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Since the Equality Act (2010), English universities have been compelled to address
issues of inequality as experienced by groupstoflents with legally protected
characteristics. Developing a policy of inclusive practice (IP) was one way in which
universities tried to address this. However, despite this legislation and policy,
differential outcomes have persisted for most disadvaetgtudent groups, with

little improvement. Almost ten years on from the implementation of legislation, this
research seeks to extend and contribute to academic debates on how to reduce
differential outcomes and make English universities more equitable.

The aim of this research was to explore the enactment of IP as a policy from the
perspective of lecturers as they negotiate university policy, structures and processes.
The research explored the extent to which lecturers understand, interpret and
implement P and how they engage with university policy and processes aimed at
supporting the development of IP.

Underpinned by a sociological policy enactment approach, the research design took a
critical realist stance and used qualitativedapth interviews to ciect data with 19
lecturers at 3 universities across England.

Using thematic data analysis, the study found that lecturers experience everyday
Z ]o uu * }( %ddkolviéy inclusion which are often unresolved. Influencing
those dilemmas are the contencies of situated contexts that inform, constrain and
*Z % 0 SPUE E+[ Z}] < ]v Z}A 83Z C % E 3] X dZ u e E A
misunderstandings of IP based on deficit discourses, professional pragmatism
(including a reliance on informal networks for peegional development) and
discomfort felt by policy actors. Furthermore, the research identified the important
constraints of powerlessness, space and time on IP enactrAentnexpected theme
emerged concerning affective responses from lecturers who ajgoketo experience
anxiety, stress, feelings of inadequacy and-deliibt, and who felt unsupported in
relation to the expectation placed upon them to achieve equality through their
practice.

This study has made a significant contribution to informing psi@nal practice
surrounding IP policy, extending knowledge to give a nuanced understanding of the
constraints of the practicacross several higher education institutidn€England. It

has extended an original sociological understanding of policy is played out in

English universities. The conclusion of the research is that the capacity of the lecturer
to enact IP policy is overestimated, and must be accompanied by changes to
institutional culture, structures and processes to achieve improsmi® in equality for
students.
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1.1 Introduction

The subject of this research is the policy concept of inclusive practice (IP) within
English higher education institutions (HEIs). This research explores the enactment of
this policy from one perspective, namely that of lecturers, as they negotiate uitivers
structures and processes aimed at improving inclusivity and equality. The work was
conducted within the context of national government directives for universities to
adopt IP to support social justice goalfis study grew out of a need to understand

how IP policy was enacted in universities at the micro |é&enfenbrenner, 1979)

and from the perspective of those tasked with its enactment. The research is primarily
interested in the experiences of lecturers tasked with the translation of IP into
teaching and learning practice, and how they engage with and are influenced by
university systems and processes to achieve that. The research explores the complex
interplay between IP policy as a concept, the lecturer as an enactor of policy and the
university setting which provides structural context. It involves qualitativdepth
interviews with 19 lecturing staff in three pe$B92 universities in Englandhe

findings of this study will help inform professional teaching and learning practice,
universityu v P u vS v o E*Z]% S U] %% E} Z « S} /W ]v
development, and future policies and practices to enable and support the improved

enactment of IP within universities.

1.2 The aims of the study
The aims of the study are, in relation to inclugbractice policy in English Universities
to explore the:
X experiences of academic teaching staff as they negotiate their teaching and
learning practice; and the
X relationship between academic teaching staff and university policies, structures

and processes.

Two specific research questions are posed:
1. To what extent do academic teaching staff understand, interpret and

implement IP?



2. In what ways do academic teaching staff engage with university policies and

processes aimed at supporting the development of IP?

1.3 The rationale for the study
The wider problem this research seeks to address is the existence of differential
degree classification outcomes for protected groups of students graduating from
English universities. Statistics identify unexplained negativerdiffes in the final
degree classifications that students with protected characteristics achieve when

Ju%o E S} }SZ €& +Sp VvSeX ZWE}S § [ Z + % ES] po &
Equality Act (2010), which protects against discrimination andireg@nticipatory
action to promote equality on the basis of age; disability; gender reassignment;
marriage and civil partnership; pregnancy and maternity; race; religion or belief; sex
and sexual orientation. UK government attention through the Highec&iion
Funding Council for England (HEFCE), the Office for Fair Access (OFFA) and Higher
Education Statistics Agency (HESA) has focused on the characteristics of age, gender,
disability, ethnicity and educational advantage (which refers to levels of Eation

in higher education [HE] related to geographical location).

These organisations now form the Office for Students (2018), which recently published
statistics relating to student outcomes showing that in 2016/17 young graduates
gained higher degredassifications than mature graduates; more female graduates
received what are termed good degrees than male graduates; disabled students (with
or without disabled student support allowance) on average achieve grades 3 per cent
lower than nondisabled studats; Black students achieved lower degree classifications
(by 22 per cent) than white students, whilst Asian students achieved lower
classification degrees by 11 per cent. The gap between the lower and higher quintile
of educational advantage is 10 pemteThe historical pattern of these statistics shows
minimal improvement and remains relatively static, with gaps between ethnic and
white students reduced by 1 per cent, with other categories remaining stable

Ju% E A]SZ Tiiilid[e 8 §]8)] » ~, & U 1ii
This problem was recognised by the UK Higher Education Academy at the time. Critical
debates concerning race and HE were facilitated through academic bodies such as the
Runnymede TrugtAlexander & Arday, 2018)hich sought to illustrate the landscape

of racial inequality in HE through issues related to Black and minority ethnic (BAME)



academic representation; attainment and curriculum; and access and participation.
The Higher Education Commission launched an inquiry in 2019 to investigate why
A ]+ ostudents continue to be underrepresented, frustrated by their experiences

v Z] A 0}A 37 | @HighesEdUEChtion Commission, 2019, pElrther
debates emerged about lesbian, gay, bisexual and trans (LGBT) student experiences of
HE(Equaliy Challenge Unit, 2009; Renn, 2048) socieeconomic educational
disadvantage debates continu¢Budd, 2017; Crozier, Reay, Clayton, Colliander &
Grinstead, 2008; Reay, David & Ball, 2005)

As this doctoral study commenced in 2016 it has allowed tinteveew and monitor

the rates of differential outcomes over a period of years. The most recent studies
demonstrate that outcome gaps, whilst showing improvement, are still of concern for
universities. The Office for Students produced national figures ®attademic year
2018/19(Office for Students, 2018Yhich identify that there is a 22.1 per cent gap in
degree outcomes (between First and 2:1 classifications) between Black and white
students, which has decreased from 27 per cent in 2010/11. The stat@#to show a

2.5 per cent gap in degree outcomes between declared disabled students and non
disabled students, reduced from 4.5 per cent in 2010/11. Clearly progress has been
made by institutions, but these national figures hide institutional and regional
differences, and differences within those headline groups (such as between ethnicities
and disability types), and the Office for Students has identified both these indicators as

strategic priorities.

There are differences in how students experience umitertoo. The Higher Education
Policy Institute (HEPI) and AdvanceHE commissioned survey provides evidence it

0 Jue "Z 0% A %0 J]v S$Z(Nevds gHillnaan, RO, p. 2&tudents from
BAME backgrounds were found to be significantly less/likan white students to
state they received good value, learnt a lot, or enjoyed an experience more than they
expected and are less likely to feel they have adequate access to teaching staff. The
report also indicates the number of students who consideythave a disability is
rising to almost 1 in f2019)although their satisfaction levels are similar but not quite
the same as amongst students without a declared disability. LGBT students also were
seen to have identified lower levels of weking andsatisfaction (p. 46). Significantly

for this doctoral research, teaching quality was highlighted as problematic for BAME
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in perceived teaching quality are a clear concdieves & Hillman, 2019, p. 39)

Teaching, and those who have professional responsibility for that activity, stands out

as a key factor in contributing to the attainment gap. As such, improvements in

teaching practice may hold the answer to narrowing tgap and improving student

satisfaction.

