program. The fourth main aim was about
developing skills and knowledge to engage in relationships, including conflict resolution,
negotiation skills, customer relations, cultural awareness workshops, team building, formal
and informal mentoring, and stepping up from supervision to leadership.

These four main aims also appeared to be relevant to the suggestions made by the research
participants to improve learning experiences for others. There were several suggestions about
needing to know more about the wider organisation through induction, rosters or rotation.
Visits to other organisations were also suggested to broaden understanding of how collecting
institutions operated. Suggestions relating to the employment environment included time
management, strategic management and interview skills. The research participants made
several suggestions about building professional knowledge, including practice at
accessioning, a more formal professional development program, technical seminars that
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helped understand the collection and working on exhibitions. Suggestions about relationships
focused on informal or formal mentoring schemes, training and assessment and increasing
capability to work with teams. The participants also emphasised the importance of structure
in the learning experiences for new employees. There was no shortage of training, overall,
but structure and knowledge of what lay ahead was regarded as essential.

The early professional learning aims were not mutually exclusive, and some experiences
could fall into more than one aim. The aims could be viewed as layers or building blocks that
sit above the Learning Model. They could be regarded as the ‗why‘ of learning experiences,
the axes of the Learning Model would be the ‗how‘ through the four approaches to learning,
and the ‗what‘ through the description of activities in each quadrant. Another layer to the
framework is the learning cycle that gave direction as to when different types of learning
experiences might be undertaken; the ‗when‘ of choosing learning experiences. Figure 5.11
(See p. 180) on sources of learning showed the ‗who‘ or ‗where‘ factor of learning
experiences; that an individual could find opportunities within the context of their
organisation, a professional association or by themselves, by writing journal articles, book
reviews or private reading.

Having aims might also have identified gaps in responsibility and expertise, such as research
participants taking on supervision, training and mentoring roles without some kind of
development. The connections between learning aims, the Learning Model, learning cycles
and stakeholders as sources of learning could form building blocks for a framework to assist
individuals and organisations in making effective use of opportunities from multiple sources.
The potential for a framework that integrates these building blocks is explored further in
Chapter 7 on the conclusions.
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5.6 Chapter summary
This chapter explored how the learning experiences of the research participants helped them
apply their professional principles and build their professional knowledge. It found that the
learning experiences could be mapped to the Learning Model, but other frameworks such as
learning cycles and competency statements were also essential in understanding the
relationship between the participants and their learning environments. The chapter
highlighted that it was the diversity of opportunity and commitment by the participants to
finding opportunities that ensured they kept learning. The findings revealed that there were
changes in the learning environment between the first and second year. The research
participants responded to this change by taking control through employment, learning, formal
study relationships and even travel. The learning experiences supported the application of
professional principles for current needs and future challenges. The suggestions for
improvements by the research participants revealed that they had experienced a breadth and
depth of experiences from which others could learn. In the next chapter the issues about how
they experienced learning and changes between the first and second year continue, with a
focus on relationships.
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Chapter 6:

Findings about relationships

This chapter describes the relationships between the research participants, their workplace
supervisors and colleagues, and the wider professional community and how these
relationships influenced their experiences and expectations. The relationships encountered by
the participants were those with direct supervisors, line managers, teams, mentors and
professional colleagues. Some participants went on to become supervisors, trainers and
mentors and their perceptions about these relationships are also discussed. The researcher
sought to assess the relationship between the employee and the supervisor as perceived by the
research participant. Other studies also focused on the views of individuals without obtaining
the perspective of their respective supervisor or manager (Eraut, 2004; Hallam, 2008b;
Hughes, 2004; Jenner, 2008; Reidy, 2006). The research methodology in Chapter 3
recognised that only interviewing participants was a limitation, but triangulation methods
applied in this study sought to overcome single or one-off perceptions about particular
relationships.

6.1

Relationships with supervisors and managers

From the perspective of the research participants, relationships with supervisors emerged as a
major influence in all aspects of their experiences and expectations. For the present study a
supervisor was the person to whom the participant reported for administrative purposes, for
allocation of work, for developing personal development plans and for explanation of work
procedures. For this discussion, a line manager was generally at least two levels above that of
the research participant. Findings about supervisors as mentors are discussed in Section 6.3.
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6.1.1 Characteristics of supervisory relationships
The 16 research participants had between them approximately 42 different supervisory
relationships over the two years and all had at least two different supervisory relationships.
For example, over the two years, Alice, Hannah and Sophie had four supervisors, Brigid,
Eliza and Phoebe had three, and the remaining had two different supervisors. Nadia and
Tanya lost their respective initial supervisors and were for various periods reporting to a line
manager. The reasons for changes in supervisors were due to the research participant
changing positions in the same or to a different collecting institution, or a new supervisor
starting. As the discussion will reveal, the supervisory relationships differed over the two
years, so the participants were not basing their reflections on one particular experience.

The research participants experienced three main supervisory relationships: those that were
positive, those that were not so positive, and where they had no direct supervisors. For
example, Nadia had a very positive relationship with her direct supervisor when she first
started, but then went for most of the two years without any direct supervisor, and only had a
line manager with whom she had very little day-to-day interaction. Rohan started out with a
difficult relationship with his first supervisor, but had a very positive relationship with his
second supervisor. Rhiannon started out with a positive supervisory relationship but the
second relationship was difficult. Alice had a positive supervisory relationship, then one that
was not positive and then two that were very positive.

Characteristics of a positive relationship

All the research participants had the experience of a positive supervisory relationship for part
or all of the two years. Half of the participants had different but positive supervisory
relationships for the whole two years. Valued supervisors encouraged the research
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participants by helping them understand their new responsibilities and learn about the
organisation. Responses of the research participants about what a positive supervisory
relationship meant included the following:


Showed professional respect, showed a positive attitude towards performance
agreements. Encouraged me to get involved in the professional association relevant to
my work (Eliza, I).



Spent quite some time with my supervisor learning the ropes (Rhiannon, I).



Encouraged me to apply for positions to get into the area relevant to my studies
(Brigid, II).



All my supervisors were good, I just had too many and continuity was difficult
(Hannah, II).



Fantastic supervisor, could not do enough for me, easily approachable, could answer
all my questions or call someone who could (Nadia, I).



New supervisor has been really good. Initially I was employed on contract purely as a
cataloguer. Since she could see my interests she started me in exhibitions and
encouraged more diverse work (Melissa, III).

Characteristics of a not so positive relationship

Six research participants started out with what they described as difficult relationships, but
these did not last for the whole two years. By the end of their first year or middle of their
second year, these participants had more positive supervisor relationships, but all had
changed supervisor during that time. There were no situations where the participants ‗got off
to a bad start‘ but ended up having a good relationship with the same supervisor. It was other
events that proved to be the catalyst for change; a new position and/or a new supervisor.
Difficult supervisory relationships were a catalyst in deciding to look elsewhere for positions,
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despite being committed to the work. The issues raised by the research participants were
diverse:


Supervisor very busy so not available to answer questions (Melissa, I).



Did not share information about how my work fitted in (Teresa, I).



Did not encourage movement into other areas and blocked higher duties (Rhiannon,
II).



Supervisor was not really a source of learning or a mentor (Liam, I).



Working in a vacuum with no support from immediate supervisor (Rohan, I).

Experiences associated with having no supervisor

Three research participants, Alice, Nadia and Tanya started out with positive supervisory
relationships and experienced the difficulties of a supervisor leaving and not being replaced
for up to several months, if at all. Their perceptions about not having a supervisor included
the following.


First supervisor was fine and then left. Second supervisor was very different and
confusing as I had been left to work on my own for about five months. She came along
and expected me to ask her before doing anything. She did not sit down and explain
expectations. But now I have a fantastic supervisor (Alice, II).



Worried about career prospects seeing position not being filled when supervisor left. I
had an indirect manager who was not interested. I had to rely on the team when the
supervisor left and there was no one to champion our issues and support initiatives
(Nadia, II).

214

Chapter 6: Findings about relationships



While my manager was helpful when my direct supervisor left, I was left alone and
that is not good for new starters who are not always confident in asking colleagues
(Tanya, II).

6.1.2 Impact of supervisory relationships on early professional learning
Positive relationships for the research participants were more likely to result in: engagement
in personal development plans; movement between areas of the collecting institution; and
professional development opportunities. Less positive supervisory relationships were more
likely to result in: research participants actively seeking to leave the collecting institution or
work area; perceptions of limited opportunities for professional development; relying on the
team or being left to work without guidance; and being blocked from, or not encouraged to,
access short term movement within the collecting institution.

When asked questions in the third and final interview about expectations over the next two
years and what would motivate them to leave the organisation they were in, nine research
participants said they would leave the organisation if: they had difficult supervisory
relationships; there was poor leadership; they were undermined, or not supported. If half of
the research participants perceived supervisory relationships to be a motivator to leave an
organisation then this suggests that such relationships were very important to them. A
longitudinal study about a graduate development program, where a different cohort of
graduates were interviewed each year, found that one consistent theme was difficult or
unsatisfactory relationships with supervisors or line managers (Jenner, 2008).

Supervisory relationships also influenced how the research participants perceived access to
development opportunities. They were committed to their work but still valued continuing to
learn. The participants who had positive workplace relationships over most or all of the two
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years felt supported in having access to different work and opportunities for professional
learning. Those who believed they did not have positive supervisory relationships also
reported that they had limited access to professional development. Teresa felt ignored by her
initial supervisor and was not aware that she could have asked for training, but felt much
more supported by her second supervisor when she changed positions in the same
organisation. A change in supervisors for Rohan saw a complete change in support for
professional development. Rhiannon had a difficult supervisory relationship with her second
supervisor and felt that by the end of the first year she had ―hit a wall of learning‖ (Rhiannon,
II), that she was not being supported and access to short term movement was blocked. This
was in contrast to her first supervisor who had organised an effective induction program and
supported her attendance at an interstate professional conference. Nadia had no one to help
her find appropriate management training once her supervisor left and was not replaced.

Despite the less than positive experiences of some of the research participants for part of their
first two years, it would appear that many supervisory relationships had a positive influence
on their learning and development and work opportunities. The extent of movement of the
participants, as identified in Chapter 4, was much greater than any had expected. Most were
in different positions by the end of the second year or had been given opportunities for
movement or acting during the two years. In Chapter 5, it was found that the research
participants as a whole had access to a wide range of learning and development activities. All
were still committed to the sector, even if they did not think they would stay in the one
collecting institution. All but two were with the same organisation by the end of the two
years. Teresa, Alice, Hannah and Brigid were in different areas of the same organisation
doing quite different work, so for them it seemed like a new organisation. These connections
between relationships, learning and development opportunities, job satisfaction and
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motivation appear to conform to views in the literature (Burns, 2002; Davies, 2006; Hesketh
& Allworth, 2003; Noe, 2008; Shaw & Fairhurst, 2008; Taylor, 2003; Wood, et al., 2006).

6.2 Working with the team and buddies
Most of the research participants worked within teams, although the level of support and
sharing of knowledge varied. As with supervisory relationships, the participants worked in
different teams over the two years, so their experiences were multi-faceted. Eight participants
reported working well in their different teams and that they also had positive supervisory
relationships over the two years. Where there was no supervisor, the team took on the
supervisor role of explaining the broader context, detailing the processes, helping with
recruitment applications and providing a motivation to stay in the position. There were
several instances of both the team and the supervisor supporting the research participant.
There were also situations where the team did not provide a supportive role. Billet (2001, p.
84) and Delahaye (2005, p. 395) argued that learning from the team, co-workers and peers
could be both a positive and potentially negative experience, especially as they could pass on
inappropriate knowledge, bad practice or not share knowledge at all.

The participants had mixed views of relationships with their respective team members. As
with supervisory relationships, no one had a difficult relationship with a team for the whole
two years. Reflections on positive experiences included the following.


The team I work with has amazing people with very long experience (Rhiannon, I).



Team works well if organisation has a culture of working in teams, and everyone
understands their place in the team (Rohan, III).



Encouraged me to have a go at applying for positions or join rosters (Sophie, I).
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Good team, learning from each other and people now asking me for advice (Anna, II).



Team was a motivator to stay, but if the team disbanded – could be a problem (Liam,
III).

Difficult relationships with teams were about not sharing knowledge or a different approach
to work, but they did not persist over the two years.


People were very protective of projects, so had to grapple with same mistakes
everyone else made, to get on with the role because no one is prepared to share,
which I think is sad and counter-productive (Teresa, II).



Some members of the team felt cautious about welcoming me, which was surprising
(Eliza, I).



Advice from my supervisor was not forthcoming so I asked a team mate. I had an
issue with one of the team – if only feedback is negative, it makes you feel quite
uncomfortable. Supervisor was away – felt isolated, younger, keen to make decisions
– I had given up my whole life to come here and do my job. Another new starter
joined the team, she was closer to my age, which made me very happy, but then she
left (Alice, II).

Liam and Rhiannon felt strongly supported by the team when they had difficult relationships
with their respective supervisors who they believed did not trust their expertise. Wood et al.
(2006, p. 250) argued that teams could feel threatened by leaders who wanted to interfere and
this undermined trust in the workplace. When Nadia‘s supervisor left and was not replaced,
she, along with the team, was left to work out issues on her own. In both situations, the team
was a major source of learning about the day-to-day operations and the workplace culture. A
few research participants had ‗buddies‘ when they first started in their new position. The
buddy could have been a fellow newcomer or an existing employee. The relationships were
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short-term but valued by the participants in those early weeks for familiarisation with the
organisation and finding their way around. Melissa and Liam both started with others at the
same time and they helped each other out. Anna came in on her own so was assigned an
existing employee as a buddy who showed her the processes and systems, made introductions
and showed her where sections or facilities were located. Anna also had the opportunity to
take on the role of a buddy in her second year, but did not regard it as a formal trainer or
mentor role; rather it was explaining the day to day processes and environment.

The findings about the team environments revealed a tension between loyalty to the team or
to the organisation. For some research participants there was more loyalty to the team than to
the organisation. Liam, Nadia and Cathy made comments about staying with the organisation
because of the team, and being less likely to stay if the team was dispersed. These remarks
were reflected in other studies that found commitment to the organisation was not a motivator
in decisions about employment and careers (Hesketh & Allworth, 2003; Noe, 2008; Shaw &
Fairhurst, 2008; Taylor, 2008; Taylor, 2003). Connor and Shaw (2008, p. 360) argued that the
current generation of graduates was not considering commitment to an organisation but what
commitment employers could offer them to enhance their professional skills.

6.3 Perceptions and experiences of mentoring relationships
Mentoring relationships influenced the participants over the whole two years and were
critical to their future outlooks for career and learning choices. Some had developed positive
mentoring relationships or had mentors for specific projects or goals and valued their shortterm but critical role. Mentoring relationships offered an opportunity to learn about their
profession, their place in the organisation, the workplace culture, themselves, and to muse
about future careers or directions in a trusting environment. There was no one definition that
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reflected how the participants perceived and experienced the concept of a mentor and it was
not necessarily undertaken by one individual. The participants found mentors or relationships
in several roles; as supervisors, friends, peers, colleagues at a higher level, mentors assigned
during internships and team members. Most of the participants in the research study did not
have access to formal mentors. Some found mentoring relationships in their supervisors
whom they regarded as mentors, although the role was not formally acknowledged by the
organisation or even by the supervisor. The relationship was driven by how the research
participant perceived a particular quality of the supervisor. Table 6.1 summarises the main
types and frequency of mentoring relationships experienced by the participants.
Table 6.1: Mentoring relationships of the research participants

Mentoring relationship

Occurrence

Participants

Having a mentor
Supervisor

6

Senior colleague

3

Nadia, Cathy, Alice, Melissa Eliza and
Tanya
Hannah, Phoebe and Anna

Mentored through first
exhibition

2

Teresa and Tanya

Mentor while on internship

2

Alice, Phoebe

Team as mentor

1

Sophie

Mentoring team members

2

Lydia and Rohan

Mentoring new starter during
first exhibition

1

Tanya

Mentoring student during
internship

1

Phoebe

4

Brigid, Liam, Rhiannon and Lydia

Mentoring others

No mentoring relationship identified
Would have liked a mentor
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This table illustrates the diversity of mentoring relationships and that a few participants had
more than one over the period covered by the research, including while they were studying.
The most common source of a mentoring relationship was with a supervisor. The next most
frequent response was the wish for a mentor by four participants who did not find one for
themselves over the two years. Phoebe and Tanya both had three different types of mentoring
relationships and valued each one. The diversity and change in relationships experienced by
the participants illustrate how multiple approaches could exist in collecting institutions at the
same time, whether formal or informal or both.

The following comments by the research participants illustrate how they perceived the
mentoring role provided by their supervisor over and above their administrative roles. The
participants were asked if they believed that supervisors did or could provide a mentoring
role.


I came in on my own, so my supervisor was a guide and also encouraged involvement
with professional associations (Eliza, I).



My supervisor was a mentor. I would always come to her with any queries. If I felt
something could be improved I could come to her and say –can we do it like this
(Nadia, I).



I have a fantastic supervisor and he has been a bit of a mentor. He has created a
really good team environment – no one wants to leave (Cathy, III).



My supervisor was quite busy and not there very often. He tried to be a mentor but
difficult as there were not shared interests. It was disappointing as my previous
supervisor was very encouraging and was a mentor (Melissa, II).
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Some of the participants in the research study had formal and informal one-to-one mentoring
relationships with individuals who were not their primary supervisor. Their experiences about
how these relationships influenced include the following.


I did not have a formal mentor, but an informal one, who was not my supervisor and
contact continued while acting in other areas (Hannah, III).



My mentor stayed on as an informal mentor after the period of formal assignment
ceased, as I moved to different areas of the organisation (Phoebe, II).



A mentor for the whole team gets shared. There was some kind of structure in the
mentoring relationship, but it allowed free rein of discussions (Anna, II).



My mentor, who was not my immediate supervisor, was a source of new professional
knowledge when undertaking exhibition work for the first time and I was able to work
on my own after that (Tanya, II).



Current manager rather than direct supervisor has taken on a mentoring role. She is
the person I latched onto in terms of asking questions, approving courses and helping
me with my PDP (Alice, III).

For Sophie, Rhiannon and Tanya, the whole team took on a mentoring role that was beyond
the everyday relationships within the team that were explored in Section 6.2 of this chapter.
For those who did not have an immediate supervisor, or they had a difficult relationship with
their supervisor, the team filled a gap and provided more than just working together to
complete the work. Even when there was a positive relationship with the supervisor, the team
was still a major source of advice about short term and long term goals, and the culture of the
workplace. Views about the team as a collective mentor include the following.
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The team was a source of advice, encouraged me to apply for positions and helped me
understand the system. I did not need to look elsewhere other than the team. The
organisation had a mentor program, but I only found out later, not at the initial
orientation, by which time the team had provided a mentoring role (Sophie, I).



Team has amazing knowledge, open to being asked and giving me a hand. Knew what
I was feeling – felt part of the team (Rhiannon, I).

Alice and Phoebe regarded their supervisors during internships as mentors. Phoebe made an
insightful comment about her internship mentor:


The mentor during my internship challenged my thinking about professional
principles and practice. She took me outside my comfort zone as I noticed the
difference between mentor and normal supervisor who made sure I knew the tasks
and completed them (Phoebe, III).

Tanya experienced a form of reverse mentoring. She regarded her supervisor, younger but
more experienced, as a mentor. The relationship was welcomed and much missed when the
supervisor left the organisation. At a later stage, Tanya was again mentored by a younger
more experienced person through her first exhibition. Again it was a positive rewarding
relationship, even if only for a specified period. This seems to be in contrast to Cohen (1995,
p. 150), who argued that mentors were usually well educated and trained in relevant social
skills, and that younger mentors would not be able to respond to experience-based problems
of an older mentee.

Several participants in the research project did not have mentoring relationships for part of all
of their first two years but believed a mentor would have helped in certain situations. As
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discussed in Chapter 2, it was hard for new and young employees to find mentors (Zachary,
2005, p. 189).


A mentor would have been helpful after my supervisor left and was not replaced
(Nadia, I).



My end goal was a curatorial position. Now that I am here, I need new goals and
without a mentor, it has been very difficult- that is why a lack of mentor has been such
an issue because I needed one at this point. I need some help (Melissa, II).



I would have liked a mentor outside my branch to assist with identifying learning and
development options (Lydia, I).



The organisation had a mentoring program but it was not really explained well. You
had to find someone yourself, but as a new person it was hard to know who might be
suitable. The program could have been explained more, so it was a missed
opportunity (Brigid, I).

As part of the interviews for the research study, the participants were asked to suggest
improvements in learning opportunities for the future, and responses included suggestions
about mentoring relationships. These suggestions reflected the value they placed on this kind
of relationship:


I think it would be really nice if there was some kind of formal mentorship or formal
professional development. It would force them to involve themselves more in
someone‟s career - invest more. The person would get more out of it and the
organisation would get more out of it as well (Alice, II).
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Team building through mentoring is just so important. Attach someone with more
experience to work with or a new person. It gets people up and running more quickly and
builds collegiality (Teresa, II).



New starters should have a mentor who was not a supervisor to be a sounding board
(Tanya, III).



Mentors are important for younger people to help them in case their career goals were
unrealistic (Melissa, III).



There needs to be training for those who take on the role of mentor (Lydia, III).



A mentor at work needs to be someone you can trust, a friend, so it is best to get to know
them first (Liam, III).

Melissa was able to compare a supervisor, whom she respected as a supervisor but with
whom she did not feel she could form a mentoring relationship, with a subsequent supervisor
with whom she had more of a mentoring or guiding relationship. The difference seemed to be
the ability to talk about shared professional interests, future options, goals and ideas for
further study in a trusting environment.

