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Abstract 
 

Future proofing the degree apprenticeship workforce 

- an exploratory study of resilience behaviours, 

resources and risks 

Lisa Rowe 

The Higher Education Institution (HEI) employer interface has attracted much 
attention recently, particularly over dissatisfaction with graduate work-readiness. 
Concurrently, pressure upon new graduates is accelerating through the 
unprecedented pace of global change in technologies, communications and 
robotics, revolutionising the workplace and requiring new lifelong learning strategies 
which embed critical transferable skills and resilience to adapt, thrive and perform 
effectively in an increasingly unpredictable global environment. Degree 
apprenticeships developed to counter such skills issues have forced HEIs to adapt 
pedagogic strategies and adopt work-based learning frameworks to ensure curricula 
meet new political apprenticeship reforms. The extant literature reflects an 
increasing demand for employee resilience, yet despite widespread 
acknowledgement that employability is dependent upon a self-driven and evolving 
conceptual toolkit containing resilience and transferable skills, there remains a 
dearth of research into the complex, multi-faceted interrelationships between 
resilience and skills. Central to this research is an examination of the influence of 
degree apprenticeship programmes upon resilience development within this 
evolving generation of learners, and the potential limitations caused by wider 
influences that shape resilience across a range of occupational settings. The theory 
of resilience is therefore a highly relevant conceptual lens with which to explore the 
experiences of degree apprentices, their employers and the academic team within a 
UK Business School. 

This research is particularly distinctive in its adoption of a qualitative approach to 
investigate the impact of situational influences upon resilience by incorporating a 
range of settings and professions. It provides a holistic evaluation involving multiple 
stakeholder perspectives to produce a contemporary view of funded HE work-based 
learning programme provision. The use of qualitative methods has added depth to 
the data, through the provision of rich and thick description to illustrate correlations 
between the characteristics and behaviours demonstrated by resilient students, 
highlighting the broader influences of environmental factors upon resilience. As 
such, this research makes an original contribution to the extant body of knowledge 
over the conceptualisation of resilience, revealing new insights into the influence of 
background and upbringing, goal setting and leadership competencies. Previously 
unexplored contextual tensions emerge, revealing challenges to educational 
providers’ perceptions of innovative pedagogies and exposing weaknesses in 
current practice. Together the findings and recommendations offer the opportunity to 
develop effective pedagogic practice, transferable to any work-based programme 
across a range of disciplines, further increasing the significance of this study.  



 3 

Table of Contents 

 

Abstract .................................................................................................................... 2 

Table of Contents ..................................................................................................... 3 

Appendices ............................................................................................................... 9 

Table of Figures ...................................................................................................... 10 

Table of Tables ....................................................................................................... 10 

Glossary of Abbreviations ....................................................................................... 11 

Dedication............................................................................................................... 12 

Acknowledgements ................................................................................................. 13 

Chapter One ........................................................................................................... 14 

Introduction ............................................................................................................. 14 

1.1 Introduction ....................................................................................................... 14 

1.2 Degree Apprenticeships .................................................................................... 15 

1.3 Resilience and Skills ......................................................................................... 16 

1.4 Problem, Aims and Research Objectives .......................................................... 21 

1.5 Overarching Context of the Research ............................................................... 22 

1.6 Research Paradigm, Methodology and Methods Overview ............................... 22 

1.7 Significance of Research and Contribution to Knowledge ................................. 23 

1.8 Thesis Structure ................................................................................................ 25 

1.9 Summary of Introduction ................................................................................... 27 

Chapter Two ........................................................................................................... 28 

Contextual Review .................................................................................................. 28 



 4 

2.1 Introduction to the Contextual Review ............................................................... 28 

2.2 Degree Apprenticeships in Higher Education .................................................... 29 

2.3 Future Workforce Demands .............................................................................. 31 

2.4 Summary of Contextual Review ........................................................................ 34 

Chapter Three ........................................................................................................ 36 

Literature Review .................................................................................................... 36 

3.1 Introduction to the Literature Review ................................................................. 36 

3.2 Conceptualisation of Resilience ........................................................................ 38 

3.3 Influential Internal Factors for Resilience Development – Skills, Traits & 

Behaviours.............................................................................................................. 42 

3.4 Influential External Factors for Resilience Development ................................... 44 

3.4.1 Influential External Factors - Impact of Stressors upon Learner and Workplace 

Behaviour ............................................................................................................... 45 

3.5 Influential External Factors - Impact of Protective Pedagogic Resources upon 

Learner and Workplace Behaviour .......................................................................... 49 

3.5.1 Protective Pedagogic Resources - Work-based Learning and Reflective 

Practice .................................................................................................................. 50 

3.5.2 Protective Pedagogic Resources - Academic Tutors ...................................... 53 

3.5.3 Protective Pedagogic Resources – Mentors................................................... 54 

3.5.4 Protective Pedagogic Resources - Shared Learning Networks ...................... 56 

3.6 Summary of Literature Review .......................................................................... 58 

Chapter Four .......................................................................................................... 63 

Methodology & Methods ......................................................................................... 63 

4.1 Introduction to Methodology & Methods ............................................................ 63 



 5 

4.2 Research Philosophy ........................................................................................ 65 

4.3 Research Design .............................................................................................. 68 

4.4 Data Collection ................................................................................................. 70 

4.4.1 Sampling Strategy .......................................................................................... 72 

4.4.2 Unstructured Interviews ................................................................................. 74 

4.4.3 Questionnaires ............................................................................................... 74 

4.4.4 Semi-Structured Interviews ............................................................................ 79 

4.5 Data Analysis .................................................................................................... 82 

4.5.1 Unstructured Interview Analysis ..................................................................... 84 

4.5.2 Questionnaire Analysis .................................................................................. 84 

4.5.3 Semi-Structured Interview Analysis ................................................................ 85 

4.6 Ethical Considerations ...................................................................................... 88 

4.7 Limitations ........................................................................................................ 89 

4.8 Summary of Research Methodology and Methods ............................................ 90 

Chapter Five ........................................................................................................... 91 

Research Findings .................................................................................................. 91 

5.1 Introduction to the Findings ............................................................................... 91 

5.2 Stage One: Questionnaires ............................................................................... 92 

5.2.1 Stage Two: Semi-Structured Interviews ......................................................... 92 

5.3 Stage One: Questionnaires - Brief Resilience Scale Data ................................. 94 

5.3.1 Brief Resilience Scale - Performance on Programme .................................... 96 

5.3.2 Summary of Stage One.................................................................................. 97 

5.4 Theme 1 – Lack of Consensus Over the Notion of Resilience ........................... 98 



 6 

5.4.1 Category 1 – Apprentices ............................................................................... 99 

5.4.2 Category 2 – Employers............................................................................... 100 

5.4.3 Category 3 – Personal Academic Tutors ...................................................... 102 

5.4.4 Summary of Theme 1 – Lack of Consensus Over the Notion of Resilience .. 103 

5.5 Theme 2 – The Importance of Goal Setting and Purpose ............................... 103 

5.5.1 Category 1 - Study Context .......................................................................... 104 

5.5.2 Category 2 - Work Context ........................................................................... 106 

5.5.3 Category 3 - Personal Context ..................................................................... 107 

5.5.4 Summary of Theme 2 – The Importance of Goal Setting and Purpose ......... 109 

5.6 Theme 3 – The Ability to Effectively Manage Self and Others ......................... 109 

5.6.1 Category 1 – The Importance of Self-Awareness ......................................... 110 

5.6.2 Category 2 – Building Positive Relationships with Others ............................ 112 

5.6.3 Summary of Theme 3 – The Ability to Effectively Manage Self and Others .. 114 

5.7 Theme 4 – The Realities of Studying Whilst Working Full-Time ...................... 115 

5.7.1 Category 1 – Pressure Created by Study ..................................................... 116 

5.7.2 Category 2 – Pressure Created Within the Workplace ................................. 119 

5.7.3 Category 3 – Pressure Created at Home ..................................................... 122 

5.7.4 Summary of Theme 4 – The Realities of Studying Whilst Working Full-Time122 

5.8 Theme 5 – The Importance of Programme Activities and Resources .............. 123 

5.8.1 Category 1 – Planning and Completing Workplace Projects ........................ 124 

5.8.2 Category 2 – Access to a Supportive Network ............................................. 127 

5.8.3 Summary of Theme 5 – The Importance of Programme Activities and 

Resources ............................................................................................................ 131 



 7 

5.9 Summary of Findings ...................................................................................... 131 

Chapter Six ........................................................................................................... 136 

Discussion ............................................................................................................ 136 

6.1 Introduction ..................................................................................................... 136 

6.2 Influential Internal Factors ............................................................................... 137 

6.2.1 Background and Upbringing ......................................................................... 138 

6.2.2 Goal Setting and Purpose ............................................................................ 140 

6.2.3 Underpinning Skills and Behaviours ............................................................. 142 

6.3 Protective External Resources ........................................................................ 144 

6.3.1 Reflective Practice ....................................................................................... 145 

6.3.2 Personal Academic Tutors ........................................................................... 147 

6.3.3 Learning Network ......................................................................................... 149 

6.3.4 Workplace Mentors ...................................................................................... 152 

6.4. Risk Factors and Stressors ............................................................................ 154 

6.4.1 Pace of Study .............................................................................................. 154 

6.4.2 Work-based Projects .................................................................................... 155 

6.4.3 Feedback Methods ...................................................................................... 157 

6.4.4 Workplace Stressors .................................................................................... 158 

6.4.5 Performance Pressure ................................................................................. 160 

6.5 Summary of Discussion .................................................................................. 162 

Chapter Seven ...................................................................................................... 164 

Conclusions and Recommendations for Future Research .................................... 164 

7.1 Introduction to Conclusions and Recommendations for Future Research ....... 164 



 8 

7.2 Methodological Reflections ............................................................................. 165 

7.3 Contribution to Knowledge .............................................................................. 166 

7.4 Recommendations for Future Research .......................................................... 174 

7.5 Conclusion ...................................................................................................... 175 

References ........................................................................................................... 177 

Appendices ........................................................................................................... 201 

 

  



 9 

 

Appendices 

Appendices ........................................................................................................... 201 

Appendix 1 - The Service Based Skills Framework, Smith & Paton (2014) ........... 201 

Appendix 2 - Chartered Manager Degree Apprenticeship Standard ...................... 202 

Appendix 3 - Taxonomy of Workplace Skills, Competencies and Behaviours ....... 204 

(Smith & Paton, 2014; CMI, 2015; CBI, 2016b) ..................................................... 204 

Appendix 4 - Summary of skills, traits and behaviours thought to underpin the 

construct of resilience ........................................................................................... 207 

Appendix 5 - Brief Resilience Scale (BRS), Smith et al. (2008) ............................. 208 

Appendix 6 - Degree Apprentices’ Questionnaire.................................................. 209 

Appendix 7 - Pilot Test Questionnaire, Bell (1999) ................................................ 222 

Appendix 8 - Overview of Formative Interview Guide for Semi-Structured Interviews223 

Appendix 9 - Participant Information Sheet & Consent Form ................................ 228 

Appendix 11 - Early Conceptual Ideas from Preliminary Interviews & Questionnaires233 

Appendix 12 – Excerpt of Transcript and Coding .................................................. 235 

Appendix 13 - Mind Map – Making Sense of the Data .......................................... 235 

Appendix 14 - Brief Resilience Survey Results Applied to Level 4 CMDA Learners, 

Smith et al. (2013) ................................................................................................ 238 

Appendix 15 - Comparison of BRS Scores, Mentors and Inspirational .................. 240 

Role Models .......................................................................................................... 240 

Appendix 16 - Summary of Recommendations for Resilience Enhancing Strategies 

in Part-time and Apprenticeship Programmes ....................................................... 242 



 10 

Table of Figures 

Figure 1 - Overview of Contextual Review Chapter .................................................29 

Figure 2 - Overview of Literature Review Chapter...................................................38 

Figure 3 - Summary of Key Themes Drawn from the Literature Review ..................62 

Figure 4 - Level 4 CMDA Brief Resilience Scale Scores .........................................95 

Figure 5 - Brief Resilience Scale and Academic Achievement Comparison ............97 

Figure 6 - Thematic Map: Lack of Consensus Over the Notion of Resilience ..........98 

Figure 7 - Thematic Map: The Importance of Goal Setting and Purpose ............... 104 

Figure 8 - Thematic Map: The Ability to Effectively Manage Self and Others ........ 110 

Figure 9 - Thematic Map: The Realities of Studying Whilst Working Full-Time ..... 115 

Figure 10 - Thematic Map: The Importance of Programme Activities and Resources

 ............................................................................................................................. 124 

Figure 11 - Research Objectives Mapped Against Themes Drawn from the Data . 134 

Figure 12 - Resilience Process and Resources for Degree Apprenticeships and 

Executive Education (Rowe, 2019) ....................................................................... 167 

Figure 13 - Transactional Details of the Apprentices' Programme Journey (Yin, 

2018; Rowe, 2019) ............................................................................................... 172 

Table of Tables 

Table 1 - Schedule of Data Collection and Analysis Methods .................................70 

Table 2 - Overview of Data Collection Methods Mapped to the Research Objectives

 ...............................................................................................................................72 

Table 3 – The Cycle of Data Analysis (Braun & Clarke, 2006) ................................83 

Table 4 – Stages One and Two: Questionnaire and Semi-Structured Interview 

Response ...............................................................................................................94 



 11 

 

Glossary of Abbreviations 

 

Abbreviation Explanation 

BA (HONS):  Bachelor of Arts (Honours) 

BIS:  Department for Business, Innovation and Skills 

BRS:  Brief Resilience Scale 

C&GG:  City and Guilds Group  

CABS:  Chartered Association of Business Schools 

CBI:  Confederation of British Industries 

CIPD:  Chartered Institute of Personnel and Development 

CMDA:  Chartered Manager Degree Apprenticeship 

CMI:  Chartered Management Institute 

CWRS:  Centre for Work Related Studies 

DFE:  Department for Education 

FE:  Further Education 

HE:  Higher Education 

HEI:  Higher Education Institution 

IFA:  Institute for Apprenticeships 

ILM:  Institute of Leadership and Management 

PAT:  Personal Academic Tutor 

RRC:ARM:  Resilience Research Centre: Adult Research Measure 

RRC:CYRM:  Resilience Research Centre: Child and Youth Research 

Measure 

SLMDA:  Senior Leaders Master’s Degree Apprenticeship 

UK:  United Kingdom 

UKCES:  UK Commission for Employment & Skills 

UNESCO:  United Nations Educational, Scientific and Cultural 

Organisation 

 

  



 12 

 

Dedication 

This thesis is dedicated to the memory of my father Clive Albert Brown who worked 

tirelessly for his three children to access the best education available at that time 

and who would have been so very proud.  

 

 

 

 

 

 

 

 

 

 

 

 

  



 13 

Acknowledgements 

I would firstly like to express my heartfelt thanks to two very special supervisors, Dr. 

Neil Moore and Professor Danny Moss at University of Chester. You have both played 

an incredible role in my work, providing inspiration and support not only throughout 

my doctoral journey, but also throughout my entire academic career. Your unfailing 

encouragement has made me who I am today and will continue to push me far 

beyond what I ever thought possible, for which I will be eternally grateful.      

I would also like to thank Professor Tony Wall as the second reader of this thesis. His 

door was always open whenever I had a query about my research or writing and he 

has encouraged me to step out of my comfort zone and begin the journey of an early 

career researcher.  

I could not have carried out this research without the support and generosity of my 

colleagues in CWRS who have encouraged me to keep going and created sufficient 

space when I was distracted from the “day job” by writing. A particular mention must 

go to the amazingly talented Ali Burkett who has held the degree apprenticeship fort 

on countless occasions and has been an absolute rock over the past three years.  

I would also like to thank the fantastic apprentices, employers and academics in 

CWRS whose expertise and honestly have contributed towards this research project. 

Their stories are truly humbling and without their passionate participation and input, 

the research could not have been conducted. 

Finally, I must express my profound gratitude to my amazing husband Peter, our two 

very special sons, Jordan and Zach and our dog Socks, all of whom have kept me 

going. You have each provided me with unfailing support and continuous 

encouragement throughout the long years of becoming an academic, researching and 

writing this thesis. This accomplishment would never have been possible without your 

patience throughout all those early mornings, late nights and weekends, and 

especially during our wonderful holidays in the motorhome which have been 

characterised by the shuffling around of countless papers, books and a very unwieldy 

laptop. Thank you.  

Lisa Rowe  

  



 14 

Chapter One 

Introduction   

 

1.1 Introduction  

My background is very much grounded in the commercial world, with University 

study only materialising as a partially sponsored option mid-career whilst remaining 

in a challenging full-time management role. As a result of my experience as a 

student I developed a keen interest in working within Higher Education (HE), 

particularly when an opportunity arose to develop a master’s programme to support 

employers and learners such as myself. My career has developed with a focus upon 

the provision of accredited executive education, through the development of work-

based postgraduate and undergraduate programmes, specifically within the context 

of business leadership and management.  

I currently lead the development and growth of business and management 

undergraduate and master’s degree apprenticeships, working collaboratively with 

business leaders, professional institutes, other universities and faculties to ensure 

the cohesive design and development of a comprehensive and accredited portfolio 

of programmes, to meet the needs of a wide range of organisations across a 

number of sectors. I am committed to working in partnership with employers to more 

effectively develop relevant, practical, transferable skills in learners, creating 

adaptable and enabled lifelong learning professionals who can raise performance 

levels and respond to critical workforce development. 
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1.2 Degree Apprenticeships 

The research proposed here is significant for two reasons. The first is to inform 

global Higher Education Institution (HEI) practice and pedagogic development, 

particularly in terms of work-based learning and degree apprenticeship programme 

design and delivery in light of new political apprenticeship reforms. Delivery of 

business management and leadership degree apprenticeships commenced in late 

2016 across England, therefore this is one of the first studies based upon this type 

of programme.  

The introduction of degree apprenticeships is one of the biggest changes in higher 

education for decades, hailed by Jeffrey (2016, p.1) as “the greatest opportunity 

ever seen for anyone concerned with skills and employment”, similarly described by 

the City & Guilds Group Industry Skills Board (C&GG, 2015) as a sustainable 

prospect to simultaneously develop relevant talent whilst offering a viable alternative 

to traditional degree programmes. Whilst the United Kingdom (UK), Germany and 

Australia have historically delivered vocational apprenticeships, this is the first time 

that non-technical apprenticeships have become a funding and delivery mechanism 

for degree and master’s programmes. The fundamental concept is that degrees are 

designed, and subsequently delivered in partnership with employers and 

professional bodies, intended to solve employability and professional competence 

issues. Funding is sourced via an employer levy of 0.5%, payable from April 2017 by 

organisations with a payroll exceeding £3 million, whilst smaller organisations 

receive notable support (Department for Business, Innovation and Skills (BIS), 

2016).  

Early research by both the Confederation of British Industries (CBI, 2016a) and the 

Institute for Apprenticeships (IfA, 2018) suggests employer reconfiguration of 

internal training policies to recoup levies, emphasising concerns that existing 
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training and development programmes have been repositioned as apprenticeships, 

resulting in a funding review and reduction from £27,000 to £22,000 from March, 

2019. Correspondingly, current statistics confirm an exponential growth in business 

and management degree apprenticeships from just 150 Chartered Manager Degree 

Apprenticeship (CMDA) starts by June 2017 to over 2,000 during 2017/18 

(Chartered Management Institute (CMI, 2019). Nascent research into degree 

apprenticeships by Mulkeen, Abdou, Leigh & Ward (2019) and Hughes & Saieva 

(2019) has largely focused upon the opportunities and challenges of programme 

design and delivery from an institutional perspective, whilst the work of Rowe, Moss, 

Moore & Perrin (2017) concentrated upon the workplace management perspective 

rather than examining apprentice development.  

 

1.3 Resilience and Skills 

The second significant reason for this research stems from the persistent warnings 

by many influential UK bodies of the difficulty in the acquisition and maintenance of 

transferable skills in the current technological, robotic and communication evolution, 

altering the way in which people interact, form ideas and use their skills juxtaposed 

with global “megatrends” which the CBI (2018, p.6) contend are revolutionising the 

workplace (Chartered Association of Business Schools (CABS, 2014); CMI (2015); 

C&GG, 2015). The effect of fast-paced, global work environs requires lifelong 

learning that not only embraces technology but also embeds problem solving, 

communication skills and resilience in individuals, cited as the top three priorities in 

60% of recruiting companies. Indeed, employee resilience was the focus of the 

Chartered Institute of Personnel and Development’s 2011 annual conference (CIPD, 

2011) when concerns were raised over the potential effects of employee resilience 

upon productivity, performance, well-being and engagement and the body has 
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continued to maintain disquiet over resilience in the workplace (CIPD, 2018).  

The concerns over employee resilience are forcing the evolvement of knowledge 

and research into health and well-being, moving studies in workplace psychology 

such as the work of Robertson, Cooper, Sarkar & Curran (2015), to the forefront of 

human resource management. At the same time, the United Nations Educational, 

Scientific and Cultural Organisation (UNESCO, 2017) has raised concerns over 

student well-being due to global volatilities and an accelerated pace of change, 

which Stokes, Smith, Wall, Moore, Rowland, Ward & Cronshaw (2018) believe is 

forcing technological advances in study and at work, in addition to the ubiquitous 

and relentless use of social media. A number of sources including CABS (2014) and 

McIntosh & Shaw (2017) refer to the pressure of mounting student debt whilst 

Archer & Davison (2008), Yorke (2010), Hughes, Sheen & Birkin (2013) point out 

soaring employer complaints of poor graduate work-readiness, combined with 

criticism surrounding weak transferable skills creating tensions for graduates and 

educators alike over the last decade.  

Yet, despite the evident concerns over student well-being, a review of the literature 

by McIntosh & Shaw (2017) reveals limited research into the manifestation of 

student resilience, whilst earlier work by Stevenson (2016) argues for a review of HE 

support networks and development of appropriate interventions to cultivate 

influential internal factors and protective external resources thought to foster 

resilience. Kelley (2005) suggests that resilience can be influenced by an 

individual’s behaviours, thoughts and actions, which he argues can be taught, a 

view echoed by McIntosh & Shaw (2017, p.4) through HEI provision of “innovative 

pedagogies” to support resilience development. Here, Richardson (2002), Rutter 

(2006), Zucker (2006) and Johnson-Lenz (2009) support the notion that protective 

external resources such as education and mentoring can build upon internal 

capacity, shaping a combination of factors, widely accepted as the components 
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most likely to influence resilience. However, despite their extensive review of 

resilience training in the workplace, Robertson et al. (2015) are unable to confirm 

what comprises the most effective resilience training due to wide variance in design 

and implementation of interventions. 

The inception of degree apprenticeships has forced HEIs to adapt existing 

pedagogic strategies, deploying work-based learning frameworks to ensure curricula 

meet new political apprenticeship reforms. A particular hallmark here is the 

compression of learning combined with full-time work, thus creating pressure points 

or “stressors” which Lamb & Coogan (2016, p.475) warn can destabilise resilience, 

yet Vanhove, Herian, Perez, Harms & Lester (2016) argue that low-level stressors 

can promote the use of protective skills which foster resilience. King, Newman & 

Luthans (2016) describe the fundamental disagreement amongst scholars regarding 

the status of resilience as an immobile trait, or a dynamic capability in response to 

adversity. Here, a systematic review by Bryan, O’Shea & MacIntyre (2017) 

corroborates the lack of clarity surrounding the conceptualisation of resilience 

through a combination of both traits and processes, but reveals a broad consensus 

that it is dependent upon an individual’s ability to adapt to adversity and challenge. 

More recently, research by Rook, Smith, Johnstone, Rossato, Sanchez, Suarez & 

Roberts (2018) reflects continued dissent in the literature over the conceptualisation 

of resilience because of the persistent divergence over what it consists of and how it 

is influenced.  

As yet there has been no evaluation of the efficacy of the new degree 

apprenticeship programmes in developing individual skills, traits and behaviours in a 

rapidly expanding generation of business degree apprentices, or of subsequent 

workplace outcomes of engagement, performance and retention. Kossek & 

Perrigino (2016) suggest that employability is dependent upon an evolving 

conceptual toolkit containing both resilience and transferable skills and behaviours, 
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classed as internal factors by Jackson (2016). Although some extant studies 

examine the influence of internal factors and interventions upon resilience (e.g. 

Brown, 1996; Polk, 1997; Giordano, 1997; Jacelon, 1997; Grant & Kinman, 2012; 

McDonald, Jackson, Wilkes & Vickers, 2012; Cooper, Flint-Taylor & Pearn, 2013 

and Cahill, Beadle, Farrelly, Forster & Smith, 2014) quantitative methodologies 

dominate the extant literature leading to a paucity of rich and descriptive findings to 

illuminate the complex, multi-faceted interrelationships between the concepts of 

resilience and behaviours. These gaps in research into the potential for pedagogic 

interventions to influence a range of resilience resources leave an un-investigated 

opportunity ripe for exploration. 

Within this context, a critical challenge for contemporary business school education 

is to develop pedagogical interventions which might support apprentices in a diverse 

range of occupational settings, but which are also sensitive to wider influences that 

shape resilience. The introduction of degree apprenticeships presents HEIs and 

employers with an entirely unique opportunity to collaboratively design work-based 

degrees and pedagogic strategies to meet these challenges and subsequently 

improve workplace performance, engagement and retention levels. Therefore, the 

purpose of this research is twofold. Firstly, it considers the role of influential skills, 

traits and behaviours in their potential to underpin resilience. Secondly it 

investigates the effectiveness of the degree apprenticeship programme in 

supporting resilience development through innovative pedagogies, and considers 

other factors and challenges, which might impact upon an individual’s level of 

resilience. The research methodology adopts a holistic, qualitative approach to 

obtain rich, descriptive data from the three key stakeholders – employer, learner and 

provider. As such, the research is intended to inform a range of recommendations to 

pedagogic design for part-time learning programmes, sponsored degrees and other 

apprenticeships with the aim of improving learner outcomes.  
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The author has been instrumental in the development of one of the first 

management degree apprenticeship programmes in the country and is immersed in 

fast-paced developments involving government policy, employers, educators and 

apprentices. The review therefore comprises two sections, initially providing a 

detailed summary of the specific context of degree apprenticeship programmes from 

a HEI and industry perspective, followed by a detailed review of the extant literature 

of resilience, pedagogies and risk factors thought to influence its development. The 

thesis continues with a detailed methodology and methods chapter and a thorough 

overview of the research findings along with an in-depth discussion of their 

relevance to the literature and a series of comprehensive recommendations for 

future practice.  
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1.4 Problem, Aims and Research Objectives 

Problem  

To what extent might business and management degree apprenticeship 

programmes support the development of the skills, traits and behaviours 

necessary to enhance workplace resilience?  

 

Aims 

This research seeks to explore the extent to which degree apprentice participants’ 

traits and behaviours, which support individual resilience, might have been 

developed or enhanced by their apprenticeship programme experience. Specifically, 

the study aims to provide recommendations to inform the future pedagogic 

development of business and management degree apprenticeship programmes 

such that they might support learner resilience. 

 

Objectives 

• Identify whether specific traits and behaviours of apprentices may impact upon 

workplace resilience.  

• Assess the significance of the role of protective external resources for apprentices in 

underpinning resilience.   

• Examine which other factors appear to exert the greatest influence upon resilience.  

• Devise recommendations to improve and develop apprenticeship programmes in 

order to enhance resilience.  
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1.5 Overarching Context of the Research  

The University of Chester was founded in 1839, achieving University status in 2005. 

It provides an economic impact of nearly half a billion pounds and delivers 

innovative and diverse curricula to over 20,000 students through seven faculties 

across nine campuses. It has a strong focus upon collaboration with employers, 

work-based learning and preparing students for work in healthcare, teaching, 

policing, business, engineering and science. The University holds silver status in the 

Teaching Excellence Framework and prides itself on its student-centred 

environment. It has developed a Healthy University Strategy which promotes 

sustainability, well-being and physical and mental health for both students and staff.  

The Centre for Work Related Studies, situated within Chester Business School, was 

instrumental in pioneering the delivery of degree apprenticeships, launching one of 

the first open cohorts for the Chartered Manager Degree Apprenticeship in the UK in 

September 2016. At the time of writing the Centre had over 200 enrolled apprentices 

with 6 undergraduate and 6 postgraduate cohorts.  

 

1.6 Research Paradigm, Methodology and Methods Overview 

Research into resilience is largely dominated by the adoption of a positivist 

philosophical stance, which has led to an emphasis on quantitative methods of 

enquiry. Yet the adoption of this ontology can weaken the researcher’s interpretation 

of social processes because the acceptance of an objective approach externalises 

reality from the observer (Stokes & Wall, 2014). This stance appears to create 

challenges for researchers in uncovering the conceptualisation of resilience through 

skills, traits and behaviours of learners, as well as interactions with others.  
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Interpretivist ontology was adopted to inform the research, requiring inductive 

reasoning to gain insights into how personality traits and experiences might support 

an individual’s level of resilience (Neuman, 2003; Ulin, Robinson & Tolley, 2004). An 

interpretivist approach supports the opportunity to gather “rich and textured 

evidence” tempered by the inextricable link between reality and the researcher and 

the acknowledgement that acquired knowledge is formed through one’s own 

conceptions (Cameron & Price, 2009, p.56). The researcher’s close working 

relationship with the research respondents (as colleagues, employers and learners) 

permitted socially constructed data to be drawn from “conversations, meanings and 

understanding” through detailed discussion with a diversity of stakeholders 

(Easterby-Smith, Thorpe & Jackson, 2012, p.34).  

A particular requirement of this research was the examination of contextual and 

environmental factors as they are likely to affect outcomes (Kossek & Perrigino, 

2016; Malik & Garg, 2017). Therefore, the researcher has adopted the 

recommendations of Shin, Taylor & Seo (2012) and King et al. (2015) by taking a 

holistic approach in seeking the opinions of the employer, academic tutor and the 

learner to produce the detailed, thick description required to make sense of the 

research aims. 

 

1.7 Significance of Research and Contribution to Knowledge 

This research makes a significant contribution to the extant body of knowledge over 

the conceptualisation of resilience, what it comprises and how it is influenced, 

specifically in the contemporary context of apprenticeships and work-based learning. 

Uniquely, it holistically draws together a number of concepts to investigate specific 

traits and behaviours of apprentices that appear to impact upon workplace 

resilience, it assesses the role of protective external resources for apprentices in 
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underpinning resilience and examines which other factors exert the greatest 

influence over resilience.  

The majority of research into the concept of resilience has favoured quantitative 

approaches, resulting in a scarcity of research into the characteristics demonstrated 

by resilient students and facilitative environmental factors, diminishing the 

opportunity to develop effective HE pedagogic practice and policy (McIntosh & 

Shaw, 2017). However, the adoption of a qualitative approach has provided a 

uniquely descriptive data set to provide a contemporary view of funded HE work-

based learning provision. This study is particularly distinctive in its successful 

investigation into the impact of situational influences by seeking a tripartite viewpoint 

to identify the meaning and manifestation of resilience within varying situational 

contexts, exposing potential weaknesses in pedagogic practice and inconsistencies 

in both learning and pastoral support. It provides rich and thick description to 

illuminate correlations between influential internal factors, protective external factors 

and resilience, revealing new insights into the broader manifestation of resilience 

through goal setting, both at work and through the programme. Similarly, the 

existing paucity of research incorporating a range of contextual settings and 

professions increases the significance of this study (Kossek & Perrigino, 2016).   

As such, the research fills a number of existing gaps in the literature by 

conceptualising the role of resilience in apprenticeship programme delivery, which 

will subsequently inform improved pedagogic developments. Here, the thesis 

includes the contribution of two conceptual frameworks, which may be used by other 

providers of part-time, work-based, apprenticeship and/or executive education.  
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1.8 Thesis Structure 

Chapter One provides an introduction to the thesis by outlining the background to 

degree apprenticeships and the theoretical underpinnings of the research, along 

with the rationale for and significance of the research. The chapter continues with an 

overview of the research paradigm, the objectives and the HEI context in which the 

study is set. 

Chapter Two establishes the context of the research by describing the proposition 

for degree apprenticeships and the CMDA operating environment. The chapter 

includes a review of the skills, traits and behaviours required to meet the current and 

projected future demands of the contemporary workplace.  

Chapter Three offers a review of the extant literature on resilience, exploring its 

manifestation in individuals within workplace, learner and personal contexts. The 

chapter incorporates the definition and contextualisation of resilience and the 

implications and consequences of risk factors for learner and workplace behaviour. 

It also examines the pedagogic resources available to support skills and resilience 

development for learners on this type of programme including experiential learning, 

reflective practice and the role of academics, mentors and peers. 

Chapter Four discusses the methodology adopted by presenting and discussing the 

researcher’s philosophical stance, encapsulating the research design and the 

methods applied for data collection and data analysis. Limitations of the 

methodological approach are discussed and reference to ethical consideration is 

made. 

Chapter Five presents the findings and highlights a number of key emergent 

themes from the data, reflecting the diverse and complex relationships between the 

stakeholders. The evidence is presented thematically around five core themes 
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comprising; the lack of consensus over the notion of resilience, the importance of 

goal setting and purpose, the ability to effectively manage self and others, the 

realities of study whilst working full-time and the importance of programme activities 

and resources. The chapter concludes with a summary of the themes and how they 

link to the original research objectives.  

Chapter Six draws together the conceptual strands of the literature review and the 

findings through the review of the research data, ensuring the examination of a 

range of contextual factors and outcomes related to resilience capacity. The chapter 

returns to the aims and objectives and extant literature which informed the research, 

revisiting relevant and contemporary works to effectively categorise the findings and 

generate discussion accordingly.  

Chapter Seven concludes the thesis by outlining the contribution that this research 

has made to the existing body of knowledge about the conceptualisation of 

resilience, what it comprises and how it is influenced, specifically in the context of 

apprenticeships and work-based learning. The chapter incorporates a reflection and 

critique of the methodology adopted and a synthesis of the findings. It also provides 

two conceptual models, which may be used by a range of providers with the aim of 

improving pedagogic practice. 
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1.9 Summary of Introduction 

This chapter has set the scene for the thesis and evidences why there is potential 

for the outcomes from this study to have far-reaching implications for a range of 

providers and educators in developing new innovations in pedagogic practice. It has 

introduced the relatively new concept of degree apprenticeships and described the 

contextual backdrop for the study. 

It has considered the opportunities and challenges that the introduction of degree 

apprenticeships has created for providers, as well as the underlying rationale for 

their development in meeting employer demands for transferable skills and the 

development of talent, bridging the gap between employer and provider. It has 

presented a rationale for the research, particularly concerning the issue for providers 

in developing resources for learners to develop their own employability toolkit 

comprising transferable skills and resilience, juxtaposed with growing concerns over 

student and employee well-being.  

The chapter has provided a methodological overview and the research problem, 

aims and objectives and concluded with an overview of the thesis structure. The 

thesis continues by firstly examining the literature within the contextual setting of UK 

HE. The subsequent chapter incorporates a review of the CMDA and its operating 

environment, particularly focusing upon industry demand for critical skills 

development to fulfil the requirements of the contemporary workforce.  
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Chapter Two 

Contextual Review 

 

2.1 Introduction to the Contextual Review 

Liebenberg, Ungar & Van de Vijver (2012, p.72) suggest that “resilience is shaped 

by the interactions between an individual and their environment”, highlighting the 

critical importance of a thorough examination of the context in which resilience may 

be influenced. Therefore, this chapter seeks to describe the background, purpose 

and context for the CMDA, and specifically the broader programme environment and 

its potential to facilitate thriving in study and in the workplace, whilst meeting current 

and projected future industry demands.  

