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Abstract

Purpose: Students from culturally and linguistically diverse (CALD) backgrounds can find
professional placements challenging. This review aimed to identify evidence regarding how
professional placement educators successfully support CALD students during professional
placements and to identify research gaps in this area.

Methods: Literature searches were conducted in CINAHL, ERIC, SCOPUS, PubMed, PsychNet,
Emerald Insight, IEEE and ABI Inform Global databases from 1990 to October 2020 and reference
lists of identified papers were also scanned. Data analysis occurred through quantitative
(frequency of methodology types) and qualitative analysis methods. This review included a
consultation phase with professional placement educators and managers.

Results: A total of 109 papers were selected for review. The majority of papers investigated the
perceptions of CALD students and placement educators with some papers focussing on support
programs undertaken prior to or during placement.

Conclusion: It is evident that many gaps exist in the literature regarding the supports placement
educators and CALD students use during professional placements. Where programs have been
described, they have not measured outcomes robustly. Furthermore, where papers have reported
supports, they were often not sufficiently reported to facilitate implementation or replication.
Further research is warranted to fully understand how CALD students are successfully supported
on placement.
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I INTRODUCTION

University programs in the United Kingdom (UK), United States (US) and Australia are
experiencing increased representation of culturally and linguistically diverse (CALD) domestic and
international students (Australian Bureau of Statistics [ABS], 2016; Demireva, 2019; Organisation
for Economic Cooperation and Development [OECD], 2020; United States Census Bureau,
2019). For example, Australia recorded 483,484 international students in February 2021
(Department of Education, Skills and Employment, 2021) and has a long-term strategy to grow
international student numbers (Group of Eight Australia, 2020). In addition to the cultural diversity
brought by international students, the cultural and linguistic diversity is also increasing in Australia
with more than one-fifth of Australians speaking a language other than English at home (ABS,
2016). Students who identify as CALD are those who speak a language other than English at
home or have a cultural background that differs from the majority culture (Schwartz et al., 2010).
Many CALD students are enrolled in health professional education programs that include
professional placements as a key component. Professional placements, also known as clinical
placements, work integrated learning, fieldwork, or practicum, provide opportunities for students
to develop competency in profession-specific skills under the supervision of a practitioner, also
referred to as a placement/practice educator, mentor, preceptor, or supervisor (Nagarajan &
McAllister, 2015).

Placement educators are more likely to be supervising CALD students due to this growth in
international and domestic CALD students. Health professional students who speak a language
other than English at home have been found to have less academic and professional placement
success than students who are from the majority population and speak only English (Attrill et al.,
2016a; Johnston et al., 2018; Woolf et al., 2011). Difficulties on placement, in particular, have
been attributed to the placement educators’ and students’ differences in culture, communication
and previous experiences of learning (Brennan et al., 2013; Lee, Haines et al., 2019; Mikkonen,
Elo, Tuomikoski, et al., 2016; Newton et al., 2016). It is therefore imperative to identify appropriate
strategies to facilitate these students’ learning in diverse workplace settings, and to support the
placement educators who supervise them (Attrill et al., 2016b).

CALD students, irrespective of whether they are international or domestic students, are known
to undertake complex acculturative adjustments for the culture, language and learning
requirements of their country of study (Gibson, 2001). This process is further complicated by
additional adjustments for local academic practices and the organisational culture of the service
in which their placement is situated (Hamilton & Woodward-Kron, 2010; Taylor, 2003). These
differences in culture, language and learning may be more evident in some students depending
on their level of acculturation and may impact differently on their ability to perform required clinical
tasks during placement (Mori et al., 2009; Nilsson & Dodds, 2006).

In particular, students experience acculturative challenges if their home language is different
to the majority language spoken in the country of study (Chan et al., 2016). Despite students
meeting English language standards required for university admission, strong accents, poor
grammar/sentence construction, a reduced range of vocabulary, and language processing
difficulties may impact on the ability of the placement educator, patient and other professionals to
understand the students’ communication (Chan et al., 2016; Henderson et al., 2016). An
additional challenge for students is the impact these differences may have on their understanding
of discussions with the placement educator that commonly take place when receiving formative
or evaluation feedback to facilitate students’ learning on placement (Wilson, 2013).

International students’ learning preferences are thought to derive from the student’s cultural
background and prior learning experiences (Amaro et al., 2006; Barton & Billett, 2017; Gilligan
and Outram, 2012; Lashley & Barron, 2006). For example, a student with prior learning
experiences from a culture that places high value on respectful teacher-student interactions may
ask the educator fewer questions than typically expected, or wait for their instructions and
comments rather than actively seeking these. As a consequence, the placement educator may
perceive the student to be passive in their approach to learning (Lashley & Barron, 2006). A
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mismatch of learning expectations results from differences between the placement educator’s
perspectives on learning, which may align with majority western culture, and the CALD student’s
learning expectations, which derive from their background and previous learning experiences
(Attrill, et al., 2020).

Placement educators require training and preparation to support CALD students’ specific
needs (Brennan et al., 2013; Harrison & Ip, 2013; Newton et al., 2016). Along with this training
and preparation, factors that have been reported to facilitate positive placements for CALD
students include attention to the relationship between the student and placement educator
(Trumble, 2018; Wedding et al., 2009) and support for the CALD student prior to, or during the
placement (Barton et al., 2015; Boughton et al., 2010; McCluskey, 2012; Seibold et al., 2007).
Effective strategies and tools are essential for placement educators to support students from
CALD backgrounds, ensure equitable learning opportunities and facilitate placement success
(Attrill et al., 2015, 2020; Brennan et al., 2013; Lee, Jian, et al., 2019).

Little research has investigated the effectiveness of supports that are used by CALD students
such as use of scripts (Gunn-Lewis & Smith, 1999), socialising with domestic students to practise
speaking English (Liu, 2018) and supports implemented by placement educators such as
modelling to the student (Brice & Kosta, 1998) and role-play (Gunn-Lewis & Smith, 1999; Hussin,
1999), during the often complex interactions that occur in professional placements (Attrill et al.,
2020; Kontiola et al., 2012). This scoping review aimed to identify evidence regarding the ways
in which placement educators facilitate successful learning experiences for CALD students during
professional placements.

I METHOD

Given limited research related to supports for CALD students in health professional
placements, a scoping review was conducted. As scoping reviews are considered a rigorous
approach to collate research activities that allow access to a broader range of methodological
designs than systematic reviews (Arksey & O’Malley, 2005), this was considered an appropriate
approach to identify gaps in the literature and evidence to inform future research (Tricco et al.,
2016).

We utilised the Arksey and O’Malley (2005) framework, which includes a consultation phase,
also recommended by O’Brien et al. (2016). Consultation as a distinct phase enables the
researchers to present findings of the literature synthesis and gather stakeholders’ experiences
and perspectives of the topic, whilst also gaining their interpretations of the findings and how
these relate to their context (O’Brien et al., 2016; Thomas et al., 2020). The review also utilised
the recommendations by Levac et al. (2010), which aim to increase the quality and the
consistency of each stage and the reporting of findings. The Preferred Reporting Items for
Systematic reviews and Meta-Analyses (PRISMA) extension for Scoping Reviews reporting
guidelines were applied (Tricco et al., 2018).

A Stage 1: Identifying the Research Question

This review aimed to answer the research question, “What is known about the types of
supports used by culturally and linguistically diverse students and their professional placement
educators that facilitate successful learning experiences?”

B Stage 2: Identifying Relevant Studies

Search Strategy: An initial systematic search of the literature was conducted to locate papers
published from 1990 to September 2018, using the databases, CINAHL, ERIC, SCOPUS,
PubMed, PsychNet, Emerald Insight, IEEE, and ABI Inform Global. The search terms were
developed from the authors and the university librarian to capture papers in the fields of health,
allied health, education, business, information technology, law, and engineering. It was important
for the review to be able to explore papers from other fields given limited research in this area of
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strategies for CALD students in health professions. Search terms were as follows: placement
(work integrated learning; practicum; fieldwork; preceptor; mentor); combined with CALD
(culturally diverse; linguistically diverse; ESL; English as a second language; EAL; English as an
additional language; NESB; non-English speaking background; LOTE; language other than
English; LOTEH; language other than English at home; CLD; culturally linguistically diverse;
foreign; bilingual; multi-lingual; international; minority group; overseas; intercultural
communication); and supports (adjustments; accommodations; strategies; training; intervention;
interactions; communication; relationship).

An initial search found 1646 papers.
C Stage 3: Study Selection

The PRISMA (Moher et al., 2009) flowchart reports the search decision process when
extracting the results. Progress through the flowchart is described in detail below (see Figure 1).
Table 1 shows the criteria for including papers.

Figure 1.
PRISMA Flowchart (Moher et al., 2009)
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Table 1.
Inclusion and Exclusion Criteria

Inclusion Criteria

1) Research was related to students
a. tertiary students enrolled in undergraduate or graduate entry level courses, and
b. domestic or international students, and
c. culturally and linguistically diverse or international students, and
d. students on placement/fieldwork in the same country where they were studying the course;

or supervisors/educators/preceptors of students who meet above student criteria 1(a-d)

2) Reference to supports (including intervention; strategies; adjustments; accommodations;
programs; interactions) provided by supervisors/educators/preceptors, and

3) Papers published in English, and

4) Papers involved any study design. Grey literature (e.g., commentary pieces, guidelines,
programs) was also considered.

Exclusion Criteria

1) Participants were primary or secondary school students, or

2) Participants were clients/patients from CALD backgrounds, or

3) Focussed on supports within academic course work/lectures with no mention of professional
placements (e.g., assignment writing, teaching strategies for lecturers), or

4) Participants were completing placement situated in a country other than the country hosting
their program of study (e.g., students on international or overseas exchange or volunteer
placements), or

5) Participants were students on vocational education training placements, or

6) Supports involved programs not related to professional placements (e.g., English courses prior
to university course).

