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Proponents of cooperative and work-integrated education embed critical reflection in their programs to enhance the
likelihood of an experience resulting in meaningful learning for students. Theoretically framed guidelines in the literature
on how to determine and facilitate critical reflection in practice remains very limited, highlighting the importance of
developing ways of improving stakeholders understanding and practice of critical reflection within these complex
learning arrangements. Data analysis of a qualitative case study exploring critical reflection in a specific cooperative
education context enabled the development and design of a transactional model to illustrate the positioning and
functionality of critical reflection. The theoretical underpinnings for this model are derived from John Dewey’s
educational writings. To date no published diagrammatic representations have been found to assist with the
development and enhancement of our understanding of the complex dynamics and interplay of factors that influence and
contribute to the practice of critical reflection, and the consequences of these transactions. (Asia-Pacific Journal of
Cooperative Education, 2017(3), 257-268)
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Critical reflection is strongly advocated as being an integral part of cooperative education, a
form of work-integrated learning (WIL). Indeed, critical reflection is embedded in a range of
higher education workplace based learning programs including clinically based education,
teaching practicums, business internships and agricultural fieldwork, to name but a few.
Seminal authors in the field of education, and their contemporaries, have highlighted the
qualities of critical reflection within their writing. The qualities of critical reflection are
presented and argued within the writings on experiential learning (Dewey, 1938; Kolb,
1984/2015), development of professionalism (Schön, 2009/1983), linking theory and practice
(Argyris & Schön, 1974; Billett, 2009; Billett & Choy, 2011; Dewey, 1938), development of
reflective thinking (Dewey, 1997/1910) and life long learning (Billett & Choy, 2011; Dewey,
1938). Critical reflection is believed to enhance the likelihood of experience leading to learning,
can assist with the creation of new knowledge, and potentially have an impact on future
behaviors and practices of individuals, and their communities.
Many authors concur that critical reflection is ordained to be a higher level of cognition
(Cowan, 2014; Harvey, Coulson, Mackaway, & Winchester-Seeto, 2010; Lucas & Fleming, 2012;
Smith, 2011). Accordingly, they contend that this form of reflection is complicated and quite
often challenging for the learner to practice, and the teacher to facilitate (Hatton & Smith, 1994;
Smith, 2011). In addition, within the context of cooperative and work-integrated education,
there is the role the work-place supervisor or mentor might play in facilitating critical
reflection. Although there are countless reflective strategies available (Fleming & Martin, 2007;
Harvey et al., 2010) theoretically framed guidelines in the literature on how to determine,
facilitate and assess critical reflection in practice remain very limited (Harvey, Coulson, &
McMaugh, 2016). This disparity, in particular the facilitation of critically reflective practices,
prompts the writing of this paper. The aim of this paper is to provide an insight into the
development of a theoretically based, functional model positioning critical reflection within a
cooperative education framework that also has relevance to other forms of WIL.
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The transactional model of critical reflection presented in this paper is both dynamic and
progressive in its interpretation, and is pragmatically orientated to enhance understandings of
the critical reflection processes and practice for all three stakeholders (student, university,
workplace) within this specific learning context. A strength of the model lies in its theoretical
underpinnings that help overcome some of the limitations of critical reflection by enabling the
development of a broader and deeper understanding of how it can be utilized by all
stakeholders. Furthermore, this model actively responds to Harvey et al. (2010) and Harvey
et al.’s (2016) invitation to develop models, with sound theoretical foundations, for
encouraging improved understandings of the role reflection plays in cooperative and workintegrated education curricula.
COOPERATIVE EDUCATION – A COMPLEX LEARNING ARRANGEMENT
Cooperative education programs are represented as complex learning arrangements reliant
upon the demonstration of collaboration and alignment between the student, workplace and
university (Fleming, 2015). Therefore, these programs are designed and implemented in such
a way that the students are proactively encouraged and managed to become advanced
independent learners within this particular learning arrangement (Cooper, Orrell, & Bowden,
2010). The curriculum, especially the nature of the “content” to be learnt through cooperative
education, is determined by the student, based upon the context of the specific workplace
environment, and their personal (usually career driven) and academic goals. Educational
literature presents three broad perspectives to understanding curriculum orientation that are
utilized by educational systems to support student learning. These three curriculum
orientations include transmission, transaction and transformation, with each taking into account
specific learning contexts and a range of educational practices (Miller & Seller, 1990; Van Gyn
& Grove-White, 2011) and expected learning outcomes (Harvey et al., 2010).
Cooperative education practices, specifically those imbued with experiential learning and
critical reflection concepts are situated within the transactional and transformative curriculum
orientations where the student is positioned as the driver of the learning within a partnership
or in alignment with educators located both within the university and industry (Van Gyn &
Grove-White, 2011). Transactional orientations are learning processes where the student is
actively engaged. This perspective aligns with an epistemology of constructivism; a view of
learning where the learner constructs new knowledge informed by earlier experiences (Dewey,
1938). Therefore, high value is placed on past and present experiences to support the
construction of new knowledge that is meaningful and personalized to the individual learner.
However, becoming more knowledgeable is only a part of the overall experience, as it also
includes emotions, aesthetics and ethics (Elkjaer, 2009). Transformative orientations, also
referred to as being emancipatory, embrace the social, political, ethical and moral dimensions
of learning relying on the capacity of the learners to become autonomous, independent
thinkers and agents for social change. In contrast to transactional and transformative
orientations, transmission orientation positions the student in a passive role as the recipient of
knowledge from the educator, who systematically attempts to transfer it (Van Gyn & GroveWhite, 2011; Zepke, Nugent, & Leach, 2011). Cooperative education endeavors to move the
student beyond transmission to becoming more self-determined life-long learners, who are
prepared for a future of work, and life, that by its very nature, is unpredictable and difficult to
plan for.
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Experiential learning philosophies dating back to the work of John Dewey predominately in
the early 1900s, and developed further by educators such as Kolb and Schön, underpin much
of the foundational theory for cooperative education and other work-integrated education
approaches. The Deweyan influence on the model presented in this paper stems from his
education philosophy where he made the following key points:


