
Signature padagogies are the 
methods and practices that inform the education 
of students for entry into working within a specific 

profession or industry:  
Characteristics of signature pedagogies comprise:

Surface (concrete, operational aspects), Deep (assumptions 
inherent to the practice and knowledge base), Implicit (linked to 

moral and ethical considerations) and Not (i.e. that which is missing). 
Signature pedagogies are pervasive, perfomative, active and 
interactive…which lead to….thinking and doing with integrity

(Chick, Haynie & Gurung, 2012).

Sims and Shreeve (2012) defined art & design signature pedagogies 
as: The studio, The brief, The crit, The sketchbook, Research 

and Coping with ambiguity 
Note: reference to ‘Not’ was omitted, which lends suggestion 

that the missing factor could be suggested to be explicit 
reflective practice, which may possibly result from a lack 

of allegiance to a professional body with standards, 
principles or policies by which to practice?

The Experiential Learning Cycle, 
introduced by Lewin, adopted by Kolb and widely adapted 
by other educationalists (Jarvis, 2004), maintains validity to 

facilitate learners to actively engage with a concrete experience, 
reflect upon that experience and subsequently construct 

generalizations that lead to engagement in new or continued 
experiences that can be tested through further reflection. 

Cowan (1998) makes a valid critique regarding the omission of 
facilitator input to support these actions, which despite acknowledge-
ment of difficulty for less-independent learners, supports application 

with student independence during industry practice placement 
experiences.

Self-efficacy is a social cognitive theory based on personal 
perceptions of ones’ abilities for undertaking task performance 

within a specific context; informed by: prior experience, vicarious 
experience, verbal persuasion and physiological and affective states 

(Bandura, 1986). 
Self-efficacy has relevance for this study in that perceptions of ones’ 

capabilities are integral to inform reflective practice.

Threshold concepts describe 
transformative understanding of concepts previously 

unknown (Meyer & Land, 2003). 
Characteristics comprise: core concepts, transformative, 

irreversible (not usually forgotten once learned), integrative 
(enables links with other related concepts), bounded (defined, has 
parameters that can allow insight to other thresholds) and trouble-

some – defined by Perkins (1999) as knowledge that initially appears 
problematic, opposing or absurd to comprehend. 

Troublesome knowledge can be further 
differentiated into varied forms: alien, tacit, inert and ritual (diagrams, 
names/dates). These objective characteristics require activation that 

can be achieved through liminality: the bridge along which 
transformative occurs. This can be a messy trajectory (Cousins, 

2006) through which questions arise of what are the core 
concepts for learning and subsequently how differently are 

these perceived by the tutor, student and employer? - 
which leads to consideration for moving away from 

theories of individualisation towards those that 
support student learning within a social 

(work) context.

Schön (2003) differentiated reflection into 
two types: reflection-in-action that links with recent 

or immediate experiences, aligned to Cowan’s (1998) 
imminent planning that allows for structure and next stage 

developments to be integrated and 
reflection-on-action that fits the assumed role for reflection in that 

past experiences are considered; 
reflection-for-action, expounded by Schön but named by Cowan 
(1998), initiates learning within subsequent situated activity that is 

appropriate for students to assimilate practice placement learning for 
continuing skill development towards employment. 

Each type of reflection is concordant with meta-reflection 
(Dewey & McDermott, 1973) 

Doloughan (2002) discusses the qualities and differences of 
communication within arts practice versus other disciplines, 

which supports implication that art and design students 
notoriously struggle with written reflective practice. As an 

aid to supporting reflection, the use of visuals should 
be considered.

.

Critical thinking (Brookfield, 1987) 
promotes Schön’s concept of reflective theories-in-
use to promote worker identities and communication 

 in the workplace. Students’ on placement are well
 placed to support this through having been exposed to 
theoretical perspectives at college and then tasked to 
apply these within industry settings. Students can aid 

‘dialectical analysis’ (p138) amongst colleagues 
whereby anomalies can readily be identified and 

explored.

Actor-Network Theory (ANT) was 
developed by Bruno Latour, John Law, Michel Callon 

and others (Latour, 2005). 

ANT is a social-constructivist theory that supports the 
intended research study through a ‘dynamic translation’ of 

networks across education and employment that are 
non-human, material and organisational as well as human, 

semiotic and conceptual. 