The first and second authors independently screened titles and abstracts, and met to discuss
these on several occasions, initially achieving approximately 85% agreement on included papers.
Where agreement did not occur the two authors discussed the abstracts and referred back to the
inclusion/exclusion criteria before reaching consensus. These criteria were refined at several
points during screening following consultation with the two remaining authors. Literature reviews
were excluded to avoid repetition in the data. However, the first author checked reference lists of
the fourteen reviews identified to locate any additional papers.

Papers that were included following initial abstract screening were reviewed in full,
independently by the same two authors, who met regularly during this process to compare their
decisions. Disagreement occurred with one paper, and the two authors discussed this paper to
achieve consensus.

Initial screening identified 39 papers for full text analysis with 27 papers remaining after full
text screening. An additional 30 papers were identified from the reference lists of these 27 papers,
with 25 further papers identified from citations of the selected papers. In total, 82 papers were
included (see Figure 1).

An additional search was conducted on 10" October 2020 using identical search procedures
but extending the original dates to include August 2018 to October 2020. This identified 27 further
papers, resulting in a total of 109 included papers.

D Stage 4: Charting the Data

A template was used by the first author to record the characteristics of the 109 papers and
information relevant to the review question. The details recorded were: a) authors, b) year of
publication, ¢) country of origin, d) aims/purpose of paper, €) type of participant, f) methodology,
g) number of participants, h) intervention type, i) primary focus of the intervention, j) theoretical
position, k) duration of intervention, I) outcome measurement, and m) key findings that related to
the review question.

As a cross checking process, the second author randomly selected ten of the 109 papers and
entered these details into a replica template. The data extraction was then compared, and
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inconsistencies were discussed. In particular, the two reviewers initially differed in their
interpretation of data relating to ‘how outcomes were measured’, but consensus was achieved
following discussion. The first and third authors then used Kirkpatrick’s levels of evidence (Freeth
et al.,, 2005) to independently evaluate the 23 studies that collected data on intervention
outcomes. This evaluation summarised evidence that demonstrated the extent that the
intervention or strategy resulted in changes to: participants’ attitudes/perceptions,
knowledge/skills, or behaviour, organisational practice, and/or patients’/clients’ care.

E Stage 5: Results

The years of publication for the 109 identified papers are detailed in Figure 2. There was a
peak in 2017 with 21 papers published. The majority of papers were from Australia (n=65)
followed by the United States (n=22) (see Figure 3).

Figure 2.
Year of Publication of Papers
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A large proportion of the identified papers (n=76) were from health and allied health research
with the majority from nursing. The remaining papers were from the fields of education (pre-
service teachers) (n=20) and business (n=5) (one of which also included participants from
engineering and information technology), veterinary science (n=2), a mix of health/education
(n=1) and five papers that did not specify a discipline. The majority of papers (n=63) related to
international students with the remainder (n=46) focussing on CALD students regardless of their
status as either domestic or international students, as shown in Table 2.

Table 2.
Disciplines, CALD and International Status of Students in Identified Papers
Student Discipline CALD International Total Number of
Papers
Nursing 20 14 34
Pre-service teaching 7 13 20
Psychology/Counseling 6 11 17
Social work 1 3 4
Speech pathology 4 3 7
Physiotherapy 2 2
Occupational therapy 1 2 3
Nutrition/Dietetics 2 2
Veterinary science 2 2
Radiation therapy 1 1
Genetic counseling 1 1
Medicine 1 1
Healthcare (mixed) 1 3 4
Health/Education mixed 1 1
Business/Engineering 5 5
General (not specified) 5 5
Total and percentage of dataset 46 (42.2%) 63 (57.8%) 109

1 Nature of publication

Figure 4 details the research methodology of the identified papers. The majority of papers used
qualitative methodology (n=56), primarily semi-structured individual interviews or focus groups.
Data was gathered from student clinicians in 27 of the 56 papers, ten papers gathered data from
placement educators and 19 papers gathered data from both students and educators.
Quantitative methodology was used in 18 papers, most commonly using surveys (e.g., using
Likert scales) to collect data, including 15 papers that gathered data from student clinicians and
three from placement educators. One paper used an auditing method. A mixed methods research
design was used in 12 papers, gathering data from surveys (e.g., using Likert scales, dichotomous
responses, or multi-choice responses) along with responses to open-ended questions from
surveys or interviews. These papers gathered data from students (n=6), placement educators
(n=3), or both students and placement educators (n=3). A small number (n=17) of the 109 papers
did not use quantitative or qualitative methodology as they focussed on describing how an
intervention was developed and/or implemented in nursing (n=6), education (n=5), allied health
(n = 3), medicine (n=1), psychology (n=1), and mixed disciplines (n=1).
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Figure 4.
Research Method
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The synthesis step of the scoping review included quantity analysis (i.e., frequency analysis)
of support/strategies identified and qualitative analysis (i.e., content analysis) of the types of
supports identified in the studies. For the quantitative analysis, the first author manually tallied the
supports/strategies, and these were categorised according to who (i.e., authors, students, or
educators) suggested the supports/strategies for whom. That is, who was intended to implement
the supports/strategies: student, educator, or university/faculty (see Figure 5). For qualitative
analysis, the first author categorised strategies and supports and these were then discussed with
the other three authors to gain consensus (see Table 3).

Figure 5.
Numbers of Papers (of total 109 papers) where Supports/Strategies were Identified by Authors,
Students or Educators
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Table 3.

Examples of Supports for CALD Students

Support Implemented by Description/Examples
Positive University/ Creating a sense of belonging to the team, positive attitude towards students, acknowledge cultural diversity (Barton & Billett,
environment Workplace 2017; Yu et al., 2017)
Building student community recognising international students as assets to universities (Jones et al., 2017)
Academic programs developing cultural sensitivity/internationalisation of coursework including programs valuing diversity
(Sabbadini et al., 2013)
Effective communication amongst stakeholders of placement (Barton et al., 2015)
Collaboration between workplace and university (Felton & Harrison, 2017; Givens & Bennett, 2004, Hagqvist et al., 2020)
Discuss expectations for placement educator and students (Reese, 2012)
Support from roles e.g., university placement coordinator, ethnic minority support coordinator, clinical coach (Hawthorne et al.,
2004; Kelton, 2014)
Placement Orientation for placement (Liu, 2018) including explanation of local knowledge and systems (Ashman et al., 2013; Ross &
educator Grieve, 2019)
Acknowledging CALD e.g., valuing student as a cultural expert (Remedios & Webb, 2005; Yu et al., 2017)
Inclusive University/ Universities to have principles for inclusive education (Harrison & Felton, 2017) and to support cultural diversity (Sedgwick et
practices Workplace/ al., 2014)
Placement Provide equitable learning environments (Havery, 2019; Korhonen et al., 2019)
educators Improving educator’s cultural sensitivity (Arkin, 1999; Gatmon et al., 2001; Hagqvist et al., 2020; Toporek et al., 2004)
Training for educators to support CALD students on placement (Amos, 2017; Gibson et al., 2015; Jackson, 2017; Zheng et al.,
2018)
Access to University Social student support groups (Abu-Arab & Parry, 2015; Barton & Billett, 2017; Ng, 2006)
university Access to student counsellors (Bolderston et al., 2008; Khawaja et al., 2017; Reese, 2012)
supports Student services for writing skills (Campbell et al., 2006; Sabbadini et al., 2013)
Education about western culture, health systems, cultural responsiveness, placement expectations, communication skills for
placement, how to interact with educator, videos, role plays and reflection activities to understand workplace context
(Ashman et al., 2013; Campbell et al., 2006)
Simulated patient clinic experiences (Chiang & Crickmore, 2009; Kelton, 2014) and skills laboratories (Ryan et al., 1998;
Seibold et al., 2007)
Structure and University Earlier placements e.g., not only in final year of study (Bolderston et al., 2008; Matters et al., 2004)
timing and Longer placement duration (Attrill et al., 2020; Jackson, 2017; Mitchell et al., 2017; Reese, 2012; Spooner-Lane et al., 2009)
consideration Consistent educator (Newton et al., 2018; Ryan et al., 1998; San Miguel & Rogan, 2009)
of supervisor
for placements  workplace Structure at the beginning of the placement (Attrill et al., 2020; Dressel et al., 2007; Lalor et al., 2019)

Experienced educator (Campbell et al., 2008; Hagqvist et al., 2020; Korhonen et al., 2019; Newton et al., 2018) or CALD
educator (Reese, 2012)
Opportunities for student to work with diverse caseloads/areas (Dressel et al., 2007; Jackson, 2017; Jones et al., 2017)
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Support Implemented by Description/Examples

Communication  University
supports

Universities providing communication program (Boughton et al., 2010; Buckworth et al., 2015; Kelton, 2014; Ladyshewsky,
1996; Nash, 2011)
Students to spend time in country before commencing study (Sabbadini et al., 2013)

Placement
educator

Placement educators referring to English language teacher or speech pathologist (Howells et al., 2017; Hussin, 1999)

Speak clearly and monitor pace (Ladyshewsky, 1996; Newton et al., 2018; Ortlipp & Nuttall, 2011) and repeat/paraphrase
(Nash, 2011)

Use language assessment guidelines (San Miguel & Rogan, 2015)

Ask students for clarification (Lu & Maithus, 2012)

Ask students for permission to provide feedback about pronunciation or vocal volume (Newton et al., 2018)

Role-play to practise and gain confidence (Matters et al., 2004)

Account for second language anxiety (Jones et al., 2017; Khawaja et al., 2017)

Opportunities to speak English e.g., talk with patients (Ashman et al., 2013; Jeong et al., 2011; Kelly, 2017; Mitchell et al.,
2017)