The pressing problem for universities is that they have a duty to comply with the public
sector duty requirement within the Equality Act (2010), to anticipate and act upon the
needs of students with protected chatacistics. The duty enshrined in this law

E <u]E * M <y 0]SC }ve] & S]}ve S} & (o 8§ ]Jvs§} 8z *]
delivery of services, including internal policies, and for these issues to be kept under
E A] A_ ~ <p 0]3C Z oop.\2p ThHewppareii laklof progress is a

concern for universities and, although it was accepted that major change would take
time (May & Bridger, 2010), there is increasing pressure from UK government for
universities to take action, which is discussedhie next section. What is becoming

clear through a discussion of this landscape is that teaching and learning practice is
seen as an important factor in addressing inequalities arising in and from university

experiences.

Policy guidance from the UK gomerent urged universities to adopt inclusive practice
(IP) as a solution to this differential gap (Disabled Student Sector Leadership Group,
2017; HEFCE, 2017; Office for Students, 2018):

Realising equality of outcome for all is a real and pressing issW#digher
education and we must work together and in partnership to deliver wide
ranging and sustainable solutions. Central to this approach is the universal
adoption of inclusive teaching and practice (Geoff Layer,-@lncellor of
University of Wolvehampton, Disabled Student Sector Leadership Group 2017,

p.3).
Further pressure, in the form of linking tackling inequality to funding mechanisms
through access and patrticipation plans and Teaching Excellence Frameworks, is
focusing attention on this issua universities and creating a need for research to
understand the phenomenon and support policy implementation (BeauchBrypr,
2012a; Gibson, 2015). Government guidance strongly links definitions of IP with

teaching practice:



Teaching which engages dents in learning that is meaningful, relevant, and
accessible to all, embracing a view of the individual and of individual difference
as a source of diversity that can enrich the lives and the learning of others
(Disabled Student Sector Leadership Gr@{d,7, p.32).

The emphasis on IP as teaching practice was key to the development of the research
aims, which have focused on lecturers and their experiences relating to the

implementation of IP.

IP as teaching practice is not new policy guidance and wasopidy advocated by the

Higher Education Academy as a way to tackle inequality and inclusion (Hockings, Brett

& Terentjevs, 2012; May & Bridger, 2010; Waterfield, West & Chalkley, 2006). Many
universities have stated that their adoption of IP is part sleeial model of disability

they have used to meet their legislative and funding obligations since 20d#nh be

seen that IP has been closely associated with disability, foregrounded and promoted

by successive government advice and policy to directlyesidthe needs of this

particular group of students as part of those with legally protected characteristics. This
study commenced from a personal and professional interest in supporting disabled
students and this has been central to this study includifigcas on the contribution of

critical disability studies literaturat the expense of other areas such as rand a

genderfor example Howeverit is recognisedn this studythat definitions of IP, as

discussed in the literature review, include teaching o &v]vP SZ S ] ~u vVv]vP
E o A vs v ee] 0 8} 00 *Spu vSe ~ } IJvPeU Tii1U %o Xie
other protected characteristics and identitie$his recognition is also becoming
evidentthrough the current emphasis from the Offi¢er Studentswvhichfirmly

Jv] 8« 3Z P}A Evu v3[* Jv3 v3]}v 8} u Jv8 ]V % E e pE }v
problem of inequalityas experienced by students from all protected groups and
identitiesthroughinclusive teaching and learning practicris Millward, Director of

& |E e VvV W ES] ]% 3]}V 8 8 U "t %0 vV &} % %0C PE
(JE A EC hv]A E+]8C 8} E nu S8Z }Ius }u P %+ u}vP 37 ]
2018, p. 1). NUS URO019)research demonstrates the relevancgthis social justice

P} o v ] v8](] *~ «SE}VP E 00 (}E %}*]3]A S]}v ¢ &
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which points to the importance of teachifrglated contrbuting factors to ethnicity
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AMv ope]A  %NES BK, 2019, p. 283 the most important barriers to closing the

ethnicity attainment gap felt by HE institutions

IP B often seen as a solution and consequently its limited operationalisation is seen as
contributing to the problem. It becomes, therefore, a critical area of investigation for
universities who seek research on informed ways to respond to this call to action

There is a gap in our understanding of how teaching academics and lecturers are
responding to the equality, diversity and inclusion agenda. It seems vitally important

that knowledge concerning the teaching landscape and lived experiences for lecturers

in universities is enhanced and extended, and a more granular understanding is
achieved. This doctoral research aims to contribute to that understanding and focuses
}vo SUE E[ A% E] vV * }( %}0o] ] E oS 8} «<puol]sSCU

namely P.

1.4 Positionality

| bring my personal experiences to this research and acknowledge that as a mother of
a partially deaf child | have been particularly attuned to the personal challenges
students with hidden disabilities experience in the education systdra.ekisting

system is often negotiated and endured rather than enjoyed by many who are not
included in statistics which demonstrate persistent inequalities of outcomes and
experiences. Exclusion of students is a wider problem than we are aware of and many
(if not most) students need support to succe@dadriaga et al., 2010Practicing

inclusively to support all students is an important goal for me.

This personal experience helped form my professional interest. My academic career
has spanned 28 years. Ileaworked as a lecturer in one further education college and
two English universities: as a lecturer teaching on undergraduate and postgraduate
degrees; as a module leader developing curriculum, assessment strategies and
supporting delivery; as a courseatier devising and developing courses and
programmes to meet the needs of university quality requirements, subject benchmark
standards and appealing to and satisfying student demand. In the last seven years |
have had a crostaculty role which involved lehng and developing academic practice

related to inclusivity with a catchll title of Disability Coordinator.

| was motivated by my professional values, which were that lecturing involved

supporting students to achieve their potential, in addition to te#g them



knowledge. This was to prove both a source of personal job satisfaction and a source
of significant tension and internal mental struggle. As with most new experiences | felt
some seHdoubt and | wondered whether | had the required skills, values

knowledge to do justice to such an important role in delivering faculty and university
policy goals. At a time when national government and university policy agendas were
focused on issues of inclusivity, disability, equality and widening participdtics

seemed to me to be a crucial and valuable aspect of the role of a lecturer. | felt
daunted and a little at sea by many aspects (not least the terminology) that appeared

to be essential to get right.

DC i1 C &[] A% E] vV S feeadggadte, hayingy $uccessfully
completed the Higher Education Academy fellowship and senior fellowship
professional accreditation schemes. This spawned a desire to find out more and
develop my own knowledge and skills. It became the start of my interdbtgriield

and therefore was pertinent to my choice of research area. It sparked an initial
question in my mind: if | felt unsure about my skills and knowledge about inclusivity or
the concept of IP, did other academics also have these doubts? | vekjyqalised
through conversations, training events and meetings that, despite my fears, my
knowledge of inclusive teaching practice and diligence in supporting students including
those groups identified in the Equality Act 2010 was considerably furtinezldped

than many colleagues in my faculty. What | had become familiar with as IP was often
misunderstood, ignored, confused and contested by academic colleagues and

colleagues with management responsibilities.