“The environment… is whatever conditions interact with personal needs, desires,
purposes, and capacities to create the experience which is had” (Dewey, 1938, p. 44)
“The two principles of interaction and continuity are not separated from each other.
They intercept and unite. They are… the longitudinal and lateral aspects of the
experience” (Dewey, 1938, p. 44)
“All human experience is ultimately social: that it involves contact and
communication” (Dewey, 1938, p. 38)





These three quotes from Dewey illuminate the notions of education as an ongoing social
experience having longevity, breadth and depth, and is reliant on the interactions and
communication of the individual within the learning environment. A key challenge for
students with learning through experience, is knowing what to learn and how to learn, as there
is no set curriculum, and what is available to be learnt may be unpredictable or even difficult
for the student to see or identify as a learning moment or event.
It is well recognized by cooperative education proponents that critical reflection plays an
integral role in enhancing the likelihood of an experience leading to learning (Eames & Coll,
2010; Fleming & Martin, 2007; Harvey et al., 2010; Lucas & Fleming, 2012; Martin & Fleming,
2006; Raelin, Glick, McLaughlin, Porter, & Stellar, 2008; Van Gyn, 1996). Accordingly, there
are many ways to employ critical reflection within a cooperative education program, such as
reflective journals, e-portfolio content, reflective writing within reports or essays and reflective
conversations with supervisors or in student groups. The practice of critical reflection within
the context of a cooperative education program has the capacity to enhance several aspects of
the students learning experience. These aspects might include all or many of the following:








bringing together students’ workplace and university learning
contributing to greater depth of understanding and learning
establishing opportunities to explore a deeper understanding of a particular
workplace experience
allowing for freedom to explore and experiment with ideas and knowledge
the active construction of one’s ‘new’ knowledge,
developing attitudes that value personal and intellectual growth,
and having the potential to impact on future practices and learning.