Conversation practice including identifying topis to use with clients/patients (Attrill et al., 2016b; 2020; Harvey et al., 2013)

Student

Use scripts, write notes (Bolderston et al., 2008; Gunn-Lewis & Smith, 1999; Reese, 2012; Lu & Maithus, 2012)

Speak more slowly and ask patients to speak slowly to them (O'Reilly & Milner, 2015)

Online tools e.g., online workshops, vodcasts, podcasts (Nash, 2011; Rogan & San Miguel, 2013)

Someone to proofread writing (Kelly, 2017)

Use meta-communicative skills e.g., asking for clarification (James, 2018), asking patients to rephrase (Woodward-Kron et al,
2007), share with patients they are learning English (Woodward-Kron et al, 2007), rephrase what they’'ve heard to check
understanding (Nash, 2011)

Gaining workplace experience in other roles e.g., volunteer (Barton, Hartwig, Bennett et al., 2017; Joseph et al., 2017; Lu &
Maithus, 2012)

Mentoring/Peer  University/
support Workplace

Mentor from similar background e.g., employer, higher year level international student (Harrison & Felton, 2017; Ho &
O'Donovan, 2018)

Cross-culture mentor program e.g., with domestic non-CALD student (Goodwin & Mbah, 2019; Scherer et al., 2019)

Small group support e.g., debriefing/hearing about other CALD students’ experiences (Dlamini & Martinovic, 2007; Jackson,
2017)

Collaborating learning by having peer interactions e.g., peer placements, peer review of cases, peer interactions in workshops
(Dressel et al., 2007)

Supportive Placement
Supervisor educator

Characteristics e.g., approachable (Lalor et al., 2019), encouraging (Brice & Kosta, 1998), patient (Ho & O'Donovan, 2018),
motivated (Pitkajarvi, Eriksson, Kekki et al., 2012) and interested in students' lives and backgrounds (Havery, 2019)

Learn how to pronounce students’ names (Bolderston et al., 2008)

Open communication e.g., allow questions, provide clarification (Bolderston et al., 2008)

Regular contact with student (Ortlipp & Nuttall, 2011; Tangen & Campbell, 2017)

Advocate for student to where cultural biases occur e.g., system wide or with clients/patients’ assumptions (Mori et al., 2009)

Time for educator to supervise e.g., reduce workload (Pitkajarvi, Eriksson, Kekki et al., 2012; Spooner-Lane et al., 2009)
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Support Implemented by Description/Examples

Individual University Normalise and affirm the presence of international students when working with workplaces (Harrison & Felton, 2017)
needs-based Screen educators for cultural responsiveness (Ho & O'Donovan, 2018) and allocate to motivated educators (Pitkajarvi et al.,
placement 2012)
Consider strengths and weaknesses of student (Goodwin & Mbah, 2019; Jackson, 2017; Jones et al., 2017)
Student selected placement (Pitkajarvi et al., 2012)
Pre-placement identification of higher risk CALD students (O'Reilly & Milner, 2015)
Developing University Diversity training for CALD and non-CALD students (O'Reilly & Milner, 2015; Rogan et al., 2006)
cultural Facilitate student integration in the curriculum (Goodwin & Mbah, 2019; Khawaja et al., 2017; Ryan et al., 1998)
awareness Placement Cultural mentoring e.g., helping students to understand culture of workplace, clients, other students (Buckworth et al., 2015;
educator Dressel et al., 2007)
Be culturally sensitive, culturally aware and consider acculturation affecting performance and learning (Barton et al., 2015;
Scherer et al., 2019)
Avoid/explain colloquialisms, jargon and culture-based idioms (Bolderston et al., 2008; Hagqvist et al., 2020)
Facilitate students interacting with each other on placement (Attrill et al., 2016b; Woodward-Kron et al., 2007)
CALD students to observe local students interacting with educator (Lalor et al., 2019)
Student Acculturation strategies e.g., reading magazines, watching TV (Attrill et al., 2016a; Harvey et al., 2013; Sabbadini et al., 2013)
Remain non-judgemental with patient/client behaviours viewed negatively by home culture e.g., drinking of alcohol (Woodward-
Kron et al., 2007)
Learning Placement Reflective practice for students and educators e.g., reflect on assumptions (Brown & Chin, 2019; James, 2018; Lang &
strategies educator McNaught, 2013)

Consider different learning approaches/variety of teaching methods (Brice & Kosta, 1998; Mikkonen, Pitkajarvi et al., 2017)

Safe learning environment e.g., give student permission to ask for help (Nash, 2011)

Use culturally congruent teaching e.g., allow student to ask questions away from others (Bolderston et al., 2008)

Video student for self-observations (Nilsson & Anderson, 2004)

Make thoughts explicit to facilitate students’ learning (Attrill et al., 2020; Brice & Kosta, 1998; Havery, 2019)

Requirement of written session plans (Tangen & Campbell, 2017)

Providing modelling/observations/demonstrations/explanations (Attrill et al., 2020; Park et al., 2017; Kelly, 2017)

Feedback in written and/or verbal modalities, specific, timely, more often (Attrill et al., 2020; Jackson, 2017; Reese, 2012)

Facilitate students' skills in asking for feedback (Lu & Maithus, 2012)

Collaborative learning e.g., learning plan (Ng, 2006; Yu et al., 2017)

Discuss prior learning experiences/differences in learning (Ashman et al., 2013; Barton & Billett, 2017; Newton et al., 2018)

Provide extra observation, practice/repetition (Abu-Arab & Parry, 2015; Attrill et al., 2016a; King et al., 2019)

Adapt student caseloads e.g., patients who are happy to be seen by CALD student (O'Reilly & Milner, 2015; Ryan et al., 1998)

Getting students to talk through their intended practice to ensure safety (Mikkonen, Pitkajarvi et al., 2017)

More one on one or small group support (Abu-Arab & Parry, 2015; Hawthorne et al., 2004; King et al., 2019)

Facilitate students’ learning to interact in order to learn e.g., group discussions, being asked questions, asking questions
(Havery, 2019; King et al., 2019)
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Support Implemented by Description/Examples

Reciprocal learning between student and educator (Hagqyvist et al., 2020) or between student and patient/client (Attrill et al.,
2016b)
Giving student more time to complete tasks e.g., allow more time for student to answer questions (King et al., 2019)

Student Be pro-active when engaging with non-CALD students (O'Reilly & Milner, 2015)
Discuss their needs with course/university staff (Bolderston et al., 2008; Ng, 2006)
Use of tools e.g., Clinical Learning Environment and Supervision Scale, implemented by students to improve quality of the
clinical learning environment and supervision (Mikkonen & Riklikiene, 2018)
Reading/preparing ahead of time (Bolderston et al., 2008)
Developing session plans in home language before translating to English (Spooner-Lane et al., 2009)
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Supports and strategies were predominantly identified or recommended by authors for
universities (n=65), placement educators (n=62), or CALD students (n=25) to implement, followed
by supports and strategies identified by students for educators to implement (n=25). Supports
ranged from being broad in nature, such as general language supports which were most
frequently reported (e.g., Harrison & Felton, 2017; Jackson, 2017; James, 2018; Khawaja et al.,
2017), to more specific supports such as the student's use of pre-interaction scripting of
conversations (Gunn-Lewis & Smith, 1999; Reese, 2012), which were least frequently reported.
Recommended supports were either integrated within programs being described, were identified
by educators or student participants in the study, or were recommended by authors in the
discussion.

Many papers aimed to describe or evaluate placement support programs or language support
programs either pre-placement (e.g., Ashman et al., 2013; Boughton et al., 2010) or during
placement (e.g., Givens & Bennett, 2004). Some programs were presented descriptively with no
outcomes measured or reported (e.g., Buckworth et al., 2015; Hawthorne et al., 2004). These
evaluated programs did not often include a comparator, use of randomised controls, or
longitudinal data, but reported outcomes in terms of students’ grades, successful completion of
placement, or successful graduation from the course (e.g., Gunn-Lewis & Smith, 1999; Harvey et
al., 2013; Kelton, 2014; Lang & McNaught, 2013; McCluskey, 2012; Nallaya, 2016). Another
paper deemed their program to be successful if student attendance rates were high (e.g., Gunn-
Lewis & Smith, 1999). Many papers utilised student satisfaction surveys to measure program
success (e.g., Ashman et al., 2013; Campbell et al., 2006; Hussin, 1999; Joseph & Rouse, 2017;
Nash, 2011; Rogan & San Miguel, 2013; San Miguel et al., 2006), or acknowledged positive
feedback or observations from CALD students and/or staff with limited detail of how this was
gathered and analysed (e.g., Chiang & Crickmore, 2009; Givens & Bennett, 2004; Gunn-Lewis &
Smith, 1999; Hussin, 1999; San Miguel et al., 2006).

To determine intervention quality, Kirkpatrick’s levels of evaluation (Freeth et al., 2005) were
applied to the 23 papers that presented outcome data. Most papers (n=9) gathered participant
perceptions and attitudes as outcome measures (Kirkpatrick’s level 2a) and the majority of studies
(n= 8) collected this data using interviews and surveys. Knowledge and skills (Kirkpatrick’s level
2b) were evaluated by three papers, which also used surveys (Joseph & Rouse, 2017; Lang &
McNaught, 2013; McRae & Ramiji, 2017). Papers (n=8) that evaluated participant behaviour
change (Kirkpatrick’s level 3) used observations (e.g., Massing, 2018) and interviews on how
support prepared them for placement (e.g., Seibold et al., 2007). However, several papers (e.g.,
Harvey et al., 2013; Nallaya, 2016) that implemented placement preparation programs, measured
behaviour change outcomes by tracking students’ successful completion of their subsequent
placements (Kirkpatrick’'s level 3). No papers evaluated Kirkpatrick’s level 4a (changes to
organisational practice) or level 4b (patient/client care/service outcomes).