An analysis of the findings indicated that mentoring relationships could make all the
difference about how the research participants felt about their new position, their workplace,
and where they might be heading. The experiences of the participants differed, but the one
strong thread was that the concept of a mentor, expressed through relationships with one or
more persons, was highly valued and a cause of concern when there was no such relationship
or access to one. As well as linking the participants to the organisation, mentoring
relationships were sources of professional learning, helping to build new knowledge, expand
horizons about the profession and to challenge their understanding of theory and practice.
The researcher has noted elsewhere, in discussing opportunities and obstacles to professional
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learning for new starters, that the absence of a mentor was regarded as an obstacle to building
professional knowledge and was most keenly felt (Hoy, 2008a).

What emerged from the findings was that the concept of a mentor was multi-faceted. It was
not a single person, but more about combinations of supervisors, colleagues, teams, and
contacts through professional networks. The participants‘ views about mentoring
relationships indicated that it was important to have access to one or more individuals for
advice and guidance beyond the day-to-day work. What this analysis suggests is that
mentoring programs cannot be designed to suit an organisation. They have to be designed to
suit the individual, to help them understand the context of their work in the organisation, a
view confirmed in the literature about early learning and development (Connor & Shaw,
2008; Shaw & Fairhurst, 2008). A broad loose framework with multiple ways to develop
relationships, along with active promotion and clearly explained roles and benefits, is more
likely to succeed. Suggestions for such a framework are discussed in the conclusions in
Chapter 7.

These findings also revealed that the focus of mentoring relationships for the research
participants changed over the two years. First, there was the mentor while they were studying
(Alderman & Milne, 2005; Bastian & Webber, 2008; McIntyre, et al., 2007). Upon starting
work, they had various types of mentors; teams, supervisors, peers and senior colleagues, as
described in detail in the literature review in Chapter 2 (Carnell, et al., 2006; Cochran-Smith
& Paris, 1995; Cohen, 1995; Connor & Pokora, 2007; Darwin & Palmer, 2009; Fields, 2007;
Mullen & Kealy, 1999; Zachary, 2005). As the findings indicated, Rohan, Lydia and Phoebe
went on to become mentors to others in their organisation, with or without training. This
transition, in a relatively short period of time from being mentored to becoming a mentor,
was not highlighted in the literature. Lee (2009) described different kinds of mentoring
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relationships in a library, but the focus was on how established library professionals managed
mentoring relationships of students, new professionals and colleagues seeking promotion.

6.4 First time supervisory, training and mentoring roles
Findings in Chapter 4 and Chapter 5 revealed a disconnect between research participants
taking on the role of supervisors, trainers and mentors and the training or development they
received to support their new responsibilities. The six participants who undertook
supervision, training and mentoring roles for the first time (Hannah, Nadia, Melissa, Cathy,
Sophie and Phoebe) did not receive any development in how to be a supervisor, trainer or
mentor. As found in Chapter 5, several participants had received the building blocks for
managing different relationships through training in negotiating a personal development plan,
customer service, interpersonal skills and conflict negotiation skills. These, however, were
from the perspective of an individual, not from the perspective of stepping up to supervision.

Availability of training in the building blocks for that next level was limited. Only the three
participants who started their new positions as supervisors received any structured
development opportunities to build their skills and expertise relevant to developing others,
rather than just themselves. A further three were at similar levels by the end of the two years
so might be expected to have such roles in the near future. For example, while not in a formal
supervisor role within those first two years, Tanya did lead a new starter through an
exhibition process. Tanya had previous training experience in another organisation so was
prepared. For the others, limited development opportunities could have an influence on how
they built relationships with those who might look to them as supervisors, mentors and
learning facilitators.
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The participants involved in supervision and training or mentoring others found the
experience both challenging and rewarding, especially for those undertaking the roles for the
first time:


I gained inspiration, satisfaction and different perspectives from mentoring new
employees and students (Lydia, II).



As a supervisor, I found team building exercises to be very positive and should have
happened earlier in the new position (Lydia, III).



I was supported when I started so, as a supervisor, I want to give others a chance and
share knowledge. I enjoyed passing on knowledge to the next new starters (Phoebe,
III).



Training new member – great to get her up to speed with system (Nadia, III).



Too busy to have formal team training – difficult to get everyone together – I wanted
to explore that and see if we could improve on formal team training. Being able to
pass on knowledge, confident that I can offer training and give benefit of my
experience to others (Eliza, II).



Training others made me feel I should be working in this organisation. Now I have
training responsibilities I can see just how much information they are bombarded
with (Cathy, III).



As a mentor, my role is to show leadership in how the profession operates. Being a
mentor and having a mentor is part of lifelong learning (Rohan, III).

One research participant, Phoebe, had a mentor during an internship and then once she started
working became a mentor to a student. Having had a mentor who stretched her own
professional expertise, she welcomed the opportunity to take on that role less than two years
after commencing work in a full time capacity. Phoebe had undertaken a unit about
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supervision as part of her degree and reported that it was very helpful once she started
supervising at work. Being a mentor was also part of developing leaders (Dwyer & Buckle,
2009; Hernon, et al., 2003). Lydia, who also took on a mentor role during the two years,
while still looking for one for herself, believed that potential mentors needed some kind of
training, a view also reflected in the literature (Burns, 2002; Cohen, 1995; Fields, 2007;
Rolfe-Flett, 2002). Rohan took on a greater mentor role for his team once he completed an
intensive development program. He felt much more comfortable with the extra responsibility
and could see how building mentoring relationships was one way to link the team to the goals
of the organisation.

What this discussion about taking on supervisory, leadership, training or mentoring roles
revealed was that it was happening much sooner than the participants and their workplace
managers had expected. It was possible that their managers were not aware of the extent of
prior experience of the research participants, especially those coming in at entry level, and
did not realise soon enough to prepare them for that next level of responsibility. If the
participants had had the opportunity to have detailed discussions about learning and
development as argued by Krausert (2009) and Noe (2008) early on in their employment,
their potential might have been recognised. The research participants who did not know
initially that they could have asked for specific training, would be most unlikely to
contemplate asking for something like supervision or mentoring training so early in their new
positions, even if they had been given opportunities to discuss their development needs.

6.5 Relationships with professional communities
Most of the research participants engaged with communities of practice and professional
associations in some way. Participants were sponsored by their organisations to attend
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professional association conferences or seminars, locally or interstate. For those starting their
first career, this was most unexpected and gave them a much wider perspective on issues
other collecting institutions and professionals faced. For Sophie, Phoebe and Melissa and
Rhiannon, going to conferences so early in their employment was unexpected and highly
valued. Hannah, Teresa and Lydia delivered papers at professional conferences in their first
two years, something they had not expected to do, and found the experience challenging and
rewarding. Conferences, alongside supervisors and colleagues, proved to be catalysts for
several research participants to join professional associations. Furthermore, Eliza, Hannah
and Melissa joined a committee of a professional association (three different associations),
which provided an opportunity for them to widen their exposure and develop organisational
and leadership skills.

Despite exposure to the professional associations, only nine research participants had joined
one or more professional associations by the end of the two years. Reasons given by
participants about why they did not join included ―not sure which one” (Sophie, I), ―too
expensive‖ (Brigid, I), or ―no one has mentioned any to me‖ (Cathy, I). As was discussed in
Chapter 4, not all of the participants had identified with a particular profession or field by the
end of the two years, and this might have led to caution about which professional association
to join. These perceptions about cost and choice present challenges to professional
associations. How can associations reach out to new professionals and encourage this
enthusiasm to engage with the information sector and learn more, even when not all had
clearly identified with any one profession or discipline? Crockett (2007, p. 86) highlighted
the complexity of the environment in which information-based professional associations were
located, and further noted that archivists and records managers in the United Kingdom often
joined more than one professional association (Crockett, 2007, p. 92). It was therefore not
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unexpected that the research participants at an individual level might not be sure which
association or associations might best suit their professional interests.

6.6 Analysis of findings about relationships
The findings in this chapter identified that the research participants relied on a number of
relationships to guide them in applying professional principles and facilitating that essential
transfer of knowledge and experience to a specific role in the workplace. The participants
built a rich array of relationships with supervisors, peers, teams, mentors, managers and
fellow students and used these as sources of knowledge and motivation.

Figure 6.1 below illustrates the range of relationships and puts the research participants as
early professional learners at the centre. This representation is in contrast to the literature that
would more likely place the established supervisor, manager or team leader in the centre,
supporting new professionals (Corrall & Breweton, 1999; Fields, 2007; Jordan & Lloyd,
2002; Lee, 2009; Rolfe-Flett, 2002; Sanders, 2004).
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Figure 6.1: Relationships of early professional learners

Relationships of early professional learners
Internal/ external clients
Buddy

Fellow student
Team members

Line manager
Supervising others

Community of practice

Leading others

Training others

Early
professional
learners

Roster supervisor

Professional
association
Primary supervisor

Lecturer/ Tutor
Friends
Peers and
colleagues

Mentoring relationships

Figure 6.1 shows a wide range of relationships that the research participants were able to
draw upon during those first two years. Some relationships, such as buddies, were shortlived. Others, such as mentors, were sometimes longer lasting, but all had an influence on the
participants over the two years. Within the broad category of mentoring relationships shown
in Figure 6.1, and expanded in more detail in Table 6.1 (See p. 218), the research participants
had diverse experiences. Mentoring relationships emerged through: supervisors; more
experienced colleagues; internships; project leaders; team members; mentoring a student; or
mentoring team members.

Some 42 different supervisory relationships combined for 16 research participants in just a
two year time frame was an unexpected finding but gave the study much thicker data upon
which to draw out findings. Having so many supervisory relationships could have been a
cause for concern for the participants, with such a fine balance between stability and
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opportunity (Hallam, 2008b, p. 36). While the study found few had training in being
supervisors, by the end of the second year they certainly had a diverse experience of
supervisory relationships upon which to draw once they started supervising, mentoring or
training others. The challenge for individuals and organisations is to complement this ad hoc
experience with structured learning about supervision principles. Burns (2002) and Delahaye
(2005) considered that supervisors had a major role in identifying the best options for
workplace learners and then facilitating that learning, but recognised that the supervisor,
guide or mentor also needed skills and support to carry out those responsibilities.

There was evidence of a shift between the first and second year in the way in which the
research participants expanded their range of relationships. In the first year, they relied on
their supervisors and teams and for a few, mentors. By the end of the second year, they had
experienced a wider range of relationships from different avenues. All the research
participants changed supervisors during the second year and, while some were positive and
others not so positive, they were different. The expansion of relationships as sources of
professional learning seemed to reflect a trend identified in Chapter 5 about the participants‘
learning experiences; that the second year was all about taking control of the different facets
of their learning environments and potential professional directions.

What was also unexpected was the extent of relationships they encountered and that so many
moved up to positions where they were responsible for developing relationships through
leading, supervising, training or mentoring others. The extent of movement of the research
participants, combined with multiple and diverse relationships, showed a rich web of learning
and resilience to overcome obstacles and make the most of any opportunities. As discussed in
Chapter 5, the analysis of participants‘ suggestions for future learning experiences through
the word clouds in Figure 5. 14 (See p. 193) and Figure 5.15 (See p. 194) revealed that
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‗people‘ or relationships, along with ‗mentoring‘, had replaced ‗training‘ as the most frequent
response after ‗experience‘.
The employers‘ recruitment choices appeared to have succeeded in attracting highly qualified
and experienced professionals. It appeared, however, that the relative speed with which the
research participants moved out of the ‗apprentice mould‘ and into positions or roles of
responsibility was faster than expected and before relevant development was undertaken. If
the participants had difficult supervisory relationships, and no guide or role model to help
them undertake their new responsibilities (Brennan, 2003; Delahaye, 2005), then there was a
potential risk that they, too, would encounter difficulties with those whom they were charged
with developing. Supervisors, trainers and mentors have a pivotal role in the transfer of
knowledge from theory to practice, and employers have important roles in ensuring
supervisors, mentors and trainers have the ability to develop relationships to build that
professional knowledge. Having invested resources into recruiting new professionals with
experience and knowledge, employers would want to retain them, rather than see them leave
too soon.

The relatively rapid rise to supervisory, training or mentoring roles for beginning
professionals was given limited attention in the literature, even though relationships were
identified as a competency for information professionals. For example, the Special Libraries
Association (2003) included references to people relationships in its competencies for
information professionals: ―Employs a team approach; recognizes the balance of
collaborating, leading and following‖ (p. 12). Graduate attributes in Australia indicated the
importance of a capacity for team work and building positive relationships (Charles Darwin
University, 2010a; Precision Consultancy, 2007). However, there was no expectation in the
attributes that graduates be ‗work-ready supervisors‘. There was discussion about mobility
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and moving onto complex work (Davies, 2006; Shaw & Fairhurst, 2008; Society of American
Archivists: Principal consultant V. Walch, 2006), but less about progressing to roles that
develop others. Connor and Shaw (2008) also recognised the need to focus on people skills
for new employees:

What is clearly evident from more general research on employee learning is that there is
greater emphasis on experiential learning, and more tailored forms of training, also more
mentoring and coaching, especially for personal development and giving ―people skills‖ seen
as central to leadership development (Connor & Shaw, 2008, p. 360).

Hallam (2008a, p. 47) found in a survey in the library field that managers recommended to
new employees that they start looking for promotions after two years at a minimum, but more
likely after four to five years. In the same discussion Hallam (2008a, p. 47) also noted that
graduates were keen to take on more challenging work in a relatively short period of time and
this was certainly true of the research participants. It would appear that recommendations by
library managers were not reflected in the experiences of the research participants as they
were moving up to more complex roles within two years, let alone four to five years. Nor was
this movement restricted to any particular career stage; both first career and second career
participants moved onto supervisory roles within the two years. There were programs that
supported stepping up to supervision and leadership that would have been appropriate (Lilley,
2003; National Archives of Australia, 2009, p. 60), but only one of the 16 participants had the
opportunity to undertake such a program.

The literature on mentoring relationships, as discussed in Chapter 2, focused on the
implementation of schemes by organisations and the quality of mentors and programs. The
experiences of the research participants, moving from being mentored to becoming mentors
in a relatively short period of time, did not fit within discussions about schemes and
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management responsibilities for fostering mentoring programs. Fields (2007) referred to the
―best mentoring method for you and your organisation‖ (p.1). This study has added an extra
dimension to Field‘s views; that there were likely to be multiple ―best mentoring methods‖
for individuals and collecting institutions at the same time and over time.

There is the potential for a significant gap in the ability of collecting institutions to build
trusting, knowledge-sharing relationships that provide a learning environment for new
professionals. People learn through relationships built on trust and, if the trust was not there,
they would look elsewhere (Eraut, 2004; Hughes, 2002, 2004; Krausert, 2009; Lizzio, et al.,
2009; Noe, 2008). Furthermore, in the final interview, half the research participants identified
unsatisfactory supervisory and team relationships as motivators to leave an organisation,
which would indicate that they too would look elsewhere. If there was no development in
how to foster such trusting relationships, especially for new professionals, then the whole
organisation could be affected. Baldwin and Ackerson (2006) found in their study about
museum leadership that ―participants felt that too few organizations value leadership training,
failing to recognize that it has a ripple effect that ultimately benefits an organization as a
whole‖ (p. 351).

6.7 Chapter summary
This chapter explored the relationships encountered by the research participants and how they
influenced their experiences and expectations. The longitudinal, in-depth case study approach
provided an opportunity to reveal themes, connections and patterns that would be less visible
in a one dimensional, single snapshot study. Such a study might not have revealed the
changes in mentoring relationships from the perspective of the individual, moving from being
mentored as a student, through having a mentor in the workplace, to becoming a mentor. The
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study provided insights into how relationships changed over time; they were not fixed but
dynamic and diverse. The supervisor and the team were the most important sources of
knowledge and influences on expectations during those first few months. When the
supervisor changed or left there was an element of concern that they might not again have the
same positive learning relationship. A few reported that they were disappointed or even
―devastated‖ (Alice, II) when their supervisors left.

By the second year, the participants had forged a range of relationships. In addition to the
relationships with supervisors, they also had relationships with mentors, buddies, peers,
friends, colleagues in professional associations and communities of practice, and with those
whom they supervised, mentored or trained. They appeared to have more opportunities to
establish relationships from a number of sources, rather than relying on their supervisors or
immediate team members. This happened as they moved between work areas and
organisations, took on further study, became supervisors, trainers, mentors or joined a
professional association or community of practice.

This chapter, together with Chapter 4 on the working environment and Chapter 5 on learning
experiences, presented a diverse and dense landscape of experience, learning and
relationships for early professional learning in collecting institutions. The work was much
more varied and complex than the research participants had expected and there was a wide
range of opportunities for learning. The participants also believed they learned from their
negative experiences and relationships such as: not overwhelming new starters with
information when the participants became supervisors; making sure learning for others was
structured; deciding not to move into a particular field to work; and how to cope when
supervisors suddenly changed.
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There were some unexpected findings that need further consideration, such as the number of
supervisory relationships over just a two year period, the movement to new positions and
taking on supervisory responsibilities. The findings about mentoring relationships from the
perspective of the individual, rather than that of the system, were found not to be well
documented in the literature. The findings about cycles of learning demonstrated change and
development happening in shorter time frames, whatever the career stage of the research
participant. Chapter 7 on the conclusions seeks to draw together the themes and issues, and
address the implications of the findings documented in Chapter 4, on the work environment,
Chapter 5 on learning experiences and Chapter 6 about relationships.

238

Chapter 7: Discussion and conclusions

Chapter 7:

Discussion and conclusions

The conclusions chapter reflects on the findings of the previous chapters and identifies key
implications of the study. It revisits the research questions and how they were addressed
through the findings; commenting where they reinforced findings in the literature or
presented alternative perspectives. The chapter discusses key findings about the participants‘
work environments, including qualifications, previous experience, workplace responsibilities
and development of professional knowledge. It uncovers how the working and learning
environment changed over the two years, and participants‘ views of how to improve the
learning environment for individuals starting new positions in the future.

The chapter explains the limitations of the study and how they might have influenced the
findings. The discussion offers a contribution to the literature on early professional learning
in the information sector and offers recommendations for stakeholders such as practitioners,
educators, employers and professional communities. The chapter identifies areas of possible
further research and concludes with an overall summary of the study.

7.1 Analysis of findings against research questions
In this initial part of the chapter the discussion revisits the research questions that were
presented in Chapter 1 of this thesis. The discussion first addresses the extent of previous
experience and education of the research participants prior to starting their new position. The
discussion then addresses their experiences and expectations, changes between the first and
second year, professional learning and suggestions of the participants to enhance early
professional learning for others.
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7.1.1 Contribution of experiences and education
The following discussion highlights how the findings addressed Research Question 1: ‗What
backgrounds and experiences did the information professionals bring with them to their new
environment?‘ The aim of this question was to establish if the research participants‘
educational qualifications and experience influenced or connected to their new working and
learning environments. The question covers educational qualifications, previous work
experience, internships, student volunteer activities and paid work.

Educational qualifications

The study found that the theory and principles acquired by the participants during their
formal studies had to be relevant for a wide range of responsibilities that crossed the
disciplines represented in collecting institutions. As the literature and the present study found,
there are both similar and different principles relating to researching and establishing
provenance, providing reference services, developing exhibitions, providing public education
programs and managing digital collections. That the participants found their formal
qualifications relevant to their work and they were able to “hit the ground running” (Sophie,
I) indicated that educational institutions were providing programs that helped students apply
theory to practice in more than one context or discipline. The need for qualifications in the
information sector to be relevant across multiple contexts was also recognised in the
literature, with discussions about emerging and converging disciplines and how traditional
qualifications were adapting to reflect those changes (Apostle & Raymond, 1997; Bastian &
Yakel, 2006; Cox, 2005; Eastwood, 2006; Ferguson & Hider, 2006; Guercio, 2005; Hider,
2006; Macleod, 2001; McVicker & Murphy, 2006).
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Role of internships as learning experiences

The diversity of disciplines that are represented in collecting institutions highlighted the
importance of internships to gain exposure about how the disciplines operated in practice. As
revealed in Chapter 2, the literature is clear about the role of internships, with organisations
such as Universities Australia (2008, p. 1) arguing that internships should be accessible to all
students to improve their flexibility and readiness for work. From the research participants‘
perspective, the longer the internship the more variety of work in a collecting institution
could be experienced, helping to make sure prospective employees were exposed to the
diversity and prepared for their work ahead. Internships that were conducted over longer
periods of time, such as 90-150 hours (Alderman & Milne, 2005; Bastian & Webber, 2008;
Charles Darwin University, 2010b; Reidy, 2006) could give a breadth of exposure, as long as
the program ensured diversity of work and roles and not 150 hours of routine tasks that did
not provide an opportunity to apply theory and practice.

The research participants believed their internships helped them gain positions in collecting
institutions through being able to demonstrate practical experience as well as theoretical
knowledge. The participants believed the internships helped them adjust more quickly to their
new work environments. Their experiences during internships reinforced findings in the
literature that they were an essential element for applying theory to practice and building a
profile for future employment (Alderman & Milne, 2005; Bastian & Webber, 2008; Holmes,
2006; Wallace-Crabbe, 1993). Baird (1996, p. 19) argued that those undertaking internships
were both students and working professionals and that both roles needed to be understood by
the internee and the host organisation. Reidy (2006, p. 183) reported that one company had a
policy of employing interns once they had completed their qualifications, so was not
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interested in taking on students temporarily living in Australia. This approach might prove
difficult for such students, but it demonstrated an economic value placed on internships.

Contribution of student volunteer activities and paid work experience

Fourteen of the research participants undertook volunteer work before or during their studies,
for varying periods of time. They were given the opportunity to work with collections, rather
than just undertake administrative support tasks. Most participants undertook internships,
volunteer work, paid casual work or all three. While the focus was different, all these learning
experiences gave them opportunities to apply their professional principles, become familiar
with the workplace, become known to prospective employers and support future employment
prospects.

These perceptions of the value of being a student volunteer were similar to those in research
on student volunteers in museums by Holmes (2006). Not all Holmes‘s study subjects were
given professional level work, but just being in a museum often led to other opportunities and
eventual employment, though not necessarily in the organisation in which they were
volunteering. The pre-study internship program promoted for archival education students
(Forum for Archives and Records Management Education and Research, 2003) could involve
students working as volunteers to gain some practical experience.