THE PURPOSE OF A MODEL
There exists a degree of confusion around the terms model and framework (Rolfe, Jasper, &
Freshwater, 2011). Taking the lead from Rolfe et al (2011), the term model referred to in this
paper denotes the philosophy and theoretically defensible assumptions that support a specific
approach to reflection. This is akin to the use of the term methodology when explaining ones’
research approach. Whereas a framework, similar to methods in research, is a specific set of
steps or phases used to provide guidance and support for reflection. Complex concepts,
underpinned by specific theory can be presented in a visual format to help make it become
more accessible and comprehensible to the teacher and learner. It can provide a platform for
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on going explanations, discussions and deliberation. Much like a road map or mind map, a
visual model can guide the reader from one place to another with a tangible, actual overall
picture, and if possible many of the finer details. Although a map can be easy to follow it is
best supported by a clearly delivered description or written explanation.
The value of a learning model, as presented in this paper, is to afford all stakeholders (student,
academic, industry) with an opportunity to clearly visualize a theoretical and practical
conceptualization of critical reflection, in order to enhance how they can apply it in practice.
This is especially important when the theoretical concept is perceived to be complex, and
challenging for students to understand how it might be used most effectively. Teachers and
students alike can benefit from being able to use a visual representation particularly if difficult
or complex sets of relationships, as seen with cooperative education, are to be manipulated
and understood. If a person is able to manipulate these complex ideas through visualization
it may lead to greater possibility of understanding and retaining information, and an increased
capacity to examine individual components of a complex arrangement. Utilizing a model for
this type of understanding encourages and promotes a deeper approach to learning through
reflective practices.
To date there is a paucity of research in the field of cooperative education, with a focus on
understanding students’ experiences of practicing critical reflection, particularly in the context
of sport cooperative education. This paper draws upon the findings of a research study
broadly focused on exploring how sport cooperative education students experience the
process of critical reflection (Lucas, 2015). A conceptual model emerged from this research
and was developed to illustrate how critical reflection can be positioned within a cooperative
education program. This model may assist cooperative education facilitators with student
preparation prior to their work placement, in that the model provides a visual means for
increasing students’ understanding of how critical reflection can enhance their cooperative
education learning experience (Tennant, McMullen, & Kaczynski, 2010). The focus of this
paper is to present and explain a model, positioning critical reflection as a learning tool in a
complex learning environment, such as cooperative education.
RESEARCH DESIGN
The highly contextualized nature of this research was well suited to a qualitative case study
methodology. This approach is commonly used in work integrated learning, as well as, in
many other areas of education research. The strategic value of the case study lies in its ability
to highlight what can be learnt from a single case (Schram, 2006), while readers are invited to
draw inferences that may be applicable to their own situation (Lincoln & Guba, 1990). The
boundaries for this intrinsic case study (Stake, 1995) are situated around one cohort of third
year tertiary sport students who had recently completed and passed all assessments
contributing towards their year-long cooperative education program.
To enhance
trustworthiness of this case study multiple sources of data were collected. These took the form
of cooperative education documents, a questionnaire, interviews and student reflective journal
entries. Ethics approval was sought and gained from the relevant ethics committees. To
protect all identities all data was numerically coded.
The cooperative education program completion interview data and their respectively aligned
academic year-long reflective journal entry data were reconstructed to form six unique
research narratives. Utilizing John Dewey’s (1938) education theories, in particular his
philosophies related to experience and reflective thinking, each of the six research narratives
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were subjected to thematic analysis. This type of analysis is consistent with most forms of
qualitative research where engagement in some form of thematic coding occurs (Braun &
Clarke, 2006, 2013). From the thematic analysis of the data from within, between and across
each narrative, several interconnected and interactional themes, related to critical reflection as
a learning strategy within cooperative education, emerged. The model presented in this paper
was shaped and formed as the data analysis phase of the research progressed.
THE TRANSACTIONAL MODEL OF CRITICAL REFLECTION
Informed by Dewey’s (1997/1910, 1938) theory of experience and education, analysis of the
research narratives produced four overarching themes with several subthemes. These
overarching themes included; learning environment, learning experiences, learning self and
utility of critical reflection as a learning strategy. It is within the latter theme where the
subtheme, the place of critical reflection in cooperative education, is situated. Together these
themes support the tripartite learning process that lies at the heart of cooperative education
thus providing a foundation from which this model of critical reflection was developed.
To date, no published diagrammatic representations have been found to assist with the
development or enhancement of our understandings of the complex dynamics and interplay
of factors that may contribute towards the positioning and understanding of critical reflection
within the cooperative education context. The transactional model of critical reflection (shown
in Figure 1), although structurally simple, provides a starting platform for further educational
dialogue. This will progress the understanding of critical reflection in complex learning
environments and consequently, show how it might be better taught, learnt, assessed and
researched. It also provides a platform for understanding and demonstrating the versatility of
critical reflection in drawing together the multiple dimensions of the cooperative education
experience that is continual, cumulative and progressive.
This model highlights the place of critical reflection within a cooperative education program
generic structure as it brings together and interrelates each of the three key contributors, that
is, the student, workplace and university, within the learning arrangement. The interrelated
nature of this model aligns with the collaborative nature of cooperative education where the
student, university and workplace interact with each other for mutual benefit (Cooper et al.,
2010). In this model each contributor is dynamic in his, her or its own right; however, within
this educational arrangement transaction through interaction and collaboration occurring
between each contributor. The overlapping areas between each contributor represent dynamic
transactional drivers of critical reflection within a cooperative education program structure.
The student-workplace interaction (E) provides opportunities for experiences to occur forming
the basis of verbal or written critical reflection, such as a presentation, reflective journal or
reflective element within a report or e-portfolio. Interactions between the university and
student (A) includes the implementation of specific pedagogical approaches to actively
encourage critical reflection, as well as the provision of academic supervision for guidance and
support with reflective practices, and other academic requirements. Lastly, the universityworkplace interaction (TP) depicts how theoretical knowledge from the university when
applied to workplace activities, and vice versa, generates and perpetuates opportunities for
critical reflection.
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FIGURE 1: A transactional model of critical reflection (CR) within a cooperative education program
structure where E = experience, TP = theory and practice, A = assessments/pedagogy/academic supervision
(Lucas, 2015)