One obvious problem that presented itselflasied to develop a programme of

academic information and development was a lack of staff engagement in any planned
activities. Such activities, although desired (but not directly enforced) by faculty
teaching and learning leadership teams, were opticamilvities for lecturers. Many
workshops | organised were attended by only one member of the teaching academy,
and this was frequently the same member of staff. Faculty professional support staff
were keen to attend my workshops to discuss issues thegumered with students

requiring support, either through the learning support system or in general.

The role developed into a disputesolution service between students who were

experiencing issues with their university learning support system and therileg



staff responsible for delivering measures designed to support students. | was often
called by professional student support officers to find ways forward that supported
students who were having problems fulfilling the needs identified in their usityer
derived learning support mechanisms (LSM) (see glossary). | wondered what was going
on for the lecturing academy, who seemingly found it a problematic area. There
seemed to me to be a tension between delivering inclusion for all students through IP
policy agendas and the practice of delivering the requirements of individual learning
support. | was curious to know more about the experiences lecturers were having in
this complex and fractured realm. This formed the impetus for this thesis and provided
apurpose and direction for my research. | am seeking to find answers to my questions
surrounding the experience and practice of lecturers in matters relating to inclusivity
and equality. These personal professional experiences and thoughts have helped

stimulate and formulate the direction and scope of this doctoral research.

Although the original impetus and thoughts behind this research are based upon my
individual personal and professional experiences, there was significant support from
wider sourcest induding colleagues, students, national statistics and professional
bodies. This was taking place at a time of heightened public awareness and national
interest in issues related to widening participation, inclusion and equality as a
consequence of the chaeg to the funding model for students entering HE, which
allowed inflationbased raises to a base level of £9,000 per year tuition fees. Public and
therefore political concerns were about groups that were more likely to be
disadvantaged by these fees. Howene underrepresented groups to be encouraged to
attend and be supported more effectively whilst at university? | will return to these

points to discuss the historical relevance and significance of this context raised here.

There was anecdotal evidence from my discussions with colleagues who shared my

role as a disability coordinator in other faculties within my institution that they too

*Z E uC A% E]v E&P&E]JvP o SUE]VP S (([* o | }( v
Con\ersations frequently covered how seminars or informatgiving sessions were

poorly attended, and colleagues also felt that thethrough their IPt were seen as

taskmasters, rather than curriculuhevelopment practitioners.

In my capacity as an exterretaminer at a five other HEIs | was able to scrutinise

working practices other than those at my institution. | was able to discuss with a wide



range of colleagues their appreciation of and attitude towards IP. | noticed varying
degrees of attention paidot IP and related issues within curriculum and teaching
practice, methods of supporting students which furthered my interest/concerns for

how this issue is dealt with.

Universities have made attempts to tackle the problem of achieving inclusivity by
creatinP § ueU }(S v S EGu Z uj A 0}%u v § ue[U }E Z:
o Ev]vP Boud« Brew, 2013)n my experience with crogsiversity academic
development teams and their initiatives to promote IP | had many conversations with
academic developnmd leads and disability support leads about the issues they faced
in their efforts to promote IP. These often concluded in conversations about why IP
themed workshops were so poorly attended, and usually only by the same group of
motivated academics. Theszemed to be no clear answer to the problem of achieving
wider adoption of policy and practice from these teams. The issue appears to be
national rather than an institutional, as evidenced by the National Association of
Diversity Practitioners:

Ensuring gality of support for disabled higher education students has never
been so important; there are several initiatives around inclusive practice, but
implementation is slow and patchy in the sector (Worthington, Stanley & Lewis,
2014, p. 1).

The research topil had been mulling over was gaining wider significance and
importance from these conversations with colleagues. Questions concerning the
efficacy of inclusivity policies and practice were being raised by students in my
institution, at least in relationd disability. There was evidence that my experience
regarding the problematic daily task of dealing with inclusivity through the
implementation of individual learning contract support was a dominant concern for
students within my institution. An annual isition -wide internal disabled student
satisfaction survey consistently reported the poor experiences of students when
negotiating their studies in relation to teaching and learning, highlighting academic
teaching staff as sources of dissatisfaction andaring national statistics produced
by Neves and Hillman (2019) for the Higher Education Policy Institute (HEPI). It seemed
to me to point to an issue for universities that merited further exploration to
determine possible avenues of focus to improvegéetatisticsWhilst mypersonal

and professional experiences are shaped by issues related to disability this has



inevitablydirected my research approa@mnd readingowards this field of studied
accept and acknowledge that IP is a policy which is intendeedioce inequality for all
groups of studentsThe extent to which other lecturetsasetheir translaions of Pto

disabled studentsolelybecamean importantpart ofthe research finding

1.5 Approaching the research problem

/] v}S JvS v SZ]e ¢Sy C[* P} 0 S} % E(}EU SIP[XR diZ}¢ A %

study is interested ithe policy activityof lecturers which for Colebatc2006)is an

appreciation ofpolicy asvhat happensn the ground when people come to work with

policy.This felt especially relevant to my professional problem. Blame often seemed to

fall on the lecturer for the failure or poor outcomesIi@fpolicy in my university. | was

certainly involved in conversatis with university managers and leaders about how to

Juke E}A 3Z % E 3] }( ul] U v uvC S8Ju2Z E 38Z <«

academics do this bettedfavas complicit in viewinlgcturersas part of the problem,

despite appreciating through my owaxperience that successful IP was complicated,

misunderstood and almost impossible for many lecturd@tss was the impetus for éh

focus of thigesearch.Three elements of interest emerged: lecturensw they

negotiatedthe policy concept of IP, and the Wi/ %0 }0] C ]* Z }v [ ]Jv HV]A E]Z

includingthe enablers and constrainfsr lecturers to practice IPrhis study aimed to

understand the interpretations and agentic experiences of lecturers as they negotiate

IP in heir everyday practicd influenced, supported or limited by the university

structures they find themselves in. @ approachtakendrawson the concepts of

structureandagencyandthe resulting relations to be found in the work of critical

realistMargarg Archer 000,2013)especially her ES] po S]}v }( $Z2 Z]vs Ev
JvA E- &93 window intothose inner conversatisthat we havewith ourselves

about what is reality

dz]e Z]vs &E]}&nofjust&@winflow on the world, ratherdetermines
our being in the worldhough not in times and circumstances of our choosing

(Archer, 2000, p.318)

It is those inner conversations of lecturers that | sought to uncover in this stsidy
windows intounderstanding lecturers teaching and learning practceepting that
there are sets of practices that each ager¢atesand prioritisesn their lived

experience Those sets of practicesr a ‘modus vivend _ & a et of practices

10



whichY X u $/o€Ete the person concerneX  ~ E @3,(E149kindare of

primaryconcernin this research.

My approacho the researchs alsoaligned to an emerging mowver policy research
towardsa more nuanced and granular analysis of policy, such as the more
interpretative theoretical position taken by Colebat@006),Coburn(2005),0zga

(1999), Yanow2000)and Ball, Braun and Maguif2012) Mason(2016)has

questioned the suitability of thinking in terms of effective implementation of policy,
which may never be achieved; rather turning to complexity theorgxplore what is
going on with policy for individuals in contekor these authors, policy is about how it
is interpreted by those who enact the policies in the everyday context, rather than the
evaluation or implementation of policies, policy cycles adpes for how to do it

more effectively.