The profiles of the research participants who engaged in volunteer work, however, did not
appear to fit the profiles of those more commonly documented in the information sector
literature. Studies about volunteers in archives, libraries and museums by Howlett et
al.(2005) and Ray (2009) investigated community-minded volunteering, with less attention to
volunteering by students or those wishing to test potential career paths. Deslandes (2007) did
not address the issue of student volunteers in the library sector and Stine (2008) focussed on
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the cost of community-minded volunteers in libraries. Hallam (2008a, p. 20) indicated the
contribution of volunteers in libraries in terms of hours, but there was no discussion of
categories of volunteers. Holmes (2006) also found that studies on student volunteer
programs in museums and archives were limited. Does this mean that being a student
volunteer in collecting institutions is rare or that the purpose of being a volunteer while
studying is not widely understood?

The motivation of the research participants as student volunteers was to learn and increase
opportunities for employment, rather than for community-minded objectives. The literature
had given an indication of the likelihood of internships being undertaken by the research
participants and the findings confirmed this. What was unexpected in the findings when
compared with the literature was the equal value placed by the participants on internships,
student volunteer and paid work experiences for learning about collecting institutions. While
they were studying, they took all these approaches seriously and maximised the opportunities
they provided. More research on the role of student volunteer and casual work for building
professional knowledge is needed to develop guidelines that are relevant to learning
objectives and employment prospects, rather than the community-minded objectives that
received the most attention in the literature.

In closing the discussion about Question 1, the 16 research participants brought a rich
background of experience and qualifications to their new positions. They possessed a variety
of qualifications with three, four or five years of study and most had worked in two to three
collecting institutions. Internships, volunteer work and paid employment all gave them
confidence to apply for positions in collecting institutions. The participants believed their
previous work experience had an impact on how quickly they settled into their new
environments and how they were able to move into new positions after a relatively short
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period of time. This leads to the conclusion that, while they were starting in new positions,
they were not necessarily new professionals, but more like mid-way professionals.
7.1.2 Initial experiences and expectations in the workplace
The following discussion highlights how the findings addressed Research Question 2: ‗What
were the information professionals‘ expectations of their place in the new environment in
which they found themselves?‘ It focuses on three main themes: induction and orientation
experiences; employment and career expectations; and initial expectations about learning and
development opportunities.

Induction and orientation experiences

The initial introductory phase of any employment is an environment where experiences could
influence expectations for what might come next. Chapter 4 revealed that the research
participants had a range of experiences when being introduced to their new workplace,
especially the initial induction or orientation. For Tanya, it was the “best start to job ever”
(Tanya, I), but for Rohan, it was a “basic, very basic orientation – not good at all” (Rohan,
I). The findings revealed that induction and orientation, as introductory learning experiences,
took many forms for the participants, from a tailored process for an individual or a group to
ad hoc, brief or rushed experiences.

Whatever label might have been used by an organisation or an individual, and however it was
implemented, the experience had an immediate, but short-lived influence on how the
participants felt about their place in the organisation, how comfortable they felt, the kinds of
relationships they developed and how quickly they perceived they were making an effective
contribution. Parry (1993, p. 1) believed that the most important reason for induction was to
establish a positive relationship between new employees and their employer. Sanders (2004,
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p. 159) argued that a negative induction experience can take many months to overcome and
could lead to staff leaving. Reidy‘s (2006, p. 55ff) discussion about the initial phase of
students in work placements or internships revealed similar experiences and emotions, from
readily fitting in and getting on with the work to feelings of inadequacy and alienation. The
most positive induction experiences of student interns in Reidy‘s (2006) study were similar to
the most effective induction experiences of the research participants, as documented in
Chapter 5 of this thesis.

The experiences of the research participants raised wider issues about organisational-level
approaches to delivering induction or introductory experiences for new employees. Three
main issues are discussed below: different induction processes; risks of not having adequate
processes and relying on informal induction; and the roles of relationships with supervisors,
teams and colleagues.

Firstly, in developing induction processes for libraries, Parry (1993) described multiple
approaches and presented options that could make up an ideal program for a new individual
starting in a library. The intended audiences of these options were managers and supervisors.
Parry suggested combining organised events or pre-determined modules with activities based
on the context of the individual. The present study reinforced Parry‘s argument that no single
approach to induction would be effective in any organisation. Parry and the present study
both revealed that organisations needed to recognise the value of having multiple approaches
so when new employees commenced they did not miss out on essential information about the
organisation and their place within it.
In addition to Parry‘s (1993) supervisor and management-led approach to induction, Reidy
(2006) also found that students regarded ―all inductions, even those that the students found
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enjoyable or interesting, were depicted as directive, top-down operations‖ (p. 92). Studies by
Alderman and Milne (2005) and Baird (1996) presented learners‘ or new employees‘
perspectives. They presented guidelines or checklists for the learner to work through, as a
balance to supervisor-orientated approaches.

While some research participants experienced the management-led induction approach that
would fit into Parry‘s (1993) model, others revealed that much of the process of learning
about the organisation, its people, culture and conventions was not through the ―directive,
top-down‖ approaches reported in Reidy (2006, p. 92), but through informal channels,
through colleagues, team members, assigned buddies or fellow new employees. This
informal, osmosis-like induction was not reflected in Parry‘s (1993) ideal induction. Where
this informal, peer-driven induction is the predominant approach, or if new employees miss
the corporate level programs, it needs to be supplemented by providing access to policies and
procedures, and discussions with line managers and representatives from human resources
and corporate governance.

The second issue concerns risks of not having an organised induction process. One risk of not
providing formal structures for induction is that it is more difficult to present organisational
perspectives. Billett (2000, p. 133) argued that new employees needed to undergo transitional
or situated learning, but he also argued that it needed to be done well. The risk in relying
wholly on informal channels for induction is that the wrong information could be learnt.
Parry (1993) highlighted this issue:

If managers and supervisors fail to use this formative stage to promote corporate values the
informal grapevine will almost certainly do the job for them. If this is allowed to happen the
end result could be a somewhat confused or inaccurate version of the truth, possibly distorted
by minority viewpoints (Parry, 1993, p. 1).
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Face-to-face programs where the research participants met colleagues from other areas of the
organisation were valued, but some missed out on these because of the timing of their
commencement. For some participants, a lack of information in the early months did
contribute to missed development opportunities, isolation and gaps in knowledge about how
the organisation worked on formal and informal levels. Billet (2001) argued that ―learning in
any environment can be more or less transferable, depending on the quality of the learning
processes experienced‖ (p. 21). Those who missed out on formal induction felt there were
gaps in the understanding of the organisation in the short term. These experiences reflect the
concerns by Goulding and Kerslake (1997):

There is a clear hierarchy of workers who are best served by induction training, with those
most peripheral to the organisation, such as casual and temporary workers, faring worse than
workers in permanent jobs. Induction training often communicates rights and policies to
workers, so missing or delaying induction may have long-term negative effects on workers‘
behaviour and attitudes (Goulding & Kerslake, 1997, p. 15).

Where the research results differ from Goulding and Kerslake‘s (1997) views was the
assumption that permanent staff received good inductions, whereas temporary staff may have
inadequate induction. The quality of induction for the research participants was not related to
their employment status. Rohan, Teresa and Liam were permanent employees and believed
they had an unsatisfactory induction but Lydia, Tanya and Hannah, also permanent
employees, were very happy with their inductions. Brigid, Rhiannon, Eliza and Cathy started
out on contract and were very impressed with their induction although Sophie, who started
out on contract, had a very basic induction and missed out on information on personnel issues
and procedures. Also, unlike Goulding and Kerslake‘s (1997) views in the above quote, the
quality of induction seemed to have no bearing on later decisions and experiences of the
participants; certainly not ―long-term negative effects‖. The research participants‘
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perspectives would indicate that induction was like recruitment: some were very frustrated by
the process but it did not deter them and they quickly moved on. A positive relationship with
a supervisor, the team and buddies seemed to make up for any gaps in knowledge or
familiarisation in the initial induction process.
Parry (1993) also argued that ―induction is a bridge between recruitment and continuing
development. Accordingly, the opportunity should be taken during induction to discuss
continuing development and approaches to training‖ (p. 17). Peer driven, ad hoc or
minimalist induction may not include such a discussion, leading to the problems faced by
Sophie, Brigid and Teresa, such as not knowing they could have asked their supervisors for
training, missing salary increments or receiving no explanation of how an organisation‘s
mentoring scheme worked.

The third issue about induction and orientation addressed relationships that were formed in
the introductory period. Alderman and Milne (2005, p. 37) developed a matrix to show
different levels of support by mentors and supervisors for students undertaking internships as
part of tertiary studies. The matrix applied equally to the experiences of the research
participants starting out in new working environments. This adaptation was first presented in
Chapter 2 (See Figure 2.2, p. 61). Figure 7.1 shows the different combinations of support by
mentors and supervisors from the perspective of the participants in the present study. The
horizontal axis indicates the range of guidance for the work and the vertical axis indicates the
range of complexity of the tasks. The descriptions below are extracts from selected interview
responses.
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Figure 7.1: Matrix of support and challenge for early professional learners

Support for learning in a new workplace - examples*
Complex work
A. Low support/ High challenge

B. High support/ High challenge

• Left to sink or swim (Liam, I;

• Best start to job ever

Rohan, I)

(Tanya, I)

• Was not told by supervisor I
could have asked for training

• Received so much
training (Cathy, I)
• Micro managed, not
allowed to get on with the
work I was trained to do

(Teresa, I)

• Felt like a „worker ant‟ with
no advice from supervisor
who was always away (Alice, I)

(Rhiannon, II)

Minimal
guidance

D. Low support/ Low challenge

Guided
learning

Routine tasks

C. High support/ Low challenge

* Adapted from Alderman & Milne, 2005, p.37 and Daloz, 1986, p.214

With regard to induction or those first few weeks or months, most research participants
would fit into the quadrant ‗high support and high challenge‘. Four participants had
experiences that fell into the quadrant of ‗low support and high challenge‘. These four
participants could meet the challenge of the work, but they encountered isolation, difficult
relationships, with minimal initial support or guidance to find their place in the organisation
and to understand its culture. Another three felt welcomed but missed out on essential
information that might have helped them understand their place in the organisation with more
certainty.
Their experiences, however, did not fully map to Daloz‘s matrix. Even though more than half
of the participants commenced in entry level positions, all believed they were given
challenging work. For example, even though Alice felt like a worker ant because there was so
much to do, the work itself was challenging and was directly relevant to what she had studied
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for five years: “I had spent my whole life getting here‖ (Alice, I). She just wanted to get on
with the work – there was a lot of it, but it was what she wanted to do. For Rhiannon, the
work was challenging, but she was just not left to get on with it. Where there was low support
provided by supervisors, the participants looked elsewhere, to colleagues and team members,
with varying results. Participants who experienced difficult supervisory experiences believed
that it impacted on their access to professional development, such as external seminars or
courses, higher duties, rotations and rosters.

The matrix could have value as a benchmark for individuals when there was a change in
responsibilities or relationships in the workplace, and not just for the early months. It showed
that the ideal induction for the research participants, given their experience and qualifications,
was short-term ‗high support‘ and continuing ‗high challenge‘ through work and professional
development. The participants, however, only needed the high levels of support for a
relatively short period of time. The researcher recommends that terms such as the ‗immediate
support‘, followed by ‗accessible support when needed‘, would be more applicable to
qualified and experienced new professionals. Melissa, for example, felt she had learnt the
fundamentals of her new role after three months and could work independently. Furthermore,
while the examples in the matrix focused on supervisors, the model could be applied to any
relationship in a learning or socialisation context.

The success or otherwise of the initial induction process had a short-term but high impact on
how easily research participants felt they would fit into the workplace culture and get on with
their responsibilities. Any shortfall in induction processes was replaced through immersion in
the work, taking the initiative to fill the gaps and build relationships. This is similar to
Reidy‘s (2006, p. 97) findings that the initial phase was a time of building a sense of
belonging and becoming competent at work. Studies by Sanders (2004, p. 159) and Jenner
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(2008, p. 436) also revealed that socialisation or relationship building was just as important as
learning and working. Multi-faceted induction processes that facilitate the development of
different relationships are more likely to be effective for the individual in becoming familiar
with workplace cultures and building knowledge and skills than a single, or as Reidy (2006,
p. 92) found, ―a directive, top-down approach‖.

There needs to be a balance between relying on the knowledge and experience new
employees bring with them to quickly learn their responsibilities and making sure they are
familiar with the people, policies and norms of the organisation. Multi-faceted approaches are
needed to: make sure organisational perspectives are understood; reduce potential anxiety of
new employees; facilitate assimilation into the workplace culture; and increase movement
from levels of high support to independence in fulfilling workplace requirements. A multifaceted approach that could be adapted to individuals‘ pathways could also set positive
expectations for the experiences yet to happen, and help them take early control of their
working and learning environment. Induction processes were just some of the experiences
that shaped the expectations of the research participants. Those with positive experiences
settled quickly and looked forward to getting on with their responsibilities. Those who did
not have positive experiences or found they missed out on essential information were still
determined to take control and find their own way, which they did.

Employment and career expectations

Career options and expectations emerged as a recurring theme from the findings. The two
year timeframe of the present study gave the researcher an opportunity to track expectations
and observe changes in these expectations by the participants. As discussed in Chapter 4, the
research participants revealed a keen interest in their own career development, whether it was
their first or subsequent career. For the participants embarking on a first career, their initial
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expectations centred on learning the work, having a full time position, a regular income and a
break from formal study. For the participants who were part way through their career, their
expectations were focused on consolidating their experience and expanding their knowledge.
Common to all the participants was the expectation that there would not be rapid promotion
or high salaries. Nor was there any initial expectation of temporary higher duties.
Hannah, Sophie and Cathy believed that there would not be movement until colleagues
retired and Nadia witnessed the situation where the position of her supervisor was not filled
on a temporary or permanent basis for 18 months. Liam commented that he would not have
joined this profession if he wanted to make money – he reported that he would have gone into
information technology. Sophie and Brigid knew their starting salaries were low, but the
regularity and working full time was a significant improvement on casual employment.
Hannah commented that colleagues in non-collecting institutions could expect higher salaries
initially and over time than she was likely to achieve working in a collecting institution.
Hannah, however, valued her career choice over initial or potential salaries.
Several studies have demonstrated a persistent trend of relatively low salaries and
expectations in the information sector. Prins and de Gier (1995) undertook an international
study on behalf of the International Federation of Library Associations in 1995 and found
expectations of low advancement and low self-image. A pay equity case in 2002 sought to
increase salaries of librarians and archivists, as they had fallen well below comparable
professions. The case found that librarians and archivists were predominantly female and
were also highly qualified and, while the value of the profession had increased over time, the
salary levels had not. The case was won, recognising that remuneration for the information
profession needed to be more equitable with public service professions such as engineers,
teachers and scientific officers (Industrial Relations Commission of New South Wales, 2002).
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Commenting on the case six years later, Schmidmaier (2008) recognised that workforce
planning and creativity were needed to ―ensure future recognition of the profession‖ (p. 30).
Findings in Chapter 4 had found that the levels and therefore salaries of the eleven research
participants who started out in entry-level positions were below the average in the public
sector (The Senate: Finance and Public Administration References Committee, 2003). A
study by Duff et al. (2006, p. 179) of university students studying archives in Canada,
revealed fairly low salary expectations and social status in comparison to computer engineers
or information architects, even though the archives‘ students would have completed two more
years of study. A 2008 survey by Hallam (2008a, p. 27) of Australian libraries and librarians
indicated that there was concern in some areas that salaries were still not competitive. For the
research participants who were working full time hours for the first time in their working
lives, however, the entry-level salary was very welcome.
Perceptions of the participants about low staff turnover and that ―someone has to die or
retire‖ (Hannah, I; Nadia, III; Cathy, I) before there was an opportunity for promotion were
reflected in Hallam‘s (2008a) study:

Concerns about low turnover are often related to the issues associated with a very stable,
long-serving workforce, which can potentially reduce the opportunities for ‗flexible and
nimble‘ staff who are able to be creative, innovative and responsive to change (Hallam,
2008a, p. 29).

It would appear that the participants‘ expectations of low salaries and slow career progress
have been corroborated by the literature. Despite this environment, the research participants
made conscious decisions to study in the sector and to make a contribution to the wider
community, through making collections accessible. Having started their new positions their
focus was not on long term career goals or promotion but building knowledge, skills and
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networks. Their attitudes were echoed by Holmes‘ (2006) study of volunteering by museum
professionals where: ―Jack said that he was hooked on this career, in spite of 3 years of shortterm contracts interspersed with voluntary experience, and that nothing else would interest
him now‖ (p. 252).

One observation that could be made through the studies about career prospects was the
apparent tradition of the information sector of attracting highly qualified professionals who
did not have expectations of high salaries and rapid promotion. There appears to be no force
for change to break the cycle of expectations of high level qualifications and relatively slow
moving careers by employers and individuals alike. For example, there was an expectation by
Anna‘s employer that she would need to start doctoral studies to be promoted permanently to
just one level above the entry-level at which she started, even though she already had a
Master‘s degree in the relevant discipline. Melissa had a four year degree and was advised
that she would have to commence a Masters degree to obtain permanent promotions beyond
the entry level. While Anna and Melissa both wanted to keep learning, they believed it should
be because they wanted to do it, not just to achieve a promotion above the entry level.

Of the nine research participants who started in contract positions, all understood that there
was no expectation that the position would become permanent. For Alice, Rhiannon, Melissa,
and Anna, maintaining flexibility was more important in the first two years than permanency,
as echoed by Hallam (2008a, p. 29). These four participants were not permanent after two
years and did not see permanency as the only objective worth achieving. Study, family and
travel were all part of career pathways and moving to different, but still contract, positions
were higher priorities than permanency. A “sideways movement” (Sophie, II) was seen as
almost as good as a promotion as it broadened her knowledge of the work and of the
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organisation. These views appear to reflect a change over time in attitudes of employees
towards contract work in the information sector.
Writing in 1997 about contract work in libraries, Goulding and Kerslake (2007) reported that
―for casual workers or those on fixed term contracts, obtaining a permanent position is often
the first rung on the career ladder‖ (p. 20). Hesketh and Allworth (2003) saw a new
―interactive tenure‖ (p. 114) for professionals who wanted the flexibility of contract
employment, but still the same kind of work and positive outcomes afforded those with
permanent positions. The concept of a protean career, similar to that of an ―interactive
tenure‖ was also regarded as increasing over time (Bridgstock, 2009; Hall, 1996; McKeown
& Hanley, 2009). Hallam (2008a, p. 22) reported that libraries recognised that contract
professional staff were employed, but noted that information was incomplete so it was
difficult to assess trends. Other studies about employment prospects of graduates gave less
attention to trends in contract work, with the focus being on full time or part time
employment and the types of positions achieved (Heazlewood, et al., 2006; Pember, 2005).
One issue faced by some of the research participants was access to advice within their
organisation about career options. As revealed in Chapter 6, there appeared to be a
connection between positive relationships with a supervisor and the ability to have open
conversations about career options, without giving the impression that they were not happy
with their current position. For participants with difficult supervisor relationships, limited
opportunities for learning and development discussions and uncertainty about joining a
professional association, there were no avenues to explore what might be possible in the short
or long term. The end result was uncertainty about a future within an organisation, even if
they remained committed to the sector.
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The research participants may have had realistic expectations about promotion or high
salaries, but they had high expectations of the complexity, responsibility and importance of
the work they should be doing. Their career expectations were bound to seeking knowledge,
building relationships and working with collections, rather than to higher salaries and rapid
promotion. For example, Liam and Brigid both accepted lower salaries to take new positions,
because they believed the choice would help them achieve their goal of working with
collections. Such views about building knowledge and skills were held equally by those on
contract and those who held or gained permanent positions by the end of the two years.

For some participants, career expectations were connected to the collections on which they
were working. The goal was to stay with a long term project and to see it through to
completion, even if it meant missing out on promotions. Following studies about changing
career patterns and the growth of a highly qualified and committed contract workforce
(Bridgstock, 2005; Hesketh & Allworth, 2003; McKeown & Hanley, 2009), further research
about career options or developing programs in the information sector should consider that
professionals working on contract might have career aspirations that do not automatically
include permanency or promotion. Nor should career planning focus only on goals related to
seeking full time permanent employment.

The need to think broadly about career aspirations of professionals in the collecting sector
was borne out by only two of the 16 participants achieving permanent promotions by the end
of two years. Those offered permanency had been on contract at the same level for at least 12
months, presenting further evidence that advancement was not rapid. In such an environment,
career goals would need to take on other manifestations. Individuals, organisations, educators
and professional associations should all have a role in supporting a range of career paths,
when those relating to promotion were difficult to attain.
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Initial expectations about learning experiences

Beyond their initial induction, in whatever form it took, the participants‘ expectations about
the next stage were about gaining practical experience, and learning about the operations of
the workplace and the organisation. About half of the research participants had an organised
program lasting several months at a group or individual level and a few had ad hoc
arrangements. Three participants reported that, while their organisation provided learning and
development opportunities at an individual level, it was sometimes difficult to access
activities beyond the immediate operational requirements. For them, the expectations of
access to organisation-based professional development beyond the operational training were
not met. Reasons for this appeared to be related to individual relationships, missed
opportunities through not knowing about something and team priorities. At the other end of
the spectrum, a few participants were concerned about the potential information overload, but
later found that early saturation helped them understand the broader context of their work and
assisted them in taking up other opportunities.

The research participants on contract did not expect to be entitled to the same level of access
to professional learning as permanent officers and they engaged with whatever activities were
available, such as in-house seminars and rosters or invitations to workshops when there were
last minute vacancies. What was available in their first year, through organised programs or
ad hoc opportunities exceeded their expectations. The need for both contract and permanent
staff to have appropriate learning and development was reinforced by Goulding and Kerslake
(1997), who argued that when organisations had to employ contract staff for operational
reasons, they needed to make sure that services to clients such as reading room and reference
services would not be jeopardised because of different levels of access to learning
opportunities.
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The findings revealed that, in the first year, there was a concentration of operational learning
experiences through on-the-job training for professional and administrative responsibilities.
There was an expectation of on-the-job training in learning how to use the systems and apply
local procedures; and this was provided. Such activities were similar to those suggested in the
literature (Hallam, 2008a, 2008b; McShane, 2001; Sanders, 2004; Society of American
Archivists: Principal consultant V. Walch, 2006). While there was nothing unusual about the
activities and they reflected recommendations for programs in the literature, their range and
amount exceeded the initial expectations of the participants.