This multidimensional transactional model is interpreted from two orientations: firstly, by
identifying factors that influence critical reflection (inwardly pointing arrows) and, secondly,
by recognizing the influence critical reflection may have on each learning community
(workplace and university) and the individual learner (outwardly pointing arrows).
Examining this model from the transactional areas (E, A, and TP) towards the centre (CR)
suggests these interactions may influence students’ perceptions, practice and engagement with
critical reflection. The practice of critical reflection brings together each of the key contributors,
enabling students to better understand the workplace, self and university within the context
of cooperative education. The orientation viewed from the centrally positioned critical
reflection towards each contributor (student, workplace and university) highlights the
consequences and actions resultant from engaging in critical reflection. Critical reflection may
bring about changes in student perceptions and understandings to enable planning of future
actions. New ways of thinking and being, stimulated through critical reflection, enabled active
student participation with the workplace community with the potential for the student to
initiate or influence change in workplace practices and culture. The practice of critical
reflection contributes towards development of the university graduate profile and may enhance
the university’s reputation for developing students who are not only work and career ready
but also future ready (Fleming & Haigh, 2017), for the industry and beyond.
The arrangement of this model is supported by quotes that represent widespread themes
evident within the data. The quotes exemplifying the interactive areas depicted as the
intersecting spaces between the three stakeholders in the model. The intersecting spaces are
represented as primary drivers of student critical reflections. The following quotes illustrate
how the student workplace interaction (see E in Figure 1) encouraged student engagement and
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development of critical reflection, while reciprocally enhancing professional development of
the student.
It’s just professionally…you can’t stop getting better because as soon as you do that
your environment changes and you stay the same…you have to be constantly changing
and moving with the environment, and if you stop, the environment is going to keep
going and you’re going to get left behind. So you always have to keep learning in the
professional world, always have to keep developing and critical reflection, I think, is a
great tool to do that. (Interview 7)
I feel like I can act more professionally in that sort of setting now than I did at the start
of the year. And I felt that came from the reflection. (Interview 3)
The second set of quotes express the student university interaction (see A in Figure 1) where the
students recognized critical reflection as a type of thinking to be developed through engaging
in the cooperative education program. This type of thinking required effort and practice to
enable learning to occur in a place that is not always seen as a traditional classroom. The
student suggests the efforts and/or willingness to engage in reflective thinking can lead to the
recognition and acknowledgment of learning opportunities, and foster the prospect of selfimprovement.
I would lose opportunity to learn how to think. And because it’s such a high order of
thinking, critical reflection, you would miss out on that…you’re learning all this stuff
in the industry and there’s so much learning going on, but if you don’t reflect on them
and capture them and pinpoint them down like I said before – if you don’t grab them
and grapple with them and talk about them, then it’s just past, it’s just like, oh, that
happened and didn’t really think about it, whereas it could have been something that
you learnt about and made you into a better person. (Interview 7)
I had to make myself think and come up with the resolutions myself, which actually
makes it a lot easier in the future because you’ve widened your scope to do things. This
is what happened probably halfway through and I realised that it’s really working and
so I continuously improved my performance from that. (Interview 2)
The next quotes are taken from student reflective journals and demonstrate the university
workplace interaction (see TP in Figure 1). The integration of theory (university) and practice
(workplace) is illustrated through these passages. Challenging and novel workplace situations
propelled the students to critically reflect by drawing upon university theory in order to
understand the workplace dynamics being experienced or as a way to meaningfully contribute
to workplace activities.
…this is a male-dominated organisation and me crying gave them power and showed
my feminine side (possibly) on reflection from leadership lectures… Leadership has
had a great impact on my life and I am trying to put some of the theories into practice
to achieve my learning outcomes… It has really helped me to understand that it is okay
to be feminine and it is okay to care about the organisation, and to communicate clearly
about how you feel and what can be done to improve it in the future... (Journal 5)
I was able to assist a Year 6 teacher with Teaching Games for Understanding (TGfU)
games…This was a really positive experience and the kids seemed to enjoy the
games…It was great to see a teacher trying the new TGfU concept in her class and we
have discussed the possibility of more of these types of sessions. (Journal 6)
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This model is representative of how critical reflection can facilitate and enhance cooperative
education or experiential learning where there is both ‘continuity and interaction between the
learner’ and what is able to be learnt (Dewey, 1938 p. 10). The challenge with the current
diagram is how to illustrate the intersecting circles as being in perpetual motion or repeating
cycles of new interaction/s in both directions, towards and away from critical reflection.
Additionally, there may be times when it could be considered there is more activity in one
dimension than another. So in effect, the circles could be of varying sizes to denote the degree
or strength of each interaction. Clearly the model illustrates all three contributors as operating
together in a collaborative manner, and it is through critical reflection that integration occurs.
Through this integration, there is the potential for a sound educational experience for the
learner. The purpose of the model is to aid and enhance student understanding of how each
part of their experience, within the board picture of cooperative education, can be drawn upon
for critical reflection, and the prospective consequences of this interaction.
DISCUSSION