The relatively recent emergence of degree apprenticeship provision has meant that 

there is still insufficient established academic literature relating to this new method 

of developing skills and learning within HE provision. A fusion of academic and 

professional literature has been presented within this chapter in order to effectively 

draw upon the relevant theoretical underpinning of skills and resilience development 

for learners, whilst ensuring appropriate reference to practical insights from industry 

perspectives.  

This chapter includes specific reference to the current unpredictable backdrop of 

political and technological change and incorporates a contemporary taxonomy of 

skills, behaviours and competencies drawn from industry. The chapter cumulates 

with a summary to effectively set the scene for the ensuing literature review, 

collectively informing the research design. The contextual review structure, content 

and relationship with the academic literature are shown in Figure 1.   
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Figure 1 - Overview of Contextual Review Chapter 

 

 

2.2 Degree Apprenticeships in Higher Education  

A new form of apprenticeship was announced by BIS (2014) and has since 

developed to address projected skills gaps, creating a seamless pathway through 

the three levels of business and management undergraduate degrees (Levels 4, 5 

and 6) with funding recently extended to support Level 7 study through the Senior 

Leaders Master’s Degree Apprenticeship (SLMDA; IfA, 2018). The introduction of 

degree apprenticeships has been reported as one of the biggest changes in higher 

education for decades and a sustainable approach to simultaneously develop 

relevant talent, offering an alternative to traditional degree programmes (C&GG, 

2015). Employer networks, HEIs and professional bodies comprise highly 

experienced and committed managers who collaborate through trailblazer groups to 

create new occupational standards for programme delivery, including the CMDA and 

the SLMDA (Institute for Employment Studies, 2015; BIS, 2015; IfA, 2018). 
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The University has an excellent track record in providing work-based 

learning courses through its highly acclaimed Centre for Work Related Studies 

(CWRS). The University was one of the first HEIs in the UK to validate and launch 

the CMDA in September 2016, subsequently offering two open cohorts per year. 

Applications are assessed in partnership with employers using qualifications and/or 

relevant experience as the criteria, and accreditation is available for previous 

certificated learning. The programme delivery model is extremely flexible, with 

compulsory workshop attendance over 12 days per year, supported by a blended 

learning approach and quarterly workplace reviews. Assessments are individually 

negotiated to contextualise learning, resulting in a comprehensive portfolio of 

evidence that may also positively influence organisational performance. Apprentices 

who complete the course gain a Bachelor of Arts (Honours) in Business 

Management and Leadership, Institute of Leadership and Management (ILM) 

Diploma Level 4, 5 and 6, and the opportunity to achieve Chartered Manager status.  

The funding for degree apprenticeships is embedded into the levy for large 

organisations (payroll exceeding £3m), but smaller organisations receive notable 

incentives to engage with degree apprenticeship opportunities. As such, the CMDA 

represents the first opportunity of its kind for both new and existing employees to 

study for a fully funded business and management degree apprenticeship. However, 

a particular threat to HEIs is their increasing dependence upon precarious income 

that may be reviewed at short notice, already evidenced by a £5,000 reduction in 

funding to £22,000 from April, 2019 (IfA, 2019). Further significant challenges have 

been created by the monthly payment of fees, and the retention of 20% in lieu of the 

successful completion of a synoptic end point assessment, based upon an 

independent assessor’s interpretation of appropriate evidence and examination of 

practical and theoretical competencies. These competencies and behaviours 

contribute towards a critical skills toolkit that is becoming increasingly desirable in an 
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unprecedented period of global and technological change, explored further in the 

following section. 

 

2.3 Future Workforce Demands 

The significance for global HEIs to create innovative, resilience enhancing curricula 

is apparent with 28,000 institutions in the business of preparing over 207 million 

students for work, against an unprecedented backdrop of rapid and relentless global 

change requiring resilient and adaptable, work-ready graduates (UNESCO, 2017; 

Webometrics, 2018). At the same time, the CBI (2018) has consistently reported of 

employer dissatisfaction with the work-readiness of graduates, rising to 89% in 2018 

and casting doubt upon the rhetoric of universities to develop employable graduates 

who can meet industry needs. Similarly, employer led training and graduate 

schemes face criticism regarding their tendency to comprise didactic delivery and 

assessment of short-term technical capabilities, also limiting workforce skills 

development via narrowly focused, dated curricula (Pegg, Waldock, Hendy-Isaac & 

Lawton, 2012; Billett, 2014; Kossek & Perrigino, 2016; Schwab, 2017). 

Unfortunately, work-based learning frameworks incorporating negotiated, 

experiential learning and reflective practice are still relatively uncommon, 

representing a significant culture change for providers as professional bodies 

become more closely aligned in the joint development and promotion of learning 

opportunities. 

Many influential UK business bodies including the CBI (2018), CMI (2015), C&GG 

(2015) and CABS (2014) have warned of the difficulty in acquiring and maintaining 

transferable skills, juxtaposed with a technological, robotic and communication 

evolution, altering the way in which people interact, form ideas and use their skills. 

The CBI’s (2018, p.6) observation of new “megatrends of demographic change, 
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globalisation, income inequality, environmental sustainability and urbanisation” are 

forcing contemporary businesses and products to emerge, requiring lifelong learning 

that not only embraces technology but also embeds problem solving, resilience, 

values and leadership skills in individuals. Western economic performance was 

implicitly linked to human capital and knowledge stock at the World Economic 

Forum in 2009 whilst the CIPD acknowledged the accelerated demand for enhanced 

productivity and performance three years later, which they described at the time as 

an escalating “more for less” macro environment (CIPD, 2012). Subsequently, King 

et al. (2015) forewarned that the transformation of technologies, economies and 

government policies was creating an incomprehensible future workplace which 

would require resilience in the workplace, generating an associated challenge for 

educators and employers in attempting to predict future skills needs for jobs that did 

not yet exist.  

Conversely, government skills lists have remained constant for two decades, 

perhaps reflecting the difficulty of pace of change and variance of employer 

requirements. Yet, problem solving, project management, communication and 

independent, creative thinking have been consistently viewed as critical 

employability skills (e.g. Virtanen, Tynjala & Etelapelto, 2012; Jackson & Chapman, 

2012; Hughes et al., 2013) with the latest CBI (2018) report citing resilience, 

communication and problem solving as the top three priorities in 60% of recruiting 

companies. Barnett (1997) and Harvey (2003) argue that employers are less 

interested in technically trained graduates, instead preferring to engage individuals 

who are able to reflect, analyse, critique and synthesise experiences, and who 

respond positively to change, broadening their reflexive capacity accordingly. 

Wisher’s (1994) competency-based approach emphasises the need to empower 

learners to demonstrate a range of qualities to achieve excellence, particularly the 

ability to think and work “outside the box” in developing conceptual, helicopter and 
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analytical thinking skills. Likewise, research by Hinchliffe & Jolly (2011) and Pegg et 

al. (2012), suggests that this move towards an individually owned and led personal 

development approach informs skilled practice and identity, subsequently 

contributing towards performance. Their findings have been endorsed by Vanhove 

et al. (2016) who maintain that student owned and driven identity development is 

crucial to build and self-manage careers, underpinned by a far broader positive 

attitude with a ‘can do’ approach to address the constant flux in roles and 

workplaces, thus maintaining employment security. 

In an attempt to broaden the definition of graduate attributes, Smith & Paton (2014) 

conceptualised the drive for 21st century skills by classifying them into four over-

arching personal development themes of “collaboration, communication, self and 

information” (Appendix 1). These categories effectively frame the CBI’s key 

employability skills (CBI, 2011a; 2016b; 2018) and align with Eden’s (2014, p.268) 

view of “graduateness” which takes a whole person approach. Here, Eden (2104) 

describes employability as more than simply skills and knowledge to incorporate 

coping abilities to deal with stress and change, a view endorsed by Baird & Palmer 

(2017). The introduction of degree apprenticeships has expanded this initiative by 

forcing providers to further align curriculum content to meet the needs of employers 

through the inclusion of requisite management and leadership skills, competencies 

and behaviours within the apprenticeship standard, in return for lucrative funding 

(CMI, 2015; Appendix 2). A succinct taxonomy of skills has been devised by 

coalescing the standard and concepts surrounding skills and resilience, reflecting 

the complexities of programme design (Appendix 3). The CMDA standard focuses 

keenly upon performance with discernible reference to underpinning psychological 

conditions, crucial to identifying the various concepts linking resilience with desired 

transferable skills and traits.  

In ascertaining constructs believed to enhance resilience, a more holistic concept of 
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employer requirements emerges, which stakeholders can use to cultivate 

employability (Jackson & Hancock, 2010). Together with this emerging graduate 

skills philosophy, there is increasing acknowledgement that resilience is a critical 

workplace requirement, underpinning employer demands for graduates which 

Harvey (2003, p.11) describes as “adaptive, adaptable and transformative people, 

ultimately able to anticipate and lead change”. Yet, despite the evident demand from 

employers, there remains a lack of clarity over the construct and definition of 

resilience, both of which are explored in greater detail throughout the following 

chapter.   

 

2.4 Summary of Contextual Review  

Degree apprenticeship provision is challenging, forcing HEIs to adapt and broaden 

programmes to deliver skills development that meet the demands of external 

workplace environments beyond the provider’s control, for a future workforce that 

cannot yet be predicted. In particular, the enhancement of resilient qualities within 

individuals is becoming increasingly significant given the contemporary challenges 

for employers and educators to maintain pace with a technological, robotic and 

communication revolution, accelerated by burgeoning “megatrends” (CBI, 2018). 

The difficulty of acquiring and maintaining transferable skills of communication, 

problem solving and resilience are well documented by the UK’s most influential 

business bodies, including the CBI (2018), CMI (2015), C&GG (2015) and CABS 

(2014) and so HEIs continue to encounter consistent criticism at their apparent 

failure to develop employable, industry ready graduates (CBI, 2018).  

This chapter has contextualised the programme setting, emphasising the 

unpredictable environment in which technology and trends shape industry skill 

demands, juxtaposed with lucrative, but precarious income streams. Demand for 
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employable, industry ready graduates could be met by this unprecedented 

opportunity to develop collaboratively designed, innovative curricula in partnership 

with employers and professional bodies, which may ultimately yield highly adaptive 

and resilient graduates equipped with superior employability skills. Yet, despite the 

CBI’s (2018) unequivocal recognition of the notion of resilience as a desirable 

quality in the contemporary workplace, it remains unclear as to how it might be 

cultivated. 

Therefore, the following chapter continues with a detailed review of the academic 

literature relating to the construct of resilience through underpinning skills, traits and 

behaviours to examine how resilience may develop or if it may simply be innate 

within some individuals but not others. The chapter includes an examination of 

relevant extant pedagogic research to investigate whether resilience can be fostered 

through innovative degree apprenticeship curricula and potentially support the 

development of independent and resilient work-ready graduates.  
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Chapter Three 

Literature Review  

 

3.1 Introduction to the Literature Review  

This chapter sets out to investigate the extant literature relating to the notion of 

resilience amongst individuals within the workplace and the extent to which 

resilience can be cultivated and/or supported through learner experiences and 

programmes, specifically in terms of apprenticeship programme provision. The 

chapter is organised into three core themes which have been inductively derived 

from the literature and comprise: the definition and contextualisation of resilience, 

influential internal factors for resilience development including skills, traits and 

behaviours and influential external factors including risk factors, stressors and 

pedagogic resources (Figure 2).  

Firstly, the review explores the origins of resilience theory and its definition, as well 

as the key themes surrounding its emergence in individuals through internal factors 

and protective external resources. The chapter scrutinises the individual and 

relational components and resources of resilience development, and examines a 

range of influential factors upon resilience in the workplace and the capacity for its 

development.  

It continues with an examination of literature investigating individual behaviours and 

traits thought to underpin the development of resilience, referred to as internal 

factors by Kelley (2005). The previous chapter has highlighted the demand from 

industry for adaptive and resilient employees therefore this section explores the 
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potential role that variables such as critical skills play, including self-management, 

interpersonal, emotional intelligence, problem solving and critical thinking skills. 

Additionally, the review provides a synopsis of the impact of risk factors and the 

subsequent effect on learner and employee behaviour. As extant literature largely 

refers to student resilience in a traditional business school setting, both student and 

apprentice perspectives are considered, particularly with regard to the likely stress 

triggers encountered by part-time work-based learners. This focus is of particular 

relevance given the current preoccupation for student well-being and their ability to 

cope with the twofold challenge of fast-paced learning and an increasingly 

demanding workplace.  

The review continues with an exploration of the role of pedagogic interventions 

described in the preceding chapter and which may influence and impact resilience 

and adaptability, specifically the empowerment of individuals developing through a 

work-based learning framework. Here the benefits of expanding critical underpinning 

skills through interventions including experiential learning and reflective practice are 

discussed, in addition to issues surrounding consistency and parity. Subsequently, 

the review focuses upon the complex and varied role of academics, mentors and 

peers who may assume individually supportive positions, but who might also 

collectively contribute towards a shared learning network, engendering connectivity 

and cohesion. This section includes a discussion of the benefits and drawbacks of 

shared learning networks. 

Finally, the chapter cumulates with a summary of key findings extracted from the 

literature to effectively encapsulate the broad multiple conceptual strands to inform 

the research design.  
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Figure 2 - Overview of Literature Review Chapter 

 

 

3.2 Conceptualisation of Resilience  

The term “resilience” can be traced back to its Latin origins in the verb “resilire” 

which means to spring back or rebound (resilience, n.d.). Early research within the 

disciplines of psychology and psychiatry began in the 1950s, focusing on the effect 

of individual characteristics and traits upon an individual’s level of resilience. More 

recently, Fleming & Ledogar (2008) found that the scope of research has broadened 

to incorporate resilience capacity within a variety of settings, thus acknowledging the 

various conditions and timeframes to meet Lewis, Donaldson-Feilder & Pangallo’s 

(2011, p.2) definition of resilience whereby individuals can adapt, recover and 

“bounce back despite adversity or change”.  

Yet, despite the industry demand discussed in the previous chapter and a growing 

body of evidence citing the significance of resilience, Lewis et al. (2011) found that 
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there was no firm agreement on an exact definition of resilience or its origins, whilst 

Robertson et al. (2015) draw attention to the consequential failure of some studies 

to even attempt to offer a definition. The continued variance in meaning and 

development has inevitably exacerbated the prevailing lack of consensus within 

resilience literature (Branicki, Steyer & Sullivan-Taylor, 2016). King et al. (2016) 

highlight the fundamental disagreement over whether resilience is an immobile trait 

or a dynamic capability in response to adversity, whilst more recent research by 

Rook et al. (2018) reflects the on-going dissent amongst scholars over the 

conceptualisation of resilience because of the continued divergence over what it 

consists of and how it is influenced.  

Lewis et al. (2011) propose three possible approaches for the strategic development 

of resilience within individuals. The first is based upon the assumption that resilience 

is simply embedded within an individual’s traits or personal characteristics, 

including perseverance, emotional intelligence, perspective, optimism and the ability 

to problem solve. According to Kelley (2005) such traits and behaviours are classed 

as internal factors, yet termed “assets” by Stevenson & Zimmerman (2005).   

The second approach is that resilience can be entirely detached from one’s 

personality, and may simply develop through processes, determined by 

environmental factors such as social networks, employment, culture, mentoring, 

workplace supervision and practice and education. Such processes are collectively 

classed as resources by Stevenson & Zimmerman (2005, p.399) who cite the 

“presence of both risks and promotive factors” as critical requirements for positive 

resilience outcomes”. Luthar, Ciccchetti & Becker (2000) also include specific 

incidents or traumas within processes, although it is widely accepted that risks, also 

referred to as stressors, are often cumulative, and that those in one domain often 

affect those in others (Adams, King & King, 1996; Cicchetti & Rogosch, 2002; 

Wright, Masten & Narayan, 2013).  
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Here, Gilligan (2000) regards the development of resilience as the strengthening of 

an individual’s sense of self-worth and confidence to succeed despite challenges 

faced, a process that Kelley (2005) and McIntosh & Shaw (2017) suggest can be 

controlled by an individual’s behaviours, thoughts and actions, which they believe 

can be taught. As a result, there is increasing acceptance of Lewis et al’s. (2011) 

third approach, which proposes that resilience is the consequence of a combination 

of traits and resources. Similarly, Richardson (2002), Rutter (2006), Zucker (2006) 

and Johnson-Lenz (2009) suggest that internal factors such as individual traits, 

behaviours and skills, and protective external resources and processes such as 

education and mentoring can build upon internal capacity and shape a combination 

of factors, widely accepted as the components most likely to influence resilience.  

Whilst Robertson & Cooper (2013) and McIntosh & Shaw (2017) agree that a 

combination of environmental factors, contexts and situational challenges can 

influence how resilience is determined, they argue that there is insufficient 

recognition within the literature that resilience can fluctuate over time. Here, Higgins 

(1994) and Windle (2011) both accept that levels of resilience are not static within 

either character or psychological traits, but will naturally fluctuate. In an attempt to 

avoid excessive variance, Robertson et al. (2015) propose a planned approach 

through a range of specific interventions such as resilience training, coaching, 360 

degree feedback and group self-review sessions. Their proposals align with 

recommendations by Stevenson & Zimmerman (2005) and Lewis et al. (2011) for 

collective interventions and resources to continuously build upon internal capacity 

and shape a combination of factors, widely accepted as the components most likely 

to protect individuals from what Vanhove et al. (2016) describe as the potentially 

negative effect of mundane daily stress in dealing with and solving problems and 

positively influence resilience.  

Fletcher & Sarkar’s (2013, p.16) review of the literature and research incorporating 
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psychological resilience resulted in their definition of resilience as “the role of mental 

processes and behaviour in promoting personal assets and protecting an individual 

from the potential negative effect of stressors”, later simplified by Vanhove et al. 

(2016, p.300) as “sustained functioning” in dealing with mundane daily problems. 

However, this definition appears to describe what most people would view as normal 

development, which Fleming & Ledogar (2008) argue involves too little risk or 

adversity, and as such does not necessarily increase levels of resilience. Further 

direction is given by Windle (2011) who recommends viewing resilience as a multi-

disciplinary construct, rather than focusing upon just one individual domain, for 

example cognitive, psychological, educational, emotional or physical. Similar 

fragmentation may occur if the research foci are restricted to either just the 

individual as an employee or the individual as a learner, risking a failure to examine 

the influential internal factors, resources and challenges that link everyday resilience 

within these domains. Therefore, the meaning of resilience here requires reference 

to the wider influences of context and time suggested by Lewis et al. (2011). As 

such, the following definition of resilience is utilised throughout this study: Resilience 

is viewed as “sustained functioning” in coping with mundane problems across 

various conditions and timeframes.”  (Vanhove et al., 2016, p.300; Lewis et al., 

2011, p.2). 

Whilst the discussion above highlights the continued debate over the definition and 

development of resilience, there appears to be sufficient congruence to accept the 

likelihood that resilience manifests itself as an outcome of internal factors such as 

the critical skills discussed earlier, and pedagogic resources that are examined in 

subsequent sections. However there remains inadequate consideration of the 

influences of time, context and environment upon levels of resilience. The review 

continues by exploring how a mix of influential traits and behaviours might influence 

resilience development in individuals.   
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3.3 Influential Internal Factors for Resilience Development – Skills, 

Traits & Behaviours 

According to Schwab (2017) the modern workforce is largely employed in 

workplaces of unprecedented, inexorable change, classed as the fourth industrial 

revolution where previously stable jobs may rapidly evolve to require new skills or 

are replaced by automation. The CBI (2018) calls for adaptable and resilient 

employees, who are able to continuously develop problem solving and 

communication skills in preparation for Brownhill’s (2017) unimaginable future, 

creating a foil for escalating workplace disruption caused by artificial intelligence and 

technological advances. Stokes et al. (2018) agree that it has never been so crucial 

to thrive across boundaries, levels and contexts, yet securing commitment to 

organisational and individual change is the most complex element of human 

resource management, itself requiring resilient leadership capabilities in a rapidly 

transforming global setting (Malik & Garg, 2017).  

The literature discussed in the previous section indicates that resilience is likely to 

be an outcome of embedded skills, traits and behaviours (internal factors) as well as 

external resources and processes. In reviewing the former, the examination of 

behaviours suggests that an individual’s pursuit of meaningful and significant 

educational aspirations and goals allows them to maintain a sense of purpose and 

optimism for a bright future, which links to heightened resilience (Eraut, 2004; 

Bernard, 2004; Yorke, 2010; McIntosh & Shaw, 2017). The benefits here are likely 

to result in positive workplace and learner outcomes including the improved 

achievement of goals (Grant, Curtayne & Burton, 2009) job satisfaction and 

enhanced engagement (Youssef & Luthans, 2007; Shin et al., 2012), increased 

productivity and performance (Proudfoot, Corr, Guest & Dunn, 2009; Pipe, Buchda, 

Launder, Hudak, Hulvey, Karms & Pendergast, 2012) and observed behavioural 
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performance (Arnetz, Nevedal, Lumley, Backman & Lublin, 2009). 

Cooper et al. (2013) cite present, short-term and future goals and values within the 

trait that they describe as “purposefulness” which incorporates self-control, 

meaningfulness, optimism, conscientiousness and self-motivation. Such individual 

qualities contribute towards one’s personality, which arguably remains more stable 

than cognitive process and psychological skills (Hardy, Roberts, Thomas & Murphy, 

2010; Fletcher & Sarkar, 2013). Cooper et al. (2013) believe that purposefulness 

stems from critically significant influences such as early familial upbringing, culture 

and background. Yet, there is little evidence to substantiate this, particularly given 

the persistent criticism of inadequate and analogous samples, especially with ethnic 

minorities and older employees under-represented (e.g. Ryff et al., 1998; Luthar, 

Cicchetti & Becker, 2000; Luthans et al., 2016). Despite studies confirming that 

demographic influences, including age, gender, background, experience, culture, 

upbringing and parental support require examination, their multiplicity makes it 

challenging to incorporate every possible factor, leading to limitations within extant 

research (e.g. Kinman & Grant, 2011; McDonald et al., 2012; Little & Swayze, 2015; 

Luthans et al., 2016).   

Quantitative methodologies dominate the extant literature resulting in increased 

recommendations from scholars including Rutter (2006) and Masten (2014) for 

future research to become more balanced through the application of a range of 

methods and assimilation of different forms of data. Although there is a body of 

literature examining individual behaviours and traits thought to underpin the 

development of resilience, there is insufficient research into the potential role that 

variables such as critical skills play, including self-management, interpersonal, 

emotional intelligence, problem solving and critical thinking skills. Here, the early 

identification and assessment of resilience risk and promoting factors in research 

methodology is critical in order to distinguish the potential critical success factors for 
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resilience development (Garmezy, 1993; Luthar et al., 2000; Tusaie & Dyer, 2004; 

Masten, 2009).  

Consequently, a summary of skills, traits, behaviours and environmental factors 

thought to underpin the development of resilience have been summarised in 

Appendix 4. This summary provides a foundation which Liebenberg et al. (2012) feel 

is critical to effectively explore underpinning traits, skills and behaviours thought to 

promote resilience development, adopting Wright et al’s. (2013) recommendation to 

incorporate both individual, and environmental factors. However, this chapter has 

not yet examined the possible processes of resilience development raised by Lewis 

et al. (2011) and discussed in Section 3.2. The following section continues with a 

review of external resources including risk factors such as performance pressure 

and workloads and pedagogic interventions, which may positively or negatively 

influence levels of resilience. 

 

3.4 Influential External Factors for Resilience Development  

Whilst the previous discussion focused upon the development of resilience and 

apparent links between resilience and critical work-related management skills 

including social competence, problem solving, and emotional intelligence, Robertson 

et al’s. (2015) concerns over the latent effect of low levels of resilience upon 

employee performance, productivity, endurance, well-being and engagement have 

not yet been examined. Although there has recently been a greater prominence of 

research within the disciplines of workplace psychology and human resource 

management by authors including King et al. (2015), Kossek & Perrigino (2016) and 

Hamilton Skurak, Malinen, Näswall & Kuntz (2018), the research to date is largely 

based upon an individual’s own interpretation of their development, rather than a 

holistic evaluation involving stakeholders such as employers and training providers, 
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an approach recommended by Shin et al. (2012), Little & Swayze (2015) and 

Luthans et al. (2016). Therefore, this section considers the potential consequences 

of low resilience and the subsequent effects upon individuals and their behaviour in 

the workplace.  

 

3.4.1 Influential External Factors - Impact of Stressors upon 

Learner and Workplace Behaviour 

Self-confidence and self-belief are thought to be central traits of mental toughness, 

particularly strengthening an individual’s conviction that their personal capacity and 

ability is superior to their peers (Brown, 1996; Robertson et al., 2015) but unqualified 

and under qualified employees are increasingly challenged by a continuously 

expanding pool of fresh graduates (Webometrics, 2018). The CBI (2018) has 

reported increased employee mobility and a demand for degree qualified candidates 

in over 70% of professional service jobs, which is forcing mature workers to seek 

training and qualifications through lifelong learning opportunities, linking to Jacelon’s 

(1997) notion of self-preservation and individual self-worth. Macaskill (2013) and 

Sawyer, Azzopardi, Wickremarathne & Patton (2018) have raised concerns 

regarding young people’s exposure to risk factors and stressors due to changes in 

social forces including social media and marketing, financial and peer pressures, 

delayed maturity and deviations to formative social support networks. Equally, 

Thorley (2017) recently reported a sharp rise in demand for University counselling 

services, with one in four students using, or waiting to use University support 

services.  

Part-time study can create a number of challenges for learners, potentially affecting 

home, work and study environments, with learning compressed into timeframes not 

dissimilar to full-time students alongside full-time work, often creating intensive 
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pressure upon individuals. Lamb & Cogan (2016) describe these types of pressure 

points as stressors, which may include feeling out of control, volume of work, time 

pressure, isolation and physical environment; all of which can destabilise resilience. 

Kossek & Perrigino (2016, p.780) recognise that one common source of workplace 

stress, particularly within “high prestige occupations” is excessive managerial 

workloads, but the effect of this combined with the burden of part-time study has not 

yet been examined, and may create unprecedented pressure upon individuals. 

Here, Vanhove et al. (2016) believe that low level stressors can promote the 

development of resilience through the continued use of protective skills, but Hobfoll 

(1998; 2002) suggests that conservation of environmental, social and psychological 

resources may be more effective. As such, there is a fine balance between 

maintaining the ability to respond to adversity and depleting an individual’s levels of 

resilience.  

A further risk for individuals is their potential to accumulate stressors within separate 

domains. Here, it is not uncommon to experience complex problems or 

disproportionate workloads in the workplace, whilst encountering a challenging 

study topic and facing personal challenges at home. Although they stem from 

separate contexts, Vanhove et al. (2016) warn that they may adversely impact upon 

another. Wright et al. (2013) aptly class this range of pressures as ‘pile up effects’ 

but a weakness in the extant literature here is a failure to incorporate potential 

influences within these separate domains of home, work and study. As Weisman & 

Rodebaugh (2018) caution, the multiple stimuli creating anxiety are potentially 

complex and difficult to address, particularly because the inability to cope in one 

environment can potentially affect other settings. An individual’s confidence level is 

likely to vary significantly as a result of situational influences, including those derived 

from the workplace. Extended bouts of worry can severely damage self-efficacy, 

resulting in anxiety and possibly avoidance tactics over work, study, people or other 
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task-focused situations (Muschalla, 2017; Nigatu, Liu, Uppal, McKinney, Gillis, Rao 

& Wang, 2017).  

Mitchell, Baer, Ambrose, Folger & Palmer (2018) believe that this complex mix of 

variables may be further exacerbated by pressure upon oneself from individual goal 

setting, typically promotion or improved performance in role or grades to prevent 

undesirable or negative outcomes, but Corbett (2013) found that optimal 

performance becomes achievable as individuals move out of their personal comfort 

zones. Similarly, White (2009, p.64) argues that a deliberately managed increase in 

stress is required in order to move employees from “anxiety-neutral conditions” to 

their optimal zone of performance, but as Muse, Harris & Feild (2003) warn, the 

difficulty here is how employers can effectively manage that balance because both 

insufficient or excessive stress levels may negatively impact performance. 

Nonetheless, Corbett (2013) believes that individuals must maintain responsibility 

for workload pressure themselves within the workplace, although he recognises that 

inexperienced individuals may struggle with a lack of direction. His rejection of a 

directly managed approach aligns with the recommendations of Hinchliffe & Jolly 

(2011), Pegg et al. (2012) and Vanhove et al. (2016) in their preference for an 

individually owned and driven personal development approach to enhance 

performance and skilled practice within one’s learning domain. 

A challenge remains over the extent to which prevailing stressors such as Kossek & 

Perrigino’s (2016) excessive workloads or Lamb & Coogan’s (2016) physical 

environment could affect resilience, or how an individual’s capacities are curbed, 

contained and even undermined by wider forces such as organisational culture and 

hierarchical structure (Akrivou & Bradbury-Huang, 2015; Robertson et al., 2015; 

Cregan, Rowe & Wall, 2019). The recommendation of Halbesleben et al. (2014, 

p.1338) to seek new insights into potential stressors is highly significant in 

developing appropriate interventions to support “anything perceived by the 
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participant to help attain his or her goals”, leading to a more effective and confident 

individual, but Fletcher & Sarkar (2013) warn that goal setting is often overlooked. 

Similarly, an individual’s interpretation of programme outcomes and an evaluation of 

the impact upon their career ambition and objectives is invaluable, but research by 

Baumeister & Alghamdi (2015) revealed difficulties in embedding and measuring the 

outcomes of resource-based training against aspirations because there is 

vagueness over the concept of what a resource might comprise. As Hobfoll (1989) 

points out, resources represent different values to different individuals. Therefore, 

Ryan & Deci’s (2000) proposal that the self-selection of behaviours and goals 

makes more sense to align with personal requirements, values and interests, rather 

than adopting a broader measure. One tactic described by McIntosh & Shaw (2017) 

is the discussion of desirable traits with learners to agree and facilitate the setting of 

objectives for their development.  

This section has comprised a review of the impact of risk factors and the potential 

consequences for learners and behaviour in the workplace, whilst highlighting 

limitations within extant research. The findings support the recommendations of 

Robertson et al. (2015) and Jackson (2016) for further research to evaluate the 

range of influences and factors thought to impact upon resilience. Here, Kossek & 

Perrigino (2016) specifically advocate further research into the latent effect of risk 

factors upon individuals with excessive managerial workloads.  
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3.5 Influential External Factors - Impact of Protective Pedagogic 

Resources upon Learner and Workplace Behaviour 

The literature discussed earlier suggests a broad acceptance by scholars including 

Fredrickson (2001), Cooper et al. (2013), Kelley (2005) and Luthans et al. (2016) 

that resilience can be influenced, and more importantly developed, as opposed to it 

remaining at static levels. Their views are shared by McIntosh & Shaw (2017, p.4) 

who believe that HEIs are well-placed to design and deliver “innovative pedagogies” 

to support resilience development. Within this context, the literature discussed in the 

next section indicates how the capacities for resilience can be increased through the 

introduction of strategies and tactics for promoting self-development of skills, 

personal flexibility, purposefulness and self-confidence.  

Here, Wall et al. (2017) believe that the critical challenge for contemporary business 

school education is primarily to understand which pedagogies might be the most 

effective, given the potential limitations caused by wider influences upon individuals. 

Yet, Bamford, Djebbour & Pollard (2015) were surprised at the scarcity of resilience 

studies in HE, despite many business schools promoting their core purpose as 

safeguarding student well-being and resilience, together with a responsibility to 

deliver what Cahill et al. (2013, p.6) describe as “fostering the skills of self-

awareness, self-management, social awareness and social management, which are 

the building blocks of resilience”. Nonetheless, as Jackson (2016) suggests, such a 

fundamental change requires adaptive pedagogic development and assessment of 

non-technical transferable skills. 

Here, McIntosh & Shaw (2017) agree that individual traits, characteristics and 

external conditions require examination if resilience is to be understood in a HE 

context, as there is inadequate research into the characteristics demonstrated by 

resilient students and facilitative environmental factors, diminishing the opportunity 
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to develop effective HE pedagogic practice and policy. Nor have studies to date 

considered the dynamic nature of resilience over time, the various complex 

dimensions and contexts, and the underlying processes, which affect its 

development. Further issues exposed by Robertson et al. (2015) include the 

variations in definition and designation of resilience resources, compounded by the 

diverse variety of interventions and processes available, some of which are 

preventative and some remedial. Wall et al. (2017) argue that a specific challenge 

within HE is the effective integration of interventions into already intensive curricula, 

particularly given the unpredictable and fast-paced environment, already forcing 

continual adjustments.  

 

3.5.1 Protective Pedagogic Resources - Work-based Learning and 

Reflective Practice 

Anghel, Fox & Warnes (2010) found that work-based learning more effectively 

supports critical skills thought to underpin resilience development compared with 

traditional didactic delivery, with creative practice playing a crucial role in cultivating 

problem solving and coping skills, thus improving performance, optimism and 

retention. Similarly, Rainsbury, Hodges & Burchell (2002) cite enriched learner 

awareness and critical soft skills including resilience as positive outcomes from 

work-based learning. Certainly, across a range of disciplines there is emerging 

evidence that work-based learning pedagogy can promote many desirable skills, 

specifically problem solving, interpersonal skills, emotional intelligence, social 

competence, reflectivity, self-confidence, self-awareness, communication and 

conflict resolution skills, effectively fostering resilience (Appendix 4). For example, 

Edward & Hercelinskyi’s (2007) research into nursing indicated that individual 

resilience can be learned through reflective practice and most effectively nurtured in 
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a lifelong learning context to support professional development and maintain skills 

currency, a finding supported by the later work of Martinez-Corts, Demerouti, Bakker 

& Boz (2015) and Kossek & Perrigino (2016). Problem solving in particular has been 

found to be central to building resilience in both nursing (Polk, 1997; Giordano, 

1997) and social work (Anghel et al., 2010), in young adults (Arvanitakis & Hornsby, 

2016) and in children (Werner, 1995; Bernard, 2004) and where education is 

supported by real-world learning, assessment and developmental interventions 

through work-based learning (Haglund, Nestadt, Cooper, Southwick & Charney, 

2007; Dalrymple, Kemp & Smith, 2014). Correspondingly, Kossek & Perrigino 

(2016) have found that employer initiatives to integrate lifelong learning through 

training and education can foster higher levels of resilience, reducing skills 

obsolescence within high-level cognitive skill occupations.  

Yet, as Boud & Solomon (2001) emphasise, adopting this ethos of learner driven 

self-development means that HEIs are forced to accept that knowledge production is 

not merely the preserve of academics, and as Kolb (1894) advocates, must adapt 

from the deep-rooted continuum of “process based” teaching towards experiential 

and reflective learning, hallmarks of work-based learning designed in collaboration 

with employers. HEIs recognise the hazards of pedagogic inconsistencies, leading 

to what Dalrymple et al. (2014, p. 78) describe as “academy-aligned” programmes 

as opposed to “academy-based”. Much of the difficulty lies in the contextual 

establishment and verification of skills, largely beyond the HEI’s control (UK 

Commission for Employment & Skills (UKCES), 2016) but a greater problem 

exposed by Billett (2004) is the variation in opportunities to learn through work, often 

affected by intangible cultures and norms, organisational type, size and sector. 