The kinds of learning and development activities that were not expected by the research
participants in the first year were attendance at interstate conferences, external professional
workshops and visits to other collecting institutions. Being fully supported to commence
formal vocational qualifications within a few months of commencing their new positions
certainly exceeded the expectations of Nadia and Brigid. For them, it demonstrated
commitment by their respective organisations to build expertise and support career
development. The support for Rohan to participate in a year-long professional development
program was unexpected so soon after commencing duties.

To summarise this discussion about initial expectations and experiences, it was a time of
immersion in working and learning. The nine participants starting in temporary positions
were perhaps the most surprised at the extent of training provided by their respective
employers, which reinforced their belief in the education and career choices they had made to
this point. The next section provides a more in-depth discussion about the learning
experiences the participants undertook over the two years.
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7.1.3 Developing professional knowledge through learning
This section focuses on the participants‘ learning experiences over their first two years in new
positions and addresses two research questions: Research Question 3: ‗How did learning
experiences help the information professionals‘ understanding of professional principles and
how to apply them?‘; and Research Question 4: ‗How did learning experiences prepare the
information professionals for their later experiences in the workplace?‘ Firstly, the discussion
illustrates aspects of how the learning experiences both helped the participants apply their
professional principles and supported their potential future directions. The discussion then
revisits the Learning Model that was developed through the initial literature review (Figure
2.1) to test if it matched the learning experiences of the participants. Secondly, this section
also discusses how the focus of learning changed and developed over the two years and how
this change influenced possible future directions of the participants.

Practical experience and on-the-job training

The research participants engaged with a range of learning experiences, of varying
complexity, to help them apply their professional principles, and they also thrived on
practice. The combination of different learning experiences reinforced by practice proved to
be a catalyst to encourage more learning.

For first career participants, practical experience in working on an aspect of the collection
was the most rewarding way to apply professional principles. On-the-job training with the
help of supervisors, buddies and the team helped them apply their knowledge in a new
environment. These views conformed with those in the literature, that a sound knowledge of
how the organisation worked was essential, whatever the experience and qualifications of the
individual (Anderson, 2007a; Billett, 2000; Sanders, 2004).
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In addition to on-the-job training for a particular task or role, the present study revealed four
key types of learning experiences in which the participants engaged: rotations and rosters;
supervision, training and mentoring; return to formal study; and learning within professional
communities. Each of these key types of learning experiences is considered separately.

Rotations and rosters

Firstly, rotations and rosters were very practical but valuable ways to learn more about an
organisation and to learn in a practical setting although, for most of the participants, such
opportunities arose on an ad hoc basis. Those who were not able to participate in rotations or
rosters could see how others benefited from them and were disappointed with not being able
to have an opportunity themselves.

The various disciplines in collecting institutions have both shared and separate knowledge
domains in which professionals need to engage to fully understand their work, the profession
and the organisation. Rotations and rosters played a central role in achieving this expanded
knowledge at a practical level, as discussed in the literature (Allan, 1999; Jordan & Lloyd,
2002; Noe, 2008; Sanders, 2004). In small institutions, undertaking different roles could
achieve the same results as rotating to different work areas in larger collecting institutions.
Rotations and rosters also gave the participants access to different supervisory and mentoring
relationships, which were identified in the findings in Chapter 6 as critical over the two years.
Rotations and rosters also gave the research participants a taste of possible career options.

Supervision, training and mentoring

Secondly, supervising, training or mentoring others for the first time was a real learning
experience and not expected by the research participants in those first two years. The
emphasis in the present study was the ‗first-time‘ experience. As supervisory responsibilities
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increased so, too, the complexity of the supervisory training: from ‗stepping up to
supervision‘; to understanding cross-organisational leadership principles. As was illustrated
in Chapter 6, an individual could move from being mentored to being a mentor in a relatively
short period of time.

Individual programs have been designed to develop supervision and leadership skills in
collecting institutions, but such programs would not be in a position to offer all beginning
professionals development opportunities. The ‗Advanced Workplace Skills Program‘ was
designed for first time supervisors, team or project leaders (National Archives of Australia,
2009). The ‗Cultural Managers Development Program‘ for more senior managers covered
professional and leadership development (National Archives of Australia, 2009). The ‗Aurora
Leadership Institutes‘ are programs supported by the Aurora Foundation for new librarians to
develop leadership capability (Lilley, 2003). It was evident that preparations for development
needed to start early, even before vacancies occurred. Development could be through formal
programs for collecting institutions, or individuals attending generalist supervision and
leadership courses provided through competency-based learning or short courses (Australian
Public Service Commission, 2010). If these opportunities are not provided, collecting
institutions could face a critical gap in trained professionals, identified in the literature as an
area of concern in the information sector (Baldwin & Ackerson, 2006; Hernon, et al., 2003;
Holmes & Hatton, 2008). A study by Pember (2005) indicated that employers regarded
supervision and training as important workplace skills. The present study has shown it was
the timing of the development of those skills that needed attention.

The present study has reinforced the importance of learning and development plans being
prepared as early as possible after commencement, to ensure access to training in managing
and building relationships for supervision, mentoring or training purposes. Without this early
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attention to supervision and leadership training, there could be a risk of repeating the poor
experiences the research participants had with personal development plans, as explored in
Chapter 4.

Return to formal study

The third key way in which learning experiences supported the participants was through
undertaking further formal study. This was provided by the organisation in collaboration with
educational institutions or through individual enrolment in a formal degree program. Further
formal study or intensive development programs helped five participants significantly expand
their knowledge, gave them an opportunity to challenge and undertake practitioner research
and then apply their new knowledge through more practical experience. Undertaking further
formal study also gave the participants confidence to seek and secure different positions on a
permanent or temporary basis. Some research participants were seriously thinking about
options for further formal study by the end of the two years and gave several reasons why:
they believed that they had learnt all they could through practice; they wanted to develop
expertise in another area; study was an alternative to permanent appointment; or because they
felt it was necessary for future promotion.

Anderson (2007a) and Cossham (2007) both argued that knowledge learnt through formal
study in the records and archives professions had a currency of between three to five years, so
it was essential for professionals to update their knowledge and skills. It would appear that
the research participants well understood this need. It was also important that employers
recognise this cycle of renewal and encourage employees to continue formal study, as
indicated by employers supporting formal study for recordkeeping professionals (Pember,
2005, p. 146). The literature about education programs indicated that content was not static
and the changing knowledge needs of information professionals need to be supported through
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further study (Bastian & Yakel, 2006; Cook, 2006; Eastwood, 2006; Ferguson & Hider,
2006; Macleod, 2001; Sanders, 2008).

Learning within professional communities

Fourthly, there were also multiple ways of learning within professional communities. When
professionals attended their first one or two professional conferences and seminars as
participants, it was an opportunity to broaden knowledge and build networks. Reflective, indepth learning increased when individuals prepared and delivered papers, or took active roles
in developing programs, liaising with speakers, reviewing or editing conference proceedings,
and writing articles for professional newsletters or journals. The participants who became
involved with professional communities or other communities of practice believed it was an
effective way to take control of their professional development. This interest by the
participants was matched by various strategies employed by different professional
associations to engage with new professionals through membership options, conferences and
mentoring schemes (Australian Library and Information Association, 2009a; Australian
Society of Archivists, 2009; Museums Australia, 2010; Records Management Association of
Australasia, 2009b).

Tools such as statements of domain-specific knowledge, capabilities and competencies
developed by professional communities could help new professionals to plan their
development. These tools could also help educators and employers determine what should be
in development programs or formal study programs at higher education or vocational level,
especially to support the cross-domain work that professionals undertake in collecting
institutions (Ammons-Stephens, et al., 2009; ARMA International, 2007; International
Council on Museums, 2009; Procter, 2005; Special Libraries Association, 2003). The
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researcher has also made suggestions on how competency frameworks could be used for
education and professional development (Hoy, 2007, 2008b).

In summarising this discussion about the learning experiences of the research participants, it
was evident that through the collecting institutions, educational institutions and professional
associations or communities, there was a rich array of opportunities. Not all participants had
access to them all, or were aware that they were available, so the challenge for them would
appear to be finding out about them. The challenge for employers, educational institutions
and professional communities is to make sure the opportunities they support are widely
promoted, so those starting new positions or new careers are aware that there are multiple
sources of learning experiences.
7.1.4 Experiences that shaped changes between the first and second years
This section addresses Research Question 5: ‗What experiences or events influenced changes
in perceptions and expectations from the first to second year?‘ The participants did face
change between the first and second year. The first year was about settling in, learning new
roles and undertaking training provided by the organisation. The second year was all about
taking control of their working and learning environment. The participants understood that
there was a clear difference between the operational learning to undertake their daily work
and continuing professional development that would support their future careers.

The experiences and events that influenced perceptions and expectations between the first
and second year, and how the participants responded to changes, focused on four main issues:
expanding relationships; supervision and leadership; working across the domains in
collecting institutions; and perceptions about the role of professional associations.
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Expanding relationships

Relationships with supervisors and the team emerged as critical influences in the initial
period and over the whole two years. The issues that emerged included the importance of
multiple relationships, the link between relationships, job satisfaction and learning, concepts
of mentoring relationships, and the influence of supervisory relationships. The supervisor and
the team were the most important sources of knowledge and influences on expectations
during those first few months. When the supervisor changed or left, there was an element of
concern that they might not have the same positive learning relationship. Some had built a
positive relationship with their supervisor very early on and were concerned about what
would happen when they left. By the second year the participants had forged a range of
relationships and were not so reliant on the one supervisor and the immediate team.

The findings about relationships revealed a tension between loyalty to the team and to the
organisation. For some research participants there was more loyalty to the team than to the
organisation. Several participants made comments about staying with the organisation
because of the team, and being less likely to stay if the team was dispersed. Other findings
revealed stronger commitment to collections and disciplines than to employers, which also
conformed with the literature (Taylor, 2008; Taylor, 2003).

Mentoring relationships influenced the participants over the whole two years and were
critical to future their outlooks for learning and career choices. Some had developed positive
mentoring relationships or had mentors for specific projects or goals. They valued the
opportunity to have relationships that were different from the day-to-day supervision of daily
work and administration. The analysis of the literature and the findings from the research
study have emphasised the diversity of mentoring relationships and that no one approach to
mentoring would be applicable in all situations. There were arguments in the literature that
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the roles of mentor and supervisor were not the same, even if supervisors were perceived as
mentors (Brennan, 2003; Hughes, 2002; Parry, 1993; Zachary, 2005). This suggests that
supervisors need both maturity and understanding to potentially manage both roles, even if
there is no formal label of ‗mentor‘. The research participants‘ experiences of mentor
relationships with supervisors or others indicated that they did not need a formal structure to
be successful, but believed that some kind of framework would facilitate equal opportunity to
develop such relationships.

The research found diverse meanings and experiences of mentoring relationships in
workplace, professional or educational settings. The research participants found mentoring
relationships in multiple sources, but often not with assigned roles of mentor and mentee. The
relationships contributed in various ways as they adapted to their new positions, how they felt
about their new workplace and how they built their professional knowledge. New avenues of
mentoring are emerging with social media, reinforcing the findings that single approaches
and structured schemes are not the only way to have mentoring relationships.

The research found that mentoring relationships could bring rich rewards to information
professionals as they engage with new organisations, new fields of expertise and professional
communities. If one kind of scheme or approach did not fit within their conception of
mentoring, then it would be perfectly acceptable to look for alternatives within their
organisation and outside through community or professional environments. Information
professionals, in whatever context they find themselves, should look widely, not for that
single, ideal, ‗labelled‘ mentor, but for multiple opportunities at the same time and over time,
to help them build their sense of place, knowledge, skills and careers.
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First time supervision, training and mentoring

There were significant changes in the work environment between the first and second year
with regard to supervision or leading others. Responsibilities such as supervising for the first
time and having to train other staff or mentor students gave the research participants an
opportunity to share their knowledge about professional principles and expand on the
learning and development they had undergone in their first year. This expanded responsibility
was a welcome challenge as they were able to put into practice or improve programs in which
they had been involved in the first year. Cathy and Sophie, for example, were able to improve
on the induction programs they undertook and, when Phoebe mentored a student, she was
able to apply what she had observed from the mentor she had had while she was a student
undertaking an internship. The extent of first time supervision, training and mentoring by the
research participants was unexpected. As described in Chapter 5, mapping the learning and
development activities to the model revealed that only three participants had supervision,
leadership and team building training over the two years.

There was advice in the literature about developing and implementing very detailed training
programs for new employees (Corrall & Breweton, 1999; Jordan & Lloyd, 2002; Sanders,
2004), but there was little emphasis on how much support was provided to new employees
who were likely to be supervising within six to twelve months. There were several debates in
the literature about gaps in management and leadership attributes, but these were more
focused on middle managers stepping up to leadership levels, rather than beginning
professionals stepping up to supervision (Ammons-Stephens, et al., 2009; Baldwin &
Ackerson, 2006; Hernon, et al., 2003; Holmes & Hatton, 2008). Concerns about leadership,
however, did have ramifications for those stepping up to supervision: ―It is difficult to ask
who the next generation of leaders will be without also touching on questions of recruitment,
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retention and professional development‖ (Baldwin & Ackerson, 2006, p. 350). Hernon et al,
(2003) added to these concerns: ―To ensure a vital and viable professional future,
librarianship must embrace a commitment to the identification, recruitment, and nurturing of
the next generation of leaders‖ (p. 177).

It was possible that supervisors or managers thought the research participants would remain
at the entry level for longer or were not aware of the extent of their experience and
knowledge. For participants embarking on their first career, the step up to supervision was
certainly not expected in the first two years, even though they were keen to take on more
complex work within a relatively short period of time. This gap was compounded by the
revelation that several research participants had unproductive supervisory relationships,
which could have made it harder for them to implement sound supervision practices
(Brennan, 2003; Jordan & Lloyd, 2002). Debates in the literature about roles of supervision
demonstrated the complexity of relationships, performance and development (Eraut, 2004;
Hughes, 2004; Lizzio, et al., 2009). The researcher has noted elsewhere that being a
supervisor was not just a management role, but was also about supporting others as they built
their professional knowledge and being regarded as a mentor (Hoy, 2008a).

Discussions about personal development plans would provide the ideal environment in which
supervisors and managers could foreshadow the need for supervision training (Krausert,
2009; Noe, 2008). Such discussions did not happen, and were not likely to happen, when only
a few research participants reported having positive, constructive personal development plans
over the two years. Of all the work that participants undertook in their first two years,
stepping up to supervision, training and mentoring were likely to be where they most needed
formal instruction and development, but these were roles least expected by the research
participants or by their organisations.
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Working across disciplines or domains in collecting institutions

Through their learning experiences, the participants also revealed that the kind of
professional knowledge in which they were interested was not fixed. Not all participants had
sought to specialise in one particular discipline or had labelled themselves as archivists,
curators, information managers, librarians or registrars but their day-to-day work and areas of
potential interest moved between these broad professional disciplines. Opportunities to work
across domains existed in large or small organisations. In a larger collecting institution,
participants moved between functional areas to take on wider roles. In smaller collecting
institutions a new project, such as curating an exhibition, was an opportunity for participants
to expand on their range of responsibilities. Specialisation within a discipline could develop
over time but, in this early period, exposure to multiple disciplines was considered important
by the research participants.

In the literature, approaches to professional development in the workplace appeared to have a
pattern of being domain specific (Crockett, 2007; Hider, 2006; Marty, 2006; McVicker &
Murphy, 2006; White, 2001). There was limited discussion about the need for professionals
to be exposed to, and understand, different disciplines they had learnt during their formal
study. As the present study has already revealed, some tertiary courses were cross
disciplinary, so it would be understandable for the participants to want to apply their
knowledge across these disciplines.

The literature does acknowledge the increasing interoperability and collaboration between the
disciplines and the interconnection of these disciplines. It can be interpreted from the
literature that, with the likelihood of increased collaboration or convergence, information
professionals will need to have more cross disciplinary knowledge than may have been the
case in the past (Apostle & Raymond, 1997; Bady, 2000; Birtley & Bullock, 2008; Cook,
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2006; Currall & Moss, 2008; Currall, et al., 2004; Marty, 2008; Ray, 2009; Yakel, 2007).
What appears to be needed is more guidance on how information professionals can learn
more about the different disciplines. Employers and individuals would benefit from learning
and development approaches that recognise the likelihood that professionals would be
exposed to different disciplines. The literature about similarities and differences between the
information professions could provide a foundation for developing options for cross
disciplinary knowledge that would be required by those working in collecting institutions
(Howlett, et al., 2005; Pederson, 2005; Schwirtlich, 1987; Special Libraries Association,
2003). As mentioned above, collecting institutions in Canberra, Australia have developed a
cross discipline program called the ‗Collection Management Development Program‘. It has
brought together professionals from different disciplines and several collecting institutions
for a year long program and includes different projects relating to collection management and
accessibility (National Archives of Australia, 2009).

Perceptions about the role of professional associations

The research sought to find out if engagement with professional associations influenced the
research participants in some way, as an avenue to build networks and relationships, learn
more about their field of interest and to help them set directions for their future careers. The
research revealed some unexpected tensions between the participants, the range of fields or
professions that operate in collecting institutions, and the choice of professional associations.

The findings identified that about half of the participants were engaged with professional
associations or communities over the course of the two years, through joining and being on
committees, in addition to attending professional conferences. More participants had joined
professional associations in the second year than in the first year and were interested in
becoming, or had become, active members, with a few joining more than one. The research
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showed in Chapter 4 that in those first two years several participants moved between one or
more disciplines and were still considering options for specialisation. A question could be
asked about whether professional associations were recognising this movement between the
disciplines in the information sector and giving beginning professionals flexibility in
engaging with them. Hesketh and Allworth (2003, p. 121) stressed the need for organisations
to predict future requirements and that it was the organisations that had to adapt to changing
environments and individuals. This argument would apply equally to professional
associations in the information sector.

There was no evidence that the professional associations were in competition with each other
to gain the attention of the research participants, but the researcher considers there could be
opportunities for collaboration in recognising a different, more fluid membership
arrangement to give beginning professionals a taste of the different professions and career
paths. Some associations have student categories and others a category for new professionals
for a certain number of years (Australian Library and Information Association, 2010;
Australian Society of Archivists, 2010). A further option could be to have a roaming
membership of a selected number of professional associations, whereby new professionals for
a certain period of time could enjoy the benefits of belonging to different associations, to help
explore options and build their skills and knowledge.
7.1.5 Observations about tracking learning over time
The opportunity to document learning experiences over a two year period led to several
observations about learning over time and how the participants responded to change. These
observations sought to address Research Question 6: ‗How did the information professionals
respond to the change in their environment between the first and second year?‘ Learning
experiences did not remain static over the two years but changed in complexity as the
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participants‘ expertise and range of responsibilities expanded. This link between learning
experiences and professional growth could be seen from a cyclical or staged perspective.
First, the participants were hungry to implement theory and practice through experience,
operational learning or ‗on-the-job‘ training. This was followed by engagement in more indepth reflective learning, such as delivering papers at conferences, professional seminars or
undertaking higher duties. The knowledge they gained was then reinforced through practice.
For participants who started supervising, training or mentoring others for the first time it was
a challenge and was regarded as a learning experience. Once they became more experienced,
these roles would no longer be regarded as developmental but part of their everyday
operational responsibilities.

As discussed in Chapter 5, there was no shortage of suggestions in the literature about
learning experiences for those working in information professions. This present study has
made a contribution through adding a time dimension to linking learning experiences,
including a return to formal study, with the changing work complexity. The study has
suggested that, after an initial familiarisation, professionals need to think beyond the day-today and be aware that, even in their first year, it was not too early to consider learning more
about leading or supervising teams or individuals. They might be undertaking those
challenges sooner than they expected. The researcher suggested in discussions about
choosing the next professional development opportunity that there was a need to increase the
complexity of professional development to meet changes in work challenges (Hoy, 2009), a
view that conformed with the literature (Bridgstock, 2005; Murphy & Calway, 2008). Some
aspects of the learning experiences of the research participants followed a pattern of moving
from introductory to more complex or advanced levels, as shown in Figure 7.2.
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Figure 7.2: Changing complexity of professional learning

Introductory level of learning

Advanced level of learning

Attending conferences

Delivering paper at conference

Attending professional association
meeting

Joining an organising committee

Reinforcing practice

New theory through formal study

Writing a book review

Writing a journal article

Having a mentor

Being a mentor

Learning from supervisors and
trainers

Supervising and training others

Short-term rotation

Higher duties in different areas

Attending in-house seminars

Speaking at in-house seminars

Figure 7.2 gives examples of how professional development experiences can become more
complex and provide opportunities to challenge knowledge and skills. Professionals starting
out might feel more comfortable with more straightforward or less daunting activities, and as
their confidence grows undertake more complex ones. For example, speaking to a group
within the organisation could be a first step to improving confidence and skills in public
speaking, with speaking at an external conference being a future goal. Personal development
plans are another way to move progressively from introductory to more complex professional
learning. The key challenge is to not to restrict development opportunities to just the
introductory level for too long. The present study has shown that the time difference between
the introductory and more advanced levels was not very long and certainly less than expected
by the research participants in some instances. Hannah would never have believed that by the
end of her second year she would be delivering a paper at an interstate conference and have

273

Chapter 7: Discussion and conclusions

her attendance supported by her organisation. Sophie did not expect to return to study so soon
after starting her first full time position. Several did not expect to be acting at higher levels by
the end of the two years.