The transactional model of critical reflection supports, and is supported by, experiential
learning theories underpinning cooperative education and the various ways in which they are
enacted. Through this student-centred or driven learning approach, knowledge is derived
from experience, which in this context is extremely dynamic due to the complex interactions
as they occur. The term ‘interaction’ used to describe this model was derived from Dewey’s
(1938, p. 42) philosophy of education where he examines two key criteria of experience these
include; continuity and interaction. As Dewey (1938) explains, “continuity and interaction in
their active union with each other provide the measure of the educative significance and value
of an experience” (p. 44-45). Continuity requires collaboration between each contributor,
identified as a key feature of cooperative education, thus giving a longitudinal aspect to the
overall experience, including consideration of future activities. Positioning of critical reflection
in the centre of the model allows for integration of the three contributors in a way that is
orientated towards future knowledge (based on prior knowledge) and potential action.
According to Dewey (1938) the “quality” of an experience is identified through two features.
His first feature, which is easily identified, lies in how “agreeable” it might be to the learners,
or the perceived value of the experience, therefore influencing his/her level of engagement in
the activity (p. 27). The second, less obvious feature is determined by the degree of influence
an earlier experience might have upon later experiences. Critical reflection, as presented
within this model, has the capacity to cumulatively link experiences and interactions to one
another in order to reduce the likelihood of experiences being or becoming disconnected, even
though each experience might individually be agreeable or exciting in its own right.
Connecting experiences through the development of critical reflection enhances ones’ ability
to understand and manage future events. Elkjaer (2009) states; “experience has to become
reflective and communicated (with self and others) in order to later be used in an anticipatory
way” (p. 82).
This model does not demonstrate the internal conditions of the learner, but illustrates the
objective conditions of the learning situation. Frameworks, such as Borton or Gibbs (Rolfe et
al., 2011) should be utilized to assist the development of reflective writing and thinking, as
they generally include some acknowledgement of the internal conditions of the individual
(such as emotions) that may influence and promote particular learning moments. Critical
reflection is often driven by uncertainties or difficulties occurring, within one of each of the
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interactive domains (E, A, and TP) that promote certain feelings. Recognizing opportunities
to critically reflect may stem from the uncertainty held within the experience, which may be
interpreted as feeling uncomfortable. Critical reflection on this type of experience may assist
the student transform a difficult situation into one of a more manageable status and towards
feeling more comfortable. Through understanding this challenging situation future actions
and behaviors might be changed or altered.
According to Van Gyn and Grove-White (2011) transactional learning focuses on the
“development of skills needed to acquire knowledge” with a strong “emphasis on intellectual
and rational activities associated with problem solving and the development of cognitive skills
to further support knowledge acquisition” (p. 33). The transactional model presented
emphasizes the role critical reflection (as a cognitive learning process) plays as the students,
who are independent learners, explore how the transactions within a cooperative education
experience occur and what they have learnt from the transactions embedded in their
experiences. By considering the outcomes of critically reflecting through the model, it is
possible for transformative learning to occur, that is, the “growth in critical consciousness,
autonomy, and independent thinking” (Van Gyn & Grove-White, 2011, p. 36). As indicated
by the model, the practice of critical reflection can be transformative, as the learner may
become a “critical agent of change” (Zegwaard, 2015, p.92) rather than a “participant of the
norm” (Zegwaard, 2015, p.94) within each of the three cooperative education transactional
dimensions. This model supports Zegwaard’s (2015) claim that “there needs to be greater
recognition that during work placement transformative learning can, and does, occur” (p. 92).
This model considers and demonstrates how critical reflection can play a pivotal role in the
integration of each contributor (educator, student, workplace supervisor) through their
participation in the learning approach. Integration of this nature addresses the need and desire
for higher education that is progressive and dynamic, as it prepares an individual for a
professional future, often requiring an understanding of their personal and professional
identity and having the ability to learn independently for life. Hence, the role of each
contributor in this model is important. As Dewey (1938) points out it is the “responsibility of
educators…they should know how to utilize surrounding, physical and social, that exist so as
to extract from them all they have to contribute to building up experiences that are
worthwhile” (p. 40). The support offered by the educator to enable student engagement in
critical reflection is important in order for them to gain deeper meaning from their experiences.
A cooperative education program encourages students to actively participate in the formation
of the purpose/s of their own learning (through learning contracts or similar), a complex
intellectual operation (Dewey, 1938). Students attitudes and aptitude can significantly impact
on the type of learning agreed upon and achieved. The workplace environment provides
students with opportunities to contribute something meaningful to how it operates. Although
the workplace is often the source of an event suitable to critically reflect upon it is seldom
considered to be the place where critical reflection is learnt. It is unclear what role the industry
supervisor might play in assisting students with advancing their practice of critical reflection.
A students’ desire and ability to critically reflect can hinge on the level of involvement and
connection between all contributors and the role each plays in the relationship. Dewey (1938)
confirms this sentiment when he states; “control of individual action is effected by the whole
situation in which individuals are involved, in which they share and of which they are
cooperative or interacting parts” (p. 53).
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Overall there are several possible outcomes arising from the development of this model. These
include;
•