Cox (2005, p.471) argues that “learning through work” is central to reflective 

practice, but Robertson et al., (2015) warn that with no agreed best method or 

format for resilience boosting interventions, a varied range of preventative and 
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remedial support and assessment processes may be required. Consequently, 

McIntosh & Shaw (2017) have been able to expose persistent issues for HEIs 

endeavouring to instil relevant and practical resilience enhancing activities within 

curriculum and assessment design. Here, self-assessment is thought to be critical to 

educational resilience interventions but whilst managers can control events and 

planning for successful outcomes, appraising oneself may not always be viewed as 

a positive challenge, particularly where learners have low levels of responsibility and 

autonomy (Cregan et al., 2019). Further concerns are raised by Martin, Lord & 

Warren-Smith (2018) who accentuate the additional resources required to deliver 

innovative pedagogic practice, including personalised support and tailored formative 

feedback that most effectively link academic requirements to the development of 

individualised interventions. However, despite these conceptual challenges, Windle 

(2011) believes that the benefits of reflective practice can clearly extend beyond the 

individual. Whilst evidence of learner informed culture transformation is limited 

Bravenboer (2018) recently discovered that transformative organisational culture 

change was possible, through the emotional engagement of work-based learners 

within a fast-paced, technologically evolving environment. 

Despite evidence that reflective practice and experiential learning can cultivate 

many transferable competencies, resource constraints coupled with cumbersome 

processes have made it difficult to embed genuine work-based learning within HE 

programmes (e.g. Ruch, 2007; Edward & Hercelinskyj, 2008; Kinman & Grant, 2011; 

McDonald et al.2012; Grant, 2014). Virtanen et al. (2012) identify space and time as 

critical success factors for reflectivity but the increasingly commercial nature of HE 

limits delivery to highly content driven, heteronomous programmes, defined by 

punishing timetables, escalating costs and merged cohorts. Hinchliffe & Jolly (2011) 

and Cahill et al. (2014) emphasise the high risk and cost associated with employer-

led curricula, particularly given the indeterminate range of learning opportunities, 
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traits, cultures and norms, organisational type, size, sector and quality of mentor or 

managerial support. The latter comprise critical roles within a work-based learning 

environment, specifically in their provision of guidance and support to learners, 

discussed in more detail in the subsequent section.  

 

3.5.2 Protective Pedagogic Resources - Academic Tutors  

Delivery of part-time programmes presents an immediate challenge for providers to 

integrate learners into the academic community and establish HEI linkage with 

external workplace communities. Learners are likely to feel more isolated from the 

cohort, and indeed the university than their full-time counterparts, recently 

demonstrated through the work of Mulkeen et al. (2019), therefore the academic role 

outlined by Martin et al. (2018) is crucial in connecting learners and employers to the 

institution. Examples of potential stress triggers were discussed in the preceding 

section and according to Stevenson & Zimmerman (2005) and Kossek & Perrigino 

(2016) are likely to result from a range of university, workplace or environmental 

experiences. Moreover, Chemers et al. (2001) discovered that students with low 

levels of academic self-efficacy often view tasks such as external projects, 

deadlines, presentations and exams as threats, resulting in heightened stress levels, 

echoed by McIntosh & Shaw (2017) who suggest that that goal setting can create 

pressure and anxiety. It is clear that HEIs have a critical role to play in cultivating 

resilience in learners, to self-motivate, build confidence, overcome difficult tasks and 

experience mastery, as well as reduce stress, anxiety and insecurity (Bandura, 

1993; Brannick et al., 2005).  

There are three other foci within education and training thought to facilitate the 

development of resilience. They include: mapping social networks to identify areas 

of need, development and growth especially in relation to own perceived resilience 
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challenges, responding constructively to others (including in relation to feedback), 

and balancing advocacy with inquiry (Cooper et al., 2013; Cregan et al., 2019). 

Bandura (1993) warns that this type of extensive broadening of academic 

responsibility requires autonomy and control over curriculum design and delivery to 

ensure the proactive development of student self-efficacy through effective 

promotion of cognitive capabilities and self-regulating skills. Here Martin et al. (2018) 

have found that the pressure upon academics from multiple responsibilities as 

teachers, researchers, programme designers and managers, combined with new 

expectations from employers and professional bodies is provoking uncertainty and 

ambiguity over the identity and purpose of the academic role, a growing issue in HE 

highlighted in the earlier work of Clegg (2008) and Angervall & Beach (2017). 

Although Martin et al. (2018) found that student academic and career success are 

natural motivators for tutors, they also believe that increasing workloads and 

juggling of roles in a rapidly changing HE landscape have the potential to threaten 

academic self-worth and well-being, as well as learner development and 

employer/institutional relationships. Here though, a further potential resource for 

part-time students and strengthened linkage to the institution is employer support 

through the provision of suitable workplace mentors.  

 

3.5.3 Protective Pedagogic Resources – Mentors 

Apprentices are reliant upon high quality workplace managerial and supervisory 

guidance through employer mentors, a role that Jack & Donnellan (2010) believe is 

crucial to development of transferable skills and resilience. Mentoring relationships 

are usually mutually beneficial, comprising Parsloe & Wray’s (2000, p.12) 

description of an “exchange of wisdom, support, learning or guidance for the 

purpose of career growth”, similarly endorsed by the CIPD (2012) because of the 
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potential strategic benefit of achieving organisational goals through effective talent 

management. Metso & Kianto (2014) emphasise the role of mentors as facilitators in 

critically enhancing the cultivation of professional skills in the workplace, but there 

are just four studies specifically linking mentoring to increased personal resilience 

(Ensher & Murphy, 2011a; McDonald et al., 2012; Metso & Kianto, 2014 and Kao, 

Rogers, Spitzmueller, Lin & Lin, 2014). Two of these studies exemplify work-based 

learning programmes, uncovering limited evidence that mentoring can enhance 

career resilience, engagement and performance, whilst McDonald et al. (2012) 

revealed a link with improved retention. Yet, Vanhove et al. (2016) caution of the 

temporary effects, which can potentially dwindle without sustained interventions. As 

such, it is apparent that successful mentoring efficacy is largely dependent upon the 

quality and duration of relationships, but there are discrepancies in methodologies 

influencing extant research. For example, McDonald et al. (2012) record successful 

outcomes at the initiation stage of the mentoring relationship, however Kram (1988) 

and Ensher & Murphy (2011b) stress that the ensuing cultivation stage (from 6-12 

months) is considered to be the most effective period. Kao et al. (2014) suggest that 

resilience may improve with same gender dyads but as before, findings are limited 

by homogeneous and small samples, and ambiguity about what mentoring may 

comprise. Such divergence in definition and measurement has led to low 

generalisability, with insufficient attention given to status, generational perspectives, 

gender and timing leading to bias (Ensher & Murphy, 2011b; Kao et al., 2014). 

Kossek & Perrigino’s (2016) study suggests that there is wide variance in workplace 

mentor and support provision resulting from industry, sector, hierarchical and 

cultural differences, which may generate disparate outcomes. Mentors are usually 

line managers with arbitrary people development skills, and as such there is 

contention from a number of authors, including Arnold & Davidson (1990), Parsloe & 

Wray (2000), Ensher & Murphy (2011a; 2011b) and the CIPD (2012) that this role 
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should broaden to incorporate other sources. Whereas “talent management” is an 

apt description, it would be unwise to constrain the role within the narrow expertise 

of the learning and development team, at the cost of foregoing informal, organic 

relationships which these authors believe are often more successful. Branicki et al. 

(2016) are less concerned over the variety of mentors than mentee access to 

supportive enablers, who are able to champion their work, praise and provide 

positive feedback to allow them to thrive and effectively build upon resilience levels. 

Yet, as Rajan-Rankin (2013) argues, it is critical that learners have the opportunity 

to participate in different tasks and contribute towards and influence outcomes to 

seamlessly integrate curricula into the workplace. Here, the notion of a shared 

learning network within the two contexts of workplace and HEI fits with the ethos of 

multiple sources of support.  

 

3.5.4 Protective Pedagogic Resources - Shared Learning 

Networks 

Shared learning is thought to form the basis of interventions, which allow 

organisations and individuals to effectively respond to the rapid pace of 

technological advancement. Individuals need to develop interactive skills both in and 

out of work through the promotion of emotional stability and self-confidence, 

identified through diagnostic or psychometric tests and encouraged through training 

and interventions (Cregan et al., 2019). McIntosh & Shaw (2017) define resilience 

as the ability to use formal and informal networks and it is clear that group 

experiences, reflection and social interaction can lead to strengthened relationships, 

emotional wellbeing and life satisfaction. Malik & Garg’s (2017) study uncovered a 

link between a knowledge sharing learning organisation and resilience capabilities 

leading to a greater capacity for change but Bishop & Hordern (2017) and Mulkeen 
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et al. (2019) found that overly narrow employer-led programmes risk stifling cross-

pollination of student ideas, through under-exposure and a lack of intercultural 

interaction with learners from diverse sectors and industries. There is consensus in 

the literature that organisational sector, size and type as well as employer culture, 

norms and cliques can ultimately drive individual identity, subsequently affecting 

outcomes (Hall, Higson & Bullivant, 2009; Newman & Dale, 2005; Hinchliffe & Jolly, 

2011, Cahill et al., 2014). Metso & Kianto (2014) and Bamford et al. (2015) enforce 

this view, sharing concerns that some student networks are too insular, reducing 

trust between cultures and groups thus weakening resilience. A further cautionary 

note regarding obligatory and intensive group activities is raised by Gable, Reis, 

Impett & Asher (2004), Cooper et al. (2013) and Helyer (2015) who feel that they 

may lead to high levels of stress. As such, the literature indicates both positive and 

negative links between social networks and resilience.  

Well-designed interventions and training intended to build trust and affection will 

naturally develop connectivity and engagement with others (Cooper et al., 2013) but 

without learner “buy in”, not only is there a risk that the university experience 

becomes a lonely and somewhat superficial journey, but also that learners may not 

be subjected to enough of a disruptive process to reinforce resilient qualities 

(McDonald et al., 2012; Schwarzer & Warner, 2014; Little & Swayze, 2015). Several 

recent studies including work by Sin & Lyubomirsky (2009), Luthans et al. (2016) 

and Vanhove et al. (2016) suggest that multiple strategies are needed as opposed 

to previously tried singular, short-term interventions as there appear to be no 

sustained benefits derived from activities that are not consistently deployed. 

Fredrickson’s (2001, p.218) “broaden and build” little and often approach may 

increase levels of academic engagement and graduate identity but part-time 

programmes offer far fewer regular opportunities for students to access face to face 

university specialist support, peer relationships and social networks which Dickinson 
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& Dickinson (2015) and Helmreich, Kunzler, Chmitorz, König, Binder, Wessa & Lieb, 

(2017) argue could form the basis of holistic, relevant skills and resilience building 

interventions.  

It is clear within this section of the review that shared learning networks and mentors 

may play a crucial role in engendering connectivity and cohesion, yet a number of 

conflicting views remain over their efficacy in supporting individual resilience 

development. The following section summarises the review of the literature 

discussed within this chapter. 

 

3.6 Summary of Literature Review  

Whilst a broad definition of resilience has been adopted in this chapter, a review of 

the extant literature demonstrates widespread ambiguity and continued divergence 

over its constitution and the factors that might influence its development (Branicki et 

al., 2016; Rook et al., 2018). Nevertheless, there appears to be increasing 

congruence amongst commentators that levels of resilience are likely to be 

influenced by internal factors such as traits, behaviours and skills and external 

factors and resources including pedagogic interventions and stressors (Lewis et al., 

2011; Vanhove et al., 2016). Even so, many scholars fail to acknowledge that 

resilience can fluctuate over time and may be shaped by context and environments 

(Windle, 2011; Robertson et al., 2015; McIntosh & Shaw, 2017).  

Kossek & Perrigino (2016) have highlighted large gaps in the research concerning 

the contextualised nature of resilience, whereby the meaning and manifestation of 

resilience varies across occupational and educational settings, whilst Malik & Garg 

(2017) argue that that there is still insufficient understanding regarding what 

contributes towards, and strengthens resilience because of this contextual inequity 
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within extant research. As such, the review reflects the CIPD’s (2012) longstanding 

concerns that a common conceptual framework has not yet been developed, 

highlighting a critical requirement for the comprehensive identification of influential 

internal factors, protective external resources and stressors.  

Neither pedagogic nor resilience research have paid adequate attention to the 

potential stressors created by the combined pressures of study and workloads, both 

of which are of particular relevance during this intensive period of learning within an 

unpredictable and fast-changing environment. Stressors might include changes in 

social forces (Sawyer et al., 2018), pressures of time, workload, isolation and 

environment (Lamb & Cogan, 2016) and potentially goal setting (Mitchell et al., 

2018), collectively creating an accumulation of different pressures (O’Dougherty et 

al., 2013). Low level stressors can potentially promote levels of resilience through 

protective skills development, and may even create a zone of optimal performance 

when managed deliberately by self or others (White, 2009; Corbett, 2013; Vanhove 

et al., 2016). However, neither scenario accounts for the prevailing effect of wider 

organisational culture and structures, endorsing Halbesleben et al’s. (2014) 

suggestion for further research into potential stressors.  

Similarly, in-depth research into the lived experience of degree apprentices does not 

yet exist; therefore, research of this nature is highly significant to business schools 

delivering contemporary apprenticeships and other similar work-based, part-time 

courses. Bamford et al. (2015) and McIntosh & Shaw (2017) have found that there 

are limited resilience intervention studies within the context of HE, with further 

issues exposed by Robertson et al. (2015) including the diverse variety of 

interventions and protective external resources available. A notable absence of 

holistic evaluations involving individuals, educators and employers have been 

revealed by Shin et al. (2012), Little & Swayze (2015) and Luthans et al. (2016).  
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The review suggests that work-based learning can provide an effective framework 

with which to facilitate the enrichment of critical skills thought to be central to 

building resilience, in particular problem solving and communication (e.g. Edward & 

Hercelinskyj, 2007; Martinez-Corts et al., 2015; and Kossek & Perrigino, 2016). 

Therefore, it may be reasonable to suggest that work-based learning might be an 

effective intervention to support industry demand for the desired skills discussed in 

the preceding chapter. However, Billett’s (2004) concerns over imbalanced 

opportunities for individuals to learn seem likely to be magnified as a result of many 

other dynamic forces, validating Dalrymple’s (2014) warning of pedagogic 

inconsistences as a result of the discernible shift in the locus of learning from HEI 

controlled to knowledge and skills development in the workplace. This shift has 

resulted in the development and design of a more expensive delivery model than 

traditional didactic delivery, placing pressure upon institutions and their delivery 

teams, further fragmenting the role of the academic, portrayed by Martin et al. 

(2018) as facing an array of institutional expectations and pressures which may 

threaten learner development and employer-HEI engagement.  

There is limited evidence that workplace mentors may stimulate the development of 

critical skills, but only four studies explicitly link mentoring to improved resilience and 

divergence remains over the optimum longevity, timing and quality of provision 

(Ensher & Murphy, 2011 a & b; McDonald et al., 2012; Metso & Kianto, 2014; Kao, 

Rogers, Spitzmueller, Lin & Lin; 2014; Vanhove et al., 2016). Shared learning and 

social networks appear to augment resilience capabilities, enabling organisations, 

teams and individuals to consistently perform through challenging situations. Yet, 

Bishop & Hordern (2017) cite insufficient diversity in employer sponsored and closed 

cohorts whilst Helmreich et al. (2017) emphasise the disadvantages of limited social 

and learner interactions, both of which are particular weaknesses of this type of 

work-based learning pedagogy.  
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As such, employer-focused curricula with new demands and varied expectations of 

employers and their employees, juxtaposed with inconsistencies in behaviour, 

quality and access to academics, mentors, learner networks and workplace 

environments seem highly likely to result in unpredictable outcomes (e.g. Angervall 

& Beach, 2017; Martin et al., 2018; Kossek & Perrigino, 2016; Branicki et al., 2016).  

 Despite acknowledgement of this range of relational influences and protective 

external resources, resilience research to date has largely comprised quantitative 

studies, with a single measure rather than a cohesive and holistic approach in 

gathering rich descriptions and stories from different perspectives. There remains a 

scarcity of research into the characteristics demonstrated by resilient students and 

facilitative environmental factors, diminishing the opportunity to develop effective HE 

pedagogic practice and policy (McIntosh & Shaw, 2017).  

The literature presented in this chapter therefore provides a compelling argument for 

unique empirical research to examine the veracities of the apprentices’, employers’ 

and educators’ roles, through the application of the construct of resilience as a multi-

dimensional lens. As such, this research provides an unprecedented opportunity to 

explore findings within the context of this new phenomenon.  

Figure 3 draws together the overarching themes discussed within this chapter in 

order to provide a visual summary of the literature review. Consequently, the 

ensuing methodological design is intended to provide rich and detailed data, with the 

aim of drawing together the multiple contextual strands, which have been derived 

from the literature. Collectively, this research affords a unique and exciting 

opportunity to not only enrich and inform innovative pedagogic design to improve 

resilience, but also improve HEI, apprentice and employer outcomes. The study is 

intended to address the aims and objectives outlined earlier by investigating the 

effectiveness of current pedagogies to augment underpinning transferable 
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workplace skills and resilience, and how that may subsequently influence 

engagement, performance and professional longevity. The research also examines 

workplace influences upon resilience within business, leadership and management 

roles, adopting a multi-perspective, qualitative approach, with the aim of filling extant 

gaps within the literature. It supports new insights into the characteristics thought to 

facilitate thriving in work, enabling the provision of sector resources intended to 

identify, develop and nurture student skills and characteristics, but which at the time 

of writing are notably absent in the extant literature (McIntosh & Shaw, 2017).  

Perhaps most importantly, it aims to address the lack of research into phenomena 

faced by all apprentices and work-based learners, that of an “occupational work – 

life pressure point” (Kossek & Perrigino, 2016, p.735). It is also likely to form the first 

extensive study of its kind to investigate the earliest business and management 

degree apprenticeships, particularly relevant in light of global government policy 

which affords HEIs the greatest opportunity in recent years to radically review and 

develop dynamic, work-based learning programmes in collaboration with employers. 

Figure 3 - Summary of Key Themes Drawn from the Literature Review 
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Chapter Four 

Methodology & Methods 

 

4.1 Introduction to Methodology & Methods 

The previous chapters have identified the aims and objectives of this research, 

discussing their significance in a professional context. The literature review has 

begun to identify a number of themes with regard to the extent to which traits, skills 

and behaviours, protective external resources and stressors might influence levels 

of resilience over time, how that might differ across contexts or whether resilience is 

an innate construct. The review also revealed substantial gaps in the extant 

research upon which this contemporary inquiry is based, which include the 

examination of resilience in different contexts, the effect of pedagogic interventions 

and the analysis of stressors, as well as the holistic evaluation of a number of 

stakeholder views.  

The purpose of this chapter is to consider the methodological approach adopted. It 

presents and discusses the researcher’s philosophical stance, encapsulating the 

research design and the methods applied for data collection and data analysis. 

Limitations of the methodological approach are considered and reference to ethical 

consideration is made. Whilst the literature review and contextual review have 

revealed much significant research, there continues to be widespread ambiguity and 

divergence over the definition of resilience and the internal factors and protective 

external resources that might influence its development. The findings from each 

review have helped to refine and shape the research objectives and support the 

adoption of a broad exploratory approach to provide rich and detailed data in 
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answering the research aims and objectives, re-stated here to facilitate meaningful 

discussion about the research approach: 

To what extent might business and management degree apprenticeship 

programmes support the development of the skills, traits and behaviours 

necessary to enhance workplace resilience?  

Aims 

This research seeks to explore the extent to which degree apprentice participants’ 

traits and behaviours may play a part in developing their individual resilience. 

Specifically, the study aims to provide recommendations to inform the future 

pedagogic development of business and management degree apprenticeship 

programmes such that they might support learner resilience. 

Objectives 

• Identify whether specific traits and behaviours of apprentices may impact upon 

workplace resilience.  

• Assess the significance of the role of protective external resources for apprentices in 

underpinning resilience.   

• Examine which other factors appear to exert the greatest influence upon resilience.  

• Devise recommendations to improve and develop apprenticeship programmes in 

order to enhance resilience.  

Achieving the overall aim of the study involves the examination of a range of 

processes, internal factors, protective external resources and stressors identified 

within the literature, all of which the review suggests might impact upon resilience to 

some extent. Kossek & Perrigino (2016) and Malik & Garg (2017) criticise the failure 

of researchers to acknowledge contextual and environmental factors, resulting in 

disparate findings. Of particular note to this study is the influence of organisational 
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cultures, which might affect access to learning through work and subsequent 

research outcomes (Billett, 2004). As such, the research has adopted the 

recommendation of Shin et al. (2012) and King et al. (2015) by taking a holistic, 

qualitative approach in seeking the opinions of the employer, academic tutor and the 

learner to produce detailed, thick descriptions of what might influence skills and 

resilience development through work and study, advocated by Braun & Clarke 

(2006). 

 

4.2 Research Philosophy  

Here, it is important to acknowledge the ontological and epistemological approach 

adopted which has influenced and shaped the research decisions and choices 

taken. In other words, the views of the researcher concerning the process of how 

knowledge is made, and their view of the nature of reality and of being are critical 

because personal ontological and epistemological underpinning philosophy has 

influenced the research strategy adopted throughout this study (Stokes & Wall, 

2014). 

Extant research concerning resilience is principally dominated by quantitative and 

often large-scale hypothetico-deductive enquiry into the individual underpinning 

constructs embedded in realist ontologies, which have assumed a positivist 

paradigm. Stokes & Wall (2014) suggest that this research method weakens 

interpretation of social processes because such an inextricably objective approach 

externalises reality from the observer. In this instance the researcher was heavily 

involved with the research respondents which better lends itself to socially 

constructed data to be drawn from “conversations, meanings and understanding” 

through preserving intimate interaction with a diversity of stakeholders (Easterby-

Smith, Thorpe & Jackson, 2012, p.34). A second difficulty with the adoption of an 
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objectivist approach raised by Stokes & Wall (2014) is the observer’s view of truth, 

certainty and permanence. The earlier literature review signifies acceptance of an 

adopted definition of resilience - “sustained functioning” in coping with mundane 

problems across various conditions and timeframes” (Vanhove et al., 2016; Lewis et 

al., 2011, p.2) which for some studies fits with an objectivist approach. However, a 

wide range of behavioural and psychological attributes, which fluctuate across time 

and contexts, underpins the construct of resilience.  

In acknowledging how individuals may experience and exhibit resilience in the 

learning setting might well reflect their individual characteristics, backgrounds and 

experiences, as well as the setting itself. Thus, it follows that the researcher has 

adopted an interpretivist position to inform the research, requiring inductive 

reasoning to gain insights into how individual personality traits and experiences 

might manifest themselves in terms of individual’s perceived resilience to adversity 

(Ulin, Robinson & Tolley, 2004). The interpretivist paradigm accepts that reality and 

the researcher are inextricably linked, and epistemologically that acquired 

knowledge is formed through one’s own conceptions (Neuman, 2003; Ulin et al., 

2004). A particular requirement highlighted by Angen (2000) is the researcher’s 

ability to foster sophisticated dialogue with participants, maintaining integrity and 

truth to ensure that meaningful and valid reality is constructed. An important benefit 

of interpretivism is the opportunity to gather “rich and textured evidence” allowing 

the researcher to elicit wider issues such as workplace cultures, workloads and 

timetable pressure points (Cameron & Price, 2009, p.56).  

Stokes & Wall (2014) confirm that a relativist ontology allows researchers to create 

inter-subjective reality though their perceptions of meanings and events, which is 

important given the transient nature of resilience across time and contexts, leading 

to different experiences of its manifestation in each individual case. However, 

Andrews (2012) warns that extreme relativism can risk weakening findings as a 
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result of generating “multiple realities”. Andrews (2012) believes that this position 

creates the issue of “multiple interpretations of those realities” weakening the 

methodological approach as it becomes impossible to compare or judge accounts 

and verify what might be the truth. Bury (1986) argues that at worst this can lead to 

inconclusive results and absence of recommendations. Similarly, Burr (2003) finds 

the use of socially constructed frameworks to be problematic because of the 

tendency of people to view and present their stories as the most likely truth, in a way 

that supresses the views of predecessors and peers. Here, Guba & Lincoln (1994) 

confirm that the researcher’s philosophical position shapes the choice of research 

method, with either quantitative or qualitative research applicable within any 

paradigm. In particular, the risk of constraining research in adopting either extreme 

of the continuum is well documented (e.g. Morgan & Smircich, 1980; Patton, 2002; 

Cunliffe, 2010). Hammersley (1992, p.43) advocates the middle ground between 

realism and relativism a position that he terms “subtle realism”, similarly supported 

by Denzin & Lincoln (2011).  

In practice, this middle order position means that the researcher acknowledges the 

influence that she has had upon constructing and interpreting the findings and an 

acceptance that responses may not always reflect the truth, allowing the adoption of 

a pragmatic perspective. This is an important distinction in this research whereby 

the researcher recognises that the knowledge gathered is not independent because 

of her central role within the programme. Hammersley (1992) indicates that the 

benefit of accepting the influence that researcher knowledge has upon the study is 

an avoidance of mere reproduction of multiple accounts, which seems unlikely to 

result in any meaningful contribution to the literature. A second advantage of 

avoiding negative connotations from taking a more extreme philosophical 

perspective is emphasised by Andrews (2012). Farzanfar (2005) and Denzin & 

Lincoln (2011) endorse this subjective approach in order to explore individual 
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meanings, motivations, transactions and situations; the unique phenomena that may 

affect respondents in different ways. 

The research philosophy examined here is particularly relevant where there is a 

paucity of germane evidence, and provides an entirely compatible research 

paradigm for the exploration of lived experience through the research design 

discussed in the following section.  

 

4.3 Research Design 

In exploring the complex set of traits, behaviours and skills demonstrated by 

apprentices, along with the varied resources available and contexts in which these 

individuals are employed, it was clear that it was necessary to adopt a methodology 

capable of dealing with such complex interrelationships between variables. Here, 

Yin (2018) suggests that qualitative case studies are invaluable in helping to 

understand complex inter-relationships between variables and across contexts, 

whilst Stake’s (2000) exploratory, collective case study approach enables inductive 

holistic exploration, which Hodkinson & Hodkinson (2001) argue is a key factor in 

meeting research objectives. Despite the time and resource required to incorporate 

multiple sources and locations, a case study method was considered more suitable 

than action research due to defined timescales and because the study was focused 

upon exploring a specific phenomenon within several pre-determined settings, 

rather than facilitating change (Eisenhardt, 1989; Stake, 2000; Saunders et al., 

2012). 

Crotty (1998) emphasises that Yin’s (1993) case study method favours positivist 

underpinnings, which therefore appear to be less suited to an interpretive 

orientation. Stake’s (2000) method allows for the representation of multiple 
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perspectives and recognition that social construction of events can affect individual 

interpretation and feelings. Stake (2000) also suggests that researchers apply case 

boundaries appropriate to the circumstances, which in this instance included the 

organisational contexts, stakeholder profiles and associated pedagogical practice. 

However, rather than adopting just one case study technique, Yazan (2015) 

recommends that the methods of both Yin (2018) and Merriam (1998) are deployed 

in defining and designing the case study, and collecting and analysing data are 

effectively supported by the most appropriate task method. A specific example of 

this is the adoption of Yin’s (2018) programme logic model for data analysis, 

discussed later in this chapter.   

The research was also bound by time through a cross-sectional “snapshot” 

approach, comprising a pre-defined data collection period. Whilst a longitudinal 

study was carefully considered, it was rejected principally to avoid the issue of 

attrition of participants raised by Robson (1993), particularly as the combined 

pressure of of study and work upon time could make it difficult for respondents to 

commit to a second stage of data collection. A second problem for longitudinal 

interpretivist research reported by Angen (2000) is the potential for participant re-

negotiation or re-interpretation of data at a later date, when respondents may well 

be working in a different location or role. As such, it was clear that the same data set 

could considerably skew the findings, creating a particularly risky approach given 

the fluidity of the construct. For example, a promotion or change in line manager or 

mentor arrangements may have resulted in a sharp increase in stressors, 

subsequently influencing levels of resilience. The study was perceived as low risk as 

any participants concerns were negated by their assured anonymity, reducing the 

threat of credibility of data by way of fabricated or exaggerated narratives (Saunders 

et al., 2012). 
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4.4 Data Collection 

Multiple data sources are recommended by both Stake (2010) and Yin (2018) to 

reinforce the validity of the findings and reduce the risk of common method bias. 

Consequently, a multi-method approach was adopted with data collected from 

apprentices, managers and Personal Academic Tutors (PATs) through initial 

unstructured interviews, followed by exploratory questionnaires and semi-structured 

interviews. Data collection, analysis and interpretation continued throughout the 

timeframe shown in Table 1, forming an iterative process to create an emerging 

picture, an approach advocated by Janesick (1994) and Miles & Huberman (1994). 

Additional data sources to support the aims and objectives of this research included 

application forms, grades and progress, conference and industry data.  

Table 1 - Schedule of Data Collection and Analysis Methods 

 

 

  



 71 

Each stage of research served to reduce possible pre-conceived assumptions about 

the potential influence of internal factors and protective external resources upon 

levels of resilience. This approach of incrementally developing the research is 

endorsed by Creswell (2003) to reduce the risk of researcher bias. Similarly, Morse, 

Barrett, Mayan, Olson & Spiers (2002) advocate an iterative approach, with 

researcher checks for trustworthiness at each stage. Therefore, proactive evaluation 

of process and data was made immediately after each questionnaire or interview, 

allowing the researcher to cycle between research design, collection and analysis to 

constantly confirm and monitor the interpretation of data.    

Early research also helped to reliably identify common themes with regard to 

influences, resources and stressors beyond those uncovered by the initial literature 

review, spanning different contexts including workplace and home. Fielding & 

Fielding (1986) and Fisher (2004) advocate this type of incremental process to 

create a clearer focus for the subsequent sampling strategy, maximising the 

opportunity to source rich data from the exploratory case study research. However, 

Easterby-Smith et al. (2012) argue that the adoption of two measures can produce 

disparate and contradictory findings, partly because of a natural reluctance to file 

extreme responses in writing, and partly because complex subject areas are difficult 

to measure through a limited instrument such as a questionnaire. With that in mind, 

the questionnaire was designed as an initial research method with the aim of further 

clarifying the objectives and complementing the semi-structured interviews. An 

overview of the data collection methods and their relationship to the research 

objectives is shown in Table 2.  
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Table 2 - Overview of Data Collection Methods Mapped to the Research 
Objectives 

 

 

4.4.1 Sampling Strategy  

The CMDA was launched in 2016 hence the total population of potential 

respondents was less than forty, necessitating a census sample (Henry, 1990). 

Despite the relatively small population, there was sufficient diversity in terms of age, 

experience, sector, job role and seniority to carry out an in-depth investigation and 

provide detailed, rich descriptions, which Silverman (1993) and Saunders et al. 

(2012) recommend when sample sizes are small. The initial unstructured fact-finding 
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interviews were intended as exploratory research to investigate whether the issues 

discussed in the previous chapters existed in the views of the respondents. The 

unstructured interview sample was selected by convenience of access and also to 

ensure a range of respondent and sector profiles, so a non-probability criterion 

based, purposive sampling technique recommended by Babbie (2015) was adopted 

to decide whether the subject area was worth investigating in more detail. McGuirk 

& O’Neill (2017) agree that this is an appropriate technique for qualitative research 

where generalisation is inappropriate and undesirable.  

15 returns were received in response to the questionnaires, reducing the population 

for semi-structured interviews. In order to achieve a holisitc view from the three 

stakeholders, participant commitment was required from the apprentice, their 

employer and PAT. The effect of workplace constraints required a flexible and 

adaptable strategy so as a result, ten apprentice interviews took place followed by 

ten employer interviews. Data concerning the programme resources, pedagogy and 

apprentice progress was collected by interviewing the three associated PATs, one of 

whom was the Programme Leader.  

It is acknowledged that this narrow focus has resulted in critical and rich, in-depth 

data but as Jankowicz (2000) indicates, the spread of data collection from different 

stakeholders eradicates the risk of participant assumptions, lessens the risk of bias 

and improves credibility. In accordance with Creswell & Miller’s (2000) suggestion, a 

member check of the sample took place, ensuring plausibility and credibility of the 

findings and their interpretation. Despite the small population, the resultant sample 

was representative of a range of sectors, ages, roles, experience and genders, 

hence the findings may inform alternative degree apprenticeship and part-time 

programmes (Stokes & Wall, 2014).   
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4.4.2 Unstructured Interviews 

Exploratory unstructured interviews with 12 apprentices took place during October 

2017, adopting Easterby-Smith et al’s. (2012, p.34) recommendation of encouraging 

participants to freely give their opinions and yield: “conversation, meanings and 

understanding”. Liebenberg & Moore (2016) emphasise the importance of gaining 

an understanding of participants’ views of the construct of resilience, therefore these 

interviews comprised a broad discussion to gather pertinent and meaningful data 

derived from apprentices’ perceptions to inform the questionnaire design (Cohen & 

Crabtree, 2006). During these interviews the participants began to talk about their 

pre-programme and on-programme development, career aspirations and their views 

of resilience. Ungar & Liebenberg (2011) advocate such exploratory dialogue to 

further facilitate the participant’s voice and more effectively refine subsequent 

research stages. This stage was followed by questionnaires, issued to the total 

apprentice population. 

 

4.4.3 Questionnaires  

Despite McGuirk & O’Neill’s (2016) acknowledgment of the limitations imposed by 

questionnaires on the collection of qualitative data, they endorse their use in 

discovering individual interpretations, attitudes and beliefs to provide a more 

comprehensive view of social processes. Based upon the earlier work of Klein 

(2003, p.72), Eckerdal & Hagström (2017) similarly believe that it is possible to 

adapt questionnaires “from a fact positivistic collectivism toward an interpretive 

individualism” revealing alternative and often, unexpected respondent perspectives, 

thus facilitating exploration of new insights. A further benefit of questionnaires is that 

of time for respondents to consider and reflect upon their replies to questions that 
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are relevant to the research. Here, De Vaus (2014) proposes that the development 

of questions aligns with four broad themes of attitudes, beliefs, attributes and 

behaviours, the effective design of which further validates the findings drawn from 

the literature to inform the semi-structured interview themes and sampling method.  

Qualitative resilience research is uncommon consequently few reliable resources 

were available to support development of open-ended questions designed to elicit 

further discussion at interview. Here, the Resilience Research Centre’s Adult 

Resilience Measure (RRC:ARM) was particularly useful because the concept that 

resilience is based upon social ecological factors informed its design as a measure 

of resilience in young adults, containing guidance for both written and oral 

questioning techniques (Ungar & Liebenberg, 2011). Whilst the literature revealed 

various definitions of resilience, the lack of consensus is problematic for 

researchers. Rather than attempting to measure resilience, the RRC:ARM focuses 

upon an exploration of underpinning characteristics and resources in terms of 

capacity, particularly: the individual’s ability to navigate resources that potentially 

support well-being; the extent to which traits, behaviours and networks might 

provide those resources; and individual and group capability to negotiate the sharing 

of resources “that support resilience processes” (Ungar & Liebenberg, 2011; 

Liebenberg & Moore, 2016, p.2).  

One simple scale which focuses purely upon a snapshot of adult resilience is the 

Brief Resilience Scale (BRS) designed by Smith, Dalen, Wiggins, Tooley, 

Christopher & Bernard (2008). Unlike the RRC:ARM, the BRS does not investigate 

protective external resources that could facilitate resilience development, but 

considers “the ability to bounce back or recover from stress”, thus examining the 

potential relationships between resilience and personal characteristics (Ahern, Kiehl, 

Sole, & Byers, 2006; Smith et al., 2008, p.199). The questionnaire was therefore 

developed from both the RRC:ARM and the BRS, to ensure the effective exploration 



 76 

of the construct of resilience, encompassing both internal factors and external 

resources.  