Studies on workforce development have debated succession planning to replace the
professional employees in collecting institutions who are reaching retirement (Hallam, 2008a;
Knight, 2007; Society of American Archivists: Principal consultant V. Walch, 2006). The
debate needs to also include more about workforce development of new employees coming in
at entry levels but who are highly qualified and experienced. The findings in Chapter 5
indicated that the research participants had access to a wide range of administrative and
professional learning opportunities within their respective collecting institutions and through
professional communities. There was, however, a gap in supervision and leadership training.
If new employees experienced difficult supervisory relationships and were not receiving
development opportunities to take on such roles, where would they learn to be effective
supervisors and learning facilitators? Furthermore, there was evidence in the literature that
individuals would ignore supervisors as sources of learning and trust if the relationship was
not working (Billett, 2001; Eraut, 2004; Hughes, 2004; Lizzio, et al., 2009).

There appears to be a dilemma. The research participants themselves did not expect to be
supervising or training staff by the end of the two years. Therefore, it was not an issue that
they thought was important to raise in their personal development plans or other discussions
with their supervisors. If organisations perceived that new employees were unlikely to be
supervisors within two years because they were new and maybe on contract, then there would
not be any priority given to this kind of training. However, the research participants did move
quickly to more complex work and onto supervising, training or mentoring staff, if only on a
temporary basis. Even if their first position was at an entry-level, their experience and
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expertise was not at that level, so there was a reasonable chance they might not stay at that
level for long.
7.1.6 Perspectives on improvements to learning
This section addresses Research Question 7: ‗What did information professionals suggest to
improve learning experiences that would be engaging and meaningful for the future?‘ The
research participants gave valuable insights into how learning and development programs or
activities could be improved based on their experiences, observations and even opportunities
they missed but would like to have undertaken. The suggestions were mapped to the Learning
Model and related most to operational learning and reflective learning. The concentration of
activities reflected the focus of the first two years, that is, day-to-day and informal reflective
learning. Suggestions relating to formal study demonstrated that participants were thinking
beyond their current context. The suggestions of the participants fell into three main areas:
personal development plans and career options; understanding organisational context; and
relationships. The graphical representations of frequency of suggestions in the word cloud in
Figure 5.15 (See p. 194) highlighted the importance of relationships.

Personal development plans emerged as an issue that the participants believed needed
improvement, such as having them sooner and wanting to include learning and development
components. Noe (2008, p. 426) suggested that, if done well, discussions about learning and
development and career options could be a reflective learning process but for most of the
research participants it was not a learning experience, rather a cursory or even non-existent
process. Furthermore, Krausert (2009, p. 126) and Noe (2008, p. 421) suggested that
discussions about career, and learning and development, could be separated from the
performance appraisal aspects of personal development plans. Strategies, however, were
needed that allowed for ―individualization, learner control and support‖ (Noe, 2008, p. 348)
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to help individuals take control. The participants demonstrated this responsibility in how they
took control over their career and development between the first and second year.

The second recurring theme in the suggestions by the participants related to finding out more
about the organisation. The participants believed that it was essential for new employees,
whether permanent or on contract, to know as much about the organisation as possible; to
make sure the broader context of the day-to-day work was understood. The participants made
several suggestions to support this, including: induction programs that involved
familiarisation with different areas; more structured approaches to induction; short-term
rotations; rosters; staff seminars; shadowing colleagues; or attending management meetings.
Such strategies to learn more about any organisation as part of a development and
socialisation process were reinforced by recommendations in the literature (Noe, 2008; Parry,
1993; Sanders, 2004).

The third recurring theme about improvements concerned relationships, an emphasis
reflected by Noe (2008) when he argued how:

Changing expectations that employers and employees have for one another (referred to as the
psychological contract) have caused more emphasis to be placed on using job experiences and
relationships for learning, than formal training courses and seminars (Noe, 2008, p. 407).

Noe (2008, p. 439) also emphasised the importance of the initial socialisation process to
develop good working relationships with mentors, managers and peers. The word cloud in
Figure 5.15 in Chapter 5 (See p. 194) highlighted that relationships, through ‗people‘ and
‗mentoring‘, were regarded as important to support future employees. Suggestions about
mentoring were frequent, but varied as to whether the relationship should be formally
assigned or developed informally. The variation in suggestions matched the multiple
frameworks debated in the literature (Alderman & Milne, 2005; Brennan, 2003; Cochran-
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Smith & Paris, 1995; Connor & Pokora, 2007; Darwin & Palmer, 2009; Lee, 2009). The
diversity of suggestions about mentoring reinforced findings that organisations and
individuals should consider multiple approaches. One participant summed up a common
perspective about relationships that emerged from the research when she suggested that it
was essential that new employees “should not be left alone” (Tanya, III).

7.2 Limitations of the study
A study with a small, self-selected sample using qualitative in-depth methods has limitations
and these were acknowledged in Chapter 3.5. There are, however, aspects of the findings of
the study that could have a wider application to compensate for the limitations. Discussion
about the extent of potential limitations due to the sample and potential application of the
findings follows.
7.2.1 Consideration of the sample
It would appear that the potential risks through having small, self-selected samples identified
in Chapter 3.5 did not lead to bias in the data gathered during the interviews. All 16
participants stayed with the study even though three changed institutions during the two year
period; adding to the richness of the overall experience and increasing the number of
collecting institutions that were captured in the findings from seven to ten.

The expanded timeframe for eligible participants reduced the bias of perceptions about their
respective employers. Seven of the participants started in their new organisation between two
weeks and three months prior to when they received the invitation and contacted the
researcher to be involved. It was considered that this group had not been in the organisation
long enough to develop fixed or one-sided views about their experiences. Six of the
participants were part way through their first two years with their new organisation. While
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this group had a mixture of positive and disappointing experiences, they did not pre-judge
what might happen as the two years unfolded, whatever their initial perceptions. Three
participants, who were reflecting on the whole two years and had periods of disappointing
experiences, still had positive experiences to relate. These participants could have been
expected to have a biased view, however they emphasised the positive experiences and
relationships and were still passionate about the field and about learning more into the future.
Their final interviews also reflected positive outlooks, providing a balance to any
disappointing experiences.

Granting anonymity to the participants and the collecting institutions in which they worked
added to the potential for open and honest responses by the participants, whether positive or
otherwise. The researcher considered the participants valued the open discussions and the
opportunity to express their experiences and expectations and concerns in a confidential but
familiar context, knowing that others would have the opportunity to learn from their
experiences and perspectives.

Evidence of bias or particular patterns in responses due to the gender imbalance of the sample
was not apparent in the findings. The two male participants had similar roles and their
experiences, both positive and not so positive, were similar to those of the female research
participants.
7.2.2 Application of the findings beyond the study
While the study focused on early professional learners in collecting institutions, some
findings were not too dissimilar to those in other studies in the information sector (Hallam,
2008a, 2008b; Marty, 2005; Society of American Archivists: Principal consultant V. Walch,
2006) and in other environments (Connor & Shaw, 2008; Jenner, 2008; Little, 2008; Shaw &
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Fairhurst, 2008; Williams, 2003). Should the research methodology be applied to studies of
early professional learning in other industries and professions, the results could be similar. As
indicated by Reidy (2006) other industries or sectors, such as teaching and nursing, included
internships as part of degrees and could well find similar results. These might be in areas
such as: application of learning models; how the link between theory and practice is
established; internships forming bridges between students and working environments; and
internships as a means to improve employment prospects. There were similarities in the
findings with studies such as those undertaken in recent years by the American Society of
Archivists (2006) and Hallam (2008b), especially in the range of professional development
activities undertaken by the respondents. Holmes (2006), in her study on volunteer work
experience conducted interviews and found similarities in results about the benefits of such
experience, especially how volunteer work was valued and taken seriously while studying
and seeking employment.

As discussed in the methodological framework in Section 3.4 of Chapter 3 on the
methodology, internal and external member checks were used to assess the credibility,
transferability and confirmability of the research procedures and findings. Internal member
checks were facilitated through the series of three interviews for each participant. Also,
giving the participants the questions and transcripts of their responses to read was an
opportunity for them: to say that the researcher had transcribed events, experiences or
perceptions incorrectly; and to clarify information for the researcher. Three external readers
from different contexts and not connected with the collecting institutions involved in the
study were asked to read and advise on an advanced draft. A young professional who had
worked in more than one collecting institution and who would have met the criteria
commented:
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As someone who met the criteria for being interviewed - yes - the whole thing is believable
from my experience. Like your participants, being involved in your research (even just to the
extent of reading your thesis) helped me reflect on my experiences and make sense of them in
a clearer way. Many many times I thought 'YES!' to conclusions that you made – it‘s great to
see some of these things articulated - whether or not I'd consciously thought them before
myself. It‘s all very relevant (Young professional, May 2010).

A retired librarian commented:

You have taken a fresh approach to a very problematic area. Looking at the training regimes
(or not) in place at present is a bit like saying that ‗Mother knows best what‘s good for you‘.
Maybe it‘s time we listened to how the new professionals view their training and relationships
(or lack thereof), and what type (or types) of training would give the most benefit to them,
and ultimately to their employer (Retired librarian, May 2010).

A practitioner who also taught in the information sector was asked to comment on the overall
framework:

The methodology is logically and clearly explained, including its potential biases. As a nonexpert on the methodology but as a reader familiar with the context of the study, I can accept
the exposition and use of the data collected and the validity of the conclusions (Practitioner/
educator, May 2010).

These comments strengthened the evidence that the findings were based on acceptable
procedures and would have relevance beyond the boundaries of the study. The researcher was
also assisted by an editor who had worked in a collecting institution, and who was able to
consider the context as well as to give advice on language and style. While it was difficult to
determine how representative or not the sample was, as discussed in Chapter 3 on the
methodology, the views of the external readers were able to connect with the findings,
indicating that the sample was realistic.

The relationship between the researcher and the participants produced some unexpected
results that could be of value to other researchers considering in-depth interviews with
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individuals over time. The researcher and participants shared much in common: a passion for
their field; knowledge of each other‘s institutions; and pride in the public events and
achievements of collecting institutions. The number of discussions over the two years gave
the researcher and participants opportunities to share moments of ‗life stories‘. That the
relationships were productive and positive was reflected in the postscript question about how
the participants perceived their involvement in the interviews. The most common response
was that the interviews had a positive influence and helped them see themselves and the
world around them from a different perspective, giving them confidence, a sense of
achievement and an opportunity to crystallise their experiences and expectations. Thus, being
involved in the research experience potentially influenced future choices and directions of the
participants in ways they may not have otherwise considered. Kayrooz and Trevitt (2005)
when debating ‗insider‘ and ‗outsider‘ researchers accepted that relationships existed.
Sarantokas (2005) acknowledged that ―successful interviews are associated with positive and
effective relationships‖ (p. 278). Sarantokas (2005) further added that:
Background similarity makes the entry to the respondent‘s world easier; promotes trust,
understanding and cooperation; and allows the development of a close and rewarding
relationship between the interviewer and the respondent (Sarantakos, 2005, p. 278).

This shared background was prevalent in this research: the researcher had qualifications
similar to the participants, had worked in collecting institutions, so understood the work
environment and shared the same passion for collections. The relationship between the
researcher and the participants over the course of the interviews was also similar to that of a
mentoring relationship: open and honest discussion; reflection about individual and ‗big
picture‘ issues; shared values and goals; and the absence of judgment about performance and
expectations. It existed separately from the workplace but not outside the broader
environment of working in collecting institutions.
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It was a limitation that the interviews had the potential to influence future options of the
participants, through being asked to reflect on and assess their experiences, expectations,
choices and professional growth. Rubin and Rubin (2005, p. 33), however, argued that
relationships were central in responsive interviews and that there was a mutual influence
between the interview and respondent, so it should be expected that a series of interviews
would influence the participants. It could be argued that such an influence was positive in that
the interviews gave the participants an opportunity to reflect on their experiences and
expectations in a non work-related setting with a professional colleague. Thinking about the
future is one of the objectives of career development so, from the participants‘ perspectives,
the interviews could be regarded as just some of many opportunities they would have had to
reflect on their achievements, think about their futures, and so enrich their working lives.

Findings from the study could be used in a number of ways. The discussion about internships
and volunteer work could assist students, educators and employers in designing programs that
could increase awareness of their value and encourage participation. The findings could help
individuals understand what they might expect when applying for positions and joining a
collecting institution. Once in the workplace, the findings might also assist individuals as
they navigate new roles, relationships and options for professional learning. The findings
could also help a new employee engaged on a permanent or temporary basis to identify the
most appropriate learning experiences for their particular context and for their career goals.
They could also be used by educators, collecting institutions and professional associations in
their roles as providers of learning experiences for current operational requirements and for
extending skills and knowledge to engage with future challenges.

282

Chapter 7: Discussion and conclusions

7.3 Contribution of the study to theory and practice
The discussion about the contribution of the study to theory and practice has been divided
into two parts. First, the discussion addresses how the study contributed to the understanding
of early professional learning in shaping experiences and expectations in collecting
institutions. Second, the discussion addresses recommendations about practice for
professionals, educators, employers and professional associations in enriching professional
learning experiences in collecting institutions and across the disciplines.
7.3.1 Contribution to the literature about early professional learning
Contribution of the Learning Model

The discussion in Chapter 5 about how learning experiences supported the participants over
the two years demonstrated that the four quadrants of the Learning Model could provide one
avenue for individuals and organisations to plan for learning experiences over time, to ensure
diversity in what they learned and how they built their professional knowledge and skills. The
model could provide a practical starting point for individuals and supervisors to plot timelines
and activities for personal development plans. Vignettes of the learning experiences in
Chapter 5 (See pp. 171-176) illustrated how the Learning Model could be applied at an
individual level. Figure 7.3 below illustrates some of the learning experiences of the research
participants, highlighting in the reflective learning quadrant (Quadrant C) the development
aspect of first time higher duties, rosters and rotations and first time supervision, training and
mentoring responsibilities.
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Figure 7.3: Learning Model with examples from research data

Examples of early professional learning experiences
A.

Competency-based
learning

Current needs

Learning

Advanced Diploma in digital asset
management fields
Certificate III level program in
collection management

B. Operational learning

On-the-job
Short courses (1/2 to 2 days)
Induction or orientation
Buddies
Meetings
Volunteer projects

On the
job

Accredited
study

outcomes

Intensive residential &
development programs
Postgraduate studies – (Graduate
Diploma, Masters & Doctoral level)
Internships

Future
challenges

Mentor & mentoring
Professional associations
First time rotations, rosters &
higher duties
Conferences & seminars
First time supervising, training or
mentoring
Visits to other institutions
Practitioner forums

D. Externally-directed learning

C. Reflective learning

Some learning experiences could be readily mapped to a particular quadrant. The study
revealed, however, that internships and student volunteer work experience could fit into more
than one quadrant, indicating that the model was not a complete framework. Internships were
opportunities to put theory into practice, but were also an assessable element of formal
qualifications and so fitted into externally-directed higher education study (Quadrant D) and
competency-based learning (Quadrant A). Alderman and Milne (2005, p. 5) presented
internships as reflective learning experiences, combined with an assessable component, thus
existing in Quadrant C (Reflective learning) and Quadrant D (Externally-directed study).
Both the research participants and the volunteer participants in Holmes‘ (2006) study valued
having practical experience in a collecting institution, which seemed to fit into Quadrant B
(Operational learning). Bastian and Webber (2008) and Wallace-Crabbe (1993) presented an
additional type of internship that was neither a purely volunteer program or part of a formal
qualification. They were regarded as independent internships, generally offered over summer
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holidays to students enrolled in educational institutions. The aim of these internships
appeared to be developmental as it involved a ―program that would allow the intern to
complete one major project but offer exposure to all areas of the archives and engage the
intern in many of the critical areas of the archival activities‖ (Bastian & Webber, 2008, p.
63). Interns were usually paid through a salary, housing or other stipend (Bastian & Webber,
2008, p. 64) so were not volunteers. This kind of internship would sit in Quadrant C of the
Learning Model; as it was considered developmental, reflective learning but not necessarily
assessable.

The model cannot be regarded as a complete framework as it does not address the objectives
of learning, but could assist with mapping and planning experiences over time. The Learning
Model and the cycles of learning demonstrated that information professionals needed to:
make sure their learning opportunities were not restricted to one quadrant or one level of
complexity; plan for different approaches over time; and to become aware of the crossdomain context of their work, regarded in the literature as essential for the future
management of collections (Bady, 2000; Bastian & Yakel, 2006; Birtley & Bullock, 2008;
Guercio, 2005; Marty, 2007; Tibbo, 2006). Lifelong professional learning would be less
likely to be achieved if opportunities remained static over time and did not vary to meet
different levels of professional growth. Learning experiences need to be responsive to the
cycle of expanding knowledge, applying new knowledge and then challenging that
knowledge again through academic and practitioner research (Anderson, 2007b; Macleod,
2001).

One observation mapping activities to the Learning Model helped bring to light was the
limited amount of competency-based learning that was undertaken by the research
participants. Competency-based learning could have contributed to building capability in
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supervision, team building, management, leadership and training others, and fill the gaps
identified in Chapter 5. The two research participants who undertook competency-based
programs found them applicable to their work and to seeking further job opportunities. The
flexibility of competency-based learning, in terms of delivery and being able to undertake
individual components, could have supported the participants taking on supervision, training
and mentoring roles if options had been identified through formal or informal personal
development planning processes.

Awareness of cycles of learning

Over the two years the research participants moved from operational learning in the first year
to reflective learning and reinforcing what they learnt as they moved into new positions or
undertook more complex work in their second year. As well as this movement to more
complex working and learning, the research revealed a cyclic interaction between education,
operational and reflective learning, which overlays the Learning Model. The research
participants were constantly moving between stages of applying theory through experience,
reflective learning, thinking about more formal study or research and challenging and
expanding the body of theory and practice, leading to more cycles of learning theory and
practice.

Kolb (1984), McLeod (2001), MacKeracher (2004) and Anderson (2007b) all explored the
cyclic relationship between education, research and practice. Foley (2000) presented a cycle
of reflective learning in the workplace: ―Professional work is a cycle, or a spiral, of action
and reflection. The practitioner acts, reflects on the action and, learning from the reflection,
plans new action‖ (p.13). Noe (2008, p. 136) suggested a learning cycle, which involved four
stages:
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1. Concrete experience of a problem.
2. Thinking and reflective observation.
3. Generation of ideas on how to solve the problem.
4. Implementation of ideas.
Noe (2008, p. 136) argued that, through such a cycle, learners could see the results and start
again, adapting results of their personal observations and experiences. Noe (2008, p. 137)
also warned about an over-emphasis or under-emphasis on a particular stage of learning and
stressed the importance of competence in all stages of learning. Cycles of learning would
reflect the concept of double-loop learning, where processes of action and reflection lead to
change in how theory, values or practice are applied at an individual or organisational level
(Argyris & Schön, 1996, p. 21; Foley, 2000, p. 13). The findings illustrate how information
professionals could prioritise and organise their development over time, as their knowledge
grew and their responsibilities changed. Figure 7.4 represents a learning cycle that could be
relevant to early professional learners as they consider their future learning and working
options.
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Figure 7.4: Cycles of learning and working

Cycles of learning and working
1. Challenge,
research and learn
new knowledge

4. Plan more
study

2. Implement new
knowledge

3. Start to expand
Knowledge

This cycle presents one view of how an emerging professional might engage in learning new
knowledge and then apply that knowledge through experience. It is not the only way and any
one of the phases could act as a trigger to another phase, thus reflecting the double-loop
learning discussed above. Phase 1 represents learning new professional knowledge in an
externally-directed setting, such as through education at university, intensive or residential
programs or through competency-based learning. In Phase 2 this new professional knowledge
is consolidated through practical experience. Phase 3 consists of expanding existing
knowledge, learning more in-depth professional knowledge, writing and delivering papers at
conferences and seminars, teaching others, being actively involved in professional
associations or being a mentor. This phase could result in reinforcing knowledge through
experience (Phase 2), thinking about study options (Phase 4) or learning new knowledge
(Phase 1). Phase 4 is that thinking stage where the participants realised that they want to keep
learning after they had exhausted the learning opportunities provided in Phases 2 and 3.
Phase 4 also covers the situation where a return to formal study is essential to secure a
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promotion or to support a change in direction. During Phase 4 the research participants
valued access to advice through mentors, colleagues or supervisors, to help them identify
options.

The cycle of learning and working can be viewed as an overlay to the Learning Model to
illustrate when to choose particular directions, especially between the operational learning
and moving onto more challenging experiences. The present study was able to make a
contribution by providing a framework so an emerging professional could see where they
were and the kind of professional development they should seek; whether it was more
operational or if it was time to return to formal study. The present study also made a
contribution by revealing the consequences of disconnects in learning cycles. Some
participants did not have access to more challenging professional development, but only had
opportunities to undertake operational level learning. This led to a perception of lack of
organisational support, job dissatisfaction and, for a few participants, departure to a new
organisation that they believed valued professional development or would give them a better
chance of achieving job satisfaction.

Impact of inadequate personal development plans

Literature about personal development plans approached the topic from the perspective of
those developing, implementing or monitoring plans and focused on the performance
appraisal aspects, rather than learning and development components (Genoways & Ireland,
2003; Management Advisory Committee, 2001; Taylor, 2003). In contrast, this study gave
insights into participants‘ perspectives about personal development plans, especially the
consequences of not having positive processes in place for learning and development. The
participants‘ varying experiences revealed that the framework in which personal development
plans operated in organisations needed to be driven by a positive and flexible approach to
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meet individual circumstances. The researcher did not expect to find that only seven
participants had positive experiences with personal development plans throughout the whole
two years and that the negative experiences did impact on how they understood their new
environment and the choices they could have made. New to their respective organisations, the
participants could not be expected to have a detailed understanding of the policies and
processes for personal development plans, whether or not they were part of broader
performance management schemes. Alice highlighted the apparent dichotomy of experiences
by the participants with regard to personal development plans:

It depends on who is doing them [Personal development plans]. Different supervisors and
managers have different faith in them. Some people use them as something that has to be
done. Where there is no learning and development plan, PDP is a tokenistic gesture by many
people. It is very much a tool. There are opportunities for learning and development plans
now but people don‟t utilise it. If you believe in it you can make good use out of it, if you don‟t
– it‟s just a token gesture (Alice, II).