Thispolicyapproach offerech wayto see how IP policy emerged through the actions,
interpretations and conversations of lecturers, and the way context influences and

shapes those interactiontnfluential for aientating the direction ofthis research is

the policy enactmentonceptsput forward by Ball, Maguire, Braun and Hoskins

(2011) dZ pe (pov e« }( frasmewasktoothes study is in foregrounding the

policy actors role irnactment of policiesvhich helpedme to identify the lecturer as

keyfocus forgathering datao answer theresearch questiond sought a closer and

more critical way to analyse how policyeisperienced by thoskecturersresponsible

for enacting it within their contexivhich is not observabla the empirical stata of

the social worldIt was found in the analysis§ P }( §Z <+Su C $Z(2812)oo $§ o

policy concepts were usefabways ofunderstanding participants responses

Policy actor®f interestto this study are lecturers whdo policy. It is accepted that
there are a range of actors within universities who act out inclusateted policies,
but the scope of this studgoverslecturers and their inclusive teaching and learning
practiceslt is also asumedhat there are a range of identitiesnd experienceto be
found within the category oflecturers(Clegg 2008 Henke] 2000 andthat these will
result inthe presentation of multiplgositions andealitiesthat are contingent and
situatedand, according to CR principlaaherently fallible This had an influence on
the recruitment strategy for participantwhichallowedlecturers with differentlevels

of experience, responsibility and identities within differdriglish posi992

11



universiiesto be part of the studylt is accepted that whilst efforts tecruit

participants wno were the best placed to provide evidence to anstier research
guestions the studyvas only going to be able to document the realities of those
lecturers and would not, in the tradition of G&earchpe able togeneralise to
lecture & indifferent university contexts and with different identitieBhe aim was to
provide a plausibl€Archer, 2012accountof howIP is enacted in the post 1992
universitycontext How these particulamactorsinterpret IPpolicy to understand what

it means how they decode it using their own knowledge gmukitionandtranslateit

to practiceare concerndor the research questions posethis doctoral studis

]Jvs E S Jv v e |¢ 8} AE%0}E& SZ Zu]vpuSandv upv Vv
SE veo §]}ve AZ] Z P} }v § %o }(Baflet 31(201%,\p.3)%ithw ¥ndish

HE institutions to answer the research aims, and in doing so presents an original
approach tainclusion studies angbolicy researcln HE Studies which explicitly
acknowledge the influence of thepproach to policyre limited, but the value of using
this lens is beginning to be seen. For example, Evans, Rees, Taylor, and Wright
(2019)used this perspective to research policy enactment of widening access policy
and its role in the reproduction of university hierarehiD]$S €Eo U tp&u v Vv
(2015)study used the framework to understand the influence of policy on how

lecturers teach in German universities.

1.6 Summary

This chapter has introduced and outlined the research problem which this doctoral
study contribues to understanding. The problem of inclusion in educational settings
was outlined as an important social justice issue for national and international
governments. Within the university sector in England the issue of unexplained
differential attainment gap for groups of students with legally protected from
discrimination characteristics is a strategic priority driven by social justice agendas in

wider society and national government direction.

This issue is further evidenced by research demonstratinggiergly worse student

experiences at university for the same students. Despite attempts to improve this,

inequality is still an issue that universities need to address. One factor which has been

seen to contribute to, or at least has been unable to imprdwaes related to teaching

and learning practices of lecturing staff. In particular, the policy response which

12
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professional bodies, governments and universities have turned to improve inclusion

has been IP.

This chapter outlined my professional motivatiam fesearching this topic as an

E% E] v o SPE E A]3Z uv P E]lo E *%}ve] ]0]8C &}
use of IP. My positionality leads me to seek a greater understanding about what is
going on in universities at a chdtkce level with Iolicy enactment. This is an
underresearched area and a there is a gap in academic understanding of how IP is
negotiated and played out, which this doctoral study contributes to by developing and
extending knowledge in the English context and across arwidmber of universities.
Finally the approach to this study was discussed outliningithportance}( & Z &
(2000,2003}¥tructure and agency and the internal conversatioraagiide to the
research gaze and the contribution of thelicy enactment apmach toinfluencethis

study.

Chapter2:>]138 @& ZAEA

2.1 Introduction

This chapter provides an overview of the current literature and conceptual thinking
related to inclusion and inclusive practice (IP) in higher education (HE). The review
initially points to thecomplexity of this thinking and attempts to understand
definitions of inclusive education and IP historically in educational contexts and the
unigue problems of addressing inclusion in HE are discu3$ede has been an
attempt to include literaturerelated to the broader concept of inclusion andlated
studies however given the range of student identitielsas been inevitable thahere
had to besome decisions made regarding the focus in this revieiteratureselected
demonstratesand foregroundshe centrality of the critical disability studies literature

to issues of inclusion.

In this reviewmnclusion and IP are initially considered from an operational perspective.
This is done whilst bearing in mind the development of philostgdrand theoretical
discourses and dominant neoliberal and rightssed social justice ideologies which
have influenced current understandings of inclusion and IP foAHiStorical review

of the political and legislative framewof&llows andguides thediscussion to question

the enactment and implementation of IP, raising concerns that IP policy is a rhetorical
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device in English universities. Possible ways of understanding why this is the case are
identified and discussed. Whilst there is much literatur this field which highlights

poor experiences from a student perspective in universities, there is limited literature
which seeks a deeper understanding of the way IP plays out, especially literature which
e |e S} AE%0}E o0 SpE Eehactnéat GEIP policyl Stedies in

Australia and Scotland which explore this perspective are discussed in this chapter.
This limited number of studies contributes to our understanding of why IP appears to

be problematic for professionals working in univges.

This doctoral study explores this understanding in the English context and across a

larger number of universities to bridge this gap in the literature.

2.2 Defining inclusive practice in higher education

IP in HE is multifaceted and may be seen as tepstmonal activity, as an orientation or
value, as an educational policy or an institutional strategy or goal. It requires
consideration of the principles or concepts of inclusion and equialigducational

contexts | found in my reading for this doctaeastudy that these were not easily

defined or understood, perhaps because of the multiple ways that they have been and
could be interpreted by different actors in the historical poffoymation process. My
understanding of inclusion and my subsequent ggeh to it in this thesis is that it is a
principle and social justice goal to which HE aspires. One way that policy makers in
government and HE have addressed this operationally is through the policy concept of
IP. My research interest is in the enactmen IP in HE in England within the wider

social justice goal of inclusion, and both terms are discussed here.

Brown (2016)points to the multiplicity of definitions of inclusion which makes it
difficult to pinpoint or understand what inclusive education means in practice.

03Z}UPZ Jv ope]}v Je VIA ¢« v o AZ]JPZ 8 Spue pll AYE _
Vickerman, 2016, p.7) its raring is not commonly accepted by practitioners, leading
,} IJve}v v s] | Bu v 8} I "AZ § ]e §Z]e Z]v ope]}v[ }( AZ]
%X 0¢X Sl]ve ~Tii0U % X6 ] vS8](] 185 ¢ "e0]%% EC_ }v
concepts and principles gbcial justice to explore its underpinnings. Changing
approaches to social justice which form the basis of conceptions of inclusion and IP are
discussed in this literature review through the historical development of inclusion and

IP in political though&nd legislation in the UK.
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Taking a different approach to defining inclusion, Clough and Nutbrown (2013) point
out that inclusion should be viewed in an operational rather than a conceptual sense,
because of the many prevalent versions of inclusion. Itccbe seen that

opportunities for differing interpretations and a muddying of the waters occurs with
lecturers, university leaders, policy makers and politicians each having space to decide
for themselves what version of inclusion and IP they refer tcs filag relevance for

this research as it seeks to explore the spaces where enactment of inclusion policy
goals takes place. A discussion of the operational definitions of IP can be found in
section 2.2.3 of this literature review, whilst the next sectioouses on conceptual

definitions.