The presence of a schematic representation of critical reflection as part of a
cooperative education program.

•

Students, and teachers, are invited to use this model to demonstrate how critical
reflection fits within this specific learning environment.

•

The model contributes to the discussion of the role critical reflection could play in the
notions of integration within cooperative education.

•

This model clearly illustrates the complexity of work-integrated education and can
be applied to a range of work place based learning programs.

•

An understanding of where critical reflection is positioned in a program of learning
of this nature challenges those who might suggest cooperative education is purely
“work experience”.

•

A contribution to the dialogue for advancing theoretical developments related to
critical reflection in cooperative education.

•

This model provides researchers with a platform for ongoing examination of student
experiences of critical reflection in cooperative education.

CONCLUSIONS AND FURTHER RESEARCH
The transactional model of critical reflection presented in this paper identifies the collaborative
and interactional aspects of utilizing critical reflection within a cooperative education
program. Centralizing critical reflection within this model advocates for the value of critical
reflection in work-integrated education, particularly to enhance the development of
professionalism and life long learning. The utility of critical reflection has the potential to
encourage students to engage with learning by examining their workplace experiences within
the three dimensions of a cooperative education partnership or alignment. If learning is to
occur through the experiences emanating from the transactions identified within this model,
then cognition is important. Cognition brings the bodily manifestation of an experience into
the conscious realm of being able to communicate and understand it. If it was possible to peel
back further layers of the model, we would find beneath the centrally positioned critical
reflection the frameworks to guide and support the cognition we associate with being able to
critically reflect.
Based on the understandings derived from this model there are three key areas identified for
further examination. Firstly, the paper acknowledges collaboration is a foundation principle
of cooperative education, however there are many challenges to attaining alignment of all three
stakeholders. It would be of interest to explore further how critical reflection may support this
alignment. Secondly, the model presented has centralized critical reflection in a cooperative
education program thus supporting the importance of advocating for students to practice
critical reflection. Examining how students perceive this model as a way of supporting the
development and advancement of critical reflection practices would be useful. Finally, does
student engagement in the practice of critical reflection have the potential to enable, encourage,
or guide students towards a truly integrated learning approach?
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