The research revealed the importance of having strong learning and development
components, but that they also needed to reflect different stages or scenarios of learning:
from theory and practice reinforced with experience; undertaking increasingly complex work
to expand their knowledge or manage programs and people; and then onto challenging
practitioner or academic research to build new knowledge. Krausert (2009) and Noe (2008)
argued that personal development plans would not benefit the individual or organisation if
they did not consider short-term and long-term learning and development opportunities, but
remained static over time. As discussed in Chapter 5, the absence of such discussions led to
missed opportunities and uncertainty about options, especially for those on short-term, rolling
contracts that continued over several months to over a year. The research has added to
arguments in the literature about the value in separating learning and development
discussions from performance appraisal (Krausert, 2009; Noe, 2008).
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Changing employment environments

The findings contributed new perspectives about trends in contract employment. Through the
nine participants who were contract employees for all or part of the period of the study, the
research demonstrated that attitudes have changed from regarding contractors as unqualified
staff seeking a goal of permanency, as presented by Goulding and Kerslake (1997), to
qualified, mobile professionals not wedded to permanency or to a single path during the early
stages of their careers. Under the right conditions, being on contract was not an unattractive
prospect. One participant was on contract for two years before achieving permanency and,
while on contract, valued the opportunity to move to different areas of the organisation which
permanent officers seemed less inclined to do.

Major studies on workforce development gave limited attention to trends in contract
employment in the information sector (Hallam, 2008a, 2008b; Heazlewood, et al., 2006;
Pember, 2001, 2005; Society of American Archivists: Principal consultant V. Walch, 2006).
The most visible documentation of current trends was contained in annual ‗State of the
Service Reports‘ by the Australian Public Service Commission (2007b, p. 14, 2008, p. 17),
which showed trends over time including numbers, position levels and ratios of men and
women undertaking contract (referred to as non-ongoing) employment. The reports do not,
however, discuss relationships between trends in non-ongoing employment and career
development. An exception to this was an observation that non-ongoing positions were more
likely at lower classifications (Australian Public Service Commission, 2008, p. 19), which
were similar to those of the research participants who started in entry-level positions. Future
major studies about workforce development in a sector with low rates of turnover and a
workforce reaching retirement would benefit from giving greater attention to the impact of
contract employment or the more protean career approaches and give guidance to individuals
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about career structures where permanency and promotion were not the only objectives
(Bridgstock, 2005, 2009; Hall, 1996; Hesketh & Allworth, 2003; Krausert, 2009).

There were contradictions in the literature about supply and demand in the sector, but few
have considered the impact of highly qualified professionals being on contract and not
following traditional career paths. For example, Hallam (2008a, 2008b) and Knight (2007)
reported that library managers could not find new staff. Studies by Holmes (2006) of
graduates of museum studies and by Yeo and Ander (2008) for archives and records
management, reported perceptions of limited job prospects and slow rates of turnover. There
appears to be a precarious balance between a workforce reaching retirement, a sector with
low turnover and a contract workforce that is not necessarily interested in promotion to the
positions held by professionals reaching retirement. If studies or observations about
employment and careers undertaken in the information sector (Hallam, 2008a, 2008b;
Heazlewood, et al., 2006; Knight, 2007; Pember, 2001, 2005; Sanders, 2008) were to be
repeated, it is recommended that attention be given to trends and issues concerning contract
employment and protean career approaches.

Contribution of internships and student volunteer programs to learning and working

The study contributed to an understanding of how different models of internships influenced
the learning environment and how they prepared professionals for the workplace. The
findings reinforced studies that internships were intended to give students an opportunity to
apply theory, but also prepare students for the workplace and help them become known to
potential employers (Alderman & Milne, 2005; Baird, 1996; Bastian & Webber, 2008;
McIntyre, et al., 2007; Reidy, 2006; Universities Australia, 2008; Wallace-Crabbe, 1993).
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The study added to the understanding about the place and value of student volunteer
programs and how they were perceived by the participants. Working as a volunteer was
regarded by the participants as a practical way to gain experience while studying and
becoming known for future employment opportunities. As discussed in Chapter 2 and
Chapter 4, most literature about volunteer programs did not consider student volunteers as a
category, so did not assess the value of placements to the organisation or to the individual.
Insights of the research participants, plus the volunteers in Holmes‘ (2006) study and
internships not based on formal assessment (Bastian & Webber, 2008; Forum for Archives
and Records Management Education and Research, 2003; Society of Archivists, 2008a),
could be used by educational institutions and employers to assess options for student
volunteer programs.

The present study provided an opportunity to compare experiences of internships and
induction processes, which led to new observations about their respective roles and values.
There is a rich body of literature about internships that provide practical advice for educators,
students and host organisations (Alderman & Milne, 2005; Baird, 1996; Bastian & Webber,
2008; Forum for Archives and Records Management Education and Research, 2003; Reidy,
2006; Wallace-Crabbe, 1993). The body of literature about induction is equally rich
(Motteram & Forrester, 2005; Parry, 1993; Sanders, 2004; Todaro & Smith, 2006; Wallace,
2009; Williams, 2003). Internships and inductions, however, are generally debated separately
in the literature.

The present study found that internships and induction shared several similar processes and
common outcomes. They were both first time experiences about applying knowledge or
principles in a particular setting, getting to know the workplace, physically and culturally,
and building relationships. Most forms of internships undertaken by the research participants
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and described in the literature included formal assessment. This also occurred with initial
periods in workplaces with probation, leading to an assessment of potential for more secure
employment (Genoways & Ireland, 2003). Just as supervisors of student interns were
expected to take on a mentor role (Alderman & Milne, 2005; Bastian & Webber, 2008; Lee,
2009), the participants also saw mentors in their new supervisors, an experience reflected in
the literature about the socialisation process in the workplace (Hughes, 2002; Noe, 2008;
Zachary, 2005).

While the only negative comments by the research participants about internships were that
they were sometimes too short or not included in formal qualifications, there were several
comments about the inadequacy of induction processes, discussed in detail in Chapter 5. The
literature for both internships and induction could assist organisations in improving induction
experiences of their own employees and facilitating more flexible and learner-centred
models.

Understanding mentoring relationships

The literature review in Chapter 2 and findings in Chapter 6 revealed a wide range of models
of mentoring relationships in workplace or educational settings (Alderman & Milne, 2005;
Bastian & Webber, 2008; Brennan, 2003; Brooks & Sikes, 1997; Darwin & Palmer, 2009;
International Council on Archives, 2009; Motteram & Forrester, 2005; Rolfe-Flett, 2002;
Salmon, 2000). The present study made a contribution in how it presented mentoring
relationships from the perspectives of individuals, rather than from program implementation
perspectives. It also revealed that the research participants did not have a single mentor but
found mentoring relationships in multiple sources. The study also revealed variation in how
the participants understood the role of a mentor as one or more people providing advice:
about short-term and long-term career options; about how to extend their professional

294

Chapter 7: Discussion and conclusions

knowledge; and as a source for discussing ideas or leading them through a first-time project.
The research participants found mentors in supervisors, team members, friends or other
colleagues. The study revealed that, from the perspective of the research participants,
multiple mentoring approaches were more likely to be successful. The findings also revealed
that mentoring relationships were not static and changed as the participants undertook
different work and roles and engaged with different relationships.

The research revealed that what was important to the individual was the opportunity for
relationships that were different from that of the supervisor of daily work and administration.
It was not always possible for this relationship to be with a different person – it could have
been a supervisor taking on a mentor role. Hughes (2002) argued that supervisors could not
be assumed to be able to be mentors. For the participants in the study, there was recognition
that mentoring and supervisory relationships were different and some had successful
mentoring relationships with their supervisors, reflecting the practicalities of the workplace
(Zachary, 2005, p. 197). Other participants recognised that, while they had a sound
relationship with the supervisor, they would need to look elsewhere for a mentoring
relationship. Their experiences revealed that they did not need a formal structure to be
successful, just advice and access to different people in the collecting institution with whom
they could have open, honest discussions. This advice could be through face-to-face contact
or through other virtual means, such as online interactive learning and communication
environments, including emerging social media avenues (Australian Society of Archivists,
2009; Chang, 2007; Franks, 2009; Lloyd, et al., 2009; Motteram & Forrester, 2005). The
findings of the present study could add to the understanding of how mentoring relationships
work in practice and help collecting institutions and professional associations recognise that
they need to build multiple models for mentoring and not rely on just one approach.
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Guiding framework for early professional learners

The present study identified that models such as the Learning Model, learning cycles and the
matrix of support and challenge and competency or knowledge statements, could all
contribute to guiding the experiences of early professional learners. Chapter 5 also identified
broader objectives that related to early professional learning. All these elements have a role in
supporting early professional learners as they navigate the many environments, roles and
relationships they will encounter, along with building professional knowledge and skills.
Figure 7.5 is a conceptual representation of what emerged from this study as supporting early
professional learning from the perspective of the learner, rather than an institutional or
discipline-led approach.
Figure 7.5: Guiding framework for early professional learners
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This guiding framework draws on the findings of the present study from the perspective of
early professional learners and could help them take control of their learning in those early
years and beyond. For each of the four main objectives identified in the findings in Chapter 5,
there are a number of questions, processes, procedures and frameworks that could assist early
professional learners to achieve their goals. They could use this guiding framework to plan
their learning experiences, identify gaps and find opportunities. This framework could also be
used by students undertaking an internship, and while working as a volunteer or as a parttime employee. The study identified that induction and mentoring guidelines written from the
perspective of the early professional learner would also fit within this framework. Further
research could see this framework presented in different ways to give more substantial detail
than is presented here, resulting in a more comprehensive set of tools and resources available
to early professional learners.

Contribution of the research interview approach

The interview approach that was used for this research was derived from the literature on
longitudinal, semi-structured, in-depth interviews (Gorman & Clayton, 2005; Kayrooz &
Trevitt, 2005; Knapik, 2006; Rubin & Rubin, 2005; Sarantakos, 2005; Seidman, 1998; Smith,
1995; Wang, 2004). All 16 participants stayed with the study for the two years, indicating
that they were satisfied with how it was conducted. They had every opportunity to withdraw.
When three participants left their initial organisation, they proactively advised the researcher
so they could stay involved for the remaining interviews. The positive responses to the
postscript questions revealed that they had learned something about themselves, their
achievements and possible future directions. The technique of giving the participants
transcripts of answers to certain questions to help them reflect and think ahead proved
effective in showing trends over time and not relying on memory for all the information. The
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pattern of having final questions to ask what they were particularly looking forward to next
helped each interview finish on a positive note. The interview questions encouraged thinking
ahead and reflecting on what had happened, so were not necessarily just a snapshot of where
they were at the time of the interview. This approach could benefit other research following
experiences and expectations of a community or individuals over time.
The interview structure and content added to the literature by demonstrating how Seidman‘s
(1998, p. 16) model of sequential interviews could be implemented, starting out with factual,
background discussions then leading to more in-depth and reflective interviews. In a series of
case studies in organisations and communities, Kayrooz and Trevitt (2005, p. 145)
recommended collecting data at different times and using an iterative approach as a form of
triangulation to reduce bias. This research adds to the body of case studies in organisations or
communities that sought to capture change or impact over time of events or new policies.
Rubin and Rubin (2005, p. 108) advised that continuity was important in a responsive
interview or conversation. The interview structure used in this research has demonstrated
how to provide continuity within and between the interviews. Rubin and Rubin (2005, p. 136)
also provided advice about follow-up questions in the same or subsequent interviews. This
study provided concrete examples on how questions were linked between interviews to allow
topics and themes to be carried through.
7.3.2 Contribution to practice in collecting institutions and the professions
In addition to contributing to the theory, the findings also make a contribution to practice.
The following discussion highlights the place of stakeholders and how they could respond to
the findings.
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Place of stakeholders in building professional knowledge

This study identified several major stakeholders that provided context to the experiences and
expectations of the research participants: educational institutions, professional communities
and employers and individual professionals. All these stakeholders had a role in how
professional knowledge was learned, challenged, expanded and renewed over time.
Educational institutions had a role in introducing professionals to the workplace through
internships. The same institutions could encourage the return to formal education of former
students and present choices that support multiple future directions. Professional
communities could play a role in building knowledge by providing professional development
opportunities that cross workplace and discipline boundaries. The study provided evidence
that the qualifications and experiences available to today‘s information professionals could
support them working across the domains and not specialising too early in their careers.
Employers needed to recognise, beyond the recruitment process, the extent of knowledge,
experience and qualifications that information professionals might bring with them to their
new positions. It was important that the label of ‗new‘ did not remain, whatever the level at
which information professionals started, as it was the organisational context that was new,
rather than the professional knowledge and expertise of the individuals.

The experiences of the research participants revealed that they looked to multiple
stakeholders for advice and sources for learning. They did not expect that any one source
would provide all their learning needs, which demonstrated mature thinking about the need to
take control of their choices. They understood the importance of continuing to learn and to be
aware of different stages in their development, learn new theory and practice, apply and then
challenge that knowledge.
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How could stakeholders respond to the findings from the study?

There are various actions collecting institutions, educators and professional associations
could undertake in response to the findings of the study to support early professional learners.
A summary of recommendations that have emerged from the literature will be of interest to
different stakeholders. Some of these recommendations were already being implemented in
some organisations, so serve as positive reinforcement of their programs or approaches to
development.

The study has given employers and educational institutions clear evidence of the value of
collaborating to support internships and student volunteer activities, as vital elements in
understanding professional practice and becoming work ‗savvy‘. Internships and student
volunteer activities that are undertaken over long periods of time have the potential to give
students exposure to different processes and events, increasing the readiness of the students
as they moved from study to employment. Models that have intensive periods, followed by
regular hours over six months to a year, benefit the employer and the student as a future
employee of a collecting institution.

The study found that induction was not a single event or program but a process of physical
orientation, socialisation and learning about the culture and conventions of the collecting
institution. Employers could investigate different models for induction that would give the
new employee more control over the process, gradually building knowledge and exploring
the environment beyond the initial team and work responsibilities. Induction models for
online learning or remote users have application for any organisation as they can support new
employees to find information for themselves in a guided fashion, rather than rely wholly on
face-to-face induction processes. Induction kits or packages that were accessible through
office intranets with a guided pathway through policies, procedures, and essential contacts
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could supplement the initial contact and give supervisors and new employees a direction to
induction. This could overcome some of the experiences with induction ranging from being
overwhelmed with the amount of information to feeling frustrated at missed opportunities
resulting from minimal information, as well as timing issues when formal programs were run
before an individual commenced.

The present study revealed that the timeframe from being a new employee to undertaking
higher duties or supervising, training, mentoring or leading others could be very short. The
relative speed and potential mobility to more complex responsibilities should be recognised
by individuals and their organisations, and reflected early in personal development plans.
Employers could start preparing new professionals for more senior levels or to undertake
more complex work within a relatively short period of time. While they may have
commenced in entry-level positions, they possessed more than entry-level qualifications and
experience and could move on quickly. Organisations and individuals would benefit from
having visible positive support for discussions about learning and development through
constructive personal development plans. This would reduce the impact of difficult
experiences and facilitate discussions for all new employees, whether or not they were
permanent or on contract.

Educational institutions, employers and professional associations all share in facilitating
discussions about career options, and supporting innovative and flexible pathways. New
employees on contract would particularly benefit from open discussions about career options
where the employer was not in a position to provide development opportunities or the
employee was not eligible for formal personal development plans. In such a situation, the
employer could suggest that the contract employee join a professional association that could
offer varying development opportunities, and provide continuity that contract positions could
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not always offer. Mentoring relationships within and outside the organisation could also
assist contract employees where resources to support development were limited.

Having learning and development discussions or plans early on in the new position would be
the most effective way of mapping the knowledge and experience of professionals to their
new organisational context. Such mapping could also ensure that learning and development
was diverse and not restricted to one outcome or pathway. The Learning Model developed in
this study could assist in this mapping process.

New employees could gain significant benefits from being encouraged by supervisors and
managers to seek out opportunities for learning experiences. These could include: rotations,
rosters, shadowing colleagues and temporary reassignments, to help new employees explore
the disciplines that reflect the collecting landscape as well as the different areas of the
organisation.

The literature has indicated that educational institutions, organisations and professional
associations could be involved in mentoring schemes. Such schemes need to recognise that
no one approach would work for all circumstances and multiple mentoring relationship
models at formal and informal levels should be encouraged. From the research findings and
the literature on mentoring, it would appear that the perspectives of the individuals towards
mentoring have a greater bearing on the potential for success than how a mentoring scheme
might be structured. Individuals find mentors through multiple avenues, through their own or
their organisation‘s initiative, even to the extent of finding mentors who might not be aware
that they were providing that role to someone. It was essential that avenues were provided to
have sound relationships with one or more colleagues when supervisors left and were not
replaced. New professionals would benefit from being aware of a range of individuals to
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whom they could turn to for guidance in such situations and build positive relationships,
whether they were of a short or long-term nature.

The research showed that over the first two years more than half of the participants had
worked across different disciplines in one or more collecting institutions. Collaboration in
and between different collecting institutions could provide early learning and development
opportunities to support this need to explore different options before new professionals
started to develop more specialised interests.

Professional associations play an important role in supporting new professionals.
Collaboration between associations on membership arrangements to give a taste of different
disciplines could benefit early professional learners. One option could be a roaming
membership for more than one association which would reflect the reality of their workplace
– that they were moving between disciplines and learning different aspects of working with
collections.

7.4 Directions for future research
This study has identified several areas that would benefit from further research, to develop
guidelines or frameworks that could support individuals, educators, collecting institutions and
professions to enhance early professional learning. Topics suggested for further research
relate to induction, personal development plans, mentoring relationships, collaboration for
lifelong learning and flexible career models for professionals working in collecting
institutions and the wider information sector.
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7.4.1 A change in focus for induction
Chapter 5 provided insights into the varying induction experiences of the research
participants in comparison with the recommendations documented in the literature (Motteram
& Forrester, 2005; Omidsalar & Young, 2001; Parry, 1993; Reidy, 2006; Sanders, 2004;
Todaro & Smith, 2006; Wallace, 2009). Also, as discussed in Chapter 5, induction was one
aspect of early professional learning that the research participants suggested needed
improving. Some induction experiences were rushed and provided the participants with
minimal information, and this led to missed opportunities. The risk of such employees having
gaps in knowledge and being unable to contribute to an organisation would be high. These
employees could also fall into Alderman and Milne‘s ―Low support /High challenge‖ (2005,
p. 37) category if the familiarisation process was ignored or limited. Other participants were
overwhelmed by the amount of information provided in structured or unstructured processes.
It would be desirable to give new employees more control over their own induction processes
to build knowledge under guidance and to identify where to find information rather than
having to learn it all at once, or have gaps in what they needed to know.

Individuals working remotely and students undertaking distance-based learning in
workplaces or through educational institutions could face similar issues; either minimal
information or a wealth of information but no structure to assist navigation. Principles for
remote or home-based working and online learning could be applied to the workplace,
including making resources accessible, establishing online and verbal relationships and
having a point of contact that is not the supervisor. Motteram and Forrester (2005, p. 293)
found in a study of distance-based students that just having all the course work available
online could be overwhelming. The study found that what the students needed was an
induction guide to navigate through the information, but one that gave them more control.
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Salmon (2000, p. 71), in developing online learning environments, argued that novices
needed a planned induction into the course that suited their respective prior knowledge before
they formally started the program. Billet (2001) noted the difficulties faced by home-based
workers ―because their physical remoteness from the hub of current knowledge makes
learning the requirements for work more difficult‖ (p. 48). Noe (2008) added to the criteria
for a good induction by emphasising the role of socialisation. Social media are also a way of
developing professional contacts (Franks, 2009, p. 111) and peer relationships (Lloyd, et al.,
2009). If the 2009 online induction program developed by the Australian Public Service
Commission (2009a) had been available to the participants during their initial employment
period, some of the difficulties in understanding their new environments could have been
avoided and gaps in information filled. While specific to a particular sector, the model could
have wider application.

Research into induction guidelines to give new employees more control over their induction
would have wide application in physical and virtual workplaces and for distance-based
education students or employees undertaking online learning within their organisation. Such
guidelines could stage: building knowledge; exploring areas of the organisation; and
establishing relationships through physical and virtual media. Employee-driven induction
processes, such as those developed by the Australian Public Service Commission (2009a)
could prove to be effective resources over a longer timeframe than relying just on supervisors
or human resource development personnel. The rich body of literature about principles of
online learning and communication could support development of learner-centred induction
in physical and virtual workplaces.
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7.4.2 Developing positive attitudes towards personal development plans
More research is needed on possible connections between supervisory relationships and the
purpose and culture of personal development plans. The study revealed that there were
difficulties with the effectiveness of the learning components of personal development plans,
leaving some research participants with a feeling that their learning needs were not treated
seriously by their supervisors. Several participants had undertaken training on the scheme in
their organisation and did not expect a negative attitude from their respective supervisors.
The literature addresses how plans or schemes are implemented (Kavanagh, et al., 2007;
Management Advisory Committee, 2001; Taylor, 2003). Further research on models for
having learning and development discussions and plans independently of performance
appraisal schemes as suggested by Krausert (2009) and Noe (2008) could improve the
flexibility of approaches, especially for new employees on short-term rolling contracts.
7.4.3 Mentoring relationship models for the workplace and professions
Mentoring relationships proved to be a major factor in how the research participants adapted
to their new positions, how they felt about their new workplace and how they built their
professional knowledge. The most significant findings about mentoring relationships were
the range of the mentoring models reflected in the literature and the different conceptions of
mentoring relationships held by the research participants. Such a variation in possibilities
could prove a challenge for organisations wishing to implement formal or informal mentoring
schemes and could prove equally difficult for individuals to understand the different ways
mentoring relationships emerge. Even if organisations implement formal mentoring
programs, mentoring relationships still develop in unstructured or organic ways, not because
the formal scheme was not worthwhile, but it may just be too different from the individual‘s
understanding or particular needs of mentoring. Single approaches could risk not fitting the
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individual‘s way of learning and be discarded as being irrelevant. Organic and informal
approaches to mentoring relationships, from the perspective of the individual, resonated with
adult learning principles of ―learner self-concept‖ (Knowles, 1998, p. 65), wanting to find
their own way and not have situations imposed upon them, a view reinforced by Billett
(2001):

Although somebody might be nominated as a trainer or mentor in an enterprise, it is the
learners who will ultimately determine whether they are a credible source of knowledge. They
are the meaning makers who decide what they learn and value (Billett, 2001, p. 93).