The inclusion of students in educational settings and the subsequent creation of IP as
policy in HE has been defined by policy and legislation makers in government and
related organisations. Academic perspectives evidettiénliterature on inclusion
have been drawn from how inclusion is defined by legislation. Hewett, Douglas,
McLinden and Ke{R017)put forward work where inclusion is defined by key
legislation in the UK, such as the Equality Act (2010) and the remiobaabled
Student Allowance by the Department of Business and Innov&&oh6) Similarly,
K[ }vv o0 ~1iiTV Tiios %pude (JEA E Al A 3Z § uv]A E-]3]
approaches to IP based upon legislative drivers.
Internationally, governments anelducational organisations have sought to provide
and develop the principles and definitions of inclusive education. Originally aimed at
the compulsory education level, but no less relevant for gamnhpulsory education,
the Salamanca Statement and framak@UNESCO, 199dijtempted to create a
universally accepted political definition of inclusive educatibms historically
significant statement placed inclusion principles firmly in the wider realm of social
justice agendas concerning health, social euedfand vocational training and
employment(Daniels & Garner, 1999}s principles outlined an operational
understanding of inclusion and outlined four requirements:

x All learners should learn together wherever possible

x Staff to recognise and respond to the diverse needs of students

x 8§ (( 8§} tuu} § 8} eSu vSe[ ](( &E vS eSCo » v E S

x Staff to ensure quality of education for all students through
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o Appropriate curricula

o Organisational arrangements
o0 Teachim strategies

0 Use of resources

(Salamanca FramewortkUNESCO 1994, p.7)

The understanding put forward by these principles promotes the core concept that an
inclusive environment should be flexible and encouraging to different learners, who
should be accomnuated together, removing the idea of segregation, especially

within schools. For the HE environment, this meant more positive efforts needed to be
made to improve the diversity of the student bo§hmed & Swain, 2006; Hurtado,
ClaytonPedersen, Allen, & Ném, 1998; Stevenson, Clegg, & Lefever, 20L0¢
Salamanca Framework places emphasistaff and theirpracticerequiringproactive
responses to teaching based upon recognition of the diverse needs of the student
body. This is made more challengingtlas student body is becoming more diverse
because of the widening participation (WP) schemes adopted by many universities as a
result of government policy in the UK. It also supports the emphasis that this doctoral

research places on exploring the keyastin inclusive HE.

More recently and more specifically, AdvanceHE, an educational professional body in
England, developed definitions which move from identifying staff responsibilities for IP
to calls for largescale institutional change to promote andraeve more inclusive HE
environments(Hockings, 2010; May & Bridger, 2010he discussion of these

definitions of inclusion so far suggests that it is a complex area to research, but that an
operational set of policies or guidelines have been developtatnationally from
governmental legislation and educational policies, and that academic staff have a

responsibility for the achievement of inclusion and IP.

To discuss inclusion requires a discussion of who we are meant to be including, and
what we are icluding them in. For this thesis, my focus is IP in the context of HE in

VPO v X /v3u]3]A oCU Jv ope]}v ]v %@E 3] ( o+ o]l ]38 «Z}
A op *U JvA}oA]vP E} | eepu%3]}ve 3Z 8§ » 00 %oU%]oe E
people, S 00 S]Ju ¢ (}& o00 $Z 5 SZ C }X_ ~,} I]lve}v " s] | CEu
these authors use the wordll, frequently it is not always obvious in academic

literature that IP refers to all students. Often, literature in this field has focused on the
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inclusion (or otherwise) of very specific groups of students, for examplalisabled

student in HEBeauchamgPryor, 2012; Cameron, 2016; Fuller, Healey, Bradley, & Hall,
2004, Liasidou, 2014; Madriaga, 2007; Madriaga, Hanson, Kay, & Walker, RodrE)

are good reasons for this, as the critical disability movement has been influential in
academia and successful in influencing legislation to develop protections from
discrimination. Literature has become more nuanced and focusszecifically on

differen 3C% + }( AZ 3 u]PZ§ o 00 Z]* ]o]l3C[U A] v ]v
inclusion for students with, for example, dyslefaisgeet, 2008; Mortimore & Crozier,

2006; Mortimore, 2013pr visual impairmentgHewett, Keil, & Douglas, 2015; Hewett

et al, 2017; Lourens & Swartz, 2016)

Appreciating the complexity of disability has enabled a wider view of excluded groups
to be taken. Waterfield and West put forward a criticism of previous practices of
placing focus on patrticular groups which encourages a contingent approach to
inclusion (Waterfield, West & Chalkley, 2006). Higher education institutions (HEIs) are
focused on contingent adjustments to practice when it can be argued that the
definition of IP should involve moving beyond these minimal adjustm@hdskings,

2010; Madriaga & @odley, 2010) Consequently, the perspective that | have taken in
this thesis is more encompassing and accepts definitions which extend the concept of
IP to allstudents who might not be seen as a traditional part of the dominant
hegemony within HEHodkirson, 2012; Lawrie et al., 2017; O'Donnell, 2016; O'Shea,
Lysaght, Roberts, & Harwood, 2016; Reupert, Hemmings, & Connors, R@l@3ion
should be thought of as accommodating diversity in all its forms rather than just
groups protected by legislatiof©'Donnell, 2016)It considers not only inclusion in

terms of accessibility and disability, but broader issues of a cultural, ethnic and social
nature (Foreman, 2001). Furthermore, it is appreciated in this research that IP is a
wider concept than reasonabkdjustments to practice required by astiscrimination

legislation.

Critical perspectives on the effectiveness of UK-disttrimination legislation and its
interpretation in HE have come to the fore. Gibg@015)locates a critical discussion
of inclugve education in HE and righitssed legislation, questioning its ability to fully
promote inclusion and bring to the forefront questions about difference and the

IV %3 }( E &]vP Z}8Z E[ PE}pu%os }puse] }( E]-S]vP , -
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outlined above, academic literature which looks at definitions of IP require us to
consider the groups which the practice is intended to include (Allan &Tremain, 2005;

Allan,2010a; Graham and Slee, 2008; Hodkinson, 2012).

d Eue o]l Z}8Z E]JVvP[ v gdstoRhaugoir\hede jxe critically discuss
who is being referred to by inclusion. Who is to be included? And into what? This is
problematised by many authors who recognise the asymmetrical power relationships
associated with one group needing to be ud#d into the dominant practices of
another (Graham & Slee, 2008). Hodkinson and Vickerman observe that inclusion in

LU 8]}v AJVA 8¢ %}A E Jv §Z} AZ} & &} ]v op VY E L
Az} & 3} Jvop _ ~,} I]Jve}v v pB.]9)InE&Eusion idtérne &f
asymmetrical power relations and the related debates about social justice found in
much academic literature involving inclusion and IP are important concepts informing
this research. The extent to which these concepts frame&luE Ee+[ pv E&e+S v JvP

IP is of key importance to the research aims; this theme is developed in section 2.

Whilst the various perspectives and definitions of inclusion and IP made researching

the concept challenging, it also helped to shape thediom of this doctoral study. |

was keen to explore how lecturers interpreted and understood this concept and,

because of the wide range of academic perspectives, | wanted to put emphasis on an
exploratory interpretative study that would allow a full pictuto emerge of the

Ze%o I[ *uHEE}pvV JVP /W %}0] C]Jv, X dZ E e+« E ZP 1 A -

intersectionality between policy, university contexts and the lecturer as policy actor.