Influenced equally by the social-cultural 
background of the actants (which is applicable for the 

intended focus of student, personal reflection) as 
well as the non-human: visual 

representations within reflective reports.

Relationships 
between thinking - seeing 

and language - image highlight the 

use of semiotics: the meaning 
allocated to signs to communicate 

specific concepts (Davis, 2012). Founded 
by Ferdinand de Saussure and Charles 

Sanders Pierce. The complexity of 
semiotics aligns with Perkins’ (1999) 
troublesome knowledge, suggesting 
the combined use of text and image 

within a reflective report can 
effect a threshold 

concept.

In pertaining to theories of graphic 
design, Balchin & Coleman (1966) 

defined graphicacy as the compliment 
to literacy, numeracy and articulacy to aid 

communication understanding, which 
supports application to all learners, 
including the disciplines within the  

creative industries.

Rooted in humanism 
with a grounded theory 

perspective, 

photo journalism is 
appropriate to aid understanding the 

student-experience. Multiple definitions 
pervade due to varied stances from 
individuals and corporate working 

methodologies. Irby ‘s definition, cited by 
Busst (2012; p40) appears most 
relevant for the research context: 

’the craft of employing photo-
graphic storytelling to 

document life’.

Background
Interest to investiage creative industry student 
employability stems from my teaching practice in FE, 
HE and with diverse communities to facilitate 
engagement in art and design. This subsequently led 
to further study as an occupational therapist and 
working in HE Widening Participation in an attempt to 
combine arts and health.

HE has an economic role to support and prepare 
students for professional practice working (Kerins, 
2011), which reinforces that education and 
employability are integral. Increases to fees, reduced 
applications to HE (UCAS 2012) and on-going 
unemployment reinforce the employability agenda for 
UK HEI’s. This situation led me to investigate ways to 
improve student employability that resulted in a 
Fellowship award (Raven & Raven, 2013). Findings 
identified student on-course practice placement 
reports that included visual documentation were key to 
supporting learning and employability. 

The use of visuals enhanced skills for reflection and 
articulation and contributed to successful job inter-
views, which has informed my intended focus for 
doctorate study.

Self
Within art and design education the scholarship of 
teaching and learning is foremost 
characterized by encouraging students’ to be 
individual and have original thoughts towards creative 
design solutions, which are made apparent through 
personal sketch booking, design development and 
final outcomes. Within this, problem solving and 
reflection are often tacit practices, enmeshed within 
the design process (Rutherford & Bartholomew 2013). 
Moon (2004) emphasized the relevance of reflection 
as being key to underpinning students’ thoughts and 
articulation towards the development of ongoing and 
meaningful 
practice, as well as being inherent to employer 
recruitment criteria e.g. abilities for self-direction, 
self-awareness and self-motivation. Towards 
employability within the creative industries, students 
have opportunity to gain real-world experience via 
practice placements that are assessed via a written 
reflective journal or report. 
In support of increased understanding for student 
preparedness for industry practice, a series of learning 
theories are considered.

Further questions
The selected theories/models draw upon educational, 
psychological and anthropological perspectives to 
enable holistic insight to the intended research. 
The top down visualization of the poster illustrates 
how, through effective reflection, the individual student 
can transition into the workplace. Theories to support 
how reflection might be made visual are considered 
with indication that mastery of skills feeds back into 
the workplace and the self, which leads to suggestion 
for developing professionalism and support for life 
long learning. 
Questions relevant to each theoretical stance have 
been identified above. Consideration might also be 
given to the ‘science’ of the creative industries and 
how specific traditions and behaviours of these 
multifarious practices (within education and work) 
might impact upon the individual and collectives 
(Fogelberg & Frauwirth, 2010). 
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Communities of Practice (Wenger, 1998) expounds learning to be societal, related 
to real-world lived experiences whereby communities of people contribute to the 
construction and continuation of identities inherent to group learning named: mutual 
engagement (associated with participation), shared repertoire (associated with member 
tasks and responsibilities) and joint enterprise (associated with member accountability and 
negotiation). Each identity contributes to the coherency and sustainability of that community. 
Reification ‘gives form to experience’ (p68), adding concreteness to abstraction e.g. 
reflective practice aims to objectify random thoughts in response to placement experiences. 
Wenger (1998) defines four dualistic ‘learning architectures’ (p230) that are inherent to a 
‘design space’ (p236) that act as  necessary requirements: participation-reification, 
designed-emergent, local-global and identification-negotiability. Within the context of 
the intended research these aspects are key to inform reflective practice and the designed 
outcome.