Fewer than half of the papers (N=50) reported an underlying theoretical position or utilised
concepts or models to frame their paper. Acculturation theory (Schwartz et al., 2010) was the
most commonly cited theory (n=9), followed by Barton and Billett's (2017) personal
epistemologies (n=6), Vygotky’s (1978) socio-cultural theory (n=4), Wenger’s (2008) community
of practice (n=4), Lave and Wenger's (1991) situated learning (n=3), and Kolb’s (2015)
experiential learning (n=3). A range of concepts were also referred to, including cultural
competence (n=4) and internationalisation (n=4).

F Stage 6: Consultation

Practice placement managers (h=11) and placement educators (n=5) in speech pathology and
occupational therapy were interviewed to validate that the results of the scoping review were
relevant to key stakeholders and to facilitate the direction of further research. The fields of
occupational therapy and speech pathology were selected as these were considered to offer a
representative view which may be shared by other professions in which professional placements
are integral to their university programs. This study approved by the University of Queensland
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Health and Behavioural Sciences, Low & Negligible Risk Ethics Sub-Committee (Approval
number: 2018001524).

Two focus groups and five individual interviews were conducted. An in-person focus group
was conducted with six participants who held speech pathology practice placement management
roles across five Australian universities and one health organisation. A second focus group
conducted via video conference, involved four occupational therapy practice placement managers
from two universities and one speech pathology practice placement manager from a third
university. Participants were presented with the results of the review including information in the
papers about disciplines involved, methods used, and types of supports reported. The participants
were asked how the results compared to their experiences of working with placement educators
and/or CALD students, if they could identify any missed papers or resources from the review, and
any recommendations they had regarding future directions for research.

The participants in the focus groups indicated that their experiences aligned with the results,
although one participant requested explanation of the strategy ‘avoiding stereotypes’ (e.g., Brice
& Kosta, 1998) and questioned whose role this strategy was for (i.e., student, placement educator,
or university). Another participant highlighted that ‘humour’, which was identified in one of the
papers (Boughton et al., 2010), was an unusual strategy for practice placement education.
Participants were surprised to find ‘a welcoming environment’ and ‘a supportive supervisor’ were
identified as strategies as the participants assumed these conditions were required for all
placements. Participants reported being unsurprised that language supports for CALD students
were most often the focus of, or mentioned in, the papers. They also reported that their
experiences of supporting CALD students aligned generally with the strategies and supports from
the reviewed papers.

Individual interviews were conducted with three speech pathology placement educators and
two occupational therapy placement educators who supervised students in professional
placements. All participants reported five or more years’ experience supervising students on
placement and were experienced with supervising CALD students. Participants acknowledged
that student support should encompass their individual strengths and areas to improve. Many
participants reported that variations exist within the CALD student population and that they
regularly categorise CALD students as either those with language differences or those with no or
minimal language differences. Most participants commented that apart from language support,
most strategies and supports applied to all students regardless of their CALD status.

Participants universally agreed that the supports/strategies identified would require purposeful
selection by the educator to ensure that the individual needs of CALD students were addressed.
There was consensus on the need to consider the heterogeneity of the CALD student population
and that further research is needed to identify and test evidence-based strategies and supports
for professional placement education.

Il DISCUSSION

This scoping review aimed to identify the ways in which placement educators successfully
support CALD students during professional placements, and to identify research gaps. The
results identified 109 papers that considered supports, including programs for CALD students on
placement. However, these were either not evaluated (e.g., Ladyshewsky, 1996) or not evaluated
robustly (e.g., Nallaya, 2016). The majority of papers evaluated perceptions of placement
educators or students and made general recommendations for ways in which CALD students
could be supported in relation to their communication, acculturation and learning (e.g., Mitchell et
al., 2017; Newton et al., 2018).

In the consultation phase, participants indicated that many of the supports reported in the
review were beneficial for all students (both non-CALD and CALD) in placement supervision (e.g.,
modelling and specific feedback provided in a timely manner). Similarly, strategies for CALD
students were identified as applicable for all students in a Delphi study of successful supervisory
behaviours for CALD students (Dressel et al., 2007). However, Dressel et al. (2007) cautioned
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that these general supervisory behaviours should complement supervisory behaviours
specifically targeted for CALD students. The findings of the current review suggest that research
has not yet rigorously examined how specific supports are useful for the learning of CALD
students on placement.

A number of studies included in this review predominantly focussed on supports provided
within the academic context rather than the placement context (e.g., Campbell et al., 2006;
Nallaya, 2016; San Miguel et al., 2006), making them challenging for placement educators to
apply within placements. Several papers explored supports implemented across both academic
and placement contexts (e.g., Boughton et al., 2010; Jeong et al., 2011; Matters et al., 2004;
Mitchell et al., 2017; Ng, 2006). Placement educators may find supports for the academic context
difficult to implement and/or less appropriate for the placement context, given that placement
settings are more varied in nature and expectations (Bates et al., 2018). It is therefore important
that research investigating specific supports for CALD students is conducted in the context of
such placements.

The placement educator is likely to be able to provide individualised support to the CALD
student to build on preparation supports implemented in academic contexts. Unlike support
programs where learning for all students includes identical content and activities (Ashman et al.,
2013; Boughton et al., 2010; Campbell et al., 2006), the placement educator can tailor supports
for specific placement contexts and the student’s stage of acculturation and learning. The
educator may build on the CALD student’s understanding of the culture of the country of study
and of the specific workplace (Hamilton & Woodward-Kron, 2010) through discussing the
student’s cultural and linguistic background and reflecting on their extent of acculturation.

Most literature focussing on supports for CALD students on placement has documented
perceptions of both the CALD student and the placement educator using focus groups, interviews,
and surveys. This preponderance of studies gathering stakeholder perceptions was also noted in
a systematic review by Lee, Jian et al. (2019), which found low quality evidence from 27 papers
focussing on placement strategies with international students. Only one study in the current
scoping review used a data collection method that included observations of the educator’s and
student’s strategies and interactions on placement (Amos, 2017). This case study reported the
educator’s and student’s behaviours rather than exclusively reporting perceptions (Amos, 2017),
however, it focussed on the challenges of a student on placement, rather than useful strategies
to support their learning needs.

Many papers acknowledged that students have individual needs that require application of
tailored strategies to support their learning (e.g., Attrill et al., 2016b; Barton, Hartwig, Bennett et
al., 2017; Barton, Hartwig, Joseph et al., 2017; Jones et al., 2017). However, some papers
recommended programs that included only general supports. For example, many papers reported
use of a general communication skills program that was not tailored to the individual student’s
communication needs (e.g., Miguel et al., 2006; Ryan et al., 1998). Language support programs,
while acknowledged as useful for those CALD students who have challenges with communicating
in their country of study and therefore in the placement context, have also been identified by
placement educators as impractical or unrealistic to implement in the professional placement
setting (Attrill et al., 2020). Placement educators may find it challenging to successfully identify or
implement strategies from general language support research (e.g., Miguel et al., 2006; Ryan et
al., 1998) due to the heterogeneity of the CALD student population and the varied settings in
which professional placements are enacted.

Acknowledging the student’s culture and supporting the student’s cultural differences is
considered integral to the supervisory/student relationship (Attrill et al., 2016b; Havery, 2019;
James, 2018). However, it may be important that the educator supports the individual needs of
the student rather than applying general supports assumed from cultural stereotypes, such as
assuming the student with a strong accent will require language support. The educator’s
unconscious biases (Bearman et al., 2018) may result in them providing generic supports for
CALD students or supports and strategies they have used with previous CALD students with a
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‘one size fits all’ approach, despite acknowledging that all students require individualised support.
Assumptions could be avoided by the student and educator discussing the student’s CALD
background and prior learning experiences, the cultural norms of the placement, and any actual
cultural differences that may potentially impact the student’s performance on placement (Nuttall
& Ortlipp, 2012; San Miguel & Rogan, 2012). Research is yet to examine how these types of
supports are enacted between a placement educator and CALD student on placement.

Communication between the student and the placement educator regarding cultural
differences relies on the student being able to reflect on what knowledge, behaviours, and
perspectives are due to their culture, with this awareness dependent on the degree of
acculturation of the student (Gibson, 2001). Conversely, the educator may find conversations with
the CALD student difficult if they lack knowledge or make assumptions from a limited knowledge
of the student’s culture. The success of these discussions also depends on whether a positive
educator-student relationship is established to enable cultural information to be exchanged in a
supportive and safe environment (Eklund et al., 2014).

The relationship between a CALD student and educator during placement supervision is
acknowledged as a crucial part of the student’s professional practice placement (Trumble, 2018)
but is also considered to be complex (Nemeth & McAllister, 2013). Both participants in the
relationship experience high cognitive load due to possible differences in culture, language, and
learning that impact the placement experience (Attrill et al., 2020), and the educator’s need to
support the student while ensuring that expected professional services are delivered (Frenk et al.,
2010). This increases the complexity of the supervisory process, as educators are constantly
processing differences that may be impacting the student’s performance and avoiding
stereotypes and assumptions. Educators may feel that they lack time to manage extra support or
may not make deliberate plans to address these issues with CALD students. Even when
placement educators and students report useful supports, research has yet to focus on the
implementation of these supports, including interactions between CALD students and educators
that lead to successful learning experiences.

The limited research related to supports for CALD students to date and the predominance of
methods focussed on perceptions only have implications for what is currently known about
professional practice education to support CALD students. While the student and educator ‘voice’
has been explored in the majority of papers, research needs to look beyond these voices to
robustly evaluate the outcomes of supports implemented for CALD students and examine what
is happening during placement for the educator and student. That is, research needs to look at
actual performance on placement, rather than perception of performance. This includes how the
placement educator provides support for the CALD student’s learning on placement and how this
impacts the student’s performance. To do this, different methodological approaches and methods
of data collection should be considered such as focused ethnography, which uses observations
of students and educators during placement activities. Such types of data collection would help
to distinguish what the students and educators say they do compared to their actual behaviours
(Howe, Verdon et al., 2019). Knowledge of the strategies that educators implement that result in
successful learning experiences for CALD students on placement will lead to clear
recommendations to optimise learning for future CALD students.