2.2.1A brief history of inclusive education

dZ 8§ Eue Z]vvoZe]yvdpe]A [ Z A v ge Jv p 3]}v o « 33]
contexts across all age groups. In the schools sector, Ainscow, Booth and(28&®n
recognise the importance of inclusion as a global priority for educational institutions,
suggesting that instit§]}ve «Z}puo ~ }v Ev 8Z ue oA « AJSZ Jv E -]
participation and broad educational achievements of all groups of learners who have
Z]+3}E] ooC v.u@P]v ole _ ~]ve }JA § oXU T1i0U %X T1¢
the publication of the Warnck report(1978) Subsequent legislation began with the

1981 Education Reform Act and most recently includes the adaption of the 2001 SEND
Act to theSEND Code of Practice: 0 to 25 yeatdished in 2014 (Department of

Education, UK Government, 2014).
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Indusion was conceived to be a better option for pupils deemed uneducable prior to
such progressive thinking. This version of the concept of inclusion required schools to
support and augment their standard provision to allow for additional levels of support
to those students who required it, as outlined in the 1981 Education Reform Act.

Whilst representing an important shift in attitude towards the education of students,

the use of the term inclusion in this way was criticised for its divisive and limited
application to only those students with special educational needs. Dy2005)

provides evidence that the implementation of the policy in practice often led to
discrimination and segregation. Much work was directed at the -ogkance on

inclusion into phy®al concepts of space and location. Inclusion into mainstream
schools for these students was only part or the beginning of the journey to inclusion.
However, UK government policies related to inclusion etalted special needs pupils

in mainstream edud#on have been criticised by scholars in the schools arena
(Benjamin, 2002; Clough, 1998; Lloyd, 2008; Thomas & Loxley, 2007). According to
>0}C ~Ti110U %X iiieU "§Z € ]« ( JopE 8§} & }Pv]e §Z
v SUE }( ]Jv ope]}votherslthat®Bbjeco the problematic implementation

of such policies C+}vU ,}A U ~ Z} @ES§+U 1iilV >0}C U Tiio6V K[, v
Skidmore, 2004)

From the perspective of critical policy analysis, subsequent and frequent policy
documents published by governments muddied the water about what inclusive
education meant. For example, the national curriculum pdi@g€A, Department of
Education and Emplayent, 2004)explicitly addressed the principles of inclusion and
what this meantput subsequenthanges of direction of the policy shifted the initial
intentions as outlined irsupport and Aspiration: A new approach to special education
needs and disabili (Department of Education, 2011Jhis new direction focuses on
general notions of inclusion, whilst more emphasis is placed on specialised provision,
suggesting a drawing back from the idea of inclusive education as including students

within establishedschooling.

A lack of coherence and consistency of policy development in the UK is problematic for
institutions and practitioners who struggle to understand the notion of inclusion of all
students, as highlighted by Hardy and WoodcKL5) These policie are based on

deficit models of disability and require affirmative action to make up for that deficit by
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educational systems. Many take issue with this as a premise. A brodadggretation
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who appreciated that inclusive education should also be associated with and
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writers (Coates & Vickerman, 2010; Florian, 2014; Robinson, 2@d keek and
suggest actions to realise inclusion in the school environment, whilst others reject the
inclusion of students into a system that replicates inequality and injustice and favours
§Z Z o0 [ *3p vs3e Al§3Z}pus @& ] o Z vP 8} 8Z § «Ce3 u ~
2015; Lloyd, 2008; Thomas& Loxley, 2007).
The Equality Act 2010 harmonised several sepgpaees of antdiscrimination
legislation to afford greater legal protections, not only against unequal opportunity,
but for unequal treatment. There was now a legal duty on providers, including
education providers, employers and service providers, toerakicipatory,
reasonable adjustments so that groups of people with protected characteristics can
take part in education, use services and work. It made it illegal to disadvantage or
discriminate against groups named in the Equality Act. Protected cleaistats
include age, disability, gender reassignment, marriage and civil partnership, pregnancy
and maternity, race, religion or belief, sex, and sexual orientation. The Equality Duty
section of the Act ensured that organisations such as educational lestatents now
had three aims, namely to:

x eliminate unlawful discrimination, harassment and victimisation and other

conduct prohibited by the Act;
X advance equality of opportunity between people who share a protected
characteristic and those who do nand
x foster good relations between people who share a protected characteristic and

those who do not (Equality and Human Rights Commission 2019).

This therefore required positive action as opposed to simply ensuring discrimination
did not occur. Educationale3 0]*Zu v3s upes3 v}A ]JvA}oA v *3 lo]
V % E}u}S]vP pv Ee<5 v JvP SA Vv % }%¢HM E}u J(( E v

Government, 2010)This should involve putting in place policies and strategies which
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involve treating some people more favollg than others. Many institutions in the
university sector responded with studefdcing policies to improve wider participation
through positive recruitment initiatives, policies to support individual students with
disabilities through adjustments to pcce, adoption of the principles of the social

model of disability and of key interest for this researchthe adoption of inclusive

teaching and learning practice as policy. Each initiative does come somewhat short of a
coordinated and systematic cham@f practice and operation to meet the three key

aims of the Equality Act fall students in each of the protected characteristic groups.
&E &£ u%o0 U ipgeSu vSe S} ] 0 *Su VSe[ %o E}IPE uu -

and do not help those who experiee exclusion because of their sexuality.

There seems to be a parallel relationship in the development of inclusive education
principles in schools and the subsequent debate on how to effectively achieve it and

the debate concerning inclusion in HEhisis discussed in the next section.

2.2.2Inclusive education in higher education

Ainscow(1999)and (Dyson et al., 200&uggested an interesting notion for the

inclusive education debate. They suggested that the success of inclusion policies relies
upon lage-scale and widespread institutional change and management rather than

the adaption of existing practice. Similarly and concurrently, researchers were arguing
S§Z e U %%o0] S} ]v ope]lv ]v(200%)3endinabstudiEcalied miX |
similarinstitutional change but recognised that inclusion was not yet being achieved in
universities. Whilst HEIs in the UK are making significant progress towards equality and

inclusion, these goals have clearly yet to be fully attained (Fuller et al., 20845 ).

Discussions concerned ideas about what to do about it, largely at the time articulated
from the critical disability movement perspective, focused on calls for embedding
inclusion into all aspects of university policies and proced(Feaxlin, Riddé| &

Wilson, 2004)Many researchers point out concerns that the process of what is
essentially culture change within universities would be a long one, and that change to
existing practice would come slowly, if indeed it would ever be comg@todley,

2007; Knight & Trowler, 2000; Madriaga et al., 2010; Riddell et al., 2007; Thrupp et al.,
2005) The continuation of research being published in this field attests to the
importance of striving towards inclusion despite some reservations about the enormity

of the task for large institutions such as universities whose range of learner identities

21



and backgrounds render the task almost impossible. Lawrie et al. (2017) are sceptical

v euPP e A ucCcz A &} %S §Z 8~ +}ops Je opc]A]SC

] o_ ~Tii6U %X ie

At the time of the Equality Act 2010 in the UK, the Higher Education Acadasy
providing evidence that progress had been made towards improved inclusive practices.
Case studies of initiatives taking place across the sector demoedtaawillingness on

the behalf of universities to confront the challenges that were faced in trying to be
better at inclusion(Hockings, 2010; Wray, 2013hese case studies of good practice
initiatives, whilst supporting the goal of inclusion, seemirigliyshort of the wholesale
institutional change called for by many academics outlined in the previous paragraph.
For Thomas et a(2005)these were still marginal activities operating in pockets within
universities rather than part of the mainstream sttures, policy and practices. May

and Bridger (2010) concluded that IP required more than just adjustments to practice:

It necessitates a shift away from supporting specific student groups through a
discrete set of policies or timebound interventions, tands equity

considerations being embedded within all functions of the institution and
treated as an ongoing process of quality enhancement. Making a shift of such
magnitude requires cultural and systemic change at both the policy and
practice levels. (Ma§ Bridger, 2010, p. 4)

Sustainable and effective inclusive cultural change will only come about through
lves]sus]ive (} pe]vP «JupoS v }ueoC }v }SZ JveS]SusS]}tv o
cannot be seen in isolation of one another, as they operatevassides of the same

VX _ ~D C~ E] P EU 111U %X iieX dZ]* & %}ES ulA
concluding that HEIs needed to engage the individual academic more effectively: a
tension which requires exploration and evaluation of progress and infiee my

approach to this research.