The questionnaire (Appendix 6) was used as a second exploratory stage to find out 

more about the apprentices’ points of view, with the aim of gathering data to begin to 

understand their programme experiences and their interpretations of the 

effectiveness of protective external resources upon levels of resilience. Whilst its 

design was developed from the RRC:ARM, widespread amendments were required 

to ensure its suitability for apprentice respondents in a range of contexts. The BRS 

measure was not adapted because Smith et al. (2008) had successfully tested it 

upon a range of respondents, including students. As a result, the questionnaire drew 

together the variables highlighted in the literature and the findings incorporated from 

the informal interviews. It included an exploration of the skills and traits thought to 

underpin resilience, as well as contextual questions surrounding the workplace and 

environment, mentor, the HEI and a brief measure of resilience itself. 

The questionnaire was developed through Online Surveys, a digital tool created by 

the Joint Information Systems Committee whose specific purpose is to support 

Further and Higher Education and other global research. Forza (2002) endorses 

digital survey provision in order to reduce costs and simplify data collection. Despite 

the small population size, the researcher’s relationship with the cohort meant that a 

reasonable response rate was deemed likely. The sampling frame comprised the 

population (census) of the CMDA who were e-mailed with an introduction explaining 

the purpose and relevance of the research and invitation to complete the 

questionnaire (Jankowicz, 2000). It was necessary for respondents to divulge their 

identity in order to efficiently select the subsequent interview sample. Whilst assured 

confidentiality is usually preferable, Webb (2002) argues that this type of exploratory 

research would not create low response rates through a fear of reprisals.  
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The questionnaire was limited to 24 questions to make the task seem less onerous 

and attract a higher completion rate (Jankowicz, 2000; Fisher, 2004). Creswell 

(1994) and Adams & Cox (2008) suggest that questions are grouped into themes 

therefore each section contained brief steering instructions and comprised personal 

details, workplace details, internal factors and external protective factors. The 

questions were a mixture of dichotomous, check list and likert scale, with 

opportunities for respondents to add personal views and feelings, which Fisher 

(2004) recommends for exposing new ideas. The likert scale comprised of five 

points which Bell & Opie (2002) and De Vaus (2014) warn can cause neutrality, 

however it was felt that forced choice questions were not appropriate in this 

instance, particularly given the range of the sample. The response categories 

remained similar to avoid confusion, although different measures were employed as 

recommended by Dillman (2000) and Forza (2002) to maintain interest. Jankowicz 

(2000) endorses the use of reverse questioning as a reliability check, however pilot 

feedback indicated that this was confusing and unnecessary in this short 

questionnaire. Instead, two check questions were asked in an alternative form 

(Saunders et al., 2012).  

Windle et al. (2011) reviewed nineteen resilience measures but whilst the Resilience 

Research Centre: Child and Youth Resilience Measure (RRC:CYRM) scored highly 

for content validity, the significant adaptation of the questionnaire required a fresh 

credibility and reliability check. Saunders et al. (2012) emphasise the need for 

questions and answers to be understood and interpreted in the way intended by 

both the researcher and the respondent, which Gardner (1994) suggests requires 

clear questioning and researcher ability to collect the necessary information by 

correctly decoding responses. Therefore, following Forza’s (2002) advice, 

questionnaires were checked prior to data collection with a supervisor and again 

through the pilot stage. Saunders et al’s. (2012, p.299-300) validity checklist was 
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employed to test the wording of each question and avoid common errors such as 

repetitive, offensive, assumptive or missing fields. Finally, the efficacy of the survey 

was assessed through two further questionnaire checklists, constructed by Creswell 

(2003) and Bell & Waters (2014). 

Adopting Fink’s (1995) recommendation, 8 independent respondents were invited by 

e-mail on the 8th January, 2018 to test the pilot questionnaire, check understanding 

and ensure question and content validity and data reliability. 7 responses were 

recorded, yielding a 87% response rate. Content validity was assessed through 

Bell’s (1999) questionnaire to check respondents’ understanding (shown in 

Appendix 7). Moreover, by following Fisher’s (2004) advice a thorough check 

confirmed that the electronic data collection, processing and analysis worked 

correctly, but highlighted the requirement for clarity over the wording of three 

questions.  

The final revisions were made to the questionnaires and invitations sent 

electronically to the total population (34) on the 12th February, 2018. Reminders 

were sent on the 5th March citing a deadline of 20th March, 2018. The questionnaire 

elicited a response from 15 apprentices, a rate of 45%, yielding empirical data with 

which to inform the next stage of data collection and support wider representation of 

the research phenomena. The data collected provided a valuable foundation with 

which to begin to understand respondent views about their workplaces and roles, 

their behaviours and skills, the programme’s protective resources and the extent to 

which they felt able to “bounce back”. Although Easterby-Smith et al. (2012) suggest 

that such an approach has and associations with positivism, the purpose here was 

primarily to inform the sampling strategy and explore the potential influence of 

behaviours and resources before implementing the semi-structured interviews (Gill 

& Johnson, 2010). 
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4.4.4 Semi-Structured Interviews 

The secondary stage of research began with an early examination of the 

questionnaire findings, adopting the approach advocated by Daymon & Holloway 

(2011) of continual analysis throughout the period of data collection. Whilst the aim 

of the questionnaires was to seek patterns, trends and themes in behaviours and 

experiences, it was critically important to adopt the advice of McGuirk & O’Neill 

(2016) in ensuring that the analytical focus remained upon upon specific learning 

settings, rather than attempting to generalise over broader populations. 

The results of the questionnaire informed the semi-structured interview design for 

apprentices, employers and the PATs, and was particularly significant in supporting 

an effective sampling strategy. The inclusion of a second instrument to facilitate the 

collection and analysis of additional data is endorsed by Fielding & Fielding (1986) 

to effectively highlight inconsistencies, strengthening the credibility and 

trustworthiness of this research. Miller & Glassner (2016) advocate semi-structured 

interviews to supplement respondents’ views and perspectives with details and 

descriptions, through individual voices and language to further explore influential 

factors within unique situations and contexts.  

Focus groups are an alternative method endorsed by Grudens-Schuck, Allen & 

Larson (2004) as an efficient way to gather broad information and confirm the 

plausibility of other data collected but Saunders et al. (2012) warn that their 

advantage of greater subject coverage may be outweighed by the lack of anonymity. 

It was felt that this could restrict frank discussion, notwithstanding the practical 

considerations of organising and facilitating focus group research on a date when all 

respondents could attend. Therefore, despite their considerable resource-intensive 

nature, semi-structured interviews were deemed more appropriate in gathering an 

“authentic understanding of peoples’ experiences” and reveal deeper elements of 
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human behaviour (Silverman, 1993, p.10; Duncan & Marotz-Baden, 1999; Fern, 

2001). However, their success is largely dependent upon the interviewer’s ability to 

relax the interviewee through interpersonal and communication skills; particularly 

listening, questioning and probing or prompting to elicit stories (Ritchie & Lewis, 

2003; Opie, 2004; Gillham, 2005). Miller & Glassner (2016) argue that interviews are 

shaped by this rapport building and social parallels, recommending that close 

attention is paid to the interviewer’s own social positionality and its potential effect 

upon the direction of the interview. Here, it was recognised that the researcher 

played an integral part as “the research instrument” and so must rigorously ensure 

credibility and trustworthiness to safeguard validity of the findings and 

consequentially the reliability of the study (Morse et al., 2002; Patton, 2002, p.14; 

Golafshani, 2003). 

Adopting the recommendations of Saunders et al. (2012) and Bryman (2015), brief 

semi-structured interview guides for apprentices, employers and PATs were 

developed to uncover themes which had evolved from the initial unstructured 

interviews and questionnaires (Appendix 8). Whilst Glaser (1998) suggests that this 

approach imposes a structure around the data collected, Saunders et al. (2012) 

contend that there is a high risk that the research would lose its sense of direction, 

credibility and purpose without some focus of this nature. They argue that the 

interviewer should prepare effectively by researching the “organisational or 

situational context in which the interview is to take place” and supply information to 

interviewees which allows them time to prepare, gather evidence and consider their 

responses. (Saunders et al., 2012, p.328). Similarly, Charmaz (2006) advocates 

taking time to prepare for interview protocol in this way, not least for early career 

researchers to avoid accidentally asking loaded questions, subsequently forcing 

answers into constricted themes. Whilst this approach avoids overlooking any key 

themes that had previously emerged, flexibility within the interviews was still 
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required to effectively explore the complexities around the topic, allowing probing 

and eliciting of further information that may prove to be of interest and strengthen 

the richness of the data collected (Bryman, 2015). It is acknowledged that the 

reliability of the findings is difficult to assess in these circumstances, exacerbated by 

contextual and personal variances (Marshall & Rossman, 2014).  

Invitations were sent to all 15 of the questionnaire participants in April, 2018 and 

included the participant information sheets (Appendix 9) along with an overview of 

the interview themes. The interview invitations were restricted to this group to build 

upon the data drawn from the earlier questionnaires and create a holistic picture for 

each participant. Reminders were sent during May and June 2018, yielding a 

response rate of 67% from apprentices and employers and 100% from PATs. 23 

recorded semi-structured interviews took place between April and August, 2018. 

Each interview started with an explicit statement explaining the research rationale, 

followed by a broad discussion around the emergent themes within the interview 

guides, allowing individuals to talk freely about their particular views and 

experiences, so that their true feelings could be investigated (Bryman, 2001; 

Grudens-Schuck et al., 2004). Kvale (2008) stresses the importance of eliciting deep 

responses during the interviews which were achieved by asking probing questions, 

pausing where necessary, checking understanding by repeating or rephrasing 

questions, and checking responses to avoid misinterpretation.    
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4.5 Data Analysis 

The data collection spanned a period of eleven months affording the researcher time 

to concurrently begin the thematic analysis of data, advocated by Daymon & 

Holloway (2011) to begin preliminary identification of common themes. Babbie 

(2015) argues that it is impossible to reduce qualitative data analysis to a series of 

neat procedures and there are a number of named methods, which share a common 

recursive approach. Methods include discourse, thematic and qualitative content 

analysis, all of which are effective in exploring and distilling data collected in order to 

develop abstract concepts and theories (Rapley, 2016). Yet, there is divergence 

amongst researchers over the claim that thematic analysis is a specific method 

since it is refered to as a tool for use across methods by Boyatzis (1998) but 

described as a process for use within methods by Ryan & Bernard (2000). 

Nevertheless, Braun & Clarke (2006, p.4) maintain that thematic analysis provides a 

flexible method in its own right with which to analyse qualitative data, suitable for 

inductive analysis, yet independent from any “particular theoretical or 

epistemological positions”. Thematic analysis supported the researcher’s active role 

in identifying patterns and the discovery of latent themes by moving back and forth 

across the data set to begin to understand the underlying causes that are informing 

the data (Braun & Clarke, 2006). Whilst content analysis shares many similarities, 

the greater focus upon quantifiction and a priori coding seemed to be less relevant 

for this study (Vaismoradi, Turunen & Bondas, 2013). Table 3 summarises how this 

process took place, followed by a more detailed account of the analysis which took 

place for each of the three data sets; unstructured interviews, questionnaires and 

semi-structured interviews. However, it must be noted that the process of cycling 

across and between data sets was not linear, requiring many retrograde steps to 

ensure a full understanding of the data to begin to identity emergent themes.   
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Table 3 – The Cycle of Data Analysis (Braun & Clarke, 2006) 

 PHASE TASK BREAKDOWN OF ACTIVITY CARRIED OUT 

STAGE ONE PRELIMINARY STAGE OF RESEARCH - UNSTRUCTURED INTERVIEWS 

Phase One Transcribed verbal data. Created verbatim transcripts of the interviews to 
familiarise oneself with the verbal data. 

 

Phase Two Exported transcripts to 
NVivo. 

Looked for common themes within the 
unstructured interview responses. Created parent 

and child codes and produced reports. Used 
codes to begin an early start code list. 

Phase Three Added memos in NVivo 
& wrote up findings. 

Used the findings to inform, develop and refine 
the major stage of the data collection method. 

STAGE TWO PRELIMINARY STAGE OF RESEARCH – QUESTIONNAIRES 

Phase One Manipulated 
questionnaire data in 

BOS tool.  

Familiarised oneself with the data. Looked for 
common themes within the questionnaire 

responses.  

Phase Two Exported questionnaire 
data to NVivo and 
Microsoft Excel. 

Highlighted interesting information. Analysed 
cohort profile and BRS scores and compared with 
academic progress and availability of workplace 

mentors. 
Transcribed free text derived from open questions 
within the questionnaire. Created basic diagrams 

and tables to seek patterns in the data. 

Phase Three Generated initial codes & 
memos. 

Continued coding to further develop an early start 
code list.  

Phase Four Wrote up findings. Used the findings to inform, develop and refine 
the major stage of the data collection method. 

STAGE THREE MAJOR STAGE OF RESEARCH - SEMI-STRUCTURED INTERVIEWS 

Phase One Transcribed verbal data. Created a verbatim transcript of the interviews to 
familiarise oneself with the verbal data. 

 

Phase Two Further familiarisation 
with the data. 

Repeated active reading of the data drawn from 
the three data sets. 

Phase Three Generated codes. 
 

Highlighted interesting information and begin 
manual coding across all three data sets to 

continue the early start code list. 

Phase Four Searched for themes. 
 

Sorted the codes into potential themes drawn 
from the data and the literature review. Created 
parent themes, sub-themes and miscellaneous 

themes. 

Phase Five Reviewed themes. 
 

Moved back and forth across all of the data sets 
from each stage and began to refine, add and 

merge themes to ensure coherent patterns and 
distinction between themes. 

Phase Six Defined and named 
themes 

 

Identified what was interesting about individual 
themes and why to ensure a clear definition for 

presentation with the analysis. Selected the best 
examples for presentation. Developed conceptual 

framework. 

Phase Seven Produced the report 
 

Wrote up findings and discussion ensuring 
appropriate evidence and narrative in relation to 

research objectives. 
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4.5.1 Unstructured Interview Analysis  

All of 12 of the early interviews were audio recorded and transcribed by the 

researcher during December, 2017. The data was then entered into qualitative data 

analysis (QDA) software, NVivo. An initial review of these transcripts alongside the 

topics drawn from the literature helped identify some of the earliest themes, which 

were further developed at each stage of data collection. The data was coded 

thematically and used to inform the questionnaire design, but whilst NVivo had been 

of some benefit in coding sections of text and in creating an early word cloud 

(Appendix 10), it proved to be unreliable, cumbersome and somewhat detached 

from the research. It was felt that the time taken to input information and resolve 

problems would be better invested in forging a closer relationship with the data 

through manual analysis. Therefore, a decision was made to export the early NVivo 

codes and analysis with the majority of subsequent analysis taking place manually.  

 

4.5.2 Questionnaire Analysis  

An in-depth analysis of the 15 completed questionnaires’ data took place during 

March, 2018. Whilst the Bristol Online Survey tool offered basic data display, it was 

not sophisticated enough to manipulate or fully analyse the data. Therefore, the raw 

data set was exported to Microsoft Excel to seek early patterns and themes in the 

data and begin coding of the free text responses. The BRS responses were 

analysed using Smith et al’s. formula (2013) to provide a snapshot of the 

respondents’ view of their own resilience levels. The purpose here was to find out 

more about the group and individual perceptions of the construct of resilience, with 

extremes of above and below average resilience examined in further detail to 

identify patterns associated with the survey’s results. On programme performance, 
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resources and individual responses were also analysed to extrapolate further 

meaningful data.  

The early analysis from the unstructured interviews and the questionnaires took 

place prior to the semi-structured interviews and it proved invaluable to summarise 

the findings briefly at this stage as they helped to inform the design of the major 

element of the research. The emerging themes were coded, leading to the creation 

of a substantive list of a posteriori codes (Miles & Huberman, 1994). This stage also 

made it possible to begin to conceptualise ideas around the internal factors of traits 

and skills, the protective external resources available to learners and the possible 

outcomes (Appendix 11).  

 

4.5.3 Semi-Structured Interview Analysis  

The interview data was collected by 23 audio recordings between April and August, 

2018 and was transcribed, analysed and categorised thematically by the researcher 

as early as possible after each interview, to help obtain valid and reliable qualitative 

data, a method endorsed by Creswell (2003) and Easterby-Smith et al. (2012; 

Appendix 12). Thematic analysis is commonly misconstrued as content analysis but 

Braun & Clarke (2006) argue that other named methods are in fact a manifestation 

of what is actually thematic, and provide clarity regarding its composition and 

application. Following their guidelines, analysis began with the identification of 

common themes through the use of descriptive codes, adding layers of meaning 

through underpinning interpretive and pattern codes. The categories previously 

identified through earlier data collection were reviewed and amended, eschewing a 

passive approach (Miles & Huberman, 1994; Stemler, 2001; Braun & Clarke, 2006). 

Themes were clustered and cross-referenced to effectively incorporate the three 

perspectives of employer, learner and provider.  
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Fisher (2004) and Rapley (2016) warn that whilst coding can simplify and 

summarise data, it can also fragment evidence to the extent that meaning and 

context is lost. To avoid this, there were codes for uncategorised findings to 

encompass other areas and ensure that “a larger theoretical perspective” was 

considered (Creswell, 2003, p.193). The coding was checked according to Patton’s 

(2002) criteria, ensuring that the categories and their contents were both intertenally 

homogenous (whereby the contents within each category relate to each other) and 

externally heterogeneous (whereby each category is distinct from the others), thus 

avoiding irrelevant codes, misallocation of codes to themes or repetition of themes. 

To further reduce the limitations of coding, emerging ideas simultaneously informed 

the writing of notes, described as “conceptual memoing” by Glaser & Strauss (2017, 

p.83). The memos began the theorising of data, through the “write up of ideas about 

codes and their relationships as they strike the analyst while coding” (Glaser & 

Strauss, 2017, p.83-84). A recursive approach was adopted by constantly moving 

back and forth from the data, coding, clustering of memos and early write up, 

continually refining discoveries made throughout the whole analysis and coding 

process to reveal latent themes (Braun & Clarke, 2006).  

The total list of themes was reviewed, refined, merged and recoded where 

applicable. The process of pattern coding showed relationships, similarities and 

divergences across the different groups and sectors, leading to the development of 

sub-codes and cross-references to reduce data to ultimately inform higher level 

emerging concepts and theory (Miles & Huberman, 1994; Punch & Oancea, 2014). 

A large scale mind map was created to marshall initial thoughts around relationships 

between codes and themes, allowing the researcher to more effectively organise 

ideas and structure the findings (Rustler, 2012; Appendix 13).  

The continual refinement and synthesis of the analysis eventually led to the 

formation of the findings presented in the following chapter (Morse & Richards, 
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2002; Punch & Oancea, 2014). Miles & Huberman’s (1994) data display techniques 

and Braun & Clarke’s (2006) thematic diagrams helped to formulate visual 

representation of the findings, whilst Yin’s (2018) programme level logic model 

facilitated the organisation and simplification of a complicated sequence of events, 

“matching empirically observed events to theoretically predicted events” through the 

validation of code patterns and analysis of data relationships (Yin, 2018, p.186). The 

complex and variable experiences of employers, apprentices and tutors have been 

holistically integrated within each theme rather than presenting a disparate collection 

of many different narratives (Stake, 2010; Boblin, Ireland, Kirkpatrick & Robertson, 

2013). Throughout the process, critical self reflection continued in order to ensure 

the most appropriate approach and avoid bias, particularly where findings were 

discovered and applied to a different type of learner or organsiation with the 

intention of further developing existing theories (Easterby-Smith et al., 2012).  
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4.6 Ethical Considerations 

The research fully aligns with the Chartered Association of Business Schools Ethics 

Guide (2015) and has followed the University of Chester’s ethical code of practice. It 

was therefore scrutinised by the ethical review committee prior to commencement.   

The researcher has taken responsibility for authorship, acting with integrity, honesty 

and transparency, respecting people, intellectual property and preventing harm. The 

report does not contain falsified information and no attempt has been made to 

deceive or mislead participants or readers. Privacy, anonymity and confidentiality 

throughout the study have been of utmost importance and its continuation is vital for 

all stakeholders (Easterby-Smith et al., 2012). All participants received participant 

information sheets and completed consent forms, assuring them of confidentiality 

and anonymity in their contribution to this research (Appendix 9). No data was 

collected without prior explicit consent and interviewees were not coerced or 

incentivised to contribute.  

The researcher has worked at the university in a programme development role 

throughout the term of this study. She has had no professional or personal 

affiliations, funding or other external support for this research. Even so, the 

importance of continuous critical reflection and self-awareness is acknowledged, to 

mitigate any tendency towards bias in encouraging favourable results from 

employers and apprentices. The researcher has maintained integrity of the 

research, data and analysis, taking an unbiased approach to ensure that the 

findings are wholly and ethically representative of the results of her work. 

Accordingly, it is anticipated that the findings will be disseminated through 

submissions to journals for publication and by presentation at conferences. 
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4.7 Limitations 

Although this research has made a contribution to knowledge through the successful 

achievement of the overall aims and objectives, there are several limitations. Whilst 

care was taken to collect data through different instruments and provide rich and 

detailed descriptive findings only possible through qualitative methods, their 

selection means that there is inevitable weakness in terms of bias and subjectivity, 

particularly given the researcher’s inexorably linked role.  

The perspectives drawn from the stakeholders limits the lens of resilience to 

employers, apprentices and the academic team. Whereas this is valuable for part-

time students, educators, managers and employers alike, a broader view would 

have possible with a larger sample as Luthans et al. (2016) found. The contribution 

from the small scale survey in terms of informing the substantive part of the 

research was not as significant as initially anticipated because the population was 

limited due to the innovation of the programme and the respondents self-selecting, 

leading to a small sample which in turn resulted in inconclusive finding apropos 

performance. Whilst the sample effectively engaged a range of external contexts, 

the focus was only upon one degree apprenticeship programme in one institution. It 

is acknowledged that an alternative sample may produce an entirely different result 

elsewhere and indeed within other disciplines e.g. healthcare. Similarly, the findings 

revealed the potential for rich data pertaining to the influence of home life which 

remains underexplored within the limitations of this study. Nevertheless, significant 

data has been assimilated into the following chapters which may form the basis of 

future support and interventions for apprentices, part and full time learners in a 

range of educational establishments and employment contexts.   
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4.8 Summary of Research Methodology and Methods  

This chapter has provided an overview and discussion of the researcher’s 

philosophical position, which underpins the research design. It included a 

description of the data collection instruments and rationale for their selection and 

method of application, followed by the sampling strategy and methods utilised for 

data analysis and display.  

Early data collection enabled the gathering of evidence through an iterative process 

of informal unstructured interviews, followed by questionnaires issued to the whole 

population. It is acknowledged that the contribution from the questionnaires was not 

as significant as initially anticipated in terms of informing the substantive part of the 

research. However, these initial findings were used to inform, develop and 

subsequently refine the major stage of the data collection method, maintaining and 

honing focus through continual cycling through the data and reducing the risk of 

errors in the choice of data collection tools. The secondary stage of semi-structured 

interviews presented the opportunity to refine and develop a more robust data set, 

acquire rich, detailed descriptions and secure illustrative examples of tripartite 

perspectives. The continual refinement and addition of descriptive codes provided a 

number of new findings, which are explored in more detail in the following chapter. 

Limitations of the methodological approach are discussed and reference to ethical 

consideration is made. 

The subsequent chapter combines the findings from each stage of data collection, 

providing a comprehensive summary to reflect the role of traits and behaviours in 

developing resilience, the effect that stressors might have upon learners and the 

protective external resources and interventions available which may augment levels 

of resilience.  
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Chapter Five  

Research Findings  

 

5.1 Introduction to the Findings 

This case study focuses upon one of the earliest CMDA programmes in a post 1992 

university located in North West England and comprises three groups of 

stakeholders. The results of the unstructured and semi-structured interviews and 

questionnaires incorporating the BRS measures were systematically analysed to 

identify themes and patterns in the data relating to skills, traits behaviours, 

resources and stressors thought to influence resilience, as well as the possible 

impact of resilience upon learners and workplace outcomes. The findings comprise 

a number of key emergent themes derived from the case study data, which reflect 

the diverse and complex relationships between the personal academic tutor, the 

apprentice and their employer.  

Each of the explanatory themes is formed from categories and inter-related codes 

depicted by thematic maps. The themes illuminate the focal area of personal 

resilience capacity in the context of degree apprenticeship programmes, and the 

experience of the key participants involved; namely the apprentices, employers and 

PATs. The chapter concludes with a summary of the findings and reveals how the 

themes link into the research objectives. 
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5.2 Stage One: Questionnaires 

Exploratory unstructured interviews took place with 12 Level 4 CMDA apprentices in 

October, 2017. As a result of the analysis described in the methods section, key 

themes were identified and used to support the questionnaire development. Extracts 

have been used to support findings drawn from the questionnaires and semi-

structured interviews in this section. 15 completed questionnaires were received 

from Level 4 CMDA apprentices between 12th February and 20th March, 2018 from 

a possible cohort of 33, giving a 45% response rate. The average age of 

respondents was 32 and nearly three quarters were female. The majority of 

respondents had Level 3 or 4 qualifications and a third were employed in the 

healthcare sector. All respondents had at least 2 years of work experience with over 

two thirds having worked for more than 10 years, which was representative of the 

cohort profile. The purpose of this phase of the research was to gain an initial 

exploratory snapshot of apprentice behaviours and attitudes to prepare for the 

subsequent, more in-depth qualitative research.   

 

5.2.1 Stage Two: Semi-Structured Interviews 

Table 4 summarises the respondent sample for both the interviews and 

questionnaires. 10 of the 15 questionnaire respondents and their line managers 

agreed to interviews. The sample of apprentices here was marginally less 

representative of the cohort because 8 of the 10 were female whereas the cohort 

gender ratio was 60% female, above the national figure of 54% (CMI, 2018). The 

average age was 32 and just under one third represented the healthcare sector, in 

alignment with the cohort average. It is acknowledged that the findings have been 

shaped by the female bias and average age. This was particularly apparent in terms 
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of work life balance as the majority of the female respondents had young families 

and elderly relatives, whereas the two male interviewees did not. A second notable 

difference was the emotion shown by the female respondents during the interviews, 

particularly when difficult work situations and personal home circumstances were 

discussed.     

All three PATs involved with the cohort were also interviewed. The respondents 

were coded to protect anonymity with the codes reflecting their BRS score from 1 

(highest) to 15 (lowest). BRS scores are highlighted where relevant throughout this 

chapter and the scale’s results are specifically discussed in more detail within 

section 5.4. A copy of the BRS is shown in Appendix 5.  
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Table 4 – Stages One and Two: Questionnaire and Semi-Structured Interview 
Response 

 

 

5.3 Stage One: Questionnaires - Brief Resilience Scale Data 

Part of the questionnaire incorporated the BRS, designed to give an indication of an 

individual’s level of resilience, the results of which are summarised in Appendix 14. 

According to the authors of the BRS, the possible score range is from 1 (low 

resilience) to 5 (high resilience) and may be interpreted as follows; 1.00-2.99 Low 

resilience, 3.00-4.30 Normal resilience, 4.31-5.00 High resilience (Smith et al. 2008, 

2013, p.177). By way of comparison the creators of the scale tested it on a mix of 
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participants with similar attributes to the respondents here. Their sample included 

192 Mexican undergraduate students, of whom 73% were female with an average 

age of 20. The second sample comprised 50 women with an average age of 47, 

collectively resulting in a mean score of 3.56 and an average age of 26 (Smith et al., 

2008). Despite two low scores, the questionnaire results reveal an overall higher 

level of resilience in CMDA apprentices with an average score of 3.83. The average 

respondent was somewhat older at 32 with two thirds being female (Figure 4). 

Figure 4 - Level 4 CMDA Brief Resilience Scale Scores 

 

 

Three respondents revealed high levels of resilience when this scale was applied. 

Two of the three highest scorers were female and worked in healthcare with 

extensive work experience and similar levels of prior education. All three were from 

different age groups with the third being a 22 year old male who had switched from 

a full-time business degree programme at Level 4 to commence an apprenticeship. 

He originally moved away from home to attend university, potentially one of the most 

stressful events for students, yet when asked about how he had coped he 
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suggested that he not found it difficult to leave home. Conversely two respondents 

revealed low levels of resilience. Both were female, had extensive work experience 

and worked for the same organisation in the healthcare sector. In the 

questionnaires, all of the five lowest scorers indicated that they usually handle and 

adapt to workplace change quickly and effectively, and approach conflict in a similar 

manner.  

 

5.3.1 Brief Resilience Scale - Performance on Programme 

Two modules had been assessed when the research took place, and the grades 

were compared against the BRS scores which have been re-ordered from high (A1 

to low (A15) uncovering an emerging pattern developing between resilience and 

outcomes (Figure 5). The lowest resilience scorers had achieved first class results, 

at 78% & 71%, 86% & 84%. Conversely the lowest grade was 58%, belonging to the 

apprentice with the highest BRS score (A1). The literature indicates that the 

opposite would hold true. The second highest BRS scorers (A2 & A3) achieved 62% 

and 66%; 78% and 70%. As such, the outlying high and low resilience scorers in this 

sample reveal a potential divergence from the extant literature.  

One of the issues with the BRS became apparent when different stakeholders were 

asked about the apprentice with the lowest resilience score. When asked why she 

had not thought of attending university previously, the lowest scoring apprentice 

(A15) suggested that she had “never had that confidence” in herself with her PAT 

describing her as “full of self-doubt”. Yet the line manager felt that in the 

workplace "her resilience is absolutely fantastic”. The variance in response from 

the PAT, employer and the apprentice indicates that there may be a significant 

difference in levels of resilience within the workplace context, compared with home 

or study, perhaps because of adversity and challenge within different domains. 
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Figure 5 - Brief Resilience Scale and Academic Achievement Comparison 

 

 

5.3.2 Summary of Stage One 

It is acknowledged that the data presented here is based upon a very small sample 

intended to provide a snapshot measure of resilience. As such, the richness of data 

collected is limited, making it difficult to draw early conclusions based upon the 

findings discussed. Even so, the initial findings suggest that work experience, 

gender or age cannot be viewed as reliable predictors of resilience in degree 

apprentices. Furthermore, the use of exploratory questionnaires revealed 

inconsistencies in stakeholder views, whilst also intimating the potential effect of 

context upon resilience, which led to further investigation within the semi-structured 

interviews to draw out further explanation and meanings. The chapter continues with 

a comprehensive presentation of the findings, illustrated by the rich, descriptive data 

derived from the analysis of the semi-structured interviews, with a specific focus 

upon the traits, behaviours, skills, stressors and resources believed to influence 

resilience.  
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5.4 Theme 1 – Lack of Consensus Over the Notion of Resilience  

The BRS results presented in the previous section have highlighted marked 

differences between different stakeholder groups’ views of an individuals’ resilience 

within different contexts. When respondents were probed further about their 

understanding of the notion of resilience, the interviews revealed that there was 

sometimes confusion over the definition of resilience and its manifestation, 

resonating with the scholarly debate discussed in the first section of the literature 

review and forming the first theme drawn from the case study data. A number of 

sub-themes emerged that appeared to differ in each stakeholder group, thus 

apprentices, employers and PATs each expressed somewhat different views about 

how they understood resilience. The analysis has resulted in three key distinctive 

categories informed by the coding, illuminating the divergent and often complex 

views of the apprentice, employer and PAT, shown in Figure 6.  

Figure 6 - Thematic Map: Lack of Consensus Over the Notion of Resilience  
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5.4.1 Category 1 – Apprentices 

 

Turning first to explore the responses of apprentices, three key sub-themes 

appeared to emerge from the analysis of the data, which varied between how and 

where respondents saw resilience manifest itself, to ideas about how resilience 

might be shaped by context and background. These sub-themes, which are 

explored in more depth below, comprise resilience as a set of unique innate 

characteristics, resilience as a form of dynamic behaviour and resilience as 

something that can be shaped through learning. The first sub-theme, resilience as a 

set of unique innate characteristics, reflects what might be seen as a central tenant 

of conventional thinking, namely that some individuals are naturally more resilient 

than others, particularly as a result of background and upbringing, illustrated by one 

respondent: “You're either resilient or you're not. I personally think that a lot of 

it comes back to you, the way you, the way your ethics are when you're 

brought up, your values of what's important and what's not, and I think that's 

ultimately what makes the difference”. (A5) Here, further analysis of the data also 

reflects the perceived relationship between strong levels of resilience and the 

individual’s own self-confidence and self-belief in their abilities, particularly with 

regard to performance at work and performance on programme. 

The apprentice profile is dominated by mature learners, who were previously unable 

to access HE, largely as a result of parental and financial influence. The perception 

that backgrounds and upbringing might influence levels of resilience was a common 

thread, regardless of the apprentices’ widely varied interpretations of their own 

levels of resilience. Yet, the view of resilience as a static trait which is unlikely to 

change much as a result of education, training or experience within the workplace, 

or indeed over time was challenged by two further sub-themes to emerge from the 
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data, resilience as a form of dynamic behaviour and how that may be shaped 

through learning. In instances of self-perceived low resilience there is a view that it 

is possible to develop levels of resilience through feedback provided in the 

workplace, described by one respondent: “It's about learning from that and 

putting practices in place, to well, support yourself going forward as well.” 

(A15) This variance in response would seem to indicate that an individual with low 

resilience might appreciate and maximise the potential opportunities presented by 

the programme to a greater extent than someone who might already have those 

qualities. As such, the BRS finding that links low resilience with higher performance 

would appear to endorse this view. The data here suggests that whilst resilience 

might be an innate characteristic derived from individual backgrounds and parental 

influences, the degree to which it may be developed further is likely to be influenced 

by prevailing traits and the contextual setting.  

 

5.4.2 Category 2 – Employers 

Two key sub-themes appeared to emerge from the employer respondent data 

analysis, which largely reflected a traditional recruitment and development culture, 

providing far narrower sub-themes than the apprentice data. The themes, which are 

discussed below, comprise resilience as an all-encompassing, toolkit and the role of 

resilience in shaping recruitment strategies.   

Overall, the employers seemed rather more sceptical about the importance of 

resilience compared with either the apprentices or the PATs, highlighting the 

different views drawn from each interview group. The priority for employers stems 

from a traditional culture of recruitment, which assesses skills, traits and behaviours 

relating to workplace performance. The views of the employer respondents offer a 

valuable insight into their perception of resilience which appears to be rather vague, 
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described as something that is internal or hidden by several line managers and “a 

collective model of all sorts of things toolkit” (LM13) by another.  

The analysis also reveals a broad acknowledgement of the current period of 

instability and change in the workplace, characterised by limited resources and an 

“always on” culture, forcing apprentices to manage increasingly complex workplace 

challenges. As a result, it was difficult for some employers to articulate a defined, 

skills wish list. One employer questioned the rationale behind his organisational 

recruitment policy, based solely upon essential and desirable skills. When asked 

which skills were viewed as the most desirable, he placed a greater value upon an 

individual’s attitude and characteristics saying: “Someone might not have the 

right skills or qualifications, but if they've got the right attitude, which I 

suppose is a collective term for a number of things or facets, if they've got the 

right attitude they can go anywhere they can do anything.” (LM15) Yet, despite 

15 years of extensive managerial experience he admitted that “all the time I've 

tried to sort of find out, you know, how can we actually measure or identify 

someone's attitude because it's attitudes, it's individual attitudes. But even I 

can't do this here because we don't.” (LM15).  

The traditional recruitment strategy is evident within HR policies, but the data set 

suggests that the employer respondents are seemingly less concerned with defined 

skills which might form the basis of a traditional recruitment policy, preferring to 

engage motivated employees who are adaptable, flexible, confident and proactive 

influencers who are open to new experiences and learning. Concurrently, the 

analysis indicates that a greater value is being placed upon the programme’s 

potential to develop such capabilities in apprentices, in lieu of academic results. 