IV LIMITATIONS

It is possible that this scoping review did not include all available information on supports for
CALD student clinicians and placement educators, particularly those reported within the grey
literature. However, every endeavour was made to include all known resources and papers
including using the consultation phase to identify alternative literature or resources.

V  CONCLUSION
This scoping review identified 109 papers to answer the question, “What is known about the

types of supports used by culturally and linguistically diverse students and their professional
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placement educators that facilitate successful learning experiences?” This study design provided
an opportunity to analyse studies focusing on professional placement for CALD students across
a number of disciplines and employing a variety of research methods. The studies explored
supports provided at different levels from the broad university supports to more specific on-the-
ground supports provided by educators to CALD students whilst on placement.

It was evident from the review that only 23 papers identified supports that were evaluated.
Within these papers, evaluation of supports predominantly used self-report without applying more
robust measures. While many of the qualitative papers captured the perceptions of students and
educators about facilitators and barriers to learning on professional placement, further research
should examine teaching and learning processes and strategies that occur between CALD
students and educators to determine what supports result in successful learning experiences for
CALD students during their professional practice placements.

Australian Journal of Clinical Education — Volume 11 58



References

Abu-Arab, A., Parry, A. (2015). Supervising culturally and linguistically diverse (CALD) nursing
students: A challenge for clinical educators. Nurse Education in Practice, 15(4), 1-9.
https://doi.org/10.1016/j.nepr.2015.02.006

Amaro, D., Abriam-Yago, K., & Yoder, M. (2006). Perceived barriers for ethnically diverse
students in nursing programs. Journal of Nursing Education, 45, 247-254.
https://doi.org/10.3928/01484834-20060701-03

Amos, Y. (2017). A visit to purgatory: Cultural mismatch between a Japanese international
teacher candidate and her American supervisors and mentor teachers. Teaching and
Teacher Education, 68, 200-209. https://psycnet.apa.org/doi/10.1016/j.tate.2017.09.006

Arkin, N. (1999). Culturally sensitive student supervision: Difficulties and challenges. The
Clinical Supervisor, 18(2), 1-16. https://doi.org/10.1300/J001v18n02_01

Arksey, H., & O’Malley, L. (2005). Scoping studies: Towards a methodological framework.
International Journal of Social Research Methodology, 8(1), 19-32.
https://doi.org/10.1080/1364557032000119616

Ashman, G., Short, M., Muir, T., Jales, A., & Myhill, M. (2013). International pre-service
teachers: A strategy to build skills for professional experience. International Journal of
Innovative Interdisciplinary Research, 4, 61-72. https://ecite.utas.edu.au/84841

Attrill, S., Lincoln, M., & McAllister, S. (2020). International students in professional placements:
Supervision strategies for positive learning experiences. International Journal of
Language & Communication Disorders, 55(2), 243-254. htips://doi.org/10.1111/1460-
6984.12516

Attrill, S., Lincoln, M., & McAllister, S. (2015). International students in speech-language
pathology clinical education placements: Perceptions of experience and competency
development. International Journal of Speech-Language Pathology, 17(3), 314-324.
https://doi.org/10.3109/17549507.2015.101610

Attrill, S., Lincoln, M., & McAllister, S. (2016b). Supervising international students in clinical
placements: Perceptions of experiences and factors influencing competency
development. BMC Medical Education, 16. https://doi.org/10.1186/s12909-016-0702-5

Attrill, S., McAllister, S., & Lincoln, M. (2016a). Predictors of professional placement outcome:
Cultural background, English speaking and international student status. Perspectives on
Medical Education, 5(4), 222-230. https://doi.org/10.1007/s40037-016-0289-x

Australian Bureau of Statistics (ABS). (2016). 2071.0 - Census of Population and Housing:
Reflecting Australia - Stories from the Census, 2016.
https://www.abs.gov.au/ausstats/abs@.nsf/Lookup/by%20Subject/2071.0~2016~Main%
20Features~Cultural%20Diversity%20Data%20Summary~30

Barton, G., & Billett, S. (2017). Personal epistemologies and disciplinarity in the workplace:
Implications for international students in higher education. In G. M. Barton & K. Hartwig
(Eds.), Professional learning in the work place for international students: Exploring
theory and practice (pp. 111-128). Springer. https://doi.org/10.1007/978-3-319-60058-
1.7

Barton, G., Hartwig, K., Bennett, D., Cain, M., Campbell, M., Ferns, S., Jones, L., Joseph, D.,
Kavanagh, M., Kelly, A., Larkin, |., O’Connor, E., Podorova, A., Tangen, D., &
Westerveld, M. (2017). Work placement for international student programmes (WISP): A
model of effective practice. In G. M. Barton & K. Hartwig (Eds.), Professional learning in
the work place for international students: Exploring theory and practice (pp. 13-34).
Springer International Publishing. https://doi.org/10.1007/978-3-319-60058-1 2

Australian Journal of Clinical Education — \Volume 11 59



Barton, G.M., Hartwig, K.A., & Cain, M. (2015). International students' experience of practicum
in teacher education: An exploration through internationalisation and professional
socialisation. Australian Journal of Teacher Education (Online), 40(8), 149—-163.
https://search.informit.org/doi/10.3316/ielapa.441735980033878

Barton, G., Hartwig, K., Joseph, D., & Podorova, A. (2017). Practicum for international students
in teacher education programmes: An investigation of three university sites through
multisocialisation, interculturalisation and reflection. In G. M. Barton & K. Hartwig (Eds.),
Professional learning in the work place for international students: Exploring theory and
practice (pp. 129-146). Springer. https://doi.org/10.1007/978-3-319-60058-1_8

Bates, J., Ellaway, R., & Watling, C. (2018). The influence of workplace context on learning and
teaching. In C. Delany & E. Malloy (Eds.), Learning and teaching in clinical contexts: A
practical guide (pp. 85-101). Elsevier

Bearman, M., Castanelli, D., & Denniston, C. (2018). Identifying and working with
underperformance. In C. Delany & E. Malloy (Eds.), Learning and teaching in clinical
contexts: A practical guide (pp. 85-101). Elsevier

Bolderston, A., Palmer, C., Flanagan, W., & Mcpharland, N. (2008). The experiences of English
as second language radiation therapy students in the undergraduate clinical program:
Perceptions of staff and students. Radiography, 14(3), 216-225.
https://doi.org/10.1016/j.radi.2007.03.006

Boughton, M.A., Halliday, L.E., & Brown, L. (2010). A tailored program of support for culturally
and linguistically diverse (CALD) nursing students in a graduate entry masters of nursing
course: A qualitative evaluation of outcomes. Nurse Education in Practice, 10, 355-360.
https://doi.org/10.1016/j.nepr.2010.05.003

Brennan, E., Horne-Thompson, A., & Clark, I. (2013). Strategies to support the success of
culturally and linguistically diverse (CALD) health students during clinical placements: A
systematic review. Focus on Health Professional Education: A Multi-disciplinary Journal,
15(2), 78-93. https://search.informit.org/doi/10.3316/aeipt.201591

Brice, A., & Kosta, J.C. (1998). Clinical supervision of culturally diverse student clinicians. The
Journal of Multicultural Nursing and Health, 4(1), 22—-26.

Brown, T. and Chin, N. (2019). Navigating Cultural Differences Between Fieldwork Educators
and Students. Occupational Therapy Capstones, 406. https://commons.und.edu/ot-
grad/406

Buckworth, J., Kell, M., & Robinson, J. (2015). Supportive structures: International students and
practicum in Darwin schools. International Journal of Diversity in Education, 15(1), 1-10.
https://doi.org/10.18848/2327-0020/CGP/V15101/40115

Campbell, M., O’'Gorman, L., Tangen, D., Spooner-Lane, R., & Alford, J. (2008). Issues in
assessing international pre-service teachers during the field experience: A pilot study.
Australian Association for Research in Education (AARE) Conference 2008, Brisbane,
Australia. https://eprints.qut.edu.au/14911/

Campbell, M. A., Tangen, D., & Spooner-Lane, R. (2006). A programme for preparing ethnic
minority teachers for practicum. International Journal of Practical Experiences in
Professional Education, 9(2), 1-10. https://eprints.qut.edu.au/6044/2/6044 . pdf

Chan, A., Purcell, A., & Power, E. (2016). A systematic review of assessment and intervention
strategies for effective clinical communication in culturally and linguistically diverse
students. Medical Education, 50(9), 898-911. https://doi.org/10.1111/medu.13117

Chiang, V., & Crickmore, B. (2009). Improving English proficiency of post-graduate international
nursing students seeking further qualifications and continuing education in foreign
countries. Journal of Continuing Education in Nursing, 40(7), 329-336.
https://doi.org/10.3928/00220124-20090623-03

Australian Journal of Clinical Education — \Volume 11 60



Demireva, N. (2019). Immigration, diversity and social cohesion. (Policy Brief). The Migration
Obervatory/ University of Oxford. https://migrationobservatory.ox.ac.uk/wp-
content/uploads/2016/04/Briefing-Immigration-Diversity-and-Social-Cohesion.pdf

Department of Education, Skills and Employment. (2021). International student data monthly
summary February 2021. https://internationaleducation.gov.au/research/international-
student-
data/Documents/MONTHLY %20SUMMARIES/2021/Feb%202021%20Monthlylnfographi
c.pdf