Institutional factors put forward in the case studies showcased by the HEA (May and
Bridger, 2010, Wray , 2013) were found to include forming policy and procedures
statements, conducting equality impact assessments, mayigerformance

management and data analysis. Individual factors identified by universities in May and

Vv

(V214
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professional development process: forming advisory or working groups; wonkihg
known advocates/champions; providing or supporting the processes of continuing

professional development; providing opportunities for dialogue; disseminating
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effective practice; changing management processes; conducting research and
developing resourceand materials. Whilst the case study institutions did identify with

a commitment to inclusive principles, the activities they were engaged were primarily
continuing with the same activities but with a notional recognition of the difficulties of
some stuents. It could be argued that there is much more fundamental change to be

u U v DC v E]P EE }Pv]e §Z]*W ~d} u Al v]vP
equality could arguably be not about doing different things, rather it involves doing

things differentiC _ ~T1i1U % X 6+ X

Doing things differently suggested a more radical change and became identified as

Zu JveSE u]vP[(Brndgep&Shaw, 2012Mainstreaming is a move away from
treating inclusion as a periphery, added activity or doing the minimumrequired by

law, and bringing IP within the everyday culture and functions of the university. Shaw

et al. (2007) identify that the sector is becoming increasingly aware of the benefits of
inclusive approaches to learning teaching and assessment, and‘that]e &v] o <Z](S
Jv 82 33]8p U %% E} Z v pv E+3 v JvP A]l§Z]v % ES
(Shaw, 2007, p. 229).

Legislative and political changes in England have created conditions for universities

which increase the importance of effective teawip and learning practice for inclusion.

The Conservative government in 2014 proposed a major reform to reduce and remove
Disabled Student Allowances (DSA). The Minister of Universities, David Willetts,
announced a review of DSA (a financial or equipriEsed allowance for eligible

students), and commenced a review period in 2014 (Willets, 2014). This led to a

reduction in the numbers of students entitled to DSA in 2015/16, and in 2016/17 it was
reduced further. The onus and responsibility for equality aradusion was being

SE ve( EE (]JEUOC 8} , /*W "N < 0]8C & us8] * }v , % E}/
for over five years, and the government considers that HE providers have now had

<p 8 3Ju 8} pv E3 v v Jupidespizp.3B)u

Taking this issue further, the government announced its intention to introduce specific
and measurable targets and frameworks in the implementation of disability rights, and
%0 O §8Z @& *%}ve] ]1013C (]EuoC Jv 8Z , [[eou)E PWAYt % G

recognise that respondents would also welcome some form of national standard or
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quality assurance framework for accessibility and inclusivity and will take this work

(JEA & A]83Z 83Z %% E}% E] § 31 Z}o E+_ ~t]Joo §+U Tii

Policy gulance from the UK government urges universities to adopt inclusive teaching
and learning practice as a way to reduce the differential outcome(Bagabled
Student Sector Leadership Group, 2017; HEFCE, 2017; Office of Students, 2018)

Realising equality adutcome for all is a real and pressing issue for UK higher
education and we must work together and in partnership to deliver wide
ranging and sustainable solutions. Central to this approach is the universal
adoption of inclusive teaching and practice. @eayer, ViceChancellor,
University of Wolverhampton (Disabled Student Sector Leadership Group,
2017, p. 2).

Further pressure, in the form of linking tackling inequality to funding mechanisms

through Access and Participation Plans and TEFs, focuseti@tten this issue in

universities and created a need for research to understand the phenomenon to

support policy implementation. English government guidance strongly links teaching

% E 3] A]l8Z ]Jv ope]}v v %Se ,} IJvPe ~aching whithr]S]}v }(
engages students in learning that is meaningful, relevant, and accessible to all,

embracing a view of the individual and of individual difference as a source of diversity

§Z2 8§ v VE] Z38Z o0o]J]A e v 8Z o EV]VP BPed&zZ E+_ ~ ]+ o0
Leadership Group, 2017, p. 32).

Bringing inclusion policy from the political arena, which mostly concerned university
strategists and leaders, to the micro level of individual academic practitioners, now
made it explicit that individudecturers were responsible for the implementation of

this policy. The emphasis on IP as teaching practice formed a key part of the focus of
this research, which foregrounds lecturers and their experiences relating to the

implementation of IP.

Many univerdies have stated that their adoption of IP is part of their strategies to
meet their legislative and funding obligations to become more accessible. UK
government attention through the Higher Education Funding Council for England
(HEFCE), the Office for Fatcess (OFFA) and Higher Education Statistics Agency
(HESA) has focused on characteristics of age, gender, disability, ethnicity and
educational advantage (which refers to levels of participation in HE related to
geographical location). These organisasmow form the Office for Students. The

HEE vS U%Z ] (E}u SZ K((] (J& ~"Sp vSe (JEGuoC ]v ]
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intention to maintain pressure on universities to tackle the problem of inequality. Chris
Millward, director of Fair Access and Partiei S]}v ¢S § «U "t %0 VvV S} %o %00 C
pressure than before for every university to reduce the outcome gaps among their

o3 v3e ~K((] (}JE ~3p vSeU Tii6U %X ieX /W ]* 38}}o AZ
that pressure and becomes a critical areansestigation for universities who seek
researchinformed ways to respond to this call to action. This doctoral research is

timely in exploring IP and the way it has been implemented within HE almost a decade
from legislation requiring universities to agpon inequality. Moreover, it has the

potential to make a significant contribution to the understanding of an aspect of HE

that has become a priority in the last decade.

2.2.3 Operational definitions of inclusive practice in higher education

This section bthe literature review returns to operational models of IP which are to
be found in professional bodgommissioned work and in the definitions held by
organisations who have an interest in promoting inclusion and IP. These definitions
and recommendationform the policy language of IP and are used in HE as policy

ES ( 8+ AZ] Z Z 0% pV]A E+]&] + Vv 0 SUE E+ Z } $Z %o

2.2.3.1A continuum model

DC v E]P E[s AJEI ~ E] P & ~ ~Z AU Dbperstionaldes ~ E] |
IP along groposed continuum of IP activities, as showTablel. They suggest a

framework to evaluate how far universities have moved towards creating an inclusive
culture. It also provides a useful indication of what might be constl#Peactivities.

The model encourages whole staff responsibility for inclusion, which sets the principle

for IP to be embedded and an ongoing part of practice for lecturers.