Legitimate Peripheral Participation (LPP) (Lave & Wenger, 1991).
In contrast to the complexity of the model of transitional learning, LPP can be simplistically be 
conceptualized as centripetal learning that occurs during active participation within a specific 
context. LPP considers the range of stakeholders, with specific consideration for 
newcomers, from novice to expert and incorporates social and cultural aspects, which can 
lead to tensions and link with affective states within troublesome knowledge. 
Greater understanding of the newcomer journey and interaction with colleagues can be 
derived through reflective practice. 

Activity Theory, developed by theorists including Vygotsky and Engeström towards the 
promotion of expansive learning that considers the way in which individuals make meaning 
from interaction within specific social contexts, which are bounded by specific tools or rules 
(Engeström, 1999., Keating, 2005). 

The use of visuals to support and improve student reflection 
(to enhance employability within the creative industries)

Lesley Raven r003738d@staffs.student.ac.uk

Tools
Following on from consideration of theories of 
independent learning and those related to transitions 
into workplace practice, consideration is now given to 
a range of theories derived from creative, science and 
technology disciplines to support the visual-textual 
reification of the transitional and transformative 
experiences by creative industry students. 

Visual evidence
Edward Tufte, leading authority re information visualisation, defined visual evidence as: 
the whole world of seeing and thinking, bringing together how seeing and therefore thinking 
could be intensified (cited by Zachary & Thralls, 2004).
This duality of seeing and thinking was conceptualised as a visualisation pipeline by Chen & 
Floridi (2013) whereby the ‘seeing’ related to cognition and ‘viewing’ related to the 
participation, engagement and skill mastery 
Questions for which information students might wish to evidence leads to a definition of 
representation. Davis (2012) cited the sign as the fundamental unit of representation: 
‘something that stands for something else to someone in some respect’ (p35), which is
an open description that allows the student to select appropriate images and in doing so 
develop a taxonomy of objects of reification.

Digital literacy
A description of digital literacy encompasses the skills and abilities required for digital 
working and communication during education, employment and life long learning (Littlejohn, 
Beetham & McGill, 2011). Kirk & Pitches (2013) proposed a model of digital reflection for 
application with creative arts students. The model was found useful to conceptualise the 
triadic process to ‘capture... documentation… reflection’ (p226) to support the final, synthe-
sised reflective output.
Further findings identified possible benefit for students (if skill competencies/deficiencies for 
digital practices were acknowledged). Further, Bhatt (2012) identified beneficial possibility to 
enhance written course-work assignments using social media forms of digital literacy, which 
given the proliferation of Facebook, Twitter and other modes of social networking, lends 
support for application with varied cohorts.

Creative Practice
Tracey’s Model of Creative Practice, cited by Kirk & Pitches (2013), comprises four 
components: preparation, play, exploration and synthesis, which support Actor-network 
theory through foci on reflection-on-creative practice (human) as well as developing creative 
forms of reflection (non-human). 
Questions for which type of ‘preparation’ might be appropriate or beneficial lend support for 
consideration of playfulness. During adulthood child-play evolves into playfulness that was 
identified to comprise five components (Guitard, Ferland & Dutil, 2005), which are worthy of 
investigation to improve engagement with reflective practice.

Unreferenced images/diagrams are the author’s own.

Transitional Theory (Wildemeersch & Stroobants, 2009). 
Developed from individualisation as a step towards incorporating repertoires for working. 
Transitional theory comprises the development of understanding one’s identity and learning 
biography and how these interact with social and work related contexts. This is a complex 
stance with multiple and layered characteristic that intersect and overlap and in doing so 
reflect the complexity of learning in the workplace, which requires further consideration 
throughout the intended study. 
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A model of Activity Theory (adapted from Engeström, 1999)  

Four dimensions of design for learning (Wenger, 1998) 

A Model of Transitional Learning (Wildemeersch & Stroobants, 2009) 
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Adapted from Kirk & Pitches’ (2013) model of ‘digital reflection’ 
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