Dlamini, S.N., & Martinovic, D. (2007). In pursuit of being Canadian: Examining the challenges
of culturally relevant education in teacher education programs. Race Ethnicity and
Education, 10(2), 155-175. https://doi.org/10.1080/13613320701330684

Dressel, J. L., Consoli, A. J., Kim, B.S.K., & Atkinson, D.R. (2007). Successful and unsuccessful
multicultural supervisory behaviors: A Delphi poll. Journal of Multicultural Counseling
and Development, 35(1), 51-64. https://doi.org/10.1002/j.2161-1912.2007.tb00049.x

Eklund, K., Aros-O’Malley, M., & Murrieta, |. (2014). Multicultural supervision: What difference
does difference make? Contemporary School Psychology, 18(3), 195-204.
https://doi.org/10.1007/s40688-014-0024-8

Felton, K. & Harrison, G. (2017). Supporting inclusive practicum experiences for international
students across the social sciences: Building industry capacity. Higher Education
Research & Development, 36(1), 88-101.
https://doi.org/10.1080/07294360.2016.1170766

Freeth, D., Hammick, M., Reeves, S., Koppel, |., & Barr, H. (2005). Effective interprofessional
education development, delivery, and evaluation (1st ed.) Blackwell Publishing.
https://doi.org/10.1002/9780470776438

Frenk, J., Chen, L., Bhutta, Z. A., Cohen, J., Crips, N., Evans, T., Fineberg, H., Garcia, P., Ke,
Y., Kelly, P., Kistnasamy, B., Meleis, A., Naylor, D., Pablos-Mendez, A., Reddy, S.,
Scrimshaw, S., Sepulveda, J., Serwadda, D., & Zurayk, H. (2010). Health professionals
for a new century: Transforming education to strengthen health systems in an
interdependent world. The Lancet, 376(9756),1923-1958.
https://www.thelancet.com/action/showPdf?pii=S0140-6736%2810%2961854-5

Gatmon, D., Jackson, D., Koshkarian, L., Martos-Perry, N., Molina, A., Patel, N., & Rodolfa, E.
(2001). Exploring ethnic, gender, and sexual orientation variables in supervision: Do they
really matter? Journal of Multicultural Counseling and Development, 29(2), 102—113.
https://doi.org/10.1002/j.2161-1912.2001.tb00508.x

Gibson, M.A. (2001). Immigrant adaptation and patterns of acculturation. Human Development,
44(1), 19-23. https://www jstor.org/stable/26763493

Gibson, S., Dart, J., Bone, C., & Palermo, C. (2015). Dietetic Student Preparedness and
Performance on Clinical Placements: Perspectives of Clinical Educators. Journal of
Allied Health, 44(2), 101-107.
https://www.ingentaconnect.com/content/asahp/jah/2015/00000044/00000002/art00008

Gilligan, C., & Outram, S. (2012). Culturally and linguistically diverse students in health
professional programs: An exploration of concerns and needs. Education for Health,
25(1), 40-47. https://doi.org/10.4103/1357-6283.99205

Givens, N., & Bennett, S. (2004). Tentative progress in a mainly white setting: Hearing from
trainee teachers from ethnic minority backgrounds. Race Equality Teaching, 23(1), 39—
44,

Goodwin, K., & Mbah, M. (2019). Enhancing the work placement experience of international
students: Towards a support framework. Journal of Further and Higher Education, 43(4),
521-532. https://doi.org/10.1080/0309877X.2017.1377163

Australian Journal of Clinical Education — \Volume 11 61



Group of Eight Australia. (2020). Go8 Submission on Temporary Migration.
https://go8.edu.au/go8-submission-on-temporary-migration

Gunn-Lewis, J. & Smith, L. (1999, July 12-15). Developing communication skills for clinical
practice: From Chinese doctor to New Zealand nurse. HERDSA Annual International
Conference, Melbourne, VIC, Australia

Hamilton, J. & Woodward-Kron, R. (2010). Developing cultural awareness and intercultural
communication through multimedia: A case study from medicine and the health
sciences. System, 38, 560-568. https://doi.org/10.1016/j.system.2010.09.015

Hagqvist, P., Oikarainen, A., Tuomikoski, A-M., Juntunen, J., & Mikkonen, K. (2020). Clinical
mentors' experiences of their intercultural communication competence in mentoring
culturally and linguistically diverse nursing students: A qualitative study. Nurse Education
Today, 87, 104348. https://doi.org/10.1016/j.nedt.2020.104348

Harrison, G., & Felton, K. (2017). International students, inclusion and professional field
placements. In G. M. Barton & K. Hartwig (Eds.), Professional learning in the work place
for international students: Exploring theory and practice (pp. 57—73). Springer.
https://doi.org/10.1007/978-3-319-60058-1_4

Harrison, G., & Ip, R. (2013). Extending the terrain of inclusive education in the classroom to the
field: International students on placement. Social Work Education, 32, 230-243.
https://doi.org/10.1080/02615479.2012.734804

Harvey, T., Robinson, C., & Frohman, R. (2013). Preparing culturally and linguistically diverse
nursing students for clinical practice in the health care setting. Journal of Nursing
Education, 52(7), 365-370. https://doi.org/10.3928/01484834-20130529-02

Havery, C. (2019). The effects of clinical facilitators' pedagogic practices on learning
opportunities for students who speak English as an additional language: An
ethnographic study. Nurse Education Today, 74, 1-6.
https://doi.org/10.1016/j.nedt.2018.12.004

Hawthorne, L., Minas, H., & Singh, B. (2004). A case study in the globalisation of medical
education: Assisting overseas-born students at the University of Melbourne. Medical
Teacher, 26, 150-159. https://doi.org.10.1080/0142159032000150539

Henderson, S., Barker, M., & Mak, A. (2016). Strategies used by nurses, academics and
students to overcome intercultural communication challenges. Nurse Education in
Practice, 16, 71-78. https://doi.org/10.1016/j.nepr.2015.08.010

Ho, N.K.N., & O'Donovan, A. (2018). An exploration of the experiences of culturally and/or
linguistically diverse trainee psychologists in Australian postgraduate programs.
Australian Psychologist, 53(6), 493-504. https://doi.org/10.1111/ap.12353

Howe, T., Verdon, S., Easton, C., & Geiger, M. (2019). Ethnography and its use in
communication disorders research. In R. Lyons, & L. McAllister (Eds.), Qualitative
research in communication disorders: An introduction for students and clinicians (pp. 91-
118). J&R Press.

Hussin, V. (1999, July 12-15). From classroom to clinic: Towards a model of learning support for
NESB nursing students in clinical placements. HERDSA Annual International
Conference, Melbourne, Australia.
https://www.researchgate.net/publication/303994813_From_classroom_to_clinic_toward
s_a_model_of learning_support_for NESB_nursing_students_in_clinical_placements

Howells, S., Westerveld, M., & Garvis, S. (2017). Revisiting cultural and linguistic diversity in
speech pathology programs in Australia: Listening to the voices of staff and international
students. In G. M. Barton & K. Hartwig (Eds.), Professional learning in the work place for
international students: Exploring theory and practice (pp. 165-182). Springer.
https://doi.org/10.1007/978-3-319-60058-1_10

Australian Journal of Clinical Education — \Volume 11 62



Jackson, D. (2017). Exploring the challenges experienced by international students during work-
integrated learning in Australia. Asia Pacific Journal of Education, 37(3), 344-359.
https://doi.org/10.1080/02188791.2017.1298515

James, N. (2018). Using narrative inquiry to explore the experience of one ethnically diverse
ESL nursing student. Teaching and Learning in Nursing, 13(1), 35-40.
https://doi.org/10.1016/j.teln.2017.08.002

Jeong, S.Y-S., Hickey, N., Levett-Jones, T., Pitt, V., Hoffman, K., Norton, C.A., & Ohr, S.O.
(2011). Understanding and enhancing the learning experiences of culturally and
linguistically diverse nursing students in an Australian bachelor of nursing program.
Nurse Education Today, 31(3), 238-244. https://doi.org/10.1016/j.nedt.2010.10.016

Johnston, S., Fox, A., & Coyer, F.M. (2018). Factors influencing clinical performance of
baccalaureate nursing majors: A retrospective audit. Journal of Nursing Education,
57(6), 333-338. https://doi.org/10.3928/01484834-20180522-03

Jones, L., O'Connor, E., & Boag-Hodgson, C. (2017). Enhancing workplace learning for
international students in psychology: Learning from students’ and supervisors’
perspectives. In G. Barton & K. Hartwig (Eds.), Professional learning in the work place
for international students: Exploring theory and practice (pp. 183—202). Springer.
https://doi.org/10.1007/978-3-319-60058-1_11

Joseph, D., & Rouse, E. (2017). International students experience in teacher education:
Creating context through play workshops. The Australian Journal of Teacher Education,
42(9), 44-58. http://dx.doi.org/10.14221/ajte.2017v42n9.3

Kelly, A. (2017). Transforming challenges into opportunities: A work placement model to help
international students become employable. In G. M. Barton & K. Hartwig (Eds.),
Professional learning in the work place for international students: Exploring theory and
practice (pp. 129-146). Springer. https://doi.org/10.1007/978-3-319-60058-1_17

Kelton, M.F. (2014). Clinical coaching-an innovative role to improve marginal nursing students'
clinical practice. Nurse Education in Practice, 14(6), 709-713.
https://doi.org/10.1016/j.nepr.2014.06.010

Khawaja, N., Chan, S., & Stein, G. (2017). The relationship between second language anxiety
and international nursing students stress. Journal of International Students, 7(3), 601—
620. https://doi.org/10.5281/zenodo.570021

King, E., Turpin, M., Green, W., & Schull, D. (2019). Learning to interact and interacting to learn:
A substantive theory of clinical workplace learning for diverse cohorts. Advances in
Health Sciences Education: Theory and Practice, 24(4), 691-706.
https://doi.org/10.1007/s10459-019-09891-8

Kolb, D.A. (2015). Experiential learning: Experience as the source of learning and development
(2nd ed.). Pearson Education Inc.

Kontiola, K., Messina, E., & Taitto, L. (2012). Promoting culturally diverse students in clinical
settings. [Metropolia University of Applied Sciences]. Theseus.Fi
https://www.theseus.fi/bitstream/handle/10024/50009/Final%20Project22.pdf?sequence
=152

Korhonen, H., Tuomikoski, A., Oikarainen, A., Kaaridinen, M., Elo, S., Kyngas, H., Liikanen, E.,
& Mikkonen, K. (2019). Culturally and linguistically diverse healthcare students’
experiences of the clinical learning environment and mentoring: A qualitative study.
Nurse Education in Practice, 41, 102637. https://doi.org/10.1016/j.nepr.2019.102637

Ladyshewsky, R. (1996). East meets West: The influence of language and culture in clinical
education. Australian Journal of Physiotherapy, 42(4), 287-294.
https://doi.org/10.1016/S0004-9514(14)60393-7

Australian Journal of Clinical Education — \Volume 11 63



Lalor, A., Yu, M., Brown, T., & Thyer, L. (2019). Occupational therapy international
undergraduate students’ perspectives on the purpose of practice education and what
contributes to successful practice learning experiences. British Journal of Occupational
Therapy, 82(6), 367-375. https://doi.org/10.1177%2F0308022618823659

Lang, R., & McNaught, K. (2013). Reflective practice in a capstone business internship subject.
Journal of International Education in Business, 6(1), 7-21.
https://doi.org/10.1108/18363261311314926

Lashley, C., & Barron, P. (2006). The learning style preferences of hospitality and tourism
students: Observations from an international and cross-cultural study. International
Journal of Hospitality Management, 25(4), 552-569.
https://doi.org/10.1016/j.ijhm.2005.03.006

Lave, J., & Wenger, E. (1991). Situated learning: Legitimate peripheral participation. Cambridge
University Press.

Lee, D.-C. A,, Haines, T. P., Maneephong, S., & Zeng, Q. (2019). Barriers to fieldwork
placements for international higher degree students: A systematic literature
review. Australian Journal of Career Development, 28(3), 197—

211. https://doi.org/10.1177/1038416219849645

Lee, D.-C. A,, Jian, M., Sora, G., & Haines, T.P. (2019). Fieldwork placement outcomes for
international higher education students: A systematic literature review. Australian
Journal of Career Development, 28(2), 132-150.
https://doi.org/10.1177/103841621984 3628

Levac, D., Colquhoun, H., & Brien, K. (2010). Scoping studies: Advancing the methodology.
Implementation Science, 5(1), 69. https://doi.org/10.1186/1748-5908-5-69

Liu, X. (2018). Teacher education experiences of culturally and linguistically diverse
international students in the United States. In B. Blummer, J.Kenton & M. Wiatrowski
(Eds.), Promoting ethnic diversity and multiculturalism in higher education (pp. 96-111).
IGI Global.

Lu, H., & Maithus, C. (2012). Experiences of clinical tutors with English as an additional
language (EAL) students. Nursing Praxis in New Zealand, 28(3), 4-12.
https://hdl.handle.net/10652/2065

Massing, C. (2018). Scaffolding immigrant early childhood teacher education students toward
the appropriation of pedagogical tools. Journal of Early Childhood Teacher Education,
39(2), 73-89. https://doi.org/10.1080/10901027.2017.1408720

Matters, H., Winter, J., & Nowson, C. (2004). Enhancing learning for culturally and linguistically
diverse (CALD) students. Focus on Health Professional Education: A Multi-disciplinary
Journal, 6(1), 26-36. https://search.informit.org/doi/10.3316/ielapa.053134955051417

McCluskey, K. (2012). The absolute necessity for a working model to support pre-service
teachers of a non-English speaking background. Journal of Education for Teaching,
38(5), 571-584. https://doi.org/10.1080/02607476.2013.73979343

McRae, N., & Ramiji, K. (2017). Intercultural competency development curriculum: A strategy for
internationalizing work-integrated learning for the 21st century global village. In T.
Bowen & M. T. B. Dysdale (Eds.), Work-integrated learning in the 21st Century (Vol. 32.,
pp. 129-143). Emerald Publishing Limited. https://doi.org/10.1108/S1479-
367920170000032008

Mikkonen, K., Elo, S., Tuomikoski, A., & Kaariainen, M. (2016). Mentor experiences of
international healthcare students' learning in a clinical environment: A systematic review.
Nurse Education Today, 40, 87-94. https://doi.org/10.1016/j.nedt.2016.02.013

Australian Journal of Clinical Education — \Volume 11 64



Mikkonen, K., Pitkdjarvi, M., & Kaaridinen, M. (2017). International healthcare students in
clinical learning environments. In G. Barton & K. Hartwig (Eds.), Professional learning in
the work place for international students series: Professional and practice-based
Learning (pp. 147-163). Springer. https://doi.org/10.1007/978-3-319-60058-1_9

Mikkonen, K., & Riklikiene, O. (2018). New ways and environments for using the CLES
framework. In M. Saarikoski & C. Strandell-Laine (Eds.), The CLES-scale: An evaluation
tool for healthcare education (pp. 103-111). Springer International Publishing.
https://doi.org/10.1007/978-3-319-63649-8_10

Mitchell, C., Del Fabbro, L., & Shaw, J. (2017). The acculturation, language and learning
experiences of international nursing students: Implications for nursing education. Nurse
Education Today, 56, 16-22. https://doi.org/10.1016/j.nedt.2017.05.019

Moher, D., Liberati, A., Tetzlaff, J., Altman D.G., & the PRISMA Group. (2009). Preferred
reporting items for systematic reviews and meta-analyses: The PRISMA statement.
Physical Therapy, 89(9), 873-880. http://www.annals.org/cgi/content/full/151/4/264

Mori, Y., Inman, A.G., & Caskie, G.l.L. (2009). Supervising international students: Relationship
between acculturation, supervisor multicultural competence, cultural discussions, and
supervision satisfaction. Training and Education in Professional Psychology, 3(1), 10-18.
https://doi.org/10.1037/a0013072

Nagarajan, S. V., & McAllister, L. (2015). Integration of practice experiences into the allied
health curriculum: Curriculum and pedagogic considerations before, during and after
work-integrated learning experiences. Asia-Pacific Journal of Cooperative
Education, 16(4), 279-290. https://files.eric.ed.gov/fulltext/EJ1113597 .pdf

Nallaya, S. (2016). Preparing international pre-service teachers for professional placement: In-
school induction. Australian Journal of Teacher Education (Online), 41(4), 110-125.
https://doi.org/10.14221/ajte.2016v41n4.7

Nash, R. (2011). Promoting resilience and effective workplace functioning in international
students in health courses ALTC Final Report. Australian Learning and Teaching
Council. https://eprints.qut.edu.au/70899/1/CG9-
1065_QUT_Nash_Final_Report_2011.pdf

Nemeth, E., & McAllister L. (2013). Learning from failure. In K. Stagnitti., A. Schoo & D. Welch
(Eds.), Clinical and fieldwork placement in the health professions (2nd ed., pp.218-230).
Oxford University Press.

Newton, L., Pront, L., & Giles, T. M. (2016). Experiences of registered nurses who supervise
international nursing students in the clinical and classroom setting: An integrative
literature review. Journal of Clinical Nursing, 25(11-12), 1486-1500.
https://doi.org/10.1111/jocn.13127

Newton, L., Pront, L.M., & Giles, T.M. (2018). Registered nurses’ experiences supervising
international nursing students in the clinical setting. Collegian, 25(5), 533-540.
https://doi.org/10.1016/j.colegn.2018.01.005

Ng, K. (2006). Counselor educators’ perceptions of and experiences with international students.
International Journal of Advanced Counselling, 28(1), 1-19.

https://doi.org/10.1007/s10447-005-8492-1

Nilsson, J., & Anderson, M. (2004). Supervising international students: The role of acculturation,
role ambiguity, and multicultural discussions. Professional Psychology: Research and
Practice, 35(3), 306-312. https://doi.org/10.1037/0735-7028.35.3.306

Nilsson, J. E., & Dodds, A. K. (2006). A pilot phase in the development of the International
Student Supervision Scale. Journal of Multicultural Counseling and Development, 34,
50-62. https://doi.org/10.1002/j.2161-1912.2006.tb00026.x

Australian Journal of Clinical Education — \Volume 11 65



Nuttall, J., & Ortlipp, M. (2012). Practicum assessment of culturally and linguistically diverse
early childhood pre-service teachers. European Early Childhood Education Research
Journal, 20(1), 47-60. https://doi.org/10.1080/1350293X.2012.650011

O’Brien, K. K., Colquhoun, H., Levac, D., Baxter, L., Tricco, A. C., Straus, S., Wickerson, L.,
Nayar, A., Moher, D., & O’'Malley, L. (2016). Advancing scoping study methodology: A
web-based survey and consultation of perceptions on terminology, definition and
methodological steps. BMC Health Services Research, 16(1), 305.
https://doi.org/10.1186/s12913-016-1579-z55

Organisation for Economic Co-operation and Development. (2020). Education at a glance 2020:
OECD indicators. OECD Publishing. https://doi.org/10.1787/19991487

O'Reilly, S. L., & Milner, J. (2015). Supporting culturally and linguistically diverse students
during clinical placement: Strategies from both sides of the table. BMC Medical
Education, 15, 175. https://doi.org/10.1186/s12909-015-0458-3

Ortlipp, Michelle., & Nuttall, J. (2011). Supervision and assessment of the early childhood
practicum: Experiences of pre-service teachers who speak English as a second
language and their supervising teachers. Australasian Journal of Early Childhood, 36(2),
87-94. https://doi.org/10.1177/183693911103600212

Park, S., Lee, J. H., & Wood, S. M. (2017). Experiences of international students in practicum
and internship courses: A consensus qualitative research. The Journal of Counselor
Preparation and Supervision, 9(2). https://doi.org/10.7729/92.1137

Pitkajarvi, M., Eriksson, E., Kekki, P., & Pitkala, K. (2012). Culturally diverse nursing students in
Finland: Some experiences. International Journal of Nursing Education Scholarship,
9(1), 1-16. https://doi.org/10.1515/1548-923X.2356

Reese, M. (2012). Factors facilitating or constraining the fieldwork practicum experience for
culturally and linguistically diverse student teachers in Queensland schools.
[Professional Doctorate thesis, Queensland University of Technology].
https://eprints.qut.edu.au/53097/

Remedios, L., & Webb, G. (2005). Clinical educators as cultural guides. In M. Rose & D. Best
(Eds.), Transforming practice through clinical education, professional supervision and
mentoring (pp. 207-218). Elsevier.