Here, the findings suggest that it is no longer an effective recruitment strategy to 

merely attract individuals with traditional skills and behaviours to support 

contemporary organisational demands, with the data evidencing a desire for 
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“capable”, “motivated”, “person-centred leaders” who can “influence”, 

“problem-solve” and “create impact”. (LM1, LM2, LM9, LM11, LM13, LM15)  

 

5.4.3 Category 3 – Personal Academic Tutors 

In exploring the responses of the academic team, the key sub-themes to emerge 

from analysis of the data, were the shaping of resilience in a safe learning 

environment and resilience as learning how to deal with failure.  

The notion of cultivating resilience through learning reflects what might be seen as a 

central role in HE provision, with the programme leader taking the view that felt that 

resilience could be strengthened through learning from mistakes in a controlled and 

safe environment, rather than within the modern workplace. Whilst the narrative 

from all three stakeholders evidences the challenges facing employees in the 

current climate of rapid change, the academic view of industry was rather bleak in 

depicting a potentially hostile environment where employees are likely to be judged, 

and frequently viewed as failures if mistakes are made: “It might be that having 

failed, that's it you're out whereas we're saying in those circumstances, yes it 

is a setback but number one, you learn resilience dealing with the failure but 

secondly, here is a different way of looking at it, looking at it constructively so 

that so called failure becomes a very powerful development stage in doing 

something right.” (PAT1) This extract reflects the wider view of the three PAT’s 

strong pastoral focus within a tight-knit academic team, which is markedly different 

from that of the employers. The responses here are characterised by the 

programme’s provision of a supportive environment in which to learn how to deal 

with failure and develop problem-solving skills. Such an environment would seem to 

indicate that that self-belief and confidence in one’s own abilities could potentially be 

developed through learning and skills development, partially aligning with the views 
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of the apprentices. Yet, despite the small sample there was divergence created by 

the alternative academic view that work-based learning by its very nature of taking 

place in the workplace, cannot guarantee a risk-free learning environment.      

 

5.4.4 Summary of Theme 1 – Lack of Consensus Over the Notion 

of Resilience 

This theme portrays the lack of consensus over resilience within each group of 

stakeholders. It suggests that resilience may be an innate characteristic, which 

stems from an individual’s childhood, background and upbringing. The theme 

identifies the changing needs of industry to recruit and develop individuals with a 

broad range of leadership competencies, which may comprise a skills toolkit that 

underpins resilience. The theme also suggests that it may be possible to develop 

resilience through the workplace and on programme but that the degree to which it 

may be influenced depends upon an individual’s existing characteristics and the 

context in which development takes place. This theme effectively sets the scene for 

the following syntheses of findings, whilst highlighting the difficulty in assessing the 

complexities and facets of what might comprise resilience. The chapter continues 

with a discussion of the findings related to the traits and behaviours of apprentices.   

 

5.5 Theme 2 – The Importance of Goal Setting and Purpose 

The case study explores the CMDA, an intensive four-year programme of study, 

which undoubtedly creates an extensive period of change and challenge for the 

apprentices. When respondents were invited to talk about their reasons for being on 

the programme, a number of sub-themes emerged that emphasised the extent to 
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which apprentices are prepared to accept the associated challenges, remain 

motivated to do well and complete the programme, but which appeared to highlight 

differences within the three contexts of study, work and personally (Figure 7). 

Individual goal setting and purpose within each of these categories is explored in 

more detail below.  

Figure 7 - Thematic Map: The Importance of Goal Setting and Purpose 

 

 

5.5.1 Category 1 - Study Context 

Analysis of the data has highlighted the extent to which apprentices set goals and 

feel a sense of purpose in terms of study. Three key sub-themes have emerged 

comprising the degree as a long-held goal, the feeling of purpose created by the 

degree in validating workplace skills and the feeling of purpose created by the need 

to keep pace with new graduate entrants, which are explored in more depth below.  

The first two sub-themes of the degree as a long-held goal and its creation of a 

feeling a purpose in validating workplace skills, reflect the profile of learners on this 

type of programme. The majority of respondents have significant workplace 
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experience and are seeking to accredit existing knowledge through a long held 

desire to obtain a degree. Just one respondent had the chance to attend university 

previously but even so he and several others had been told by parents that they 

were “not clever enough to go.” (A14) In some instances, this type of early 

parental influence seems to have led to the degree itself becoming the ultimate goal: 

“It's for me. It's for me more than anything. It boils down to me to say, look I've 

got to, I've got a degree.” (A15) This self-determination was apparent in another 

respondent who described her childhood social economic status as an early barrier 

to HE: “We were all (six siblings) made to work from when we were thirteen so 

we didn’t have those opportunities.” (A5) As before, this extract typifies an 

overwhelming parental influence in terms of individuals’ opportunities to access 

education, which the analysis suggests has only changed with employer support. 

Yet, whilst some employers accepted that the programme and HEI qualification was 

useful for career progression, enhanced capability and confidence, there was an 

underlying implication that the qualification is merely a validation of workplace skills, 

which in most instances are already at an advanced stage of development 

evidenced by the comment: “I think it's all there but she just needs to be 

developed more.” (LM5) supporting the finding in the previous section that 

suggests that the qualification is seemingly not as highly valued by employers as the 

apprentices themselves.   

A powerful motivator for apprentices has led to a third sub-theme to emerge from 

the analysis, that of a new sense of purpose created by the sheer number of early 

career graduates entering the workforce, particularly evident within NHS 

organisations in terms of raising minimum essential criteria on job descriptions, and 

generating an acute awareness of the lack of academic parity amongst mature 

employees. As one PAT put it: “I think they all realise that their jobs even aren't 

safe unless they complete.” (PAT3) The analysis lends support to the notion that 
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the sense of purpose evidenced by apprentices is to some extent artificially created 

by having to keep pace with new entrants in order to maintain employment status.  

 

5.5.2 Category 2 - Work Context 

The two key sub-themes within this category are largely derived from the desire to 

advance at work, which is unsurprising given the demographic of the cohort. These 

sub-themes comprise the goal of career advancement and the desire to repay 

employer support.  

The first sub-theme relates to the goal of career advancement, evidenced by a 

number of references to the potential career trajectory that the degree qualification 

might provide. Two respondents had already received significant promotions since 

starting the programme, in itself providing purpose to other apprentices within the 

organisation and cohort. An important aspect of this sub-theme is the support and 

recognition of apprentice goal achievement by employers through feedback, 

captured within the data. Here, the narrative is overwhelmingly positive and 

effectively illustrated by a number of employer responses: “He's just stepped up to 

the mark.” (LM9); “I've not seen that, that motivation in her” (LM10) and “I think 

this coursework has given her the stamina to be able to do that.” (LM14)  

To some extent, this employer perception of enhanced performance links to the 

second sub-theme to emerge from this renewed purposefulness at work, which was 

the evident desire to repay employer support through loyalty to remain within the 

same organisation. When interviewees were probed further about their future 

intentions it became apparent that this view was representative of the sample with 

one confirming her plan to only seek internal promotion after the degree: “I can't 

see me being in this role forever, but I'll certainly be here whilst I'll be doing 

the degree and then probably for a while afterwards.” (A5) Despite 
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acknowledgement that this strategy may reduce opportunities for promotion, the lack 

of appetite to move elsewhere, even within the same sector was apparent in other 

responses: “I've chosen not to apply for promotion there because I'm better off 

here.” (A15) and “I mean I kind of like that I've been here for a long time.” (A13)  

Although 14 of the 15 respondents had achieved financial and parental 

independence, the burden of mortgages and children had taken priority over 

educational fees, contributing toward an implicit contract between the apprentice 

and employer. The weight of this contract was evident in the finding that that none of 

the respondents take the requisite 20% off the job learning hours, despite the 

additional workload created by the degree: “You would always build that work up 

anyway on top of what you've missed out and I think that's just the price that 

you have to pay you know. You have to pay really and I'm grateful for that 

opportunity”. (A14) Here, the desire to evidence gratitude in return for the 

employers’ support seems to extend into an aspiration of at least maintaining and 

potentially improving performance, linking to the employers’ perceptions of increase 

outputs.  

 

5.5.3 Category 3 - Personal Context 

Two clear sub-themes emerged from the analysis of the data, which drew upon the 

goals of individuals to improve their work-life balance and to become a role model to 

others.  Although the data suggest that all of the apprentices are driven by the 

prospect of career progression, the purpose of the degree in ultimately enhancing 

the individuals’ work-life balance is a clear sub-theme within this category. Linking 

with the work context category analysis, none of the respondents seemed to be as 

motivated by earnings or a move to another organisation, unless that change 

included the opportunity to adopt a fair work life balance in conjunction with a 
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fulfilling career, succinctly described by one apprentice: “You’ve got to balance 

what you want from your career and what you’ve got at home.” (A3) As might 

be expected, the respondents with families had a clear preference to prioritise home 

lives around children. 

Yet, the data within this sub-theme suggests that this quest for a fairer work-life 

balance is not merely the preserve of females with families. The younger 

respondents also saw the opportunity to improve their personal home life situation 

through the attainment of the degree, described by one 23 year old as the chance to 

fulfil his ambition to live and work overseas within his company. Another, aged 27, 

had taken the opportunity to put a deposit down on his first house whilst a 32 year 

old was in the process of moving her young family to a larger property.  

The second sub-theme of role-modelling that emerged from the analysis of the data, 

largely stemmed from the profile of respondents, which primarily comprised parents 

with caring responsibilities. Here, two low SES background female respondents 

described their journeys as an opportunity to become role models for their 

daughters. One who had left school without any qualifications told her daughter: 

“You're being brought up now where it's possible for a woman to do anything 

so I think we need to embrace that.” (A5) whilst another who was struggling to 

motivate her daughter to stay at college said: “And you know, my daughter's 17 

and just stepping out in the world and I want her to not to think, oh my Mum's 

got a degree, she's dead clever, but I want her to think, if she can do it, I can 

do it.” (A14) The data analysis also suggests that the notion of role modelling is not 

exclusive to family members within a personal context, but also extends into the 

work setting in terms of the apprentice’s ability to influence team members within 

their own departments. Here, the evidence highlights that the two individuals who 

saw themselves as role models at home also adopted the same approach with 

subordinates in the workplace.    
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5.5.4 Summary of Theme 2 – The Importance of Goal Setting and 

Purpose 

This theme portrays the importance of goal setting and purpose within the different 

contexts of study, work and home. Within a personal context the theme suggests 

that the degree is seen as a long-held goal by the majority of respondents, creating 

a feeling of purposefulness in the application of learning to validate workplace skills, 

and of keeping pace with new entrants. In terms of work, the theme identifies the 

common goal of career advancement and the apprentices’ desire to repay 

employers’ support through loyalty and performance. The theme also suggests that 

individuals have clear goals in terms of improving their work-life balance and in 

becoming role models to others, including children and colleagues.  

 

5.6 Theme 3 – The Ability to Effectively Manage Self and Others  

When respondents were invited to talk about their role and management duties, a 

number of sub-themes emerged ranging from communication skills to reducing 

feelings of self-doubt, emphasising the importance for individuals to be able to 

effectively manage themselves, and others. The analysis of the case study data has 

resulted in two key distinctive categories, comprising the importance of self-

awareness and the ability to build positive relationships with others, leading to two 

emergent sub-themes relating to each category, shown in Figure 8. 
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Figure 8 - Thematic Map: The Ability to Effectively Manage Self and Others 

 

5.6.1 Category 1 – The Importance of Self-Awareness  

Two clear sub-themes appear to emerge from the analysis of this category, which 

comprise managing how apprentices feel that they are perceived by others and their 

ability to manage fluctuations in self-confidence, both of which are explored in more 

detail below.  

The data analysis drawn from all three stakeholder groups suggests that self-

confidence in individuals may improve as a result of the programme. Where the 

respondents were asked about workplace challenges, the analysis reflects a high 

level of awareness in the way that they feel that they are perceived by others and 

particularly their subordinates, which is to be expected, given the range from entry 

level management to middle level management roles in the sample. However, there 

is a stark difference in the data between the lowest and highest resilience BRS 

scorers. The two lowest scorers cared greatly about how they appear to others, both 
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commonly referring to periods of self-doubt. Here, the analysis frequently highlights 

the poor behaviour of colleagues and the effect that this has upon individuals’ 

confidence levels, for example: “If I do have to speak in a meeting, I will put my 

point across and, and I'll do it in a (pause) in a way that convinces me, myself 

that it is important. So, if the individuals choose to switch off, choose not to 

listen (pause), choose not to understand, that's their problem”. (A15) In this 

instance, the respondent had admitted her low level of confidence, but rather than 

addressing the issue she protected herself to some extent by ignoring the 

inappropriate behaviour of others, thus avoiding confrontation. 

Similar feelings of self-doubt are evident in another respondent with a low BRS 

score. In describing a presentation to difficult individuals, an experienced middle 

manager illustrated her concerns over how to manage her self-confidence: “I need 

to deliver on what I’m supposed to be doing, you know and having the 

confidence about it, rather than be put off by what I’m thinking that person is 

thinking about me”. (A14) Conversely, the analysis reveals that one of the 

youngest respondents with a high resilience score appeared to be largely 

unconcerned by the way he is perceived by others. Despite fulfilling a social media 

and marketing role that often attracts colleague and wider industry critique, he had 

enough confidence in his own ability to say: “I do try to block out what other 

people think.” (A2) It is noted however that the first two responses discussed 

above are from female apprentices, similarly employed within the Healthcare sector. 

As such, the findings here may be influenced by gender and the norms of 

acceptable workplace behaviour stemming from organisational culture. 

Variance in levels of self-confidence is a second sub-theme derived from the case 

study analysis. Here the relevance of emotions and context are apparent, as well as 

the influence of one context affecting another captured by the view of one 

respondent: “It’s like some days – it just tips you over doesn’t it and then that’s 
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it, then you go into some sort of freeze mode and you go, well I’m not good 

enough to do this.” (A9) When the respondent is probed regarding her strategies 

to prevent this happening again, she indicated that that the programme was helping 

her to build her self-belief, and provide leaderships skills which in turn she hopes will 

help her to control her emotions.  

A second example of the potential for one context to influence self-confidence in 

another, is revealed by a line manager who described how her apprentice was 

comparing her own progress with that of her cohort peers, and exhibiting new found 

self-confidence in the workplace: “She's sort of looking at other people in the 

group and different roles that they've got, and I think she is starting to feel 

more self-belief and build her confidence up, thinking I can do this, I can do 

that. I do know this, I do know that and I think she's rebranding herself 

because of it”. (LM5)  

When asked about his perceived level of resilience another respondent said: 

“Actually it depends on the time of day. I can be shattered. I would say I’m 

quite resilient but sometimes I just lose focus and I’m not at my best.” (A11) 

Here, the data suggest that variance may also occur as a result of an individual’s 

physical state that can fluctuate during the workday and from day to day. 

 

5.6.2 Category 2 – Building Positive Relationships with Others 

Analysis of this category has revealed a number of views concerning the importance 

of building positive relationships with colleagues, and in particular the role of 

communication in managing others. Two sub-themes emerge from the data, 

comprising influencing and persuading others and having difficult conversations, 

both of which are examined in more detail below.  
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Both the sub-themes of influencing and persuading others and having difficult 

conversations reflect the need for effective communication skills at all levels, a trait 

which might be seen as an essential resilience resource. Here, the data suggest that 

two thirds of questionnaire respondents felt that their interpersonal skills had 

developed further through the programme’s workplace projects. The first sub-theme 

of influencing and persuading others is evident within many of the interview data, 

particularly exemplified by one 27 year old apprentice’s ability to develop and 

communicate a highly sensitive change management project within a large multi-

national corporation. Describing the complexities of the project, the respondent went 

on to acknowledge that he needed to “sit down with the factory operations 

manager to go through it with him because the factory is undergoing a big 

change at the minute”. (A13) The line manager who supervised the apprentice 

closely admitted that he had been unconvinced saying: “I was thinking well ok, I'll 

put J in the role but what they're going to do, they're going to come to me 

because they don't trust him, but I don't get that and I don't get that from the 

customers either. They go to J which is fantastic.” (LM13) The development of 

this individual in terms of negotiation and persuasion with team members, more 

senior staff and clients since starting the programme had clearly taken him by 

surprise, further endorsed by the comment: “There has been a massive ramp up 

in performance.” (LM13) 

The second sub-theme concerning difficult conversations with others and across 

varying seniority levels is a recurring theme within the data. Despite the prevalence 

of extensive work experience within the sample, the majority comprised relatively 

inexperienced managers of teams. The analysis reveals that it was not uncommon 

for these managers to find themselves managing staff with which they have worked 

over many years. One such long-serving respondent explained her dilemma of 

having difficult conversations: “It's difficult at times with staff that I have known 
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for a long time and that I have worked with at different levels, so trying to 

challenge them about poor performance or something like that.” (A1) Here, the 

manager later admits that one individual was so difficult that she actively avoided 

confrontation, again evidencing elements of self-protection discussed in the previous 

section. Anticipation regarding the programme’s potential to effectively support 

individuals in having difficult conversations across different levels of seniority was 

voiced by another recently promoted apprentice: “There’s still (pause) like (pause) 

people that are above me (pause) that I still find I have difficulty 

communicating with, and I think that, that’s like, where this programme will 

help me to effectively communicate with them.” (A11) In this instance, there was 

an implicit expectation from the employer that this young apprentice could 

communicate difficult decisions to highly qualified staff in a discrete team, despite 

having no line management and a culture of complex relationships between different 

teams.   

 

5.6.3 Summary of Theme 3 – The Ability to Effectively Manage Self 

and Others 

This theme demonstrates the requirement for individuals to effectively manage 

themselves and others at work, through effective self-awareness and the ability to 

build positive relationships with others. The data suggest that the least resilient 

apprentices worry about how they are perceived by others, and suffer from bouts of 

low confidence, both of which appear to be affected by context and emotional 

fluctuations. In terms of managing self-confidence the analysis identifies elements of 

self-protection through the avoidance of confrontation with colleagues. The analysis 

also suggests that it is possible to build positive relationships with others through 

influence and persuasion and the ability to have difficult conversations. 
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5.7 Theme 4 – The Realities of Studying Whilst Working Full-Time 

The case study analysis indicates that the apprentices face a number of stressors, 

which will naturally ebb and flow throughout the term of the programme depending 

upon a number of factors. This finding seems to suggest that a low, but constant 

level of resilience is required to cope with the challenge of balancing full time work 

with intensive study, alongside other personal commitments.  

When the interviewees were probed further about their strategies for balancing 

study, a number of sub-themes emerged which appeared to differ in emphasis, 

resulting in three distinctive categories comprising the workplace, the programme 

and home and self. Whilst each may independently constitute what might be viewed 

as a manageable and low-risk setting, the analysis reveals an increase in pressure 

when stressors from two or three contexts might arise simultaneously, potentially 

creating an unacceptably high stressor risk environment for the individual and 

revealing a number of sub-themes relating to each category, shown in Figure 9. 

Figure 9 - Thematic Map: The Realities of Studying Whilst Working Full-Time 
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5.7.1 Category 1 – Pressure Created by Study  

 

Turning first to explore the pressures created by study, three key sub-themes 

appear to emerge from the data analysis. To some extent, the programme stressors 

align with a full-time, undergraduate delivery model. However, there are some key 

differences, notably compressed timetabling, the provision of formative feedback 

and the alignment of the programme and projects to the workplace, creating a range 

of responses varying from maintaining pace with the programme to frustration with 

grades and performance. The three key sub-themes, which are explored in more 

detail below, comprise the pressure that appears to have been created by meeting 

deadlines, the pressure of having to learn and apply academic skills and the 

pressure that emerges as a result of formative and summative feedback.     

The first sub-theme of pressure created by meeting uncompromising deadlines 

reflects the challenges faced by individuals who participate in part-time, compressed 

degree study. Despite the relatively early stage of this research, the analysis reveals 

that all of the apprentices face unexpected and sustained pressure over the term of 

the programme, with all respondents remarking upon the punishing timetable when 

asked for their views of the programme, summed up by the comment: “People have 

said, ‘how have you done it?’ I've just had to (pause) because of the 

deadlines.” (A10) There appeared to be growing realisation that the pace of study 

was relentless and not only would expectations rise at Level 5, and again at Level 6, 

the pressure of study combined with work would also continue for a further three 

years: "I'm finding that I'm resilient enough at the moment, but how that will 

change in level 5, I don't know. I'm dreading the next year." (A5) All of the 

respondents express a weariness of the continuous cycle, with eight of the ten 
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explicitly referring to the constant rollover from one module to the next without 

pause, aptly described by one as a “hamster wheel”. (A7)  

The sample largely reflects the views of mature learners new to HE, two thirds of 

who are aged between 27 and 48, and just 3 having studied at Level 4 or 5, 

representative of the wider cohort. As such, the second sub-theme, pressure from 

having to evidence academic skills, surfaces throughout the data, captured well by 

the remark: “It's just, you know, 25 years since I've done any referencing." (A1) 

Whilst it is not surprising to find that referencing and study skills are problematic at 

the start of the programme, it was apparent that the provision of information was 

overly compressed, available at either the start of the programme or as extra-

curricular sessions during working hours. Despite the attendance of a study skills 

workshop, it was evident that one apprentice struggles with direction after her 

workshop: "You're just sort of picking books off the shelf randomly because 

you're not quite sure where you want to go with your assignment at that 

point." (A3) Here, the apprentice continued by confirming her preference for a 

physical library rather than digital resources. Unfortunately, the distance and work-

based learning nature of the programme appears to disadvantage this more 

traditional type of researcher.   

The third sub-theme to emerge from the analysis concerns the pressure derived 

from providing work for and receiving formative and summative feedback. In some 

instances, the provision of formative feedback is viewed as a positive intervention, 

which affords a spread of feedback at two points in each module, as opposed to just 

one, endorsed by one respondent: “It completely changed the way that I was 

writing and I got, probably the best marks that I've ever got.” (A13) Further 

positive feedback was provided by a PAT: “Several people have said that they 

wouldn’t be carrying on if they hadn’t had the formative feedback.” (PAT2) 
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As such, formative feedback should prevent more catastrophic dips in confidence 

and provide reassurance that the apprentice is on the right track. Even so, the 

analysis exposes an unintentional consequence of further pressure because of the 

creation of a four-week formative deadline in addition to an already challenging 

eight-week summative submission deadline, effectively halving the time available to 

write an assignment. As one apprentice explained: "I like to do most of it for the 

draft. I like to get it complete for then and that's when it's the most stressful 

because I say to myself, you're basically getting the most feedback then, 

aren't you? So, I want to do it as good as I can, but then you can (pause) you 

can get a dip in confidence." (A10) In addition to the pressure of time created by 

the feedback process, the extra stage of feedback and critique of work is in this 

instance viewed as a stressful experience.  

Additional pressure is evident at the summative feedback stage, not only in terms of 

submission deadlines but also with final grades. Two respondents expressed 

disappointment with their summative grades, with one confirming: "Well I'm 

disappointed with them, especially that last one." (A1) echoed by a second: "I 

mean I was a little bit disappointed with the drop in grades for the last 

module." (A10) Further exploration of this divergence in the opinions of 

respondents over both formative and summative feedback appears to have been 

created by the vagaries of academic practice, both in terms of individual academic 

styles and module content, as well as communication methods, including the 

effective management of expectations. This sub-theme is discussed in greater detail 

in section 5.8.2. 
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5.7.2 Category 2 – Pressure Created Within the Workplace 

Within the case study data analysis, the workplace stressors are far more apparent 

than the pressure created within either the study or home context, but largely 

beyond the control of the University. In exploring the difficulties encountered whilst 

on programme, three workplace sub-themes appear to emerge from the data 

analysis, drawn from a variety of responses ranging from the issues of time 

management to concerns over workplace performance. The three key sub-themes, 

which are explored in more detail below, comprise the pressure derived from 

workplace workloads, the pressure created by the shift to employer responsibility for 

fee payment and the pressure from worrying over job security and progression. 

The first sub-theme of workload pressure was clearly evident from the analysis of 

the data, with no reallocation of work and little formalised allowance of study time, 

despite the funding requirement for 20% off the job learning. Instead, the 

respondents appeared willing to maintain the status quo in recognition of the value 

of the qualification, resulting in completion of a somewhat contrived “apprenticeship” 

taking place in their own time. The analysis suggests that the apprentices regularly 

discussed this at length amongst themselves and with their PAT, but as one 

concluded: "Everyone says it, it's my workload it is my workload, so if I've got 

deadlines and I've got things that need to be done I've got to get them done. I 

can't just go I'm having a day off. I'm not going to take study leave because 

I've got too much on at work." (A3)  

Despite such evident pressure, only two employers briefly referred to their 

apprentices’ ability to manage stress. As former sponsored students themselves, 

both could empathise with the work/study pressure, explained by one here: “I'm 

also somebody who did a degree while in work so I absolutely get it. I would 

have still absolutely supported her in doing the course but I do wonder about 
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whether everybody will get through it”. (LM1) Yet, the two employer responses 

were the exception with no further reference to coping, work reallocation or stress 

management made by any other employer respondents.  

A second reason for employer reluctance to support apprentices in terms of time 

allocation becomes apparent in the second sub-theme in this category, concerning 

the pressure created by the shift away from self-funded education towards employer 

funded education. The analysis revealed that 13 of 15 respondents were levy 

funded, but the two youngest apprentices were in small organisations that made a 

considerable outlay in terms of role creation, salary and recruitment costs on top of 

fee co-investment. When asked about time allowance for study, one apprentice 

admitted his vulnerability: "Whoever is bearing the cost, if you like, has shifted 

significantly and it's that impact upon then who your, who you feel 

responsible towards." (A2) Another respondent made a similar point in terms of 

the perceived financial obligation towards her employer: “I know what the 

qualification is worth you know so if you have to work at night but save on 

paying fees then that's something that you would need to decide was 

worthwhile. (A15)  

The overwhelming employer view drawn from the analysis links to performance and 

results, with an emphasis upon the investment made, in terms of both time and 

money. Employer reluctance to redistribute work or recruit additional staff was 

evident across the whole sample, perhaps because of the level of employee 

experience, which is difficult to replace. A response of this nature is unsurprising 

given the organisational culture of many employers within the sample, but the data 

analysis strongly infers that these employers are seriously exploiting the 

apprenticeship scheme, arguably placing far more pressure on the apprentices than 

may have been previously anticipated. In some instances, the issue of fee 

responsibility also attracted pressure from colleagues and team members who 
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seemed to quickly note what they saw as priority treatment when an apprentice was 

out of the office to attend workshops, or offsite to study. The highest resilience 

scorer admits that her personal on programme struggle is partially influenced by her 

team: "There are some difficult people and some probably resent that I am on 

this course." (A1)   

In addition to the demands discussed above, the third sub-theme concerning the 

pressure from worrying over job security and progression is evident within all the 

apprentice interviews, with the degree qualification a pre-requisite for all apprentice 

respondents to progress within their organisation. Indeed, the analysis also reveals 

that more than half of them were already in roles that cited degree, masters, or 

equivalent as essential criteria on their job specification, exemplified by a healthcare 

apprentice: "Certainly when you look at job vacancies around the band that I'm 

on and then anything above, they do ask for a degree." (A15) Elsewhere, four 

apprentices could not gain permanent contracts prior to successful completion and 

another two, faced redundancy measures due to restructures. It was clear that 

redundancy and performance-based contracts presented a serious threat to 

apprentices’ ability to complete, implied by one respondent whose organisation’s 

survival was reliant upon external contracts: "We don't know if we will stay here, 

if we will still be here and supporting those people and doing those roles. I 

think at the present time whether I can complete the course, well that's hard to 

judge." (A15) The pressures discussed here link back to the notion of apprentice 

goals and purpose within the workplace, presented within Section 5.5.2.    
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5.7.3 Category 3 – Pressure Created at Home  

The apprentice sample profile included a majority of mature learners who were also 

parents and carers. Therefore, when the apprentices were asked about the 

difficulties that they may have encountered whilst on programme, the sub-theme of 

caring for others was raised by a number of respondents and emerges strongly in 

the analysis of the data. This sub-theme is explored in more detail below. 

The analysis suggests that whilst all of the respondents felt well supported by their 

family, half of the interviewees referred to the pressure of coping at home, all of 

which were female with caring responsibilities. One parent described her daily 

routine: “I feed the kids and that's about it. Well I make sure they go to school 

and to bed. Only the uniforms get ironed and nothing else.” (A14) Another 

parent had sought counselling support through work and subsequently developed 

coping strategies, including changing her childcare and household chores as a 

result (A15) This is particularly worrying, given the early stage of the programme 

and both respondents’ low resilience scores. 

 

5.7.4 Summary of Theme 4 – The Realities of Studying Whilst 

Working Full-Time  

This theme demonstrates the pressure that apprentices are under to effectively 

progress through and complete the degree apprenticeship programme whilst in full-

time employment. The theme suggests that pressure may manifest itself within the 

contexts of study, work and home and highlights potential issues concerning 

programme deadlines, the learning and application of academic study skills and 

feedback methodology. Pressure derived from workplace workloads, the shift to 

employer responsibility for fee payment, worries over job security and family 
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responsibilities at home are beyond the control of the HEI but there may be 

instances when one or more pressures arise simultaneously, resulting in a 

potentially unsustainable situation.  

The final theme to emerge from the findings concerns the programme activities and 

resources, discussed in the subsequent section.  

 

5.8 Theme 5 – The Importance of Programme Activities and 

Resources  

The CMDA programme comprises a work-based learning framework, which is 

markedly different to undergraduate pedagogic design. Questions relating to 

variable programme activities and resources were included in the questionnaires at 

Stage One and the semi-structured interviews. The case study analysis suggests 

that when the apprentices and employers were asked which aspects of the 

programme were the most useful, they attached a high value to the programme 

activities and resources, revealing a number of sub-themes ranging from the 

relationship with the university to support in the workplace. Three distinctive 

categories emerge which emphasise the high value placed upon planning and 

completing workplace projects, the broad access to a range of people who may be 

viewed as a supportive learning network and the significance of formative feedback, 

shown in Figure 10. Findings relating to formative feedback may be found in section 

5.7.1. 
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Figure 10 - Thematic Map: The Importance of Programme Activities and 

Resources  

 

5.8.1 Category 1 – Planning and Completing Workplace Projects  

Turning first to explore the responses relating to workplace projects, two key sub-

themes appear to emerge from the analysis of the data, which varied according to 

the extent to which respondents negotiate their projects with line managers and 

PATs, and the module being undertaken. The analysis reveals two key sub-themes 

relating to effective learning through reflective practice whilst in practice and 

evidencing learning derived from project delivery.  

In examining the data drawn from the first sub-theme of the benefits derived from 

project delivery, the analysis suggests that there are a number of examples whereby 

the benefits to the organisation are tangible, illustrated by one line manager who 

was benefitting from a series of projects delivered within his micro business: “She 

clearly is at the beginning of her career because of her age. In terms of 

achievements in this last, what 6 to 8 months, she's probably already 

advanced beyond what some people achieve in most of their careers.” (LM10) 
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Elsewhere, there was evidence of effective linkage between a multi-national 

corporation’s appraisal procedures to the delivery of programme projects: “We'll put 

in something as a target this year, so this is your project, that's yours. So, you 

go ahead. It's not one to delegate to the team, so you make sure that you 

develop the structure and make it work and link to the work you are doing at 

the time on the course. And so, he's really motivated to doing well.” (LM13) 

These examples typify the stories of the cohort who have grasped the learning 

opportunities that the programme provides, using them to continually develop their 

knowledge and skills, as well as benefitting the wider team and organisation. Yet, 

the analysis suggests that the disconnect between the academic team and the 

workplace means that PATs frequently cannot do as one suggests to more 

effectively support apprentices to: “tweak those learning outcomes so it’s 

relevant to you and the project” (PAT3), nor can they definitively confirm that the 

learning that has taken place through the workplace projects described within each 

assignment. The data reflects the concerns of the academic team over their minimal 

involvement within the learners’ workplaces, so whilst the assignments comprise 

work-based and reflective practice, there was some irony in the comment: “I 

suspect that very few of us have had a conversation with anyone's line 

manager.” (PAT2) Indeed, a second PAT expanded further by criticising the 

institution’s reliance upon line manager facilitation and measurement of this type of 

soft skills development, recognising the need for a greater focus upon workplace 

consultation and measurement within assignments. 

The second sub-theme of learning from reflective practice is evident within the 

analysis of responses from all three stakeholders and within the stage one 

questionnaires. The facilitation of advanced levels of reflective practice is a key 

component of work-based learning and as such, the application of relevant reflective 

models and theories central to the programme. Where the apprentices were asked 
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for their views of the relevance of assignments to their progress on programme the 

responses suggest that reflective practice may have had a positive influence upon 

management skills. Here, one respondent revealed that she had improved her 

relationship with her team through a reflective exercise based upon critical events: 

“Just from making notes and thinking it through differently, all these events, 

which now is changing the way that I manage the team.” (A5)  

Yet, the analysis uncovers complexities in terms of the varying interpretation of what 

reflective practice might comprise. Here, one PAT suggested that it was largely 

misunderstood outside academia: “In business, people only usually reflect when 

there is a, an inquest or when something has gone wrong.” (PAT3) His view 

was supported to some extent by an employer who was similarly worried by the 

consequence of only focusing upon a negative situation, warning of the risk to 

learner confidence in the case of inadequate workplace supervision: “I think if you 

are the type of person that gets stuck at I did that wrong and that's the 

consequence, but that was me. I did that and I'm going, “but you need to think 

about it, about why you did it wrong.” Then if you are the wrong kind of 

person, I think it can do, it can make them go backwards a little.” (LM3) This 

comment was placed sharply into context by the employer who emphasised the 

implications for an apprentice forced to reflect upon a devastating mistake in a 

clinical setting.  

Likewise, the analysis suggests that the line manager’s apprentice is not sure that 

reflective practice is a useful developmental opportunity describing it as: “all a bit 

touchy feely”. (A3) In probing further, the respondent admitted that she views it as 

a superficial exercise whereby she just wants to “reflect on it there and then and 

move on, move on” (A3) The brevity of her time spent upon reflective practice may 

also be a consequence of the programme design, which together with work provides 

limited time and space for deep reflection. Similarly, the programme provides no 
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opportunity for, or facilitation of team reflection illustrated by one PAT’s comment: 

“Our use of reflection and reflective practice in our culture is too 

individualistic”. (PAT2) Yet, all bar one of the questionnaire respondents felt that 

they had developed a range of core skills thought to underpin resilience, through on-

programme reflective practice.  

 

5.8.2 Category 2 – Access to a Supportive Network  

In exploring the responses relating to the learning network, three key sub-themes 

appeared to emerge from the analysis of the data, varying between how 

respondents saw their relationship with different people involved with the 

programme – both at work and within the University, to ideas about the cohort. The 

analysis from the questionnaires indicates that apprentices spend more time with 

others who may be able to provide greater support, but over whom the University 

has little influence. Whilst 14 of the 15 felt a sense of belonging with both their 

employer and the cohort, only 6 felt a sense of belonging with the University. This 

additional support structure is a new consideration for HEIs who have previously 

largely relied upon their own internal resources. It is not surprising therefore, that 

when probed further about the range and nature of their study support the interviews 

reveal new insights. These sub-themes, which are explored in more depth below, 

comprise the variance in PAT support, the notion of a workplace mentor and the role 

of the cohort in providing a supportive network.  