A broad, facilitative framework that describes different ways to develop relationships in
different settings is likely to have more success than a single approach. Colley (2003, p. 179)
doubted that guidelines based on how a scheme works could adequately reflect the
complexity of mentoring relationships, arguing that individuals needed to know what would
happen in a mentoring relationship, not how a scheme or practice worked. Educational
institutions, workplaces and professional communities can facilitate and encourage diverse
mentoring relationships that could be readily adapted to suit different perspectives and
situations. Guidelines written from the perspective of the individual can help them understand
the different ways mentoring relationships develop and provide guidance and support that
makes sense to them. Such guidelines or frameworks complement existing sources of
information and could include information about: the different kinds of mentoring
relationships; where an early professional learner might find a mentor within their
organisation or profession; how mentoring relationships can reduce isolation and develop a
sense of place and trust and how mentoring relationships could play a role in mapping career
pathways.
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The research found that mentoring relationships could bring rich rewards to information
professionals as they engage with new organisations, new fields of expertise and professional
communities. If one kind of scheme or approach does not fit within their conception of
mentoring, then it is perfectly acceptable for them to look for alternatives within their
organisation and outside through community or professional environments. Information
professionals, in whatever context they find themselves, should look widely, not for that
single, ideal, ‗labelled‘ mentor, but for multiple opportunities at the same time and over time,
to help them build their sense of place, knowledge, skills and careers. This research has
shown that as they do, their concepts of mentoring relationships also have the potential to
broaden, allowing them access to an even wider range of relationships and richer learning
experiences.

The multiple conceptions of how mentoring relationships emerged and operated in the
workplace would benefit from further research, to give guidance to organisations developing
formal or facilitating informal frameworks and reduce the risk of failure or inability to sustain
particular approaches. Such research could also present individuals‘ perspectives of
mentoring relationships and give advice on how and where individuals might seek out
different mentoring relationships.
7.4.4 Collaboration to provide cross-domain learning
This study was an opportunity to examine professional learning across domains in the
information sector and also to see how individuals moved between the domains in collecting
institutions. There is considerable advice in the literature to support employers, educators and
professional communities in developing cross-domain opportunities that would maximise
investment in early professional learning, and reduce gaps and duplication. There are
discussions in the literature about cross-domain knowledge for managing digital collections
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(Bak & Armstrong, 2008; Birtley & Bullock, 2008; Currall & Moss, 2008; Marty, 2008;
Yakel, 2007). The literature about education to support learning about digital collections also
provided advice about cross-domain approaches (Bady, 2000; Cook, 2006; Eastwood, 2006;
Guercio, 2005; Long & Applegate, 2008). There are works on managing different aspects of
collections, too, that would support awareness of cross-domain knowledge for early
professional learners (Birtley & Bullock, 2008; Coombes, 2009; Currall, et al., 2004;
Iacovino, 2002; Kalfatovic, 2002; Museums Libraries and Archives Council, 2010; Russell &
Winkworth, 2009; Sturges, 2009; Waller, 2009). The participants believed their education
equipped them for working across multiple domains, so the next stage was experiencing the
different domains in the workplace. More research is needed to identify opportunities
provided that could effectively be brought together to build collaborative, cross-domain
opportunities for early professional learners.
7.4.5 Flexible career models
The research revealed the need for more flexible career, remuneration and promotion models,
in an environment where monetary reward was limited, promotion constrained and contract
employment increasing as a starting point. Furthermore, mentoring relationships that were
not bound to a particular workplace or position but which allowed for open discussion about
career and job options would also support beginning professionals starting out with contract
posts. Yeo and Ander‘s (2008) study about job prospects of archives and records
management students revealed similar perceptions to the present study about contract
employment in a profession that did not have expectations of high salaries or rapid
promotion. This could suggest that the employment and career environments of the research
participants were not restricted to their particular circumstances.
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The information sector would benefit from more research about possible trends relating to
contract employment and protean careers, a need identified by McKeown and Hanley (2009).
For example, two participants from different collecting institutions valued the broad-banding
model where increments moved between several position levels over time. Broad-banding
gave them motivation to build knowledge and experience, without the stress of frequent
recruitment action to increase their income or to stay in the area or on a specific project. Both
participants recognised the risks of broad-banding in leading to complacency and stagnation,
however, they believed that challenging work, along with strong learning and development
plans would counteract these risks. More research into different employment and
remuneration models, such as broad-banding to recognise technical specialisation, could
contribute to building more flexible career models where promotion and high wages were not
primary objectives, or were difficult to attain.

7.5 Final summary
This study has sought to understand the experiences and expectations of a diverse group of 16
professionals working in several domains or disciplines in different collecting institutions.
Some had identified themselves as archivists, curators, librarians or registrars, but others
were still finding their area of specialisation. Through a series of interviews the study
captured: the importance of the qualifications, experiences and expectations professionals
brought with them to their new positions; the kind of work they undertook; and how they
responded to changes over a two year period. For some, it was their first full time position in
their first career, for others it was a second or third career. For all, it was a conscious decision
to work in a collecting institution and one to which they remained fully committed, even if
after the two years they were not certain of which professional path they might follow. The
experiences and expectations of the individuals provided a rich landscape of experience,
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qualifications, the ability to quickly apply theory to practice, a passion to keep learning,
positive and indifferent relationships, and acceptance that promotion was elusive.

The study found a number of gaps in the literature that supported early professional learning
in collecting institutions. Firstly, there were gaps in the literature about learner-centred
conceptions of mentoring relationships. Secondly, the literature focused on formal
organisation-based schemes, rather than how individuals perceived mentoring relationships.
Thirdly, the study also found gaps in the literature about learner-centred induction programs,
with the most useful information emerging from literature about online learning and
internships for formal education programs. Fourthly, the present study contributed to studies
that found there was limited attention to the value and role of student volunteer work in
collecting institutions. Fifthly, possible trends concerning long-term contract employment for
qualified and experienced professionals were given limited attention in the literature relating
to the information sector, even though career development literature identified contract
employment and protean careers as valid career options. Finally, the study found that
literature about personal development plans focused more on organisational implementation
of systems and difficult or underperforming staff and gave limited attention to the
perspectives of individuals engaging with them, especially when as new employees they
might encounter indifferent attitudes by supervisors and managers.

The study revealed what was important to highly qualified, experienced information
professionals as they embarked on new careers and new positions, and the opportunities and
obstacles they faced over the early years. The study highlighted the fact that the research
participants recognised the need to become lifelong professional learners. They understood
that there was a clear distinction between learning the day-to-day work of the organisation
and the more complex in-depth development of professional knowledge. The findings
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revealed that it was essential for a professional to move through the learning spectrum
between operational learning and formal education. The former was important but short-term;
the latter would be part of their longer term goals. If access to developing professional
knowledge was lacking, they took active steps to resolve the issue, even if it meant leaving
the organisation. Participants took on further study to increase understanding of their existing
roles, change direction or increase their chances of promotion. They thrived on positive
relationships and felt frustrated when they lost access to those relationships. Their
expectations centred on professional learning opportunities and complex responsibilities, not
high wages or rapid promotion. A thirst for experience and knowledge, and building multiple
relationships were the driving factors behind their motivation and passion.

The present research highlighted the importance of multiple relationships to help participants
make sense of their ever changing environments, especially when a relationship was not
working well. Relationships with mentors and teams were regarded as essential and offered
avenues of advice and development when supervisory relationships were difficult or when
supervisors left and were not replaced. The study revealed a link between perceived quality
of supervisory relationships, access to professional development and job satisfaction. A poor
supervisory relationship affected access to professional development. Limited access to
professional development affected job satisfaction, which in turn affected commitment to the
organisation, but not to the sector.

The research revealed that a range and mix of learning opportunities at different stages of an
individual‘s development was essential. Focusing just on the task of the day was not likely to
sustain individuals or the organisation over time. Learning needed to be varied and not rely
just on operational learning. Eventually, demand for complex work will motivate individuals
to leave an organisation if it does not support professional development. The findings
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revealed that it was essential for collecting institutions to develop a culture of belief in
discussions about formal and informal learning and development options, and career paths.
The Learning Model contributed to the understanding of operational and professional
learning in the workplace; that learning should not be fixed along one pathway with a single
outcome, but made up of multiple paths, multiple outcomes and different paths at different
stages. The Learning Model demonstrated that professional and operational learning could be
carried out in different but equally valid ways and should be staged over time.

The findings should give educators and employers confidence that the investment they
undertake in developing and implementing internships could bring rich rewards through
building an effective bridge between theory and practice, study and the workplace, and
establishing essential relationships. Internships and student volunteer positions brought
benefits to individuals, educators and employers in different but equally valid ways, to apply
theory and practice and allow employers to observe potential employees. The research
participants highly valued volunteer positions and internships as opportunities to understand
how different collecting institutions operated and to gain valuable experience along the way.
The volunteer positions and the internships also developed realistic expectations of the
workplace and career opportunities across the disciplines or domains that support the work of
collecting institutions.

The participants believed that access to professional development in the first two years was
far more important than higher remuneration or permanent promotions. By the end of the first
year, the participants had taken control of their situation and recognised the importance of
doing so, whatever different stakeholders provided. There was more movement than the
participants had expected, but permanent promotions remained elusive. Rotations and rosters
were regarded as important to encourage individuals to work in more than one area to
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understand the multiple disciplines reflected in the collecting institutions. Specialisation
would undoubtedly develop but, in the early years, their paths were not fixed, and both
collecting institutions and professional associations could help widen, rather than narrow,
career options.

This study hoped to make a contribution through addressing gaps in the knowledge about
how early professional learners saw themselves, their experiences and their expectations, as
they started working in collecting institutions. It revealed some unexpected findings about
early professional learning that educators, employers, professional communities and
individuals could consider for the future. Among a rich body of literature about learning and
working in collecting institutions, there were glimpses of the perspectives of the
professionals, but it was predominantly the views of the organisations or professions that
prevailed. This study was designed to give the individuals a voice to reveal their experiences
of working and learning in collecting institutions, what was important to them, how they
navigated those early years and how they built their professional knowledge. Reflections on
experiences and expectations from an individual‘s perspective have added to the
understanding of different approaches to professional learning and career development in
collecting institutions. Their voices heard, others can learn and build relationship-rich,
diverse, flexible and enabling environments for those early years.
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Appendix A: Sample letter of invitation to collecting institution
UNIVERSITY OF CANBERRA
[Name
[Position
[Agency]
Dear [Name]
The purpose of this letter is to seek your cooperation into research on early professional
development programs in public sector cultural institutions.
I am interested in employees who work in the cultural and arts fields. As well as your organisation, I
am approaching organisations such as the National Library of Australia, National Museum, the
Department of Communication Information Technology and the Arts and the ACT Library Service.
I am undertaking this research project for a Doctor of Philosophy (Education) at the University of
Canberra. I am a part-time student and am currently employed by the National Archives of Australia
in Canberra, as an Executive Level 1 in the Government Branch.
The project seeks to follow a small group of employees (10-12) over a two year period as they
undertake and emerge from their initial intensive professional development or induction programs. I
have enclosed an information sheet which expands on the purpose and structure of the research.
I believe employees of the [AGENCY] could make a valuable contribution to this research, whether
they undertake an intensive program or participate in learning and development activities over a
period of time.
Research target group
The two groups that this research hopes to target are employees who commenced:
1. In 2006, interviewing them at three key stages in 2006 and 2007; and
2. Between 2003-2006 and are able to reflect on their experiences and changes in expectations
over those first 2 years (also with 3 interviews).
Benefits to the organisation
The research project could benefit cultural institutions in a number of ways, including through:
1. Gaining a better understanding of the changes in employee expectations, experiences and
decisions over time, an approach not often undertaken in public sector research;
2. Identifying learning and development strategies for professional development that are
supportive and challenging for employees working as professionals in cultural institutions;
and
3. Providing a body of information to support cultural institutions in their endeavours to develop
and maintain professional knowledge and expertise.
A summary of the research report will be made available through the University of Canberra website,
which at this stage is expected to be early 2009. I will however, provide progress reports.
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Cooperation
I am seeking your cooperation for the following two activities:
1. Provide a contact officer whom I could brief in more detail and who could advise new or
recent recruits of the research.
2. Allow the contact officer to distribute the attached information sheet to prospective 2006
employees once they have commenced with your organisation and to employees who joined
your organisation at any time in 2003, 2004 or 2005.
Time commitment by participants
It is expected that each of the three interviews will last no more than 1 hour and will be conducted in
an environment convenient to the interviewee. This is most likely to be in business hours, given the
need for a quiet meeting room. I would be grateful for your support in giving this time.
Ethical considerations
Identifying information of the participants and the organisations will be changed to protect all parties.
There is no expectation that the participants reveal their participation to their employer. Not doing so
further protects individual identities. Participants can withdraw at any time. In the periods between the
interviews I expect to send an occasional email to check currency of contact details.
The research methods have been approved by the University of Canberra Ethics Committee.
Furthermore, as an APS employee I would abide by the APS Values and Code of Conduct in any
relationship that might potentially arise with the participants in the workplace, but outside the
interview process.
Contact for more questions
My supervisor, Associate Professor Peter Clayton, Library & Information Studies, Division of
Communication & Education, University of Canberra can be contacted on 02 6201 5431 should you
wish to follow up this request for cooperation. I would also be happy to answer further questions via
email at marian.hoy@naa.gov.au or by phone through the National Archives switch on 6212 3600.

I would like to contact you in the near future by phone as a follow up to this letter. I hope this is
convenient for you. Thank you very much for your time.
Yours sincerely
Ms Marian Hoy
Candidate for PhD (Education)
University of Canberra
Enc. Information Sheet
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Appendix B: Information distributed to potential research participants
UNIVERSITY OF CANBERRA
Invitation to participate in research about early
professional development experiences in cultural institutions
Hello
Let me introduce myself and my research project. I am currently enrolled as a student at the
University of Canberra, undertaking a research project for a PhD (Education) on experiences and
expectations of professionals learning and working in cultural institutions.
Employees of cultural institutions undertake different kinds of professional training once they
commence working in a cultural institution. Some employees participate in annual recruitment
schemes and others are promoted directly into positions as vacancies arise and have a different mix of
working, training and professional development. This professional learning may be as soon as you
commence with the organisation or at a later stage. The research is interested in experiences and
expectations of employees taking any one of these paths of professional development.
The focus of this research is on you as employees, to hear your experiences and expectations as you
participate in professional development programs. The research seeks to draw together education
theory and practice and application of adult learning principles in the workplace. As a professional
archivist working in a cultural institution, I am particularly interested in researching learning for
professions such as librarians, information professionals, curators, conservators and archivists.
In the past, studies about early professional development programs have looked at indicators such as
retention rates, salaries and training costs to measure success or otherwise of programs. This research
wants to explore your views, your interpretation of what and how you learn in your environment.
The research is seeking volunteers from several cultural institutions. Volunteers would need to meet
one of the two following criteria.
1. you have completed tertiary qualifications (in any field) and have joined a cultural institution,
any time from 2003 onwards; or
2. as an employee or student you have undertaken or are undertaking an internship or practicum
within a cultural institution as part of your undergraduate or post graduate studies, again since
2003.
The participation would be through 3 interviews between 2006 – 2007. Each of these interviews
would last for no more than 1 hour. No other involvement is expected of participants.
The interviews will consist of a series of open-ended questions exploring experiences and
expectations. Pseudonyms will be used to protect privacy and potentially identifying information will
be removed.
I would be very grateful if you could read the attached Information Sheet. It provides more detail
about the reasons for the research and the nature of your involvement, should your choose to
volunteer. The Information Sheet also contains contact details.
I look forward to hearing from you.
Yours faithfully
Marian Hoy
(BH) 6212 3600 or email marian.hoy@naa.gov.au
9 May 2006
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UNIVERSITY OF CANBERRA

Participant Information Sheet for proposed research project
Project title

Early professional development experiences in cultural institutions
Researcher

Ms Marian Hoy, candidate for PhD (Education), University of Canberra.
Project supervisor

Associate Professor Peter Clayton, Library & Information Studies, Division of
Communication & Education, University of Canberra. Email:
peter.clayton@canberra.edu.au
Project aim

The aim of this research is to understand the expectations and experiences of employees as
they participate in and emerge from professional development programs in cultural
institutions. These programs may be intensive or part of organisation-wide learning and
development initiatives. The focus is employees newly recruited to a cultural institution. For
economic reasons I am limited to interviewing employees located in Canberra.
Benefits of the project

The main benefits of this research will be to give employees a voice in how they experience
professional development programs they undertake to:



Gain a better understanding of the issues facing employees during their early years in
a cultural institution from their point of view; and
Understand the range of possible environments for employees as they learn, work and
consider future career paths.

General outline of the project

The research design is based on a series of interviews. Interviews will consist of open-ended
questions, with follow up discussion, depending on the direction of the interview. Data about
experiences, types of programs and perceptions will be collated and analysed for themes,
patterns and issues. Participants will be asked to sign a consent form.
Participant involvement

Following initial contact processes, primarily through email and telephone, there will be 3
interviews to capture information about the following milestones (as they happen or on
reflection if you have already been working for more than 2 years):
 Experience and learning prior to commencing with a cultural institution.
 Progress through the professional development program and thinking about the future.
 Where you are/were 2 years after you commenced with a cultural institution.
One-on-one interviews will be held in a meeting place convenient to each participant and
would last for about 1 hour. Participants will be able to decline to answer particular questions
or respond in general terms only. The interviews will be recorded by the researcher using
audio recording equipment only. On completion of the research, a summary of the findings
will be placed on the University of Canberra website for future reference. Contact with
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participants between the interviews will be maintained through telephone and email.
Confidentiality

Only the researcher and transcriber will have access to the audio recordings and transcripts of
the interviews.
Anonymity

The participants and the cultural institutions that employ them will not be identified in the
report. No information about the participants, other than what is voluntarily provided in
response to the questions, will be gathered.
Ethics Committee clearance

This research has been approved by the Committee for Ethics in Human Research of the
University of Canberra.
Contact to find out more about the research

If you would like to participate or find out more about the research please contact:
Marian Hoy
Phone: (BH) 6212 3600
Email: marian.hoy@naa.gov.au
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Appendix C: Research participant consent form
Informed Consent Form

Project Title

Initial professional development in cultural institutions

Consent Statement

I have read and understood the information about the research. I am not aware of any
condition that would prevent my participation, and I agree to participate in this project. I have
had the opportunity to ask questions about my participation in the research. All questions I
have asked have been answered to my satisfaction.
Name…………………………………
Signature…………………………
Date …………………………………
Please provide your current email address and telephone to maintain contact for the project.

Email: …………………………….......
Telephone:…………......................
A summary of the research report will be available on the University of Canberra Website.
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Appendix D: Interview schedule
Interview 1 Questions

1.1

Please briefly describe the field of study you have undertaken at tertiary level.

1.2

Please briefly describe the nature of your work or community experiences prior to
commencing as an employee of a cultural institution.

1.3

What did you think about the recruitment processes that led to your selection? Can
you please describe the process?

1.4

What kind of adjustments have you had to make to your lifestyle to undertake this new
position?

1.5

What were your first impressions of working in a collecting institution?

1.6

Where did you feel your place was in the organisation? How do you think others felt
about you as a new employee?

1.7

Apart from the initial orientation program into the organisation, can you please
describe the professional development program that you undertook: such as courses,
rotations, projects, mentoring, coaching?

1.8

Did the planned combination of work and professional development meet any
expectations you may have had before you started? Could you explore your
expectations?

1.9

At the time, where did you think being an employee of a cultural institution might take
your career once you completed the period or sequence of professional development
activities? What had you heard about future career prospects, if anything?

1.10

Did you see a link between your previous experiences (studies, work or community
activities) and your new position? Could you explore reasons why there may or may
not have been a link?

1.11

What did you particularly look forward to when you first started in the organisation?
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Appendix D: Interview schedule (cont)
Interview 2 Questions

2.1

In our initial interview you made this comment about what you were particularly
looking forward to [Show interviewee transcript of Interview 1.11]. Would you
please explore whether or not those expectations were met and why?

2.2

Would you please explore the nature of your relationships with work and professional
colleagues since we last talked?

2.3

How did the professional development experiences help you understand and apply the
professional principles relevant to your position, if at all?

2.4

How did the workplace activities help you understand and apply professional
principles relevant to your position, if at all?

2.5

What suggestions can you make to change or improve the mix of working and
professional development experiences for future employees? [Show interviewee
transcript of Interview 1.7]

2.6

How do you think your professional development experiences will help you make a
contribution to the wider professional and social community in the future, if at all?

2.7

Has there been a change or are there plans for a change in the mix of learning and
working since we last talked? How did you (or think you are going to) respond to the
change?

2.8

In the first interview you made this comment about potential career paths [Show
interviewee transcript of Interview 1.9]. Has there been a change from your initial
expectations to where you are now heading? If so, would you explore possible
reasons for the change?

2.9

How do you think the combined work and professional development has shaped your
attitudes towards continuing to learn, if at all?

2.10

What are you particularly looking forward to next?
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Appendix D: Interview schedule (cont)
Interview 3 Questions

3.1

In our last interview, you made the following comment about what you were
particularly looking forward to [Show interviewee transcript of Interview 2.10].
Would you explore whether or not those expectations were met and why?

3.2

Please briefly describe what you are doing now.