Rogan, F., & San Miguel, C. (2013). Improving clinical communication of students with English
as a second language (ESL) using online technology: A small scale evaluation study.
Nurse Education in Practice, 13(5), 400-406. https://doi.org/10.1016/j.nepr.2012.12.003

Rogan, F., San Miguel, C., Brown, D., & Kilstoff, K. (2006). ‘You find yourself.” Perceptions of
nursing students from non-English speaking backgrounds of the effect of an intensive
language support program on their oral clinical communication skills. Contemporary
Nurse, 23(1), 72-86. https://doi.org/10.5172/conu.2006.23.1.72

Ross, B., Ta, B., & Grieve, A. (2019). Placement educators’ experiences and perspectives of
supervising international social work students in Australia. Australian Social Work, 72(2),
188-205. https://www-tandfonline-
com.ezproxy.library.uq.edu.au/doi/full/10.1080/0312407X.2018.1557230

Ryan, D., Markowski, K., Ura, D., & Liu-Chiang, C.-Y. (1998). International nursing education:
Challenges and strategies for success. Journal of Professional Nursing, 14(2), 69-77.
https://doi.org/10.1016/S8755-7223(98)80033-1

Sabbadini, M., Naldi, M., Packman, W., Youngblom, J., & Weil, J. (2013). International genetic
counseling students’ perspective on their training experience in the United States.
Journal of Genetic Counseling, 22(6), 817-829. https://doi.org/10.1007/s10897-013-
9648-5

Australian Journal of Clinical Education — \Volume 11 66



San Miguel, C., & Rogan, F. (2009). A good beginning: The long-term effects of a clinical
communication programme. Contemporary Nurse, 33(2), 179-190.
https://doi.org/10.5172/conu.2009.33.2.179

San Miguel, C., & Rogan. (2012). Clinical expectations: What facilitators expect from ESL
students on clinical placement. Nurse Education in Practice, 12(2), 115-119.
https://doi.org/10.1016/j.nepr.2011.10.008

San Miguel, C. S., & Rogan, F. (2015). Assessing students' English language proficiency during
clinical placement: A qualitative evaluation of a language framework. Nurse Education
Today, 35(6), 771-776. https://doi.org/10.1016/j.nedt.2015.02.014

San Miguel, C., Rogan, F., Kilstoff, K., & Brown, D. (2006). Clinically speaking: A
communication skills program for students from non-English speaking backgrounds.
Nurse Education in Practice, 6(5), 268-274. https://doi.org/10.1016/j.nepr.2006.02.004

Scherer, M. L., Herrick, L. M., & Leeseberg Stamler, L. (2019). The learning experiences of
immigrants who are graduates of an entry-level baccalaureate nursing program: A
hermeneutic phenomenological study. Nurse Education in Practice, 34, 185-191.
https://doi.org/10.1016/j.nepr.2018.12.002

Schwartz, S.J., Unger, J.B., Zamboanga, B.L., & Szapocznik, J. (2010). Rethinking the concept
of acculturation: Implications for theory and research. American Psychologist, 65, 237-
51. https://doi.org/10.1037/a0019330

Sedgwick, M., Oosterbroek, T., & Ponomar, V. (2014). “It all depends”: How minority nursing
students experience belonging during clinical experiences. Nursing Education
Perspectives, 35(2), 89—93. https://doi.org/10.5480/11-707 .1

Seibold, C., Rolls, C., & Campbell, M. (2007). Nurses on the move: Evaluation of a program to
assist international students undertaking an accelerated Bachelor of Nursing Program.
Contemporary Nurse, 25(1-2), 63-71. https://doi.org/10.5172/conu.2007.25.1-2.63

Spooner-Lane, R., Tangen, D., & Campbell, M. (2009). The complexities of supporting Asian
international pre-service teachers as they undertake practicum. Asia-Pacific Journal of
Teacher Education, 37(1), 79-94. https://doi.org/10.1080/13598660802530776

Tangen, D., & Campbell, M. (2017). Who fails whom? A case study exploration of factors
leading to unsuccessful international pre-service teachers’ work placements. In G.
Barton & K. Hartwig (Eds.), Professional learning in the work place for international
students (pp. 75-91). Springer. https://doi.org/10.1007/978-3-319-60058-1_5

Taylor, J.S. (2003). Confronting "Culture" in medicine's "culture of no culture". Academic
Medicine, 78, 555-559. hitps://doi.org/10.1097/00001888-200306000-00003

Thomas, A., Lubarsky, S., Varpio, L., During, S.J., & Young, M.E. (2020). Scoping reviews in
health professions education: Challenges, considerations and lessons learned about
epistemology and methodology. Advances in Health Sciences Education, 25, 989-1002.
https://doi.org/10.1007/s10459-019-09932-2

Toporek, R. L., Ortega-Villalobos, L., & Pope-Davis, D. B. (2004). Critical incidents in
multicultural supervision: Exploring supervisees’ and supervisors experiences. Journal of
Muilticultural Counselling and Development, 32, 66-83. https://doi.org/10.1002/j.2161-
1912.2004.tb00362.x

Tricco, A.C., Lillie, E., Zarin, W., O’'Brien, K., Colquhoun, H., Kastner, M., Levac, D., Ng, C.,
Pearson Sharpe, J., Wilson, K., Kenny, M., Warren, R., Wison, C., Stelfox, H.T., &
Straus, S.E. (2016). A scoping review on the conduct and reporting of scoping reviews.
BMC Medical Research Methodoly, 16(1). https://doi.org/10.1186/s12874-016-0116-4

Tricco, A.C., Lillie, E., Zarin, W., O’'Brien, K.K., Colquhoun, H., Levac, D., Moher, D, Peters,
M.D.J., Horsely, T., Weeks, L., Hempel, S., Akl, E.A., Chang, C., McGowan, J., Stewart,

Australian Journal of Clinical Education — \Volume 11 67



L., Hartling, L., Aldcroft, A., Wilson, M.G., Garritty, C., Lewin, S., Godfrey, C.M.,
Macdonal, M.T., Langlois, E.V., Soares-Wesier, K., Moriarty, J., Clifford, T., Tuncalp, O.,
& Strause, S.E. (2018). PRISMA Extension for Scoping Reviews (PRISMA-ScR):
Checklist and Explanation. Annals of Internal Medicine, 169, 467-473.
https://doi.org/doi:10.7326/M18-0850

Trumble, S. (2018). Coaching clinical learners. In C. Delany & E. Malloy (Eds.), Learning and
teaching in clinical contexts: A practical guide (pp. 135-152). Elsevier.

United States Census Bureau. (2019). Quick Facts United States.

Vygotsky, L. (1978). Mind in Society: The development of higher psychological processes.
Harvard University Press.

Wedding, D., McCartney, J.L., & Currey, D.E. (2009). Lessons relevant to psychologists who
serve as mentors for international students. Professional Psychology: Research and
Practice, 40(2), 189-193. https://doi.org/10.1037/a0012249

Wenger, E. (1998). Communities of Practice: Learning, meaning, and identity. Cambridge
University Press.

Wilson, L. (2013). The three Rs: Roles, rights and responsibilities. In K. Stagnitti, A. Schoo & D.
Welch (Eds.), Clinical and fieldwork placement in the health professions (2nd ed., pp.
115-127). Oxford University Press.

Woodward-Kron, R., Hamilton, J., & Rischin, I. (2007). Managing cultural differences, diversity
and the dodgy: Overseas-born students’ perspectives of clinical communication in
Australia. Focus on Health Professional Education: A Multi-disciplinary Journal, 9(3), 30-
43. https://search.informit.org/doi/10.3316/ielapa.125840808900914

Woolf, K., Potts, H., & McManus, . (2011). Ethnicity and academic performance in UK trained
doctors and medical students: Systematic review and meta-analysis. British Medical
Journal, 342(7797), 584. https://doi.org/10.1136/bmj.d901

Yu, M., Brown, T., & Farnworth, L. (2017). Embracing international students in occupational
therapy higher education in Australia: Challenge or asset? Australian Occupational
Therapy Journal, 64(6), 501-504. https://doi.org/10.1111/1440-1630.12389

Zheng, H., Keary, A., & Faulkner, J. (2018). ‘What Is finger knitting?’ Chinese pre-service
teachers’ initial professional experience in Australian early childhood education. In A.
Fitzgerald, G. Parr & J. Williams (Eds.), Re-imagining professional experience in initial
teacher education (pp. 123-139). Springer.
https://link.springer.com/chapter/10.1007/978-981-13-0815-4_8

Australian Journal of Clinical Education — \Volume 11 68



	AJCE_20220324_Cover sheet_1436769-what-is-known-about_Pearson
	AJCE_20220324_For publication_1436769-what-is-known-about_Pearson