The first sub-theme, the role of the PAT, reflects what many students might view as 

a conventional tutor-student relationship with 13 of the 15 questionnaire 

respondents confirming that they felt their professional development was well 

supported by their academic tutors, but one disagreed and one was not sure. Here, 

the analysis reveals that there is notable concern about the variation in quality of 
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PAT provision, particularly as programmes grow and pressure upon the academic 

team increases with the programme leader remarking: “We are severely 

challenged. In terms of academic support, we are already running at 

capacity.” (PAT1) Clearly, there is disparity within this type of individualised support 

at any institution which can vary significantly from academic to academic, a point 

that was picked up by one apprentice: “From what I've seen so far it's all very 

dependent on the tutor.” (A3) 

Given that the PAT is central to the programme, the quality of their delivery, 

interpersonal skills and ability to effectively flex and bend the tripartite relationship 

between academia and the external world is crucial, illustrated by one PAT: “As a 

work-based learning tutor you are the liaison. It's the three ways isn’t it? It's 

the work place, it's the student and it's the university. All have to work 

together, and it's the tutor who is the lynch pin for that.” (PAT2) Yet, 

communication was largely via university learner mentors and the organisation’s 

learning and development managers, resulting in a disconnection between PATs 

and workplace line managers or mentors who directly oversaw the apprentices. 

Whilst the PATs all confirmed that they had a theoretical oversight of the projects, 

less than half of the apprentices felt that the University engaged sufficiently with 

their employers, which is disappointing given the employers’ fundamental role in 

supporting learning and apprentice success. In part, the issues also stem from 

employer disinterest in meeting the HEI confirmed by one PAT: “I mean I've seen a 

couple of line managers who are very engaged and very interested, are fully 

committed and wished absolutely to be part of the workplace visit, but I've 

been to others where they've found every excuse not to be there, which is 

rather a shame because it would be rather nice to see them and to get a third 

perspective.” (PAT1) 
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The second sub-theme relates to the notion of a workplace mentor and the support 

provided within the workplace. Analysis of the stage one questionnaires suggests 

that all of the apprentices know where to go to for support at work, but nearly half 

did not have workplace mentors or role models (shown in Appendix 15) breaching 

the apprenticeship standard guidelines. Again, within the questionnaire data one of 

the highest BRS scorers was one of only two respondents to have both a mentor 

and saw someone else as an aspirational figure. The two lowest BRS scorers did 

not view anybody as their mentor. Yet, analysis of the interview data suggest that 

the term “mentor” may perhaps be misunderstood, evidenced by one line manager 

when asked if he had assumed the role of mentor: “We've never used that term. 

I'm definitely her line manager and I would be delighted if I was her mentor but 

she's not asked, so I can't confirm either way.” (LM15) Here, the apprentice 

identified the line manager as an aspirational figure, but not as their mentor. 

Returning to the interview data analysis, a different manager correspondingly 

responded to the same question saying: “That's not a discussion we've had. I'm 

not sure she would describe me as her mentor.” (LM1) Conversely, her 

apprentice described the line manager as her mentor in the preceding interview 

(A1). 

A further difficulty here is the potential reluctance of line managers to assume the 

mentor role in what they might view as additional workload or conflict of interest 

illustrated by one highly experienced manager: “I think he would benefit from 

having a mentor from outside his department. Just someone that he can, I 

mean the fact is that I'm his line manager so there will be certain things that 

he won't say to me and he needs maybe somebody who he can go to in 

confidence, who is able to coach him and offer some advice sometimes.” 

(LM13) As with the PAT role, the quality of line manager and mentor support was 

clearly variable. There were aspects of “accidental management” particularly in the 
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health sector, whereby well-qualified clinical staff have been promoted without 

necessarily benefitting from management training. In some instances, therefore, the 

line manager/mentor appeared to be less academically qualified than the 

apprentice, which may partially explain reluctance from some to meet with PATs, 

highlighted in the previous sub-theme.  

The third sub-theme to emerge from the analysis of the interviews is the tight knit 

connectivity of the cohort which very much suggests the fostering of a shared 

journey with other apprentices. Here, the analysis uncovers a number of examples 

of apprentices overcoming diverse age, gender and sector differences, and 

geographical and time constraints through their interactions within workshops, and 

online through social media platforms. As one public sector apprentice explained: “I 

don't think we are very different.  It's just different because we have different 

pressures to them but it's the same feeling.” (A9) Similarly, two employers 

endorsed the open cohort approach as a chance to make comparisons. Here, they 

specifically referred to their apprentices’ dawning realisation that they are not 

necessarily struggling as badly as others, because of the opportunities to learn 

about others’ roles and journeys, illustrated by the view: “I think just some of going 

along and hearing how other people struggle has helped her to think about 

the fact that she isn't in that sense.” (A1)  

The cohort age varaition was particularly noticeable, yet did not detract from the 

sense of belonging felt by a mature respondent: “It's nice that the younger ones 

don't tend to (pause). I don't  feel like they're thinking what's this old woman 

doing here?” (A1) Here, the programme leader described what he viewed to be a 

transfer of knowledge across age groups saying: “It seems that the younger ones 

aspire to the values of the older people much more than the older ones who 

try to play down their experience and immaturity and I think that's a very 

positive thing as well. I mean J (the oldest apprentice) is such a motivator for 
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that group isn't she, in many ways.” (PAT1) The data here suggests that the 

diversity within the cohort is of great benefit, providing unprecedented opportunities 

for learners to network and learn with a range of people from a variety of 

backgrounds and sectors.  

 

5.8.3 Summary of Theme 5 – The Importance of Programme 

Activities and Resources 

This theme demonstrates the importance of programme activities and resources, 

emphasising the high value that stakeholders place upon the planning and 

completion of workplace projects, reflective practice and formative feedback, yet 

identifies areas of weaknesses in the delivery and assessment of some of the 

elements of this type of work-based learning. The theme also considers the 

perceived benefits to learners in the on-programme access to a range of people who 

may be viewed as a supportive learning network including PATs, line managers and 

cohort peers, whilst examining the factors which may negatively impact upon the 

network, including prohibitive resourcing, variance in individual provision and the 

disconnect between employer and institution.   

 

5.9 Summary of Findings  

This chapter has focused upon the key themes drawn from the exploratory 

questionnaires, unstructured and semi-structured interviews with each group of 

stakeholders. The findings have incorporated an examination of the diverse and 

complex relationships between the personal academic tutor, the apprentice and their 

employer, of particular relevance due to the divergent views, priorities and 

motivators evidenced by each group.  
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The BRS findings were based upon a very small sample, yet suggest that work 

experience, gender and age cannot be viewed as reliable predictors of resilience. 

The BRS data also highlights the potential effect that contextual settings have upon 

resilience and show an emerging pattern developing between resilience and 

outcomes, with the lower resilience scorers gaining higher grades than their more 

resilient peers. 

Five themes emerged from the data and have been summarised within each section 

and incorporated into Figure 11 to reveal how the themes link back to the research 

objectives. The first theme reveals that there is a lack of consensus over the notion 

of resilience and suggests that resilience may be an innate characteristic, stemming 

from an individual’s childhood, background and upbringing. The theme identifies the 

changing requirements of employers to recruit and develop individuals with a range 

of leadership competencies, and indicates that this may comprise a toolkit that 

underpins resilience. The theme also implies that it may be possible for resilience to 

develop through the programme and work, but that individual’s existing 

characteristics and the context may influence its development.  

The second theme relates to traits and behaviours in highlighting the importance of 

goal setting and purposefulness at study, work and within a personal context. The 

theme reveals the long-held goal of attaining a degree by the majority of 

apprentices, creating a renewed purpose in individuals, particularly with regard to 

the validation of workplace skills, and of keeping pace with early career graduates. 

The theme identifies the common apprentice goal of career progression and the 

apprentices’ subsequent desire to evidence their loyalty and performance in return 

for employer’s monetary investment and support. The theme suggests that 

apprentice’s personal goals include becoming a role model to others and achieving 

an improved work-life balance.  
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The third theme continues to examine the influence of traits and behaviours, in 

terms of effective self-management, self-awareness and the ability to build positive 

relationships. The theme suggests that apprentices with low resilience suffer from 

fluctuations in self-confidence and worry about how others perceive them, seemingly 

affected by context and emotions. The theme emphasises instances of self-

protective behaviour through avoidance of conflict with colleagues, yet reveals that it 

is possible to build positive relationships through persuasion, influence and the 

ability to have difficult conversations. 

The fourth theme implies that the apprentices face a range of stressors whilst on the 

programme, within the contexts of home, work and study. The highest level of 

pressure appears to stem from the workplace and there seem to be instances where 

two or more pressures arise simultaneously, resulting in unacceptably high levels of 

pressure. Workloads, job security, progression and employer responsibility for 

sponsorship represent workplace pressure beyond university control, yet some of 

the stressors appear to relate to deadlines, academic skills and feedback 

methodologies, which may be a consequence of poor programme design.  

The fifth theme is concerned with programme activities and resources, and suggests 

that stakeholders highly value the opportunities to learn through work-based 

learning projects, reflective practice and formative feedback, yet there appear to be 

weaknesses in some aspects of the programme delivery and assessment. The 

theme also implies that a number of different individuals may play a critical role in 

supporting apprentices, and that access to a mix of people may be more effective 

than merely programme specific mentors and tutors. The theme examines the 

factors that may negatively impact upon the notion of people as a network, including 

inconsistencies in provision, resourcing constraints, and the apparent disconnect 

between employers and university.   
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The following chapter continues with a more detailed discussion of the findings. 

 

Figure 11 - Research Objectives Mapped Against Themes Drawn from the Data 

 

RO1 - Identify whether 
specific traits and 

behaviours of apprentices 
may impact upon 

workplace resilience. 

Stage One: Brief 
Resilience Scale 

Scores

Theme 1 – Lack of 
Consensus Over 

the Notion of 
Resilience 

Theme 2 – The 
Importance of Goal 

Setting and 
Purposefulness

Theme 3 – The 
Ability to 

Effectively Manage 
Self and Others 

R02 - Assess the 
significance of the role of 

protective external 
resources for apprentices 
in underpinning resilience.  

Stage One: Brief 
Resilience Scale 

Scores

Theme 1 – Lack of 
Consensus Over 

the Notion of 
Resilience 

Theme 5 – The 
Importance of 
Programme 

Activities and 
Resources 
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RO3 - Examine which 
other factors appear to 

exert the greatest 
influence upon 

resilience. 

Stage One: Brief 
Resilience Scale 

Scores

Theme 1 – Lack of 
Consensus Over the 
Notion of Resilience 

Theme 4 – The 
Realties of Studying 
Whilst Working Full 

Time

Theme 5 – The 
Importance of 

Programme Activities 
and Resources 

R04 - Devise 
recommendations to 
improve and develop 

apprenticeship 
programmes in order to 

enhance resilience. 

Stage One: Brief 
Resilience Scale 

Scores

Theme 1 – Lack of 
Consensus Over the 
Notion of Resilience 

Theme 2 – The 
Importance of Goal 

Setting and 
Purposefulness

Theme 3 – The 
Ability to Effectively 
Manage Self and 

Others 

Theme 4 – The 
Realties of Studying 
Whilst Working Full 

Time

Theme 5 – The 
Importance of 

Programme Activities 
and Resources 
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Chapter Six 

Discussion  

 

6.1 Introduction 

This section builds upon the previous chapter through the review and discussion of 

findings drawn from the data. Analysis of the data has provided a constructive 

insight into the different priorities of each group and explores the extent to which 

resilience might be an innate construct or whether different settings and contexts 

may affect the development of resilience. This stage presents the opportunity to 

return to the aims, objectives and literature review which informed the research and 

categorise the findings accordingly. The following primary research objectives have 

been addressed and discussed within this section:  

 

• Identify whether specific traits and behaviours of apprentices may impact 

upon workplace resilience.  

• Assess the significance of the role of protective external resources for 

apprentices in underpinning resilience.   

• Examine which other factors appear to exert the greatest influence upon 

resilience.  

• Devise recommendations to improve and develop apprenticeship programmes 

in order to enhance resilience.  

 

The literature examined in Chapter 3 suggests that an understanding of what 

constitutes resilience and resilient behaviour (as well as the factors influencing such 

behaviour) requires an examination of a range of data, contextual factors and 
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positive outcomes related to resilient behaviour, which also needs to incorporate 

different perspectives across relevant domains to avoid overly constricting the 

research (e.g. Rutter, 2006; Windle, 2011, Kossek & Perrigino, 2016, Hartmann, 

Weiss, Newman & Hoegl, 2019). This chapter draws on both the literature review 

and findings generated from this research to provide a holistic understanding of the 

broad range of factors, which influence apprentices and contribute towards what is 

generally accepted as the multi-faceted and multi-layered construct of resilience. 

The concluding figure in the previous section indicates that the themes drawn from 

the data may cross over two or more research objectives (Figure 11). Here, the 

findings have been re-organised by the over-arching aims and objectives of the 

research, whilst maintaining the core themes drawn from the study. The fourth 

research objective has been met throughout this section where reference is made to 

a number of recommendations within the discussion for HE practice. 

 

Research Objective 1: Identify whether specific traits and behaviours of 

apprentices may impact upon workplace resilience.  

6.2 Influential Internal Factors 

The findings suggest that a range of traits and behaviours appear to exert a strong 

collective influence on the resilience exhibited by apprentices. This includes: 

background and upbringing, desirable workplace skills such as self-management, 

emotional intelligence, self-awareness and critical thinking, and core characteristics 

such as goal setting and continuously learning. Whilst there is evidence that points 

towards a strong causal relationship between these influential internal factors and 

resilience, it is clear that any attempt to evidence direct causality is problematic 

within the limits of this study, particularly bearing in mind the notion that resilience is 

a dynamic capability which can fluctuate and be influenced by other processes and 
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interventions (Kossek & Perrigino, 2016; Rook et al., 2018). Each of the influential 

factors is discussed below: 

 

6.2.1 Background and Upbringing 

A specific factor that the research suggests may influence resilience is an 

individual’s background and upbringing. The initial findings drawn from the 

questionnaires are inconclusive regarding whether age, gender or work experience 

influenced levels of resilience. All respondents except one, have achieved parental 

independence and as such have the potential to achieve higher status occupations 

and increased social capital, providing the ideal environment to independently 

develop their own careers and educational aspirations, which are believed to more 

effectively facilitate resilience (Bourdieu, 1986; Werner, 1995; Bernard, 2004). 

However, the interview data suggest that early parental influence may have a critical 

impact upon individuals, with three of the most ambitious respondents specifically 

citing childhood backgrounds and former low social economic status (SES). The 

limited aspirations of this group of parents appear to have cultivated a particular 

determination in their children to exceed in achieving higher status occupations 

through education. This finding runs counter to the work of Gorard, See & Davies 

(2012), who found evidence that low parental aspirations can limit access to 

educational attainment.  

As Wilton (2018) points out, 47% of UK Chartered Manager Degree Apprentices are 

from some of the UK’s most economically deprived regions therefore the benefits of 

increased social mobility are becoming apparent, and it is possible that such 

advantages may also extend beyond the current generation, evolving as apprentices 

begin to influence their own children as role models, powerfully impacting upon 

future generations’ aspirations. Yet, it is noticeable that the employers are far more 
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aware of individual situational influences than their PAT, perhaps because of the 

more superficial and relatively fleeting PAT/tutee pairing than a daily 

employer/employee relationship. McIntosh & Shaw (2017) remind providers of the 

constraints of learner privacy, which to some extent prevents institutions from 

acquiring sufficient contextual information, creating challenges for an academic 

team in providing a work-based learning programme without adequate knowledge 

about both the learner and the organisation. Lehmann (2007) reveals that low SES 

background individuals can struggle with the transition to University, suffering lower 

completion rates, but Tallantyre (2008) emphasises the need for closer 

academic/organisational liaison from the outset to better support individuals to 

become more motivated and engaged.  

The issue of situational and contextual influences upon resilience development is a 

recurring theme. Whilst this is occasionally acknowledged within the literature, for 

example by Wright et al. (2013) and Weisman & Rodebaugh (2018), contextual 

influences were overlooked by the creators of the Brief Resilience Scale (Smith et 

al., 2008) who failed to assess either internal factors or protective external 

resources. As such, it lacks the sophistication required to consider different 

situational contexts and domains. Weak or strong resilience may be symptomatic of 

a range of contexts and factors, even seemingly insignificant details such as 

workplace setting, culture, sector or direct management influence as may have been 

the case here. As such, the BRS provides an interesting snapshot, but applied in 

isolation it offers little understanding of what underlying causes might be, or 

explanation or exploration of contextual issues. 
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6.2.2 Goal Setting and Purpose  

In addition to background and upbringing, the internal factors examined included the 

behaviours of individuals. Here, goal setting and purpose create a strong theme that 

emerges from the data, drawn from the views of the three stakeholders across the 

contexts of home, study and work.  

Parental influence is a clear motivator for apprentices in setting goals, discussed in 

the previous section. Cooper et al. (2013) describe one aspect of resilience as 

“purposefulness” in achieving present, short-term and future goals and values, 

believing that self-motivation, self-control, conscientiousness, meaningfulness and 

optimism stem from highly critical factors including relationships with others, 

particularly early parental-childhood relationships and background cultural 

influences, which despite the small sample are implied here. Conversely, previous 

research has not substantiated Cooper et al’s. (2013) claim, particularly given the 

persistent criticism of inadequate and analogous samples, and under-representation 

of older employees (e.g. Ryff et al., 1998; Luthar et al., 2000; Luthans et al., 2016). 

The opportunity for apprentices to obtain a fee free, previously unattainable degree 

has been contextualised by an underlying aspiration for career progression, 

commonly influenced by competition from the growing numbers of graduate 

workforce entrants. Mature employees are increasingly forced towards part-time 

study to preserve their status, particularly when coupled with contemporary 

employer policy to recruit graduates. Rabkin et al. (1993), Polk (1997) and McIntosh 

& Shaw (2017) emphasise that goal setting and persistence can enhance levels of 

resilience, both of which are strong themes within the data. Individuals who maintain 

a sense of purpose and optimism often do so through the persistent pursuit of their 

own goals and aspirations, whilst higher levels of resilience can help to improve the 
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achievement of objectives (Bernard, 2004; Grant et al., 2009; McIntosh & Shaw, 

2017).  

All of the employers are intrinsically focused upon performance and outputs, 

exhibiting less concern over the qualification, learner support and study time 

allowance. Whilst Kossek & Perrigino (2016) have found evidence of improved skills 

currency and occupational resilience through regular workplace initiatives including 

lifelong learning, research by Cairns & Malloch (2011) and Biesta, Allan & Edwards 

(2011) suggests that adequate workplace learning is possible without formally 

taught programmes, negating the requirement for assessment. More recently, the 

IfA (2018) has questioned the requirement for degrees within Level 6 and 7 

leadership and management apprenticeships, suggesting that the degree can be 

removed and the apprenticeship rebranded to “degree level”.  

Yet, prerequisite qualification entry levels have increased to degree level for more 

than 70% of professional service jobs (Boud & Rooney, 2015; CBI, 2018), leaving 

the IfA’s view at odds with employers. Fletcher & Sarkar (2016) argue that part of an 

individual’s natural appraisal of interventions is their evaluation and interpretation of 

what is occurring and how that might affect their own objectives, but warn that goal 

setting which often leads to positive outcomes, is frequently overlooked. Here, 

educational aspirations and the degree component as the distinctive goal is a crucial 

component for most individual’s career progression, so their wholesale removal from 

role and apprenticeship criteria is likely to reap unintended consequences. Without 

the ability to set such clear objectives, there is a genuine risk that individuals would 

be less well equipped in adopting a self-determination approach to their own 

selection of behaviours, goals and outcomes (Ryan & Deci, 2000).  
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6.2.3 Underpinning Skills and Behaviours  

The analysis of the data suggests that definitions of skills, traits behaviours and 

conceptualisations of resilience overlap across multiple themes, aligning with 

Kossek & Perrigino’s (2016, p.762) view of resilience as a “multifaceted global meta-

construct”. However, the literature review revealed that there is still no conceptual 

framework for resilience, presenting a difficulty for researchers in disaggregating the 

tightly interwoven triggers and predictors of resilience noted throughout this section.  

The majority of employers are concerned with recruiting and retaining motivated and 

enthusiastic individuals with the right attitude rather than adopting a specific skills 

focus, revealing a preference for a burgeoning whole person developmental 

approach requiring self-drive and a “can do” mind-set to adapt to the unprecedented 

pace of change and megatrends, which the CBI (2018) reports are revolutionising 

the workplace. Yet, the broader discussion of characteristics with the interviewees 

did not lead to any consensus over whether the collective whole might comprise a 

definition of resilience, although there is acknowledgement that resilience as a term 

might represent “a collective model of all sorts of things”. These rather generic views 

of both resilience and skills echo Eden’s (2014) description of employability as 

greater than knowledge, skills and attributes, to incorporate the whole person’s 

coping mechanisms and abilities to succeed.  

Here, the findings reveal a range of perspectives and contexts in which the 

importance of emotional stamina and the management of self and others is 

evidenced by both manager, and apprentice examples of improved self-awareness 

and positive relationship building. Respondents with the highest resilience scores 

evidence self-belief and self-confidence in their prevailing conviction in their ability to 

confront difficult tasks and perform better than their counterparts, influencing and 

achieving successful outcomes (Gist & Mitchell, 1992; Brown, 1996; Robertson et 
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al., 2013). Conversely, the lowest scorers show far greater self-awareness but 

exhibit self-consciousness, with three confirming extensive emotional flux. 

Fredrickson (2001) endorses a “broaden and build” approach, which he believes 

demonstrates how positive emotions can expand focus and behaviour over time, 

despite adversity. The development of a personal skills toolkit through repeated 

positive emotions is thought to reinforce social, psychological, physical and 

intellectual resources, resulting in desirable leadership competencies and mental 

capacity including negotiating, decision making and problem solving (Morrison, 

2007; CMI, 2015; CBI, 2018).  

Yet, whilst employers and apprentices refer to soft skill development at length, the 

academic team largely ignores it. The analysis suggests that this is partly because 

of the longstanding view that knowledge production is still the preserve of academia, 

exacerbated by the complexities of assessing skills development in alternative 

contexts (UKCES, 2016). In part, it is also symptomatic of the limited time available 

for academics to spend in the workplace, weakening the opportunity for meaningful 

workplace insight, dialogue and support, an issue discussed in more detail in section 

6.3.2. As such, the extent to which providers can influence the cultivation of 

resilience within discrete settings may be severely curbed as a result of prevailing 

contextual forces beyond their control. Lamb & Coogan’s (2016) portrayal of the role 

played by organisational culture and behaviour is apparent in the narrative of 

apprentices, with each industry and sector naturally creating further variances and 

challenges in parity, suggesting that physical environments can strongly positively or 

negatively influence individual capacities. 

Notwithstanding the exposure of such contextual limitations, the discussion has 

highlighted the significance of a range of internal factors, critical skills and 

behaviours that providers can encourage, including goal setting, self-motivation, 

self-management and the ability to manage others in supporting the cultivation of 
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resilience in individuals. The embedding of apprenticeship standards into degree 

programmes serves to strengthen the academic bridge between theory and practice, 

giving a holistic oversight of skills development, which has previously been lacking 

in conventional programme design. Yet, the apparent disconnect between provider 

and employer remains. Here, the programme incorporates a range of relevant 

interventions and resources, including work-based reflective practice and a learning 

network, which may further influence the development of resilience and are 

discussed in the following section.  

 

Research Objective 2: Assess the significance of the role of protective 

external resources for apprentices in underpinning resilience.   

6.3 Protective External Resources  

The core purpose of the business school is widely promoted as the equipping of 

students with future skills, tailoring learning to meet future career needs. In this 

regard, it is evident that pedagogic activities can contribute towards the 

development of underpinning skills that influence resilience, particularly in 

conjunction with workplace resources. Key protective resources include reflective 

practice, workplace projects, formative feedback and the learning network, 

collectively incorporating a number of developmental activities.   
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6.3.1 Reflective Practice 

Whilst the evidence presented from the questionnaires and interviews demonstrated 

an appreciation that the continuous cycle of learning had led to the rapid 

development of apprentices’ ability and confidence to think critically, the analysis of 

the PAT interview data showed that they also felt that there was inadequate 

opportunity for the learners themselves to pause and view their own development. 

Even so, all but one apprentice respondent felt they had developed core, 

underpinning skills from completing workplace projects and reflective practice, 

specifically emotional intelligence and critical thinking, finding congruence with the 

research of Ruch (2007), Kinman & Grant (2011), McDonald et al. (2011) and Grant 

(2013).  

According to one respondent, “dredging over something again and again” also 

describes reflective practice. Similarly, an employer argues that it can damage 

confidence in adverse situations, reflected in one PAT’s observation that reflection 

only tends to be about failure in the workplace rather than success. As such, there is 

a significant risk that poorly managed reflective practice can lead to a wholly 

negative exercise, a situation cautioned against by Moon (2013). Yet, Boud (2009) 

identifies significant benefits to reflective practice, endorsing its effectiveness in 

creating change and linking knowledge to production, which suggests that the ability 

to reflect appears to provide a crucial connection between work and the self-

development of skills. Given the overwhelmingly positive feedback, it does appear to 

be advantageous to form long lasting reflective habits if given adequate time, space 

and skilled supervision in a relatively safe environment, thus creating ideal 

conditions within which Edward & Hercelinskyi (2008) believe resilience can be 

learned. 
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A further powerful narrative to emerge from analysis of the interview data was that of 

inadequate support for team reflection, either at university or at work. Here, the lack 

of group learning represents a significant weakness in terms of resilience 

development. Whilst group critical reflection can initially cause anxiety over making 

mistakes or exposing findings and thoughts, Helyer (2016) emphasises that the 

over-riding benefit of multiple perspectives gained though a shared approach can 

improve outputs, whilst fostering a culture of support. Team reflection has been 

evidenced to enrich the resilience of teams, e.g. in Siegel & Schraagen’s study 

(2017), but requires opportunities for group project completion within one 

organisation or sector. With sufficient resources there is an opportunity for the 

programme team to create a supportive and dynamic culture, whereby Brockbank & 

McGill’s (1998) vision of experienced reflective practitioners supporting learners’ 

intellectual and emotional development through collaborative questioning, action 

and thought becomes the norm, rather than the existing practice of producing rather 

one-dimensional, written feedback. 

Yet, reflective practice is somewhat at odds with punishing academic timetables and 

the realities of the modern workplace which constrict the time and space required for 

substantive reflection. Likewise, there are few opportunities to invoke Helyer’s 

(2016) recommendation to incorporate forward reflection towards future goals and 

aspirations. Certainly, the rapid progression through the programme with its 

prohibitive submission deadlines suggests that the time allocated to reflection is 

scarce, and requires apprentices to adopt an ambidextrous approach of learning 

within programme and workplace demands, yet engage by varying degrees in 

critical reflective practice. As such, the contextual location of reflection itself may be 

problematic for HEIs to manage, and so whilst Martinez-Corts et al. (2015) 

emphasise that reflection is most effectively fostered in a lifelong learning context to 

maintain skills currency, its deployment can present an unanticipated threat to 



 147 

learners. A recommendation to counter some of these issues is the introduction of 

modules which vary in length to provide sufficient space and time required for deep 

and critical reflection, but the success of effective reflection is still largely dependent 

upon the skills of the PAT whose role it is to supervise effective critical reflection, a 

role which is discussed below. 

 

6.3.2 Personal Academic Tutors 

Whilst the academic team in this instance were highly skilled facilitators, the 

supervision of apprentices and the associated employer relationship has created an 

entirely new concept, with insufficient institutional appreciation of what this new 

variant of academic role encompasses. The PAT interview analysis reveals that 

much of the difficulty lies in workload planning, with little recognition given to the 

additional resource needed for academics to fully engage with externally situated 

managers and learners. As a result, there is evidence of inadequate resource or 

training provision from the institution, leaving academics to maintain focus upon the 

unequivocal duties of academic progress, conventional learning opportunities and 

well-being.  

Yet, the literature is absolutely clear that the learner relationship with the academic 

supervisor is critical throughout any learning journey. Even the smallest steps can 

make an impression upon learners, indicated in the literature by reviews of proactive 

touch points and reflected in positively influenced outcomes (e.g. Cox, 1998; 

McIntosh & Shaw, 2017). Here, there was nascent evidence that highly interactive 

PATs who effectively connect the apprentices and employers to the HEI are able to 

strengthen engagement and understanding to collectively generate learning 

opportunities, creating a truly tripartite learning environment for learners to shape 

workplace performance and outcomes. However, whilst all of the PATs evidenced 
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extensive work-based learning pedagogic experience and were highly skilled in 

proactive one to one facilitation of learning, resource issues seem certain to prevail 

with some academics appearing to be less well equipped to manage the tripartite 

relationship. It was evident that little attempt had been made to support the 

academic provision, exacerbated by the difficulty faced by individuals to quickly 

grasp specialist industry knowledge, and provide parity of support across a fast-

growing programme, leading to variable quality throughout the on-programme 

experience.  

Many contemporary business schools promote that their core purpose is not just 

innovative management education delivery, but also a growing array of student well-

being and resilience (Cahill et al., 2013; Bamford et al., 2015; CABS, 2018). 

However, a complexity for most institutions is the difficulty in recruiting experienced 

academics with the ideal blend of practical and pedagogic experience. McIntosh & 

Shaw (2017, p.14) expand upon this notion of academic ambidexterity by 

emphasising the role of personal tutors as “integral to creating the conditions for the 

development of resilience”, which they believe is possible through the nurturing of 

constructive and stimulating debate, engendering innovation and providing 

personalised support with individuals’ realisation of goals. Given that the PAT is 

central to the programme, the quality of their delivery, interpersonal skills and ability 

to effectively flex and bend the tripartite relationship between academia and the 

external world is crucial.  

Over twenty years ago Cox (1998) warned that academic intellect is more 

favourably ranked than emotional intelligence skills in most institutions, with most 

academics experienced in paradigm bound teaching methods rather than 

supervision of individually centred learning, yet similar specialist recruitment issues 

prevail. The latest research by Mulkeen et al. (2019) calls for specialist academic 

training to embed relevant assessment, teaching and virtual learning environment 
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strategies to meet the distinctive teaching methods required for degree 

apprenticeship delivery, but this latest variant of specialist work-based facilitation 

skills is still less prevalent within HE than other education and training sectors. Here 

the analysis is clear that even within this specialist work-based learning department, 

there is little academic concern with either the 360 degree skills feedback exercise, 

or the skills, competencies and behaviours that form the apprenticeship component 

of the programme. This is partly because of the continued view that soft skills 

development does not form part of a HEI’s academic’s delivery remit, exacerbated 

by the two-stage process comprising the degree, followed by a somewhat detached 

synoptic end point assessment; all of which appears to be creating a disconnection 

that HEI academics are unused to managing. As such, it appears that neither the 

degree, nor the soft skills development converge efficiently to provide a truly holistic 

model which in turn is creating further pressure upon delivery teams, and as Martin 

et al (2018) allude, risks damaging academic self-worth. Here, Mulkeen et al’s 

(2019) proposal for specialist training, would diminish many of these issues, along 

with a sector review and appropriate recognition of the academic responsibilities 

involved with this type of programme. Yet, such a shift may become more 

challenging as the programme progresses, particularly given the difficulties 

discussed above in terms of industry knowledge, resourcing and recruitment. 

The chapter continues with a discussion of the further support, which may be drawn 

from the wider network.   

 

6.3.3 Learning Network 

The findings reflect the existence of learning networks, comprising workplace 

mentors, line managers, inspirational figures and supportive peers, both in the 

cohort and at work. Clearly, few HEIs would be able to create the same sense of 
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connection that exists for part-time students with their workplace, and the findings 

reflect this, with far fewer apprentices feeling a sense of belonging with the 

university, compared with their employer. As discussed in the previous section, 

tripartite relationships are in their infancy and it is apparent that broader apprentice-

employer connectivity is a particular challenge for HEIs as programme numbers 

grow, effectively doubling the engagement duties of the delivery team through 

regular off-site visits and sophisticated digital support strategies. Whilst HE led 

pedagogy can influence future practice, application and learning through work itself 

is crucial if projects are to benefit the organisation. Here, Boud & Rooney (2015) 

argue that social relationships, practice and learning mediation are central to the 

success of this type of programme and are most effective when intertwined across 

both the workplace and the provider.  

The analysis confirms a remarkable cohort cohesiveness given the geographical, 

sector, seniority, age and gender diversity. Elements of successful digital 

engagement and teamwork are evident within the cohort, but also across multi-

national workplace locations and public sector groups, although this would be 

difficult to exploit pedagogically because of the complexities of parity regarding 

individual contributions to group assignments. As with group reflective practice it 

would be difficult to embed new group assessment strategies into open programmes 

where apprentices hail from different organisations, sectors and cultures. 

 The least resilient respondent alludes to a serious lack of support in her home life, 

however her workplace relationships with staff and managers appear to be 

sustaining her academic performance beyond her expectations. This finding aligns 

positively with the suggestion by Broese van Groenou & Van Tilburg (2003) that HE 

study can engender greater diversity in social relationships than just family-based 

networks, primarily because of the learner’s requirement to develop cognitive skills 

and resources. Learning is a social construct found to be most effective when it 
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involves interaction, dialogue and shared ideas about change and new ways of 

working (Brockbank & McGill, 2007; Helyer, 2016). Contemporary research by 

McIntosh & Shaw (2017) implies that students are increasingly less concerned with 

formalised interventions, preferring to rely upon unofficial anomalous support groups 

such as housemates.   

Yet, Naish (2015) argues that despite the largely autonomous nature of part-time 

learners, they benefit from accessing a variety of employer, personal and 

professional body support systems, which may be utilised as additional layers of 

networks and resources beyond the university. This suggests that apprentices might 

analogously rely upon their workplace as opposed to the HEI, and perhaps also 

family, friends and community may similarly stimulate learning beyond the confines 

of the institution (Boud & Rooney, 2015). Similarly, McIntosh & Shaw (2017) found 

that the provision of innovative, student-centred pedagogies when combined with 

the student’s social environment and peers can provide the optimum conditions to 

both define and develop resilience. 

A further narrative that emerges from the interviews is that of support and 

encouragement from predecessors, resulting in sharing of best practice in terms of 

learning strategies. One suggestion here is to pair learners from the year above to 

support and inspire new apprentices, with a view to adopting Helyer’s (2016) 

proposal for a student mentor arrangement. Access to social networks and feedback 

has also been shown to bolster resilience, and therefore increased opportunities to 

collaborate with peers would undoubtedly strengthen the programme, particularly if 

facilitated efficiently in terms of HE resources and participant time (Kossek et al., 

2016).  
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6.3.4 Workplace Mentors  

The findings reveal that half of the line managers provide support to their 

apprentices, but neither they, nor the apprentice describe them as a mentor. The 

notion of assigning an official mentor does not appear to be a particular advantage 

within the data analysis. Similarly, the potential benefits of mentoring were largely 

unclear in the literature review, with gains in resilience evidenced in just four studies 

(Ensher & Murphy, 2011a; McDonald et al., 2012; Metso & Kianto, 2014; Kao et al., 

2014). The literature is also contradictory in terms of who might be best qualified to 

take up the mentor role. A particular disadvantage to narrowing support to just one 

person is raised by Helyer (2016) who questions the extent to which stable support 

can be guaranteed over prolonged periods, pointing out the risk of over-reliance 

upon one individual’s integrity and commitment, and the level of their ability to 

inspire, support and develop. Similarly, Naish (2015) warns that even small 

incremental changes to individual circumstances can quickly alter such transient 

relationships, particularly as the apprentice develops in their dual role of employee 

and learner. 

Bickerton, Miner, Dowson & Griffin (2014) and McGonagle, Fisher, Barnes-Farrell & 

Grosch (2015) suggest that employees with access to greater workplace 

engagement and additional resources are more resilient. Here, the analysis reveals 

that apprentices feel confident in approaching experienced peers to support, 

collectively learn and sometimes request assessment of learning, albeit informally 

and spontaneously. Each apprentice has a diverse set of people upon whom they 

draw as resources, subject to constant flux with varying levels and directions of 

influence and power, due to the multiplicity of roles involved. Identified sources of 

effective support include two-way support between an apprentice manager and her 

apprentice subordinate, via an apprentice’s team, and via an inspirational manager 
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from a different department, none of which is formally identified as mentoring or role 

modelling.  