3.3

In what way do you think the relationships with work and professional colleagues
have influenced where you are now, if at all?

3.4

Reflecting on the time since our last interview, in what ways did the combination of
working and learning prepare you for your experiences in the workplace, if at all?

3.5

In what ways did the professional development program influence your options or
choices, if at all?

3.6

At our last interview you made these suggestions about your experiences [Show
interviewee transcript of Interview 2.5]. Do you have any further suggestions on
improving the mix of working and learning for future employees?

3.7

Are there aspects about the experiences where you have changed your views? If so,
would you elaborate why?

3.8

In what ways do you think your combined experiences over the past 2 years will help
you make a contribution to the wider professional and social community, if at all?
(Show interviewee transcript from Interview 2.6)

3.9

In our first conversation you made this comment about where you thought your career
directions might be [Show interviewee transcript of Interview 1.9]. Has there been a
change from your initial expectations to where you are now heading? If so, would you
explore possible reasons for the change?

3.10

In our last conversation you made this comment about the value of continuing to learn.
[Show interviewee transcript of Interview 2.9]. Have these attitudes changed? If so,
would you explore why?

3.11

Where do you think you would like to be in another 2 years? What will motivate you
to stay with the institution and what would convince you to move on?

Postscript question: What difference has being part of these interviews made in your
perceptions about your past experiences and future outlooks? Have your reflections given you
new insights?
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Appendix E: Summary profiles of research participants
The following profiles of the research participants are listed in alphabetical order by the
pseudonym. The profile information has been summarised by the researcher. All effort has
been made to use general terms to retain anonymity of the participants. The information is
illustrative, therefore does not seek to provide a detailed profile of each participant.
Alice
Pseudonym: Alice
Qualifications
Previous experience in collecting
institution
Employment status
Career stage
Changes in employment
Area of work
Personal development plan (PDP)
Learning experiences
Relationships

Profile of the research participant
Five years of study
Internship, paid part-time work
Entry level position on contract
First career
Left initial area, different contracts, final contract at higher
level
Registration, accessioning, public programs
Mixed positive and not so positive experiences
Short courses, focused on practical experience
Mixed positive and difficult supervisory relationships

Anna
Pseudonym: Anna
Qualifications
Previous experience in collecting
institution
Employment status
Career stage
Changes in employment
Area of work
Personal development plan (PDP)
Learning experiences
Relationships

Profile of the research participant
Five years of study
Internship, volunteer while student
Entry level position on contract
First career
Higher duties one level above
Researching collections
Positive plan
Conference, short courses, investigating further study
Positive supervisory relationship, worked well in the team,
had an informal mentor, training others
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Brigid
Pseudonym: Brigid
Qualifications
Previous experience in collecting
institution
Employment status
Career stage
Changes in employment

Area of work
Personal development plan (PDP)
Learning experiences
Relationships

Profile of the research participant
Three years of study
Internship, volunteer while student, paid part-time work
Entry level position on contract
First career
Achieved permanency in entry level position by end of first
year. Higher duties in broad band position for next 2 years so
further levels determined by performance
Reference, public programs, researching collection,
description and digitisation
Positive plan
Induction, vocational qualifications relating to collection
management,
Supported by supervisors and teams. Would have liked a
mentor

Cathy
Pseudonym: Cathy
Qualifications
Previous experience in collecting
institution
Employment status
Career stage
Changes in employment
Area of work
Personal development plan (PDP)
Learning experiences
Relationships

Profile of the research participant
Five years of study
Internship, volunteer while student, paid part-time work
Entry level position on contract
First career
Achieved permanency in entry level position at the end of the
first year. Higher duties in the second year
Reference, collection management
Positive plan
Intensive initial training, short courses
Positive supervisory relationships, got on well with the team,
supervising and training team members when on higher duties
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Eliza
Pseudonym: Eliza
Qualifications
Previous experience in collecting
institution
Employment status
Career stage
Changes in employment
Area of work
Personal development plan (PDP)
Learning experiences
Relationships

Profile of the research participant
Three years of study
Internships, collecting institutions on full time basis
Temporary higher duties in new institution –middle
management level
Continuing career but new discipline in information sector
Achieved permanency at same level and then further higher
duties
Registration, exhibitions, managing a team
Positive plan
Individual explanation, team building, short courses,
conferences, thinking about postgraduate study
Supportive supervisors, supervisor as mentor, supervising and
training others over whole two years, joined committee of
professional association

Hannah
Pseudonym: Hannah
Qualifications
Previous experience in collecting
institution
Employment status
Career stage
Changes in employment
Area of work
Personal development plan (PDP)
Learning experiences
Relationships

Profile of the research participant
Five years of study
Internship
Entry level in permanent position
First career
Promotion to one level above entry level, higher duties in
different areas
Exhibitions, reference, collection research, description
Plan was satisfactory
Rotations, short courses, delivered paper at conference
Good supervisors, had informal mentor, joined committee of
professional association, supportive teams
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Liam
Pseudonym: Liam
Qualifications
Previous experience in collecting
institution
Employment status
Career stage
Changes in employment
Area of work
Personal development plan (PDP)
Learning experiences

Relationships

Profile of the research participant
3 years of study
Internship, volunteer while student, part-time paid work, full
time contract work
Entry level in permanent position
Former career not in information sector. Continuation of
second career in new collecting institution
Higher duties
Registration, accessioning, exhibition
No learning and development component, but satisfactory
performance component
Short courses

Mixture of positive and difficult supervisory relationships,
would have liked a mentor

Lydia
Pseudonym: Lydia
Qualifications
Previous experience in collecting
institution
Employment status
Career stage
Changes in employment
Area of work
Personal development plan (PDP)
Learning experiences

Relationships

Profile of the research participant
Four years of study
Full time paid positions
Permanent position at middle management level
Continuing career in information sector, but different
discipline
Higher duties
Reference, publication, managing teams, work planning
Positive plan
Short courses, delivered papers, special projects, kept looking
for strategic management and leadership courses, team
building, cultural awareness
Supported by supervisors, managing teams, mentoring, but
would have liked a mentor herself
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Melissa
Pseudonym: Melissa
Qualifications
Previous experience in collecting
institution
Employment status
Career stage
Changes in employment
Area of work over the two years
Personal development plan (PDP)
Learning experiences

Relationships

Profile of the research participant
Five years of study
Internship, volunteer while student, paid part-time work
Entry level position on contract
First career
New contract in different collecting institution at higher level
Researching collection, registration, description and
exhibition
Did not have one for a while but good when it happened
Induction, short courses, investigated Masters

First supervisory relationship was positive but not a mentoring
relationship
Second supervisory relationship was positive and had
mentoring relationship component

Nadia
Pseudonym: Nadia
Qualifications
Previous experience in collecting
institution
Employment status
Career stage
Changes in employment
Area of work
Personal development plan (PDP)

Learning experiences

Relationships

Profile of the research participant
3 years of study
Internships, paid part-time work, contract full time work
Permanent entry level position
First career
None
Collection management, preservation and description,
digitisation, public programs
Had positive first PDP that supported professional
development, then an unsatisfactory PDP, once supervisor
left, but more satisfactory by the end of the second year
Completed vocational qualifications to support collection
management, training in writing captions for descriptive
purposes
Had a positive first supervisory relationship and then no direct
supervisor. Positive relationship with team. Training new staff
while still on same entry level position
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Phoebe
Pseudonym: Phoebe
Qualifications
Previous experience in collecting
institution
Employment status
Career stage
Changes in employment
Area of work
Personal development plan (PDP)
Learning experiences
Relationships

Profile of the research participant
Three years of study
Internships in two collecting institutions, paid part-time work
Entry level position on contract
First career
Achieved permanency at end of two years at same entry level,
higher duties
Reference, public programs
Did not have a plan while on contract
Short courses, rotations while undertaking paid part-time
work
Supportive supervisors, team members, became a supervisor
and mentor during the two years. Joined a professional
association

Rhiannon
Pseudonym: Rhiannon
Qualifications
Previous experience in collecting
institution
Employment status
Career stage
Changes in employment
Area of work
Personal development plan (PDP)

Profile of the research participant
Four years of study
Internship, volunteer while student, paid part-time work
Entry level position on contract
First career
Contract in new collecting institution
Registration, accessioning, heritage assessment
PDP with first supervisor was positive
PDP with second supervisor did not support professional
development

Learning experiences
Relationships

Conference, induction, short courses
Mixed positive and difficult supervisory relationships, joined
a professional association
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Rohan
Pseudonym: Rohan
Qualifications
Previous experience in collecting
institution
Employment status
Career stage
Changes in employment
Area of work
Personal development plan (PDP)
Learning experiences
Relationships

Profile of the research participant
4 years of study
Internship, summer school, full-time paid employment
Permanent position at middle management level
Continuation of career in information sector
Higher duties during the two years
Researching collection, public programs, exhibitions,
managing team, work planning
Mixture of positive and not so positive PDP
Intensive year long development program
Mixture positive and difficult supervisory relationships, took
on mentor role for team, valued working with the team

Sophie
Pseudonym: Sophie
Qualifications
Previous experience in collecting
institution
Employment status
Career stage
Changes in employment
Area of work
Personal development plan (PDP)

Learning experiences
Relationships

Profile of the research participant
Three years of study
None before starting new position, but Sophie believed casual
student employment involving customer service
responsibilities contributed to new role
Entry level position on contract
First career
Permanent promotion to one level above initial position,
higher duties in different areas of the organisation
Reference, accessioning, digitisation, researching collection
Did not have one initially, so missed out on an increment.
Once became permanent, positive learning and development
plan
Short courses, started postgraduate study, roster
Positive supervisory relationships, regarded whole team as a
mentor, joined a professional association
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Tanya
Pseudonym: Tanya
Qualifications
Previous experience in collecting
institution
Employment status
Career stage
Changes in employment
Area of work
Personal development plan (PDP)
Learning experiences

Relationships

Profile of the research participant
Four years of study
Paid full-time work
Permanent position at middle management level, as project
officer
Continuation of second career in new institution
Broad-band position, which meant the salary and position
level changed each year upon satisfactory performance
Description, reference, accessioning, exhibitions, researching
collection
Positive plan
Training plan, conferences, professional seminars, staff
seminars, short courses –some of which were repeated each
year
Positive but was without an immediate supervisor for a few
months, supportive line manager, joined a professional
association

Teresa
Pseudonym: Teresa
Qualifications
Previous experience in collecting
institution
Employment status
Career stage
Changes in employment
Area of work
Personal development plan (PDP)
Learning experiences

Relationships

Profile of the research participant
Five years of study
Internship, volunteer while student, paid part-time
employment
Permanent position at middle management level, as project
officer
Start of second career in information sector
Transferred to another area of organisation at the same level
Public program activities, researching the collection
Mixture of positive and not so positive
Short courses, delivered papers at conferences, in-house
seminars, communities of practice
Mixed relationships with supervisors and teams, but positive
by the end of the second year
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Appendix F: Expectations about employment over the first year
What the research participants were looking
forward to in their first year (Interview 1.11)
Time out from uncertainty of being self employed
and on contract. It was good having access to
great collection, resources, had an almost
romantic feel (Liam, I).

Were these expectations met? (Interview 2.1

More money to live on. Looking forward to a
change which has been good. Really needed to
move to new institution and moved at the right
time (Tanya, I).

Big change, enjoyed working on different
records, working with researchers, enjoyed
more personal contact with researchers, more
interesting projects. Happy with level and
happy with broadband that will take me
through a few levels (Tanya, II).
Achieved permanency on one level higher than
started [APS2 – APS3]. Started a post
graduate diploma. Work was very interesting
and varied (Sophie, II).
Interstate conference a highlight. Still on
contract, but money still good. Not encouraged
to learn and have to manage own professional
development. Looking forward to leaving
institution, though the work is still fine
(Rhiannon, II).
Still enjoying work. More opportunities and
different work than expected. Achieved
permanency at same level as contract. Won an
acting APS5 position to start early second year
- not expected. Moving away from education to
more curatorial work (Cathy II).

It was full time, regular and money was fantastic.
My previous job was casual, so might have 3 shifts
one week and 4 the next (Sophie, I).
Love my job, would stay indefinitely if offered
permanency. I knew permanence was going to be
hard. Paying off mortgage (Rhiannon, I).

Excited about working with the collection at the
institution, heard really good things about it,
heard good vibes, as had used collection during
study. Loved the place where I worked.
Steady pay and full-time hours after 5 years of
part-time while studying, long contract [Entry
level]. Really good when another piece of the
puzzle fits in (Cathy, I).
Regular pay after working casually. First real job
ever. Excitement of new job, new town, chance to
meet new friends. Looking forward to change and
new experiences working with collection (Alice,
I).
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Expectations were not met. Learnt a lot on the
job, but not professionally. Not the work I
wanted to do and too chaotic and reactive.
Standards, procedures, policy not being
followed (Liam, II).

Pay still good. No further study. I have more to
offer than level I am working at [APS3].
Canberra, OK. Working on the collection was
great, so a bonus. Enjoyed accessioning and
given autonomy (Alice, II)
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Appendix G: Expectations about employment over the second year
What the research participants were looking
forward to in their second year (Interview 2.10)
I started thinking about leaving, needed to get
away as the place started driving me out. Focus
was still on exhibitions which is not what I really
wanted to do. I was looking to do more
accessioning work, but kept doing exhibitions.
Started looking to travel (Liam, II).
Consolidate knowledge; learn more about what
the collections hold. Not bored yet. Put another
year into learning, as need to learn more (Tanya,
II).
Definitely travel, move into acquisitions, getting
away from technical area, so not pigeon-holed in
a technical area, showed that I had expertise and
research and interest in other areas. No
expectations of promotion, but happy to move
sideways almost a promotion (Sophie, II).
Very much looking forward to leaving my current
institution, though still want to stay in Canberra.
Anything I move onto will benefit my learning and
experience, supported more seriously with
training
Need staff to be able to adapt and cannot just do
day-to-day and not learn as procedures changes.
Looking for distance learning options, as settled in
Canberra (Rhiannon, II).
Really looking forward to the acting opportunity.
Relieved to get permanency. Permanency brings
other opportunities, such as travel for work,
conference opportunities, meeting contacts from
the industry (Cathy II).
Applying for another job – have been applying but
didn‟t put in for some jobs as just given new
position, but did not do that job, but thought it best
not to apply for new positions - but regret now – it
was a missed opportunity. I liked my job and
supervisor but not the organisation, but not
necessarily seeking more money (Alice, II).
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Were these expectations met (Interview 3.1
Did travel and came back with a change in
attitude. Work not so bad, stopped worrying.
Thinking about more travel, thinking about
more personal development. (Liam, III).

Still on track. Still learning about historical
context of collections. Happy at level. Small
team for big collection (Tanya, III).
Still planning to travel once studies finished.
Moved into curatorial area that was relevant to
studies. Work was varied, research and away
from technical aspects. Acting APS4 in
curatorial position – still where I wanted to be
(Sophie, III).
Left institution and a new position in heritage.
Fantastic, hands-on, job exceeded
expectations, learning is promoted and
considering a second job offer with another
institution (Rhiannon, III).

Still acting APS5 with a short period of acting
APS6. Didn‟t expect to be acting all year.
Acting a great way to learn, attended high level
meetings. Started looking around for jobs as
acting ends in December and I drop back to
[APS3] pay (Cathy, III).
Position got bad early in second year. Left
institution for a curatorial position, on
contract, took a risk but job boring. Got better
understanding of descriptive work once started
to work in curatorial area. Found another
contract position at APS4 level and then acting
at APS6 level (Alice, III).
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Appendix H: Expectations about experiences over the first year
What the research participants were looking
forward to in their first year (Interview 1.11)
Hamstrung as a project officer level, you are not a
decision maker about the projects. You could
come in with lots of projects to initiate, have
happen and carry out, but you end up working in
the framework of someone else‟s favourite
projects, but that is the case anywhere, where you
are not the manager (Teresa, I).
Starting career in professional world was really
exciting, finishing studies for the time being.
Looking forward to working with people, when I
had been there before, people nice and warm
welcoming, special collections, pictures, historical
nature, prestige of the collection, walking into the
building, special place, can take pride in the
institution. Stressful about getting knocked back
for job with parents supporting through university
and not living up to what they had invested in me
emotionally and financially (Hannah, I).
Resources available, budget, staff, new initiatives
that I could undertake, privileged position in
organisation. Opportunity particularly excited me
when I first started. Happy to do my job,
promotion not a big deal at that stage (Lydia, I).
Happy to be in a curatorial position, long term
goal for many years. Building skills to apply to
new roles and confident in applying for new
positions knowing I have some skills and
knowledge. Happy to have the chance to work in a
cultural institution. When young, with talking to
other people, realise you have to take a chance.
Could have gone into other paths, education, but
only young, want to do this now – did not want to
give up. Not a graduate position but consider the
work equivalent to a graduate position so really
happy (Melissa, I).
Learning processes, putting theory into practice.
Opportunity to grow both professionally and
personally. Explaining topics to public was a real
challenge. Grappling with theoretical concepts
and breaking down for the public (Anna, I).
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Were these expectations met? (Interview
2.1)
Work was what I expected. A lot more projects
that are interesting than I expected. Autonomy
was still an issue but found out ways to work
within the framework. Understand systems and
how things happen (Teresa, II).

Yes, expectations met. Learnt a lot on
rotations, good start for career. Exhausted but
a good year. Morally repaid parents for
investment in qualifications (Hannah, II).

Good opportunity, totally focused on new
stream and absorbed in new institution. A
definite career move. Sought out professional
development. got to represent institutions,
engaged with senior management and exposed
to new ideas (Lydia, II).
Gained experience, work specific to interests.
Reality a bit different – very desk based – not
in and out of the repository. Built up
knowledge, so a good step, but limited
professional development (Melissa, II).

Expectations were met. Working with a
coherent group. Processes changing, grown
professionally, more assertive in my
knowledge. Still in the same position. Finding
out more knowledge (Anna, II).
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Appendix I: Expectations about experiences over the second year
What the research participants were looking
forward to in their second year (Interview 2.10)
Looking forward to getting on with projects as
part of a team working on galleries development
and developing web-content. There are now too
many projects that are really interesting. Hope
over next 6 months, getting better routine with
work, family and study. (Teresa, II).
Stability, being somewhere for length of time
Improving knowledge and skills about managing
the collection. More on archival knowledge.
Travel plans and more professional experience.
(Hannah, II).
Being part of the area, still looking at team
building and resolving issues. Maximising
opportunities with the new plan, seeing how
management articulating strategic directions,
particularly interesting. There was start of a
change from being a newcomer to passing on
learning to new staff. Looking forward to informal
mentoring of new staff (Lydia, II).
I will be moving interstate for family reasons, so
looking forward to what that might bring. Gaining
a position to build on skills I have gained. Looking
forward to new challenges. Maybe study, depends
a bit on the job. Using study to make contacts in
the industry. Applying for new jobs, either
permanent or contract (Melissa, II).
Continuing on with the project and reaching the
community with my work. Gathering more oral
histories. Text label writing for exhibitions.
Building gallery from scratch, working out
physical layout, had done some pre-fabricated
work with internship. Being asked for ideas for
overseas travel for gallery work. Acting APS4
possibilities for the remainder of the contract
(Anna, II).
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Were these expectations met? (Interview
3.1)
New position came up part way through second
year in different area of same institution.
Moved at same level from first position where I
was not happy. Delighted to leave and now
devising programs interpreting collection
(Teresa, III).
Stability kind of met. Mostly worked with
archival collection, but rotations into reference
and curatorial areas. Acting APS5. Increased
knowledge and skills, especially in archival
areas (Hannah, III).
Expectations were met. Still regarded as a new
person. I want to get past that perception. I
have been more pro-active with rotations and
other development opportunities. There are
new team members so building skills. I am still
here. Reference services expanding with
additional funding (Lydia, III).
Moved to new institution interstate for family
reasons. Contract for 12 months. A shift in
focus to more design and art- had missed the
creative element in previous role. More aware
of directions with registration. APS4 level
higher than expected. Love the work. No study
yet as too busy (Melissa III).
Still on same project, but change for a while.
Looking at curator work plus multi-media for
exhibition design. Good environment. More
guidance on oral history, still want feedback.
Text writing exhibition. Missed out on
permanent APS4, but some higher duties at
APS4 level. People I work with wonderful
(Anna, III).

Appendices

Appendix J: Reflections on career expectations over the two years
Reflections on career options after first year
(Interview 2.8)
Need new goals and a mentor, curatorial jobs very
competitive, need a PhD to get promotions. I like
research but do not want to do a PhD, so
expectations need to change – maybe registration
(Melissa, II).

Reflections on career options after second
year (Interview 3.9)
New organisation, new areas to explore, as a
shift from straight curatorship to more
registration and exhibition work – just love the
position (Melissa, III).

Feel I am on a curatorial path within the branch
but look at future after going overseas (Hannah,
II).

Expectations changed, working in different
area of same organisation, but happy with
change of direction and acting exceeded
expectations (Hannah, III).

Prefer not to be in current position, but learnt a
lot about myself, being an employee and the public
service. Permanency still not major but juggling
contracts difficult, even if I have freedom of being
on contract (Alice II).

Still no expectation of permanence, but
different area for another year and acting
exceeded expectations. Can see options to
move around (Alice, III).

There were no opportunities for change or
promotion, but wanted to see a project completed
as it would look good on my CV for when I do
start applying (Teresa, II).

Changed jobs in same organisation, different
area, a whole new direction of my career,
loving it (Teresa, III).

I had applied to do one job, but 12 months later I
am still doing another position. Even though I am
acting it is not the work I really want to do (Liam,
II).

Disappointed that there has been no change,
no acting opportunities, still passionate, but
happier to stay than I was 12 months ago
(Liam, III).

There were no job prospects, jobs not being filled
but I was keen to have more challenge so started
looking for positions in other institutions (Nadia,
II).

Did not expect to be at the same entry level
financially as I was doing work at a higher
level but not being recognised. There were no
opportunities to work in other areas or get
acting (Nadia, III).
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