Tablel A continuum model of equality and widening papigiion (May & Bridger, 2010, p. 88)

Alternative provision Inclusive provision

Aiming to increase support for particulg Aiming for cultural change where
student groups and/or within particular | equality and WP is embeddedthin all
institutional functions institutional functions

Equality and WP treated as series of | Equality and WP treated as an ongoing

discrete and definable activities or process and as part of quality
considerations enhancement

Equality and WP covered through Equality and WP embedded as part of
separatepolicies and processes institutional policies and processes
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Staff are engaged who have equality a1 Whole staff responsibility for equality
WP as part of their role or remit and WP is operationalised

Students consulted or views sought to | Students established as partners and
fulfil a predefined purpose around agents for change in an ongoing
equality and WP enhancement process

A key part of this conceptualisation of IP is that inclusive provision fieetsities
should be mainstreame(Bridger & Shaw, 2018) the curriculum activities of the
university tthat is as a teaching activity. This is acknowledged as a difficult task for
universities who will need to shift their institutional cultural thinkitmgincorporate

embedded inclusion.

2.2.3.2The Equality Challenge Unit

A more practice targeted definition of IP is proffered by the Equality Challenge Unit, an
independent charity with a mission to support equality in HE. It produced what Ball et
al.(2011) o0 "% }0] C S A£S*_ S} & S % E}( **]}v o ] }pE-" -
moved thinking away from particular types of students, especially disabled students, to
discourses which recognise that all students need to be considered in IP:

Inclusivepractice is an approach to teaching that recognises the diversity of
students, enabling all students to access course content, fully participate in
learning activities and demonstrate their knowledge and strengths at
assessment. Inclusive practice valules tiversity of the student body as a
resource that enhances the learning experience. (Equality Challenge Unit, 2013,

p. 1)
These practically orientated text documents were produced which outlined a
framework which the unit proposed for modelling academiactice. These included
suggestions such as reflecting on your teaching practice, encouraging interaction,
u} ]J(CJvP }uEes }vsS vS8U u SJvP Je 0 ¢Spu vSe| oo (E <
flexible teaching and assessment methods, accommodating other r&egslity
Challenge Unit, 2013).

2.2.3.3AdvanceHE

In 2018 the Equality Challenge Unit became a part of AdvanceHE and now has a
stronger focus on influencing academic practice within the sector. The goals of the
merged organisations are to influence lecturers and organisations through publication
of guidelnes and academic research and they have been at the forefront of the

development of the operational concept of IP. Christine Hockings seminal and often
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used research summary and recommendations for IP were published in 2010 for the
Higher Education Academpreviously HEA now AdvanceHE, as the Equality Act (2010)
came into force:

Inclusive learning and teaching in higher education refer to the ways in which
pedagogy, curricula and assessment are designed and delivered to engage
students in learning that isieaningful, relevant, and accessible to all. It
embraces a view of the individual and individual difference as the source of
diversity that can enrich the lives and learning of others (Hockings, 2010, p. 1)

This is widely accepted by researchers and fezgtun much literature concerning this

topic, as well as in governmesponsored advisory reports (Disabled Student Sector

> E+Z]% 'E}u%U 1ii6V > AE] § oXU 1ii6V D CU ~ E] F
Her definition was pivotal as it did not focus one group of students as a focus for

Jv ope]}vX WE Al}pe  (JvI8]}ve Z A S v v « }v ]+ ]o
of research identifies four main areas for attention as part of a blueprint for

institutions interested in a concerted IP strgte (1) inclusive curriculum design; (2)

inclusive curriculum delivery; (3) inclusive assessment; and (4) institutional

commitment to and management of inclusive learning and teaching. In 2010, Hockings
was optimistic but cautious about the ways univeestcould meet their challenges,

and the HEA provided reports about the success and progress of case studies within

HE.

Hockings recommended 11 broad and interrelated principles upon which inclusive

policy and practice in universities are based. These are shoWahie2. This table has

been created to demonstrate the spaces of influence which are related to each
principleidentified by Hockings. A heavy burden of responsibility is placed on lecturers
Jv ,} IJvPe[ u} oX "&£ }( §Z % E]v ]%0 ¢« E €& o S 8§} §Z
and their teaching and learning activities and develop ideals of student indivigualit
recognition, anticipation and the valuing of student needs. Clearly outlined here are
(JUE % E]V %0 » AZ] Z JE 8 pPV]A E*]8] * 8} *U%%}ES 0O
practice in important ways. Firstly, through a change in practices and systeitis wh

inhibit the participation of students or constrain lecturers to develop their IP. And
secondly through the provision of adequate time and resources for lecturers to meet

their responsibilities.
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Table2 Adapted from Hockings (20)

Realm of influence Inclusion principle

1. Lecturers responsibility to support IF The need to see students as individual
teaching and learning processes  to learn about and value their
differences and to maintain high
expectations of all students.

2. Lecturers responsibility to support IF The need for teachers to create safe
teaching and learning processes learning environments in which student
can express their ideas, beliefs,
requirements, and identities freely in ar
atmosphere of mutual trust andespect,
empathy and open mindedness.

3. Lecturers responsibility to support IF The need to establish at the outset clee
teaching and learning processes rules of what is expected from students
with tight control and close monitoring
in order to develop condient learner
identities and behaviours.

4. Lecturers responsibility to support IF The need for teachers to create studen
teaching and learning processes (} ue  Zuv]A E+ o[ % E}P
modules and lessons that engage all
students meaningfully by encouraging
them to draw on and apply their own
v }8Z E<[ IVIAo P X

5. Lecturers responsibility to support IF The need for teachers to anticipate,
teaching and learning processes E }Pv]e v % E}A] (}E
specific physical, cultural, academic an

pastoral needs, particularly at critical
periods (e.g. transitions, examinations)

6. Lecturers responsibility to support IF The need for shifts in negative beliefs
teaching and learning processes about, and attitudes towards, student
diversity that currently inHait the
development of inclusive learning and
teaching.

7. University responsibility to support The need to challenge and change
IP teaching and learning processes policies, practices, systems and
standards that inhibit the participation c
students inany subject or constrain
§ Z E[ % ]5C S} VvP
students.
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Realm of influence Inclusion principle

8. University responsibility to support The need for greater involvement of
teaching and learning practices students in the negotiation of the
curriculum, assessment and in the
development of teachers.

9. University responsibility to support The need for adequate time, resources
teaching and learning practices and a safe environment in which staff a

all levels can develop a shared
understanding and commitment to
student diversity and IFSuch
understanding and commitment should
be a key component of staff recruitmen
training, development, and reward.

10. University responsibility to support The need for adequate and relevant
teaching and learning practices central services tgupport students and
staff; integrating strategies for teaching
and learning, WP and disability; and
coordinating the efforts of academics
and specialist support staff in central
service centres.

11.University responsibility to support The need for collection and analysis of
teaching and learningpractices institutional, quantitative, and
gualitative data for the evaluation and
improvement of inclusive learning and
teaching strategies, policies and
practices.

For Hockings, this is a difficult aodallenging process which requires focus and
determination on the behalf of institutions and should involve a focus on institutional
structures and processes but also on the individual academic to bring about progress.
Nevertheless, the clear intention wésat these are the principles that universities in

England were directed to and expected to work towards achieving.

2.2.3.4Universal design for learning

It is worth noting that Hockings, in point 4Tiable2, argued that teachers need to
develop univeral programmes (2010). This may have been a reference to a model of
operating which has found favour in the United States, but has been slow to be
adopted globally. The Universal Design for Learning Guid€iBrasken & Novak,

2019)sets out a practical fimework for educationalists to consider and apply to their
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teaching. This model develops operational models further than considering what

should be achieved and