These findings suggest that it is potentially more beneficial to adopt a shared mentor 

approach to provide a broader network of expertise and support via PATs, line 

managers, learning and development managers and other employees who can 

interchangeably assume mentoring roles. Indeed, Boud & Middleton (2003) and 

Boud & Rooney (2015) emphasise that there is no discernible disadvantage to 

drawing specialist mentoring support from a range of people, a view shared by a 

number of authors (e.g. Arnold & Davidson, 1990; Brockbank & McGill, 2007; Ten 

Brummelhuis & Bakker, 2012). Similarly, Naish (2015) believes that a range of 

people may assume this role, with the additional advantage of increased 

opportunities to network as individuals move into higher status occupations.  

Here, the notion of shared mentoring is clearly a more effective concept, through a 

wider, more dynamic range of people across contexts, who may be viewed as a 

collective learning resource, balancing the human variability effect upon the quality, 

ability and commitment of individuals. Inevitably though, there are inherent risks for 

HEIs where any variant of employer-led mentoring may begin to influence 

individually negotiated curricula and learner development, giving rise to a 

perceptible shift in the locus of control. As such, it would be highly beneficial for 

HEIs to develop and design appropriate literature, training and networking 

opportunities to assist managers and others of varied abilities in their provision of 

apprentice support. 
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Research Objective 3: Examine which other factors appear to exert the 

greatest influence upon resilience.  

6.4. Risk Factors and Stressors 

The findings indicate that whilst the apprentices expect to face a variable range of 

low-level stressors, this might include unanticipated influences from any of the three 

domains of study, the workplace, and family and self. However, where two or more 

stressors arise simultaneously there may be unacceptably high pressure upon 

individuals, particularly as the level of study and inexorable nature of regular 

assessment intensify. All part-time learners potentially face intensive stressors, 

through combining full-time employment with a fast-paced and lengthy high-level 

study programme, requiring them to maintain Vanhove et al’s. (2015) description of 

“sustained functioning”, in order to successfully combat daily problems across a 

range of contexts. 

 

6.4.1 Pace of Study 

The data analysis confirms an overarching fear from all of the apprentices of not 

keeping pace with the relentless timetable of academic work, aligning with McIntosh 

& Shaw’s (2017) study whereby two thirds of full-time students, some of whom may 

not face the same level of pressure from work and family, reported similar concerns. 

Whilst the apprentices confirm that workload management strategies and extensive 

study skills support sessions are available, they are offered during the working 

week, resulting in the majority of apprentices unable to participate due to work 

taking precedence.  

At the time of writing, the full-time student withdrawal rate averages 7% compared to 

the CMDA at 20% just halfway through the programme. This finding echoes similar 
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historically low levels of non-completion for other part-time undergraduate and 

postgraduate cohorts reported by Woodfield (2014), with part-time student numbers 

falling drastically by 40,000, resulting in a 51% decline between 2010 and 2015 

(Callender & Thompson, 2018). This trend is limiting the number of lifelong learners, 

negatively influencing the UK government’s social mobility and skills agenda to meet 

the CBI’s (2018) future productivity, robotic and technological demands. Callender & 

Thompson (2018) admit that part-time HE completion rates are unrecorded, but 

emphasise the high risk of drop out due to external pressures. 

As such, there should be far more consideration for this type of learner and the 

wider influences that impact upon their ability to complete such intensive and often 

complex programmes. Planned resilience risk factors or stress triggers can be 

anticipated by academic course designers, as they are likely to result from a range 

of university, workplace or environmental programme experiences (Stevenson & 

Zimmerman, 2005; Lewis et al., 2011; Kossek & Perrigino, 2016) but this would 

mean designing degree apprenticeships from scratch, rather than merely adapting 

full-time programmes. Here, it is important to re-visit delivery models in partnership 

with employers and enhance digital delivery platforms and training for providers and 

learners to improve remote access to learning.  

 

6.4.2 Work-based Projects 

Central to degree apprenticeship assessment is the inclusion of workplace projects, 

but two of the apprentices imply the apparent irrelevance of one module to their 

workplace environment, whilst a third struggles to create new project ideas during 

every module workshop. Analysis of the corresponding line managers’ interviews 

reveals that they are not sufficiently engaged with the programme to support the 

project development. Nonetheless, the majority of apprentices suggest that the 
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practical assessments effectively support the enhancement of core skills, 

empowering them to take ownership of strategic assignments.  

Here, the idea of ‘flexibility’, which Helyer (2016) views as a central characteristic of 

work-based learning, has implications for the associated modes of delivery. By 

inference, work-based learning assessment may take a variety of different forms in 

response to the learner and their organisation’s needs, which can support flexible 

customisation and negotiation of learning pathways and outcomes. Yet, flexible 

pedagogies combined with the varying contexts of workplace settings risks the 

creation of unpredictable and disruptive learning environments. Despite such 

challenges, Arvanitakis & Hornsby (2016, p.17) argue that resilient individuals have 

learned to embrace uncertainty and are comfortable with an element of risk taking, 

learning from mistakes though notion of “mistakability” and “adaptability”. Yet, this 

view implies that resilience has already been learned, whereas that may not always 

be the case, particularly in this type of programme whereby only some learning 

appears to take place in the safe environment described by the programme leader. 

Instead, the majority of learning and mistakes are likely to be made in a live 

workplace environment, very much the central premise of work-based learning.  

Therefore, despite the notion that greater creativity in workplace assessment design 

can provide further opportunities to support resilience development, a caveat 

remains in terms of what might constitute the ideal environment to cultivate the 

development of resilience, and to what degree that might be influenced by providers. 

As Lester & Costley (2010) and Talbot (2014) caution, projects and outcomes may 

be stymied by workplace pressure, management styles, culture and hierarchy, 

affecting academic credibility or project value, leading to assessment issues which 

neither the HEI nor the learner can fully control, and limiting to the extent to which 

providers can influence resilience development. Here, the most effective HEIs will 

take the opportunity to engage closely with employers and learners within the 
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learning setting to limit such risks as far as possible, through the development of 

innovative curricula and assessment methods, contextualising learning through 

performance delivery at work. 

 

6.4.3 Feedback Methods 

The range of opportunities to engage with and respond to feedback is welcome by 

all of the apprentice respondents although some express disappointment with the 

amount of feedback, progression and grades, particularly in comparison with their 

peers. An unintended consequence of formative feedback is the rapidly heightened 

stressor for individuals, particularly those unused to professional and personal 

criticism or failure. Whilst the research did not incorporate a specific measure for 

breaks in study, unprecedented levels of interruption requests were noted by the 

PATs at the formative feedback stage. Schlechty (2002) suggests that complicit 

learners are usually concerned with grades and ranking, and are also more likely to 

seek tutor and employer approval. Jenkins & Germaine (2018) also warn that they 

are less likely to accept failure or uncertainty, and are subsequently less committed 

or resilient than solution-oriented learners, who take ownership of their own learning 

to develop existing capabilities and strengths. Correspondingly, the findings reveal a 

correlation between low resilience scores and high grades, despite the small 

sample. 

The provision of formative and summative feedback at regular intervals serves to 

increase apprentices’ knowledge and skills and understanding of the subject area 

(Shute, 2008), but can also level the peaks and troughs of programme stressors and 

bolster confidence. If delivered well, formative and summative feedback can 

motivate and support learners. However, it can also be viewed negatively, adversely 

influencing the recipient. A particular issue raised by Shute (2008) is the potential for 
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negativity to dishearten learners and interrupt their ability to problem solve, a critical 

and desirable skill that can impact upon resilience. It is acknowledged that a careful 

balance is required to ensure graduates leave programmes as independent and 

self-directed critical thinkers able to problem solve, countering the inference that 

HEIs struggle to produce work-ready graduates. Well-designed feedback processes 

can reduce programme stressors and improve positive emotions which could 

develop psychological resilience, and in doing so, broaden cognitive ability, 

facilitating adaptive and creative thinking (Fredrickson, 2001). However, too much 

directive feedback can limit learners’ potential, particularly if success is individually 

measured by overly narrow goals or low benchmarks. A consideration here is to 

standardise feedback timing and format procedures across the team and 

incorporate delivery of feedback via different media. 

 

6.4.4 Workplace Stressors 

Eleven of the apprentices indicate their rationale for completing the qualification as 

progression to a higher grade, or for some in the healthcare sector, simply maintain 

current status. The data suggest that all of the respondents are focused upon 

evidencing a return on their employer’s investment, through the demonstration of 

new leadership skills to progress internally, discrediting the common misconception 

noted by Phoenix (2016) that sponsored students may covertly be seeking further 

qualifications to secure alternative employment. At the time of writing, a steady 

increase of graduates meant that 14 million graduates were in the UK labour market, 

with a higher propensity of employment. 40% of graduates were working in public 

administration, education and the health sector, aligning with the majority of the 

CMDA cohort profile (Clegg, 2017). Nearly 78% of postgraduates were employed in 
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highly skilled jobs, as opposed to just over 65% of graduates (Department for 

Education (DfE), 2018).  

Yet, despite acknowledgment of this growth in the availability of qualified employees 

raising entry levels and increasing competition from new graduate entrants, most of 

the employers lack any genuine concern for their apprentices’ well-being. Only two 

line managers show any awareness of the pressures their employees are under, 

both of which had been part-time learners themselves. Regardless of the high value 

placed upon academic qualifications by employers, there is no regular allocation of 

study time or redistribution of duties consequently workloads regularly intensify to 

unsustainable levels. This finding does not merely reflect the pressure of time or 

excessive workload, but also the implicit expectation from employers that supported 

study should result in improved workplace performance. Here, the vast majority 

admit to feeling pressure to exceed expected performance levels and evidence 

superior academic achievements, in return for employee benefits and 

unprecedented degree funding. This is a particular problem, exacerbated by 

gratitude as a result of the qualification’s monetary worth, exponentially increasing 

the value of the employer-employee “exchange relationship” (Cropanzano & 

Mitchell, 2005, p.878).  

Pearson (2015) argues that central to any type of work-based learning is the 

premise that employers are willing to support students through work-based 

programmes, beyond the obvious associated fees. Here, the employers have no 

cost to bear, but their response aligns with the extant pressure upon work-based 

learners cited by Boud & Rooney (2015) that work always takes the central priority, 

with learning and the student experience viewed as a secondary endeavour. The 

research of Prem, Ohly, Kubicek & Korunka (2017) reveals that time pressure can 

positively impact upon the workplace and individual learning, but this is thought to 

be a separate stressor to performance pressure, discussed in the next section.  
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6.4.5 Performance Pressure  

Analysis of the data confirms instances of strain amongst the cohort, particularly 

when academic deadlines and substantive workloads coincided. The data suggest 

that the majority of apprentices subscribe to an “always on” culture, evidenced by 

high levels of work intensification and extensive working hours juxtaposed with 

intensive periods of study and family responsibilities at home. Whilst there is 

evidence that high levels of performance pressure can raise motivation levels and 

persistence, as well as enhance creativity, it can also highlight existing inadequacies 

thus increasing stress, exacerbated by personal goal orientation (e.g. Crown & 

Rosse, 1995; Rousseau, 1997; Sitkin, See, Miller, Lawless, & Carton, 2011; 

Gardner, 2012; Mitchell et al., 2018).  

Individuals faced with performance pressure may adopt the approach of just “getting 

through” the programme, potentially diminishing outputs to defensible and justifiable 

pieces of work simply to meet assessed objectives (Lerner & Tetlock, 1999; 

Gardner, 2012). Here, the findings suggest elements of this behaviour, echoing 

Billett’s (2004) observation of employee security in knowing the system, culture and 

norms. In some instances, the perceived value of the programme and comfort zone 

security versus a higher salary and status elsewhere appears to have created a 

temporary inertia. However, as Schwarzer & Warner (2014) emphasise, those who 

do not experience failure, or who do not set challenging enough personal goals, may 

not experience enough disruption to reinforce resilient qualities, supporting the 

comments of one PAT who feels that learners cannot be sufficiently resilient without 

experience of failure. Equally, as Chemers, Hu & Garcia (2001) have found, low 

levels of academic self-efficacy can create heightened stress levels in learners. At 

the time of finalising this research, the level of plagiarism and collusion had 

increased fourfold in just one academic year, echoing the finding by Mitchell et al. 
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(2018) that directly links performance pressure with unexpected negative 

consequences, including cheating.  

Whilst performance pressure is one of the most significant threats to academic 

progress and well-being, the findings above describe two extremes of the continuum 

whereas the data also evidences variations resulting from contextual settings and 

fluctuations in pressure resulting from work schedules and timetables. As such, it 

would appear that the majority of apprentices are oscillating between being 

comfortable and stretched, a locus described by Williams (1994) as sustainable 

performance, yet instances of strain are palpable. Clearly, the notion of performance 

pressure and the level of pressure faced are dependent upon individual and 

environmental situations, some of which are beyond the provider’s control. Yet, 

performance pressure can partially be planned for and managed by programme 

designers, line managers and participants themselves (Durham, Locke, Poon & 

McLeod, 2000; Pangarkar, 2007).  

Dickinson & Dickinson (2015) suggest, all students require and should expect 

interactions with their University, with the aim of developing realistic attitudes to 

success in order to enhance self-efficacy, but as Gray (2015) warns, it is important 

to avoid making the process too easy by encouraging self-development of one’s 

own pressure management resources to cultivate resilience. Oken, Chamine & 

Wakeland (2014) agree that some stressors are required to maintain a stable level 

of resilience, fearing that individuals may lose their ability to cope in the longer term.  

In expanding upon Mulkeen et al’s (2019) endorsement of specialist pedagogic 

training, the findings here reveal an increasing requirement for the academic team to 

become sufficiently equipped to pro-actively support the gradual transfer from 

intensive facilitation towards Gray’s (2015) notion of learners who take responsibility 

and ownership of their own skills development, critical to developing their resilience 
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and improving their chances of successful programme completion. This requires 

support in the creation and facilitation of short confidence-building interventions prior 

to key pressure points to support the management of learner anxiety, endorsed by 

Davies (2018) but with a specific focus upon enhanced digital delivery of support 

mechanisms to meet the needs of apprentices. A particular opportunity here would 

be to foster closer links with line managers to deliver an all-encompassing support 

strategy and to engage preceding cohort members to provide further support, 

particularly when drawn from the same organisation or a similar sector.  

 

6.5 Summary of Discussion  

This chapter has maintained a focus upon the core themes drawn from the findings, 

with the intent of explaining the deeper meaning and implications of the results. The 

chapter has been organised by the over-arching aims and objectives in order to 

investigate and answer the original premise for the research. Critical analysis and 

discussion of the findings and literature has illustrated a deeper understanding of a 

broad range of internal factors, which can be developed to support the multi-faceted 

construct of resilience.  

A review of the protective external factors available to apprentices through 

pedagogic interventions and resources, alongside a close examination of the 

stressors whilst on programme, has resulted in new insights into the extent to which 

business and management degree apprenticeship programmes can support the 

development of the traits and behaviours necessary to enhance workplace 

resilience. The analysis and discussion of traits, behaviours and skills, programme 

resources and other influential factors has led to the formation of several 

recommendations throughout this section, expanded upon within Appendix 16, 

meeting the fourth research objective.  
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The following chapter draws together the findings and literature to offer two 

conceptual models, which may support the design and development of a range of 

apprenticeship, part-time and work-based learning programmes. 
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Chapter Seven 

Conclusions and Recommendations for Future Research 

 

7.1 Introduction to Conclusions and Recommendations for Future 

Research 

This study set out to explore the extent to which business and management degree 

apprenticeship programmes might support the development of the traits and 

behaviours necessary to enhance workplace resilience. It has identified specific 

traits and behaviours of apprentices which appear to impact upon workplace 

resilience, assessed the significance of the role of protective external resources for 

apprentices in underpinning resilience and examined which other factors exert the 

greatest influence over resilience. The study has revealed new insights into the 

conceptualisation of resilience, adding to the existing body of knowledge over what it 

comprises and how it is influenced, specifically in the context of apprenticeships and 

work-based learning. 

This chapter commences with a reflection and critique of the methodology adopted 

and is followed by a synthesis of the findings and contribution that the study has 

made to the literature. Finally, it offers two conceptual models, which may be used 

to support the pedagogic development of apprenticeships, part-time and other work-

based learning and executive education programmes. 
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7.2 Methodological Reflections 

The methodological approach adopted throughout this research has resulted in rich, 

descriptive data, which confirms the credibility of the research design and questions 

selected. Central to the research is the examination of the influence of business and 

management degree apprenticeship programmes upon resilience development and 

the potential limitations caused by wider influences that shape resilience across a 

range of occupational settings. It is the first qualitative study to incorporate multiple 

stakeholder perspectives which have allowed the researcher to uncover a number of 

critical traits, behaviours and skills, confirm the significance of pedagogic 

interventions and resources and highlight unanticipated pressure resulting from 

workload, study and personal, all of which are thought to influence resilience. 

The role of the researcher as the programme designer, employer engagement lead 

and academic tutor has naturally benefitted the research in terms of her programme 

knowledge, data access, collection and interpretation (Greene, 2014). Possible 

issues of bias and subjectivity have been prevented through the inclusion of multiple 

collection methods and data sources, raising credibility and repositioning the 

findings from exploration to explanation (Jankowicz, 2000; Creswell, 2003; Yin, 

2018). A desire to improve programme design through a thorough examination of 

the effect of different cultures, industries, sectors and learner types upon individual 

on-programme experiences mitigated against any tendency towards encouraging 

favourable results from respondents (Easterby-Smith et al., 2012).  

Despite the range of external contexts evidenced within the findings, it is 

acknowledged that the population was limited by self-selection and a focus upon a 

single degree apprenticeship course in one institution, because of the unique design 

and early launch of the programme within the sector. Therefore, the perspectives 

drawn from the stakeholders are restricted to employers, apprentices and the 
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academic team within one course. Whereas this has provided valuable data 

pertinent to part-time students, educators and employers alike, a broader 

perspective of resilience would have possible with a larger sample (Luthans et al., 

2016).  

As such, alternative sampling strategies could potentially produce a variance in the 

findings presented here, based upon geographical location, the context and culture 

of the workplace in which learning is set, the level of the qualification and delivery 

model. The potential for investigation into the influence of home life remains 

underexplored within the limitations of this study, and in particular the geographical 

limitation has resulted in a lack of sample diversity in terms of ethnicity and cultural 

influence. Nevertheless, significant findings have been uncovered which may form 

the basis of future support, improved pedagogies and interventions for apprentices, 

sponsored and executive education part time and full-time learners, across a range 

of educational establishments and employment contexts.   

 

7.3 Contribution to Knowledge 

The findings here confirm that a broader manifestation of resilience is possible 

through the personal development that is taking place, both at work and within the 

programme, shown in the evidence drawn from the interviews and questionnaires. 

The development of desirable workplace skills such as self-awareness and the 

ability to build positive relationships others, emotional intelligence and critical 

thinking, and behavioural characteristics such as goal setting and purposefulness, 

collectively create a range of internal factors to support resilience. It is also apparent 

that an individual’s background and upbringing can strongly influence resilience and 

engender behaviours that enhance resilience.  
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Despite the range of different respondents and contexts, the evidence from this 

study would suggest that the apprentice sample have successfully negotiated and 

adapted to this new programme of study and continued to develop skills, traits and 

behaviours, notwithstanding the significant challenges of working and studying. 

However, the extent to which traits, behaviours and skills can influence resilience, or 

what the long-term effect of new or improved skills upon individual resilience might 

be beyond the term of the programme, remains unknown. Definitions of resilience 

and conceptualisations of how it manifests itself overlap across multiple themes, 

resulting in tightly interwoven triggers and predictors making it difficult to 

disaggregate which specific trait, behaviour or skill, or which combination of traits 

and skills might be responsible for any effect upon resilience. Whilst there is 

evidence of the influence that internal factors have upon resilience, it is clear that 

any attempt to evidence direct causality is problematic within the limits of this study, 

particularly when juxtaposed with Kossek & Perrigino’s (2016) notion of resilience as 

a dynamic construct. Here, it is acknowledged that the findings from this research 

identify these relationships, but that they do not uncover the causes of resilience 

(Diamantopoulos & Schlegelmilch, 2000).  

The research within this thesis has exposed a number of skills, traits and behaviours 

which appear to underpin resilience, yet the development of a cohesive framework 

intended to support the development of resilience resources through programme 

design is notably absent in the extant literature (McIntosh & Shaw, 2017). The thesis 

concludes with the offer of two conceptual models, which expose internal factors, 

protective external resources and stressors identified within the research, reflecting 

the critical role that each appears to play. The findings confirm the supposition that 

an individual’s resilience evolves from interactions between their environment, 

assets and social ecology, coupled with the mounting expectation that it can be 

positively developed through undergraduate and postgraduate education (e.g. 
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Masten, 2014; Aburn, Gott & Hoare, 2016). Figure 12 presents the overarching 

programme environment, which incorporates the role of an individual’s internal 

factors, as well as the protective external resources available to them whilst on 

programme. The framework is drawn from the thematic analysis as described in 

each section below, and is offered here as a potential resource for the design of 

resilience interventions.   

Internal Factors 

The first three themes derived from the analysis highlight the significance of internal 

factors forming the central component of the model, and suggest that a range of 

traits and behaviours appear to exert a strong collective influence on the resilience 

exhibited by apprentices. This includes the ability to effectively manage one self and 

others, and build positive relationships through the development of desirable 

workplace skills including emotional intelligence, self-awareness and critical 

thinking, and core characteristics such as goal setting and continuously learning. 

The findings contribute towards the academic debate concerning the influence of 

background and upbringing upon individual ambition, and builds upon the research 

of Cooper et al. (2013) who emphasise the ability of goal setting and purposefulness 

to underpin resilience. This study also makes a unique contribution in identifying the 

extent to which an individual’s background can influence resilience over time, 

revealed within the narratives of graduate competition in the workplace creating a 

sustained determination to engage with and complete academic qualifications. Here, 

the research reveals the impact of personal goal setting, reflected by enhanced 

career progression, influences upon social economic statuses and role modelling, 

potentially forming generational foundations for the cultivation of resilience. Yet, the 

case also exposes an unexpected threat resulting from the IfA’s (2018) decision to 

review the degree component within some degree apprenticeships, including the 

CMDA. Such a decision may create future unintended consequences in terms of 
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weakening individual goal orientation and motivation, and contradicting the majority 

employer view that academic qualifications and grades are essential indicators of 

ability. 

Figure 12 - Resilience Process and Resources for Degree Apprenticeships and 

Executive Education, Rowe (2019) 
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External Protective Resources 

The research confirms that degree apprenticeship provision affords the opportunity 

to tailor learning to meet future career needs through well-designed pedagogic 

activities and the effective integration of externally located protective resources that 

can contribute towards the development of underpinning skills and resilience. Key 

protective resources include opportunities to engage in and develop reflective 

practice skills, the negotiation and completion of workplace projects, a variety of 

opportunities and formats for feedback and access to a range of individuals who are 

able to contribute towards a supportive learning network, collectively incorporating a 

number of recurrent developmental activities showing in Figure 12. Yet, challenges 

to HE’s somewhat orthodox teaching practices are evident in this case. Despite 

laying claim to innovative pedagogic delivery through work-based learning 

pedagogies, the study describes superficial practices of reflection, which lack the 

fundamental pedagogical characteristics of genuine work-based learning including 

provision of sufficient time, space, collaborative dialogue and questioning. 

Opportunities exist for experienced reflective practitioners to support apprentices’ 

intellectual and emotional development through collaborative questioning, action 

and thought creating a supportive and dynamic culture. Yet, shortcomings exposed 

are characterised by the rapidly changing expectations and increasing workload of 

the work-based learning academic’s role. The multiplicity of expectations created by 

degree apprenticeship delivery requires adequate training and resource, yet the 

view that work-based facilitation skills are less highly prized than academic intellect 

persists in HE, frustrating academics do not have the skills or sufficient time 

allocated or to effectively manage opportunities for individuals to learn. The 

consequence of this, coupled with a lack of institutional agility to adapt more rapidly 

to the changing external environment and increasingly complex employer and 

learner needs not only reduces opportunities for HE to effectively meet the demands 
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of the contemporary workforce, but also weakens the distinctive characteristics that 

differentiate degree apprenticeship programmes from the growing array of other 

‘ersatz versions’ of work-based learning provision. 

Stressors 

The fourth theme exposed by the analysis explores the realities of studying whilst 

working full-time. The conceptual model emphasises the potential impact of 

stressors based upon the findings within this research. Many of the tensions that 

surface throughout this case are created by the new challenges created by the 

varying contexts and cultures in which learning takes place, inadvertently leading to 

pedagogic inconsistencies which are largely beyond the provider’s control. Whilst 

this is a longstanding characteristic of part-time and executive education provision, 

the case challenges the lack of research into stressors faced by this expanding 

group of learners. The study exposes elements of performance pressure created by 

a combination of excessive workloads, academic deadlines and family 

commitments, which at times is forcing individuals beyond tolerable levels of 

pressure to create unacceptably high strain and feelings of overwhelming stress. 

The research uncovers additional anxiety stemming from the increased value in the 

employer-employee exchange relationship, largely defined by employer financial 

contributions through the levy in return for improved performance capabilities and 

outputs. The tendency toward employer exploitation of the apprenticeship scheme is 

a powerful reflection of Boud & Rooney’s (2015) view that work always takes 

priority, further undermining the employer-employee psychological contract 

(Rousseau, 1997).  

Outcomes 

A second model provides a more detailed view of the continued micro transitions 

throughout the programme, which have been drawn from the thematic analysis and 
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are shown in Figure 13. The layout is based upon Yin’s (2018) programme logic 

model, which Yin designed to incorporate a thorough examination of transitions 

between stages.  

Figure 13 - Transactional Details of the Apprentices' Programme Journey, 

After Yin’s (2018) Programme Logic Model Design (Yin, 2018; Rowe, 2019) 
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The purpose here is to summarise micro details of the apprentice journey, 

cumulating in potentially positive career and workplace outcomes, and how these 

transactions may effectively foster resilience capacity and well-being. Both models 

acknowledge the “multiple conceptual strands related to accessing resources” and 

reflect the potential issues of causality discussed earlier (Ungar, 2005; Morrison & 

Allen, 2007; Johnson, 2008; Masten, 2009; Toland & Carrigan, 2011; Kossek & 

Perrigino, 2016, p.730). They effectively contextualise the process of on-programme 

resilience development influenced by a number of interrelated factors within 

workplace and university settings, conceptualising the role of resilience in positive 

outcomes (King et al., 2015) which can subsequently inform pedagogic 

development.  

Uncovering such divergent views from the three stakeholder groups is a crucial 

stage in revealing new insights to support the effective planning and management of 

this type of work-based programme, particularly because part-time and apprentice 

learners have less opportunity to access specialist HEI support provision due to 

work commitments. Whilst it is evident that well-designed degree apprenticeships 

may provide a number of protective resources, which can improve skills, traits and 

behaviours thought to underpin resilience, it is also of critical importance that all 

stakeholders take responsibility for the effective management of performance 

pressure. Consequently, the research has supported a number of recommendations 

for providers to improve their programmes’ pedagogic design in partnership with 

employers, which were discussed and presented throughout the previous chapter. 

These recommendations include strategies to improve the management of 

stressors, strengthen employer engagement, enhance reflective practice, develop 

shared learning networks and improve learner goal setting (summarised in Appendix 

16). The purpose here is to embed resilience-building strategies into programmes in 

order to support all types of part-time learners and apprentices. It is recognised that 
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there are numerous opportunities to promote individuals’ protective external 

resources, through well designed regular and consistent “broaden and build” 

multiple strategies, echoing Fredrickson’s (2001) approach and as such, they would 

be equally relevant and applicable to a range of settings. 

7.4 Recommendations for Future Research 

 

Whilst the methodology and findings provide models that may be used across the 

sector, this section also provides a number of recommendations for future research. 

There are a number of overlapping constructs that contribute towards resilience, but 

warrant further investigation. A particularly relevant avenue here is the role of critical 

skills and behaviours, which can be developed through lifelong learning 

programmes to embed problem solving, resilience, values and leadership skills in 

individuals, and meet increasing employer demand in an era of technological, 

robotic and communication evolution.  

The effect of protective external resources remains under-explored and here, an 

examination of the role of leaders and mentors, shared learning networks and 

pedagogic interventions such as reflective practice, would provide a valuable 

opportunity to seek new enhancements in academic practice, to improve and 

develop programmes in order to enhance resilience. Whilst the literature implies that 

an accumulation of stressors can damage resilience, the study reveals that levels of 

resilience appear to be very different at work to home or study, therefore the 

influence of an individual’s separate domains warrants further exploration. 

Additionally, the impact of performance pressure, and the extent to which different 

workplace contexts, sectors and individual roles might positively or negatively 

influence resilience, would provide welcome data to inform gaps within the literature. 

This is of particular relevance, given the significant and rapid growth in mental 
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health concerns in both education and the workplace, threatening well-being, 

productivity, performance and engagement (Robertson et al., 2015).  

Clearly, context is highly influential within qualitative research and the small sample 

size here may have informed results that are very different to other populations, 

programmes and disciplines. It would be prudent therefore to incorporate a diverse 

sample of respondents in terms of provider, employer, discipline and background to 

investigate similarities and differences.  

 

7.5 Conclusion 

I have been extremely privileged to work within the higher education sector and to 

have been involved with the design and delivery of some of the very first degree 

apprenticeships in the United Kingdom, and indeed globally. The unprecedented 

pace of change within the workplace combined with the recent introduction of 

degree apprenticeships have highlighted the role that HEIs can play to support the 

notion of work-readiness in the innovative design and delivery of effective 

pedagogies to support an evolving conceptual toolkit which contains both resilience 

and transferable skills. The focus of this research has been of particular relevance 

given the growing concerns over student well-being, and the ability of part-time 

learners in coping with the twofold challenge of fast-paced learning and an 

increasingly demanding and pressurised workplace. 

Undertaking this research alongside a challenging full-time role, in a rapidly 

changing HE environment, has given me an insight into the pressures faced by 

apprentices. Like them, I have faced a range of stressors at work and study, 

confronting an overwhelming workload at times in order to fulfil a desire to advance 

my career and progress professionally in spite of adversity. Unlike the students 
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though, I have the advantage of working in a collaborative research culture, where 

colleagues have willingly provided guidance and advice and where resources are 

readily available. Conversely, learners in industry often work in excess of 60 hours 

per week in an “always on” culture, commonly managing young family commitments, 

and employed in roles which are threatened by technological advances and an 

increasing pool of emergent, cost-effective graduate talent. Despite such immense 

challenges, these learners and their managers have been generous with their time 

in providing rich, detailed and often deeply personal stories. It is for that reason I 

endeavour to use this research wisely, to continually make positive changes to 

programme provision with the aim of enhancing learner well-being, support skills 

and resilience building strategies, whilst working closely with employers to improve 

their employees’ opportunities for career progression.   
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Appendices 

Appendix 1 - The Service Based Skills Framework, Smith & Paton (2014)  
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Appendix 2 - Chartered Manager Degree Apprenticeship Standard 
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Appendix 3 - Taxonomy of Workplace Skills, Competencies and Behaviours 

(Smith & Paton, 2014; CMI, 2015; CBI, 2016b) 

Red text highlights the construct of resilience based upon the literature review 
findings. 
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Appendix 4 - Summary of skills, traits and behaviours thought to underpin the 

construct of resilience  

Author Skills cited as underpinning 
resilience 

Conceptualisation 

Cahill, H., Beadle, S., 
Farrelly, A., Forster, R. & 
Smith, K. (2014). Building 
resilient children and 
young people. 

Self-awareness, self-management, 
social awareness, social 
management, critical and creative 
thinking. 

Teachers have a 
responsibility to foster these 
skills in student, cited as 
building blocks of resilience. 

Bernard, B. (1995). 
Fostering resilience in 
children. 

 

Bernard, B. (2004). 
Resiliency; what we have 
learned. 

 

Social Competence: Ability to elicit 
positive responses from others, thus 
establishing positive relationships 
with both adults and peers. 

Problem-solving skills: Planning that 
facilitates seeing oneself in control 
and resourcefulness in seeking help 
from others. 
Autonomy: A sense of one’s own 
identity and an ability to act 
independently and exert some 
control over one’s environment.  

A sense of purpose and future: 
Goals, educational aspirations, 
persistence, hopefulness, and a 
sense of a bright future. 

Resilience is a result of 
these components in the 
family and community 
environment. 

Brown, B.L. (1996). 
Career Resilience. 

 

Teamwork, effective 
communication, adaptability to 
change, positive and flexible 
attitudes, continuous learning, self-
confidence, willingness to take risks, 
and a commitment to personal 
excellence. 

The characteristics of those 
who are career resilient 
reflect the characteristics 
identified with employability. 

Grant, L., & Kinman, G. 
(2012). Enhancing 
wellbeing in social work 
students: Building 
resilience in the next 
generation. 

Emotional intelligence, reflective 
ability, empathy and social 
competence. 

Qualities and attributes 
believed to indicate and 
underpin resilience. 

Polk, L.V. (1997). Toward 
a middle-range theory of 
resilience. 

Optimistic and active problem 
solving style, goal orientation and 
flexible coping. 

Central to situational resilient 
coping patterns. Problem 
solving is an essential 
strategy. 

Rabkin, J., Remien, R., 
Katoff, L., & Williams, J. 
(1993). Resilience in 
adversity among long-
term survivors of AIDS. 

Higher levels of intelligence and 
education, wide ranging interests 
and goal articulation. 

Seen as attributes of resilient 
individuals. 

McDonald, G., Jackson, 
D., Wilkes, L., & Vickers, 
M. (2012). A work-based 
educational intervention 
to support the 

Quality of care, personal fulfilment, 
communication, collaboration & 
support. 

Concept of resilience 
intersects with the tacit 
knowledge and practical 
skills requisite for a long a 
rewarding career in nursing 



 208 

development of personal 
resilience in nurses and 
midwives. 

and midwifery. 

Giordano, B.P. (1997).  
Resilience—a survival 
tool for the nineties. 

Resourcefulness, self-confidence, 
curiousness, self-discipline, level-
headedness, flexibility, emotional 
stamina, problem solving. 

Qualities associated with 
resilience. Problem solving is 
an essential strategy. 

Jacelon, C.S. (1997). The 
trait and process of 
resilience. 

Intelligent, strong sense of self. Resilient individuals 
generally display these 
qualities. 

Ten Brummelhuis, L.L., & 
Bakker, A.B. (2012). A 
resource perspective on 
the work–home interface: 
The work–home 
resources model. 

Skills, knowledge and experience. 
Job control, social support, stress 
initiatives, education and training, 
partners/spouses and social 
networks. 

Work related resources 
which are likely to enhance 
resilience. 

Buffer strain and enhance 
resilience. 

Fisk, G., & Dionisi, A. 
(2010). Building and 
sustaining resilience in 
organizational settings: 
the critical role of emotion 
regulation. 

Resilient people tend to be high in 
cognitive ability, emotional stability, 
dispositional optimism, and 
openness to experience. 

Resilience may be conceived 
of as a dynamic higher order 
mechanism encompassing a 
variety of psychological and 
behavioural characteristics. 

Cooper, C. L., Flint-
Taylor, J., & Pearn, M. 
(2013). Building 
resilience for success. 

Individual capabilities including 
problem-solving ability, self-
motivation, self-control, and 
optimism/positive belief. 

Stems from critical factors 
including relationships 
(particularly early parent-
child), individual capabilities 
and cultural influences. 

 

Appendix 5 - Brief Resilience Scale (BRS), Smith et al. (2008) 
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Appendix 6 - Degree Apprentices’ Questionnaire  

Personal Details 

1.1. Please confirm your name.  

 

2.2. Please indicate your gender?  

Female  

Male  

a.2.a. Please indicate your age range?  

18-20  

21-24  

25-29  

30-34  

35-39  

40-44  

45-49  

50-54  
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55-59  

60-64  

65-69  

b.2.b. Please indicate your highest level of qualification?  

Level 3 - e.g. A Levels/NVQ/B.Tec/Diploma  

Level 4 - e.g. NVQ/HNC/Professional Diploma  

Level 5 - e.g. HND/Professional Diploma  

Level 6 - Degree  

Workplace Details 

3.3. What is your current job title?  

 

a.3.a. Please confirm your job sector which most closely fits your current role?  

More info 

Accountancy, Banking and Finance  

Business, Consultancy and Management  

Charity and Volunteer Work  

javascript:;
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Creative Arts and Design  

Energy and Utilities  

Engineering and Manufacturing  

Environment and Agriculture  

Healthcare  

Hospitality and Events Management  

Information Technology  

Law  

Law Enforcement and Security  

Leisure, Sport and Tourism  

Marketing, Advertising and PR  

Media and Internet  

Property and Construction  

Public Services and Administration  

Recruitment and HR  
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Retail  

Sales  

Science and Pharmaceuticals  

Social Care  

Teacher Training and Education  

Transport and Logistics  

Other  

i.3.a.i. If you selected Other, please specify:  

 

b.3.b. How long have you been in this role?  

0 - 1 year  

1 - 3 years  

3 - 5 years  

5 - 10 years  

10 years or more  
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3.c - Do you have previous work experience? If so please indicate the total 

length of time that you have worked in any type of employment.  

No 

Yes, 2 years or less 

Yes, between 2 and 5 years 

Yes, between 5 and 10 years 

Yes, more than 10 years 

 

Traits and Attributes 

4.4. Please tell me a little more about your traits. Please only select one item per 

statement:  

 
Always Usually Sometimes Never 

I am aware of my own strengths and 

weaknesses.     

I co-operate well with people around me at 

work.     

I am able to solve problems by myself. 
    

I finish what I start. 
    

5.5. Please tell me a little more about how you usually deal with challenges in the 

workplace. Please only select one item per statement.  

Please don't select more than 1 answer(s) per row.  
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Please select at least 4 answer(s).  

 
Always Usually Sometimes Never 

I know where to go if I need support at work. 
    

I find it difficult to perform in challenging 

social or workplace situations e.g. making 

presentations to large audiences, meeting 

senior leaders. 

    

I handle workplace change well and can adapt 

to it quickly and effectively.     

I refer to others for guidance. 
    

6.6. How do you deal with conflict in the workplace? (Workplace conflict is usually 

defined as tensions or disagreements between employees and managers, often 

arising from opposing ideas and interests.)  

 

Degree Apprenticeship Programme 

7.7. Do you feel that the completion of workplace projects has given you the 

opportunity to further develop your skills?  

Yes  

No  
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a.7.a. If yes, please confirm the skills that you feel have developed. Please select all 

that apply. More info 

Self Management  

Emotional Intelligence  

Interpersonal  

Problem Solving  

Critical Thinking  

Other  

i.7.a.i. If you selected "other", please specify details of additional skills developed.  

 

8.8. Do you feel that the completion of reflective essays has given you the 

opportunity to further develop your skills?  

Yes  

No  

a.8.a. If yes, please confirm the skills that you feel have developed. Please select all 

that apply.    

More info 

javascript:;
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Self Management  

Emotional Intelligence  

Interpersonal  

Problem Solving  

Critical Thinking  

Other  

i.8.a.i. If you selected "other", please specify details of additional skills developed.  

 

9.9. Part of your Managing People assignment involved seeking 360 degree 

feedback. Have you found that this has been helpful with regard your current skills 

and how they might develop in future?  

Yes, this has been very helpful.  

I don't know.  

No, this has not been at all helpful.  

10.10. Please use this box to tell me more about your experience of seeking 360 

degree feedback so far, particularly if any skills development has been noted by 

others?  
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Resilience 

11.11. Thinking about the ways in which you cope with challenges and pressures 

you experience on the programme and how you cope with these, please indicate 

your response to each of the statements below. Please only select one item per 

statement:  

 

Strongly 

Disagree 
Disagree Neutral Agree 

Strongly 

Agree 

I tend to bounce back quickly 

after hard times.      

I have a hard time making it 

through stressful events.      

It does not take me long to 

recover from a stressful event.      

It is hard for me to snap back 

when something bad happens.      

I usually come through difficult 

times with little trouble.      

I tend to take a long time to get 

over set-backs in my life.      

Connectivity and Sense of Belonging 



 218 

12.12. Thinking about your relationship with the University and also with your 

employer during the degree of apprenticeship programme, please use the rating 

scales to respond to each of the statements. Please only select one item per 

statement.  

 

Strongly 

Disagree 
Disagree 

Not 

Sure 
Agree 

Strongly 

Agree 

I feel a sense of belonging as an 

employee within my organisation.      

I feel a sense of belonging as a 

student within the University.      

I feel a sense of belonging as a 

student within my cohort.      

I take the opportunity to engage in 

University extra-curricula activities 

where relevant. 
     

I take the opportunity to engage in 

employer extra-curricula activities 

where relevant. 
     

13.13. Do you feel that the University has engaged sufficiently with your 

employer to gain their support whilst on programme?  

Yes  

No  
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Not sure  

a.13.a. If you answered "No", what else would you like to see the University doing to 

engage better with your employer?  

 

Professional Development Support & Mentoring 

14.14. Please tell me about the level of professional development support you 

currently receive? Please only select one answer per statement:  

 

Strongly 

Agree 
Agree 

Not 

Sure 
Disagree 

Strongly 

Disagree 
N/A 

I feel that my professional 

development is very well 

supported by my family. 

      

I feel that my professional 

development is very well 

supported by my friends and 

social network. 

      

I feel that my professional 

development is very well 

supported by my workplace 

colleagues. 
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I feel that my professional 

development is very well 

supported by my workplace 

mentor. 

      

I feel that my professional 

development is very well 

supported by my line manager. 
      

I feel that my professional 

development is very well 

supported by my academic 

tutors. 

      

15.15. Do you have someone whom you consider a mentor or role model?   

Yes  

No  

a.15.a. If you selected "yes", please can you describe their role in supporting your 

development and their relationship to you?  

 

b.15.b. Are there any other people that you look up to, or aspire to be like in a 

professional capacity?   

Yes  
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No  

i.15.b.i. If you selected "yes", please can you briefly describe them and their 

relationship to you (if any):  

 

 

Thank you for taking the time to complete this survey, your support is very much 

appreciated. 

All information which is collected about you during the course of the research will be 

kept strictly confidential so that only the researcher carrying out the research will 

have access to such information.  

What will happen to the results of the research study? 

The results will be written up into a thesis to inform and enhance the learner 

experience and provider practice.  Participants should note that data collected from 

this project may be retained and published in an anonymised form. Individuals who 

participate will not be identified in any subsequent report or publication. By agreeing 

to participate in this project, you are consenting to the retention and publication of 

data. 

Who is organising and funding the research? 

The research is funded by the University. Lisa Rowe from the Faculty of Business & 

Management is organising and carrying out the study as part of her DBA. 
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Appendix 7 - Pilot Test Questionnaire, Bell (1999) 

1. How long did the questionnaire take to complete? 

 

2. Were the instructions clear? 

 

3. Which questions, if any, were unclear or ambiguous? 

 

4. Which questions, if any, did you feel uncomfortable about answering? 

 

5. Did the questionnaire appear to miss out any major issues? 

 

6. Was the layout clear and attractive? 

 

7. Any other comments? 
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Appendix 8 - Overview of Formative Interview Guide for Semi-Structured 
Interviews  

Employers’ Interview Guide 

• Contextual 
 
Sector, size, background, hierarchies (ie dept/silo or whole org)? 

 

• Recruitment 
 
Process for the programme? Is it different for each group (existing staff to upskill 
/new staff)? 

Robust and warranted or has the levy made organisation recruit in a different way?  

 

• Workforce Planning 
 
Longer term company strategy? 

Career lifecycle? 

Transitional period for them? 

 

• Outcomes – Retention 
 
Staff turnover v Apprentice turnover?  

 

• Outcomes – Performance 
 
Performance on programme links to progression or contract? 

Different treatment to other employees and if so how?  

Difference in performance between apprentices and non-apprentices?  

 

• Resilience Resources – Skills 
 
Desirable core skills?  

Evidence these skills? 

Performance so far? 
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How important do you think resilience is in your apprentices? Have you seen 
evidence of heightened resilience in (name) since starting the programme? 

 

• Resilience Resources – Programme 
 
20% off the job learning allowance? 

How can we better support the 20% off the job – ideas around delivery or 
embedding/alignment of assessment? 

Project work – benefits to the organisation?  

Project management improvements? 

Reflective writing and 360 degree feedback involvement?  

 

• Resilience Resources – People 
 
Line manager?  

Mentor or have you assumed that role? 

Meeting type and frequency? 

Inspiring person in the organisation? 

Sense of belonging in your employees? Extra-curricular activities? 

University engagement?  

---------------------------------------------------------------------------------------------------------------- 

Apprentices’ Interview Guide 

• Contextual 
 

Name, age, background, no of years’ experience in this role and previous role 

 

• Work Experience & Role 
 

Check understanding of questionnaire responses  

 

• Recruitment 
 

To current role and programme?   
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•  Workforce Planning 
 

Current role educational criteria and contractual status?  

Qualification for promotion? 

Performance measurement?  

Pressure to perform?  

 

•  Outcomes – Retention 
 

Transitional phase of your life/career? 

Career plan? 

Golden handcuffs? 

 

• Outcomes – Performance 
 

Pressure of studying whilst working full time?  

Progress/grades? 

 

• Resilience Resources – Skills 
 

Any skills developed through the projects and reflective practice?  

 

• Resilience Resources – Programme 
 

20% off the job learning allowance? 

How can we better support the 20% off the job – ideas around delivery or 
embedding/alignment of assessment? 

Project work – benefits to the organisation?  

Project management improvements? 

Reflective writing and 360 degree feedback, helpful?  



 226 

Any new strategies to get through the programme? 

Confidence and resilience development? 

Extra-curricular events?  

 

• Resilience Resources – People 
 

Core support people? Family/friends/colleagues 

PAT support? Engagement with you/your manager?  

Cohort/University connection?  

Mentor v line manager?  

Aspirational figure?  

Role of these actors in supporting through programme? 

Strategies to get through?  

---------------------------------------------------------------------------------------------------------------- 

Personal Academic Tutors’ Interview Guide  

• Contextual 
 

Background, no of years’ experience in this role and previous role 

 

• Recruitment 
 
Recruitment process and PAT matching?  

Calibre?  

Other differences to prior experience of students?  

 

• Outcomes – retention 
 
Involvement in decision-making process (interruptions/deferrals/leavers)? 

Level of support given? 

Programme design – sustainable? 

Work/study/home pressure? 
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Performance at work?  

 

• Outcomes – performance 
 

Relationship with tutees?  

What is driving them to succeed on programme? 

Performance so far? 

Career plans? 

Transitional period? 

 

• Resilience resources – skills 
 

Skills/traits? 

 

• Resilience resources – programme 
 

Reflective practice? 

Projects and negotiated learning support?  

Formative feedback?  

360 degree feedback exercise? 

Issues with the 20% off the job requirements?  

 

• Resilience resources - people 
 

Engagement with line managers or mentors?  

Apprentice support from employers?  

Workplace mentors/inspirational leaders? 

The role of the PAT in supporting apprentices? “Academic parent” approach?   

Resistance to efforts to support individuals? 

Activities to bolster skills and resilience?  
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Appendix 9 - Participant Information Sheet & Consent Form 

Participant Information Document 

Future proofing the degree apprenticeship workforce for optimum 

performance – an exploratory case study of workplace resilience 

 

You are being invited to take part in a research study.  Before you decide, it is important for 

you to understand why the research is being done and what it will involve.  Please take time 

to read the following information carefully and discuss it with others if you wish.  Please ask 

us if there is anything that is not clear or if you would like more information.  Take time to 

decide whether or not you wish to take part. Thank you for reading this. 

 

What is the purpose of the study? 

 

The purpose of this study is to explore the role of apprentice traits and behaviours in 

developing resilience. Specifically the study aims to provide recommendations to inform the 

future pedagogic development of business management degree apprenticeship 

programmes. 

 

A written thesis will be produced at the end of the project as part of a Doctorate in Business 

Administration programme (DBA). The findings from the study will be used to inform the 

approach(es) used in future programme design.  

 

Why have I been chosen? 
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You have been chosen to participate as you are a key stakeholder in one of the first degree 

apprenticeship programmes in the UK.  

 

Do I have to take part? 

It is up to you to decide whether or not to take part. If you decide to take part you will be 

given this information sheet to keep and be asked to sign a consent form.  If you decide to 

take part you are still free to withdraw at any time and without giving a reason.  A decision to 

withdraw at any time, or a decision not to take part, will not affect the standard of care you 

receive in any way. 

 

What will happen to me if I take part? 

If you decide to take part, you will be given this information sheet to keep and asked to sign 

the consent form. You will be contacted by Lisa Rowe and invited to attend a short interview 

(max 40 minutes) during which the aims and objectives of the project will be explained, 

followed by an open discussion in which you will be invited to give your views on your 

experience. You may of course decide to decline to participate in the interview. None of the 

participants involved in this project will be identifiable in the final report. 

 

What are the possible disadvantages and risks of taking part? 

There are no disadvantages or risks foreseen in taking part in the study. 

 

What are the possible benefits of taking part? 
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You may be able to identify ways in which the University team might be able to better 

develop apprentice skills, traits and behaviours that underpin resilience. You will be able to 

provide invaluable feedback which will improve the learner experience and inform degree 

apprenticeship providers nationally and internationally, as well as locally for the UoC 

programme team.  

 

What if something goes wrong? 

If you wish to complain or have any concerns about any aspect of the way you have been 

approached or treated during the course of this study, please contact:  

 

Professor Clare Schofield 

Chair of Faculty Research & Knowledge Transfer Committee 

Faculty of Business & Management, University of Chester, United Kingdom, Chester CH1 

4BJ 

+44 (0)1244 511000 or c.schofield@chester.ac.uk 

 

If you are harmed by taking part in this research project, there are no special compensation 

arrangements.  If you are harmed due to someone’s negligence (but not otherwise), then you 

may have grounds for legal action, but you may have to pay for this.   

 

Will my taking part in the study be kept confidential? 

All information which is collected about you during the course of the research will be kept 

strictly confidential so that only the researchers carrying out the research will have access to 

such information.   
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Participants should note that data collected from this project may be retained and published 

in an anonymised form. By agreeing to participate in this project, you are consenting to the 

retention and publication of data. 

 

What will happen to the results of the research study? 

The results will be written up into a thesis to inform and enhance the learner experience and 

provider practice.  Individuals who participate will not be identified in any subsequent report 

or publication. 

 

Who is organising and funding the research? 

The research is funded by the University. Lisa Rowe from the Faculty of Business Enterprise 

& Lifelong Learning will be organising and carrying out the study as part of her DBA. 

 

Who may I contact for further information? 

If you would like more information about the research before you decide whether or not you 

would be willing to take part, please contact: 

 

Lisa Rowe lisa.rowe@chester.ac.uk 01244 511252/07780 223136 

April 17th, 2018.  

Thank you for your interest in this research. 

 

mailto:lisa.rowe@chester.ac.uk
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Participant Informed Consent Form  

Title of Project: Future proofing the degree apprenticeship workforce for 

optimum performance – an exploratory case study of workplace resilience 

Name of Researcher: Lisa Rowe  

        Please initial box 

1.   I confirm that I have read and understood the 

 participant information sheet, dated 17th April, 2018 

 for the above study and have had the opportunity  

 to ask questions. 

2.   I understand that my participation is voluntary 

 and that I am free to withdraw at any time, without 

 giving any reason and without my care or legal rights 

 being affected. 

 I agree to take part in the above study. 

___________________                 _________________   _____________ 

Name of Participant Date  Signature 

Lisa Rowe        

  ----------------------- 

Researcher Date Signature 
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Appendix 10 - Early Analysis - Unstructured Interviews Word Cloud 

 

Appendix 11 - Early Conceptual Ideas from Preliminary Interviews & 

Questionnaires  

Summary of the Apprentices’ Resilience Resources (Pedagogic Interventions) 

 

Reflective Practice

Emotional Intelligence

Self Management

Problem Solving

Critical Thinking

Interperonal Skills

360 Degree Feedback

Identies areas for 
improvement

Workplace Projects

Emotional Intelligence

Self Management

Problem Solving

Critical Thinking

Interpersonal Skills  
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Summary of the Apprentices’ Resilience Resources (People) 

 

  

Apprentice

Family/Friends

Aspirational 
Figure 

Line Manager

Personal 
Academic 
Tutor(s)

Mentor

Cohort
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Appendix 12 – Excerpt of Transcript and Coding 

  L - Have you noticed any of that? Have you noticed 

that you are able to, when you are speaking in a 

meeting for example, has it given you confidence and 

have you…? 

 EI-EMSTAM 

EI-AS&O 

PS-PERS 

JOU-TRA 

CLAR/TOOLS 

J -  Yes and I think what I've learnt, and I don't know if 

this is from a degree perspective but what I've learnt 

from my experience is that when I'm talking in 

meetings I'll gauge people's responses. Everyone's 

different in a meeting so some will be on their laptop 

or looking at a piece of paper and I'll start to doubt 

what I'm saying because I’ll think they're not 

interested, they're not listening, they don't know what 

I'm talking about so they’ve switched off. It's not 

important enough so their not listening and I've 

stopped myself thinking those things now so if I do 

have to speak in a meeting I will put my point across 

and, and (pause) I'll do it in a (pause) in a way that 

convinces me myself that it is important because 

otherwise why would they be sitting there and why 

would I be expected to say these things. So if the 

individuals choose to switch off, choose not to listen 

(pause), choose not to understand, that's their 

problem but I've taken part and I've done my bit really. 

   

  L – Yes, yes that's great and obviously you must be 

satisfied with your progress I guess, because it's 

going amazingly well isn't it for you? So in your 

questionnaire you mentioned that you thought you 

develop skills in the projects and reflective practice. 

How do you see them coming out; your soft skills if 

you like? 

   

 EI-AS&O 

EI-CON 

CT-LEVL 

PS-DESC 

J -  It's like, it's easier to jump on an issue and 

manage and not sort of take a step back. I've been a 

bugger for that in the past where I have just gone, 

ewww and I think no. It's like responding to an email 

that you're not happy about. I take that time and just 

think the events through and and not just be so 

judgemental but like (long pause) probably just take 

(pause. Maybe it's something that's just upset you. It's 
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FIX-REFP taking that element away from it and reflecting if it's a 

work situation and someone's not having a go at you 

on a personal level, it's about an issue that's arisen in 

work so don't take it personally. Just take that step 

back from the situation. I'm (pause) just see, just see 

what it does feel like from, and what it feels like for 

everybody and especially that person you going to 

then interact with (ummm). More than anything it's that 

it's taking that step back and taking that time to think 

because they've emailed that now.You're not going to 

have to do a response in the next 30 seconds, do you 

know what I mean? It's like that you know, just pull the 

reins back a little bit. Just think about the whole the 

whole thing, not just about how you're feeling as well. 

   

  L - Do you think that's the reflective practice coming 

through? That's really good. 

   

 FIX-REFP J – Yes, there's a couple of books that I've come 

across where it talked about reflective practice and I 

printed those chapters off just to keep reminding 

myself, because you know there's probably a couple 

of different ways that you could do it and there are 

loads of different models, but they all boil down to the 

same thing don't they? 
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Appendix 13 - Mind Map – Making Sense of the Data  
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Appendix 14 - Brief Resilience Survey Results Applied to Level 4 CMDA 

Learners, Smith et al. (2013) 

 

Respondent	1 Score Total Divided	by Item	AverageResilience

11.1 I	tend	to	bounce	back	quickly	after	hard	times. Agree 4

11.2 I	have	a	hard	time	making	it	through	stressful	events. Neutral 3

11.3 It	does	not	take	me	long	to	recover	from	a	stressful	event. Agree 4

11.4 It	is	hard	for	me	to	snap	back	when	something	bad	happens. Disagree 4

11.5 I	usually	come	through	difficult	times	with	little	trouble. Agree 4

11.6 I	tend	to	take	a	long	time	to	get	over	set-backs	in	my	life. Neutral 3 22 6 3.666667 Normal

Respondent	2

11.1 I	tend	to	bounce	back	quickly	after	hard	times. Strongly	Agree 5

11.2 I	have	a	hard	time	making	it	through	stressful	events. Disagree 4

11.3 It	does	not	take	me	long	to	recover	from	a	stressful	event. Agree 4

11.4 It	is	hard	for	me	to	snap	back	when	something	bad	happens. Disagree 4

11.5 I	usually	come	through	difficult	times	with	little	trouble. Neutral 3

11.6 I	tend	to	take	a	long	time	to	get	over	set-backs	in	my	life. Disagree 4 24 6 4 Normal

Respondent	3

11.1 I	tend	to	bounce	back	quickly	after	hard	times. Agree 4

11.2 I	have	a	hard	time	making	it	through	stressful	events. Disagree 4

11.3 It	does	not	take	me	long	to	recover	from	a	stressful	event. Strongly	Agree 5

11.4 It	is	hard	for	me	to	snap	back	when	something	bad	happens. Strongly	Disagree 5

11.5 I	usually	come	through	difficult	times	with	little	trouble. Agree 4

11.6 I	tend	to	take	a	long	time	to	get	over	set-backs	in	my	life. Strongly	Disagree 5 27 6 4.5 High

Respondent	4

11.1 I	tend	to	bounce	back	quickly	after	hard	times. Neutral 3

11.2 I	have	a	hard	time	making	it	through	stressful	events. Agree 2

11.3 It	does	not	take	me	long	to	recover	from	a	stressful	event. Disagree 2

11.4 It	is	hard	for	me	to	snap	back	when	something	bad	happens. Agree 2

11.5 I	usually	come	through	difficult	times	with	little	trouble. Neutral 3

11.6 I	tend	to	take	a	long	time	to	get	over	set-backs	in	my	life. Agree 2 14 6 2.333333 Low

Respondent	5

11.1 I	tend	to	bounce	back	quickly	after	hard	times. Agree 4

11.2 I	have	a	hard	time	making	it	through	stressful	events. Disagree 4

11.3 It	does	not	take	me	long	to	recover	from	a	stressful	event. Neutral 3

11.4 It	is	hard	for	me	to	snap	back	when	something	bad	happens. Neutral 3

11.5 I	usually	come	through	difficult	times	with	little	trouble. Neutral 3

11.6 I	tend	to	take	a	long	time	to	get	over	set-backs	in	my	life. Disagree 4 21 6 3.5 Normal

Respondent	6

11.1 I	tend	to	bounce	back	quickly	after	hard	times. Agree 4

11.2 I	have	a	hard	time	making	it	through	stressful	events. Disagree 4

11.3 It	does	not	take	me	long	to	recover	from	a	stressful	event. Agree 4

11.4 It	is	hard	for	me	to	snap	back	when	something	bad	happens. Disagree 4

11.5 I	usually	come	through	difficult	times	with	little	trouble. Agree 4

11.6 I	tend	to	take	a	long	time	to	get	over	set-backs	in	my	life. Strongly	Disagree 5 25 6 4.166667 Normal

Respondent	7

11.1 I	tend	to	bounce	back	quickly	after	hard	times. Agree 4

11.2 I	have	a	hard	time	making	it	through	stressful	events. Disagree 4

11.3 It	does	not	take	me	long	to	recover	from	a	stressful	event. Neutral 3

11.4 It	is	hard	for	me	to	snap	back	when	something	bad	happens. Disagree 4

11.5 I	usually	come	through	difficult	times	with	little	trouble. Neutral 3

11.6 I	tend	to	take	a	long	time	to	get	over	set-backs	in	my	life. Neutral 3 21 6 3.5 Normal

Respondent	8

11.1 I	tend	to	bounce	back	quickly	after	hard	times. Agree 4

11.2 I	have	a	hard	time	making	it	through	stressful	events. Disagree 4

11.3 It	does	not	take	me	long	to	recover	from	a	stressful	event. Strongly	Agree 5

11.4 It	is	hard	for	me	to	snap	back	when	something	bad	happens. Disagree 4

11.5 I	usually	come	through	difficult	times	with	little	trouble. Agree 4

11.6 I	tend	to	take	a	long	time	to	get	over	set-backs	in	my	life. Disagree 4 25 6 4.166667 Normal

Respondent	9

11.1 I	tend	to	bounce	back	quickly	after	hard	times. Strongly	Agree 5

11.2 I	have	a	hard	time	making	it	through	stressful	events. Strongly	Disagree 5

11.3 It	does	not	take	me	long	to	recover	from	a	stressful	event. Strongly	Agree 5

11.4 It	is	hard	for	me	to	snap	back	when	something	bad	happens. Strongly	Disagree 5

11.5 I	usually	come	through	difficult	times	with	little	trouble. Agree 4

11.6 I	tend	to	take	a	long	time	to	get	over	set-backs	in	my	life. Disagree 4 28 6 4.666667 High

Respondent	10

11.1 I	tend	to	bounce	back	quickly	after	hard	times. Agree 4

11.2 I	have	a	hard	time	making	it	through	stressful	events. Disagree 4

11.3 It	does	not	take	me	long	to	recover	from	a	stressful	event. Agree 4

11.4 It	is	hard	for	me	to	snap	back	when	something	bad	happens. Disagree 4

11.5 I	usually	come	through	difficult	times	with	little	trouble. Agree 4

11.6 I	tend	to	take	a	long	time	to	get	over	set-backs	in	my	life. Disagree 4 24 6 4 Normal
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Respondent	11

11.1 I	tend	to	bounce	back	quickly	after	hard	times. Agree 4

11.2 I	have	a	hard	time	making	it	through	stressful	events. Disagree 4

11.3 It	does	not	take	me	long	to	recover	from	a	stressful	event. Agree 4

11.4 It	is	hard	for	me	to	snap	back	when	something	bad	happens. Disagree 4

11.5 I	usually	come	through	difficult	times	with	little	trouble. Agree 4

11.6 I	tend	to	take	a	long	time	to	get	over	set-backs	in	my	life. Disagree 4 24 6 4 Normal

Respondent	12

11.1 I	tend	to	bounce	back	quickly	after	hard	times. Neutral 3

11.2 I	have	a	hard	time	making	it	through	stressful	events. Agree 2

11.3 It	does	not	take	me	long	to	recover	from	a	stressful	event. Agree 4

11.4 It	is	hard	for	me	to	snap	back	when	something	bad	happens. Disagree 4

11.5 I	usually	come	through	difficult	times	with	little	trouble. Agree 4

11.6 I	tend	to	take	a	long	time	to	get	over	set-backs	in	my	life. Disagree 4 21 6 3.5 Normal

Respondent	13

11.1 I	tend	to	bounce	back	quickly	after	hard	times. Neutral 3

11.2 I	have	a	hard	time	making	it	through	stressful	events. Strongly	Agree 1

11.3 It	does	not	take	me	long	to	recover	from	a	stressful	event. Neutral 3

11.4 It	is	hard	for	me	to	snap	back	when	something	bad	happens. Neutral 3

11.5 I	usually	come	through	difficult	times	with	little	trouble. Neutral 3

11.6 I	tend	to	take	a	long	time	to	get	over	set-backs	in	my	life. Agree 2 15 6 2.5 Low

Respondent	14

11.1 I	tend	to	bounce	back	quickly	after	hard	times. Strongly	Agree 5

11.2 I	have	a	hard	time	making	it	through	stressful	events. Disagree 4

11.3 It	does	not	take	me	long	to	recover	from	a	stressful	event. Agree 4

11.4 It	is	hard	for	me	to	snap	back	when	something	bad	happens. Strongly	Disagree 5

11.5 I	usually	come	through	difficult	times	with	little	trouble. Agree 4

11.6 I	tend	to	take	a	long	time	to	get	over	set-backs	in	my	life. Strongly	Disagree 5 27 6 4.5 High

Respondent	15

11.1 I	tend	to	bounce	back	quickly	after	hard	times. Neutral 3

11.2 I	have	a	hard	time	making	it	through	stressful	events. Disagree 4

11.3 It	does	not	take	me	long	to	recover	from	a	stressful	event. Agree 4

11.4 It	is	hard	for	me	to	snap	back	when	something	bad	happens. Disagree 4

11.5 I	usually	come	through	difficult	times	with	little	trouble. Agree 4

11.6 I	tend	to	take	a	long	time	to	get	over	set-backs	in	my	life. Disagree 4 23 6 3.833333 Normal
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Appendix 15 - Comparison of BRS Scores, Mentors and Inspirational  

Role Models 

No BRS 
Score 

15. Do 
you have 
someone 
whom 
you 
consider 
a mentor 
or role 
model? 

15.a. If you 
selected "yes", 
please can you 
describe their role 
in supporting your 
development and 
their relationship 
to you? 

15.b. Are 
there any 
other 
people that 
you look up 
to, or aspire 
to be like in 
a 
professional 
capacity? 

15.b.i. If you selected 
"yes", please can you 
briefly describe them 
and their relationship 
to you (if any): 

BRS 
RESULT 

A1 4.6666666
67 

Yes My line manager is 
inspirational and 
will constantly, 
mentor and 
challenge me to 
grow professionally 

Yes General manager - little 
day to day contact but 
feel respected and 
supported by them 

High 

A2 4.5 No   Yes I look up to my Uncle. 
He's very business 
minded and we have the 
same interests from an 
entrepreneurial 
perspective. 

High 

A3 4.5 No  No  High 

A4 4.166666667 Yes Head of operations 
manager. Regular 
mentoring sessions 

No  Above 

Average 

A5 4.166666667 No  Yes there are managers 
within the Education 
department who have 
worked incredibly hard 
against adverse 
conditions to achieve 
what they have.    

Above 

Average 

A6 4 Yes My line manager 
also completed a 
degree whilst 
working and it is 
good to know that I 
could one day be in 
a similar position.  

No  Above 

Average 

A7 4 Yes My line manager 
(divisional director) 
is very supportive 
and creates 
opportunities for me 
to experience 
situations at a 
higher level. 

No  Above 

Average 

A8 4 Yes He is my manager. 
He is directly 
responsible for my 
development and 
has supported me 
consistently. 

No  Above 

Average 

A9 3.833333 Yes The Associate 
Director of 
Transformation 

No  Above 
Average 
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joined our team at a 
difficult time. From 
the start, she 
included me in 
making decisions to 
shape the team and 
its processes. She 
is a great leader 
and constantly 
encourages and 
believes in the work 
that I do.  

A10 3.666666667 No Strongly Agree Yes Managing Director of the 
company 

Below 
cohort 
average 

A11 3.5 Yes line manager - 
always offering 
opportunities and 
bringing me out of 
my comfort zone by 
challenging me 

No   Below Smith 
et al’s. 
average 
(2008) 

A12 3.5 Yes Line manager Yes Director Below Smith 
et al’s. 
average 
(2008) 

A13 3.5 Yes Planning Manager No  Below Smith 
et al’s. 
average 
(2008) 

A14 2.5 No  Yes People who are quick to 
think on their feet, 
efficient and don't 
ponder over their 
decisions. 

Low 

A15 2.3333 No  Yes My line manager is fully 
supportive of my work 
roles and responsibilities 
and that of my team. 

Low 
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Appendix 16 - Summary of Recommendations for Resilience Enhancing 

Strategies in Part-time and Apprenticeship Programmes 

Effective Management of Stressors 

• Design programmes which are fit for apprenticeship standards to reinforce 

the degree apprenticeship requirement for 20% off the job learning rather than 

merely adapting content or combining delivery with full-time provision.  

• Review delivery models in partnership with employers so that apprentices 

are seamlessly able to contextualise learning through performance delivery at work.  

• Evaluate stressors through regular reviews and dialogue with relevant 

stakeholders, affording the opportunity to design the most effective interventions.  

• Offer academics and employers resilience training and provide support with 

the development and delivery of interventions. 

• Create on-line workshop support materials and learning activities through the 

provision of additional content and guidance in multi-accessible formats, including 

enhanced digital delivery.  

• Adapt and vary assessment methods to reflect workplace practice, to include 

practical assessment of presentations, podcasts, multi-media items, meetings and 

interviews.  

• Standardise feedback timing and format procedures across the team and 

incorporate delivery of feedback via different media, including orally and visually.  
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Successful Employer Engagement 

• Develop a deeper understanding of employer requirements in terms of 

programme content, support for learners and motivators for putting employees on 

programme. 

• Strengthen engagement and understanding to understand the context in 

which employees are learning and to collectively create learning opportunities, 

creating a truly tripartite learning environment for learners which can shape 

workplace performance and outcomes. 

• Hold conference style day for employers, apprentices and academics to 

facilitate shared best practice, showcase progression and afford an opportunity to 

integrate academic and employer assessment.   

• Foster closer links with direct line managers to deliver an all-encompassing 

support strategy and/or engage preceding cohort members to buddy and mentor, 

particularly when drawn from the same organisation or a similar sector. 

• Provide employers with guidance and advice in their selection and provision 

of workplace mentors. 

Enhanced Reflective Practice 

• Cultivate opportunities for team reflective practice through facilitation of 

common projects within one organisation or sector, or through workshop exercises 

whereby experienced practitioners can support intellectual and emotional 

development through collaborative action, thought and questioning. 

• Design one or two longer modules to bridge the step up between levels of 

theory and provide the space and time required for deep and effective critical 

reflection.  
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• Normalise uncertainty, risk taking and failure through story-telling and shared 

discussion. 

• Develop the reflective practice element of placement assessment and 

incorporate resilience for example, include some focus on encouraging students to 

reflect on what did not go well and what they would do differently in the future in a 

similar situation to create practitioners who automatically reflect and plan. 

Valuable Shared Support Networks 

• Inspire learners to set self-determined career and academic goals by sharing 

success stories and case studies from inspiring alumnae role models. 

• Provide networking opportunities so that learners may identify inspiring 

individuals from other cohorts to enhance peer assisted learning. 

• Match experienced apprentices with new apprentices, with a view to 

adopting a “buddy” or mentor arrangement to network, support and inspire across 

cohorts.  

• Combine project presentation days, mini research conferences, shared 

cohort workshops, induction activities and peer assisted study sessions to facilitate 

networking across subjects, levels, experience and sectors. 

• Use role models who have faced difficulties, survived and excelled. Alumni, 

recent graduates, peers and returning students can be highly inspirational and offer 

realistic insights into their pathways to success.  
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Effective Goal Setting 

• Increase employer engagement with design of assignments to meet 

organisational objectives as well as individual goals. 

• Nurture constructive and stimulating debate within workshops, engendering 

innovation and support with the realisation of goals. 

• Encourage apprentices to apply for promotions and support them in how to 

raise their profile, but also how to handle rejections, and request and act on 

feedback.  

• Develop and design appropriate literature, training and networking 

opportunities to assist managers and others in their provision of apprentice support.  

• Ensure adequate resourcing and training for degree apprenticeship delivery 

so that the academic team are equipped to pro-actively support the development of 

learners’ cognitive capabilities, as well as a gradual transfer from intensive support 

towards learners taking responsibility and ownership of their own skills development 

as the programme progresses.  

• Allow PATs time to strengthen tutee relationships through appropriate 

resourcing and training to reflect the additional workload and skills required to 

support academic delivery teams in managing learner anxiety.  

• Discuss and normalise failure with students, particularly in terms of academic 

achievement which is unlikely to be the sole influencer upon their desired career 

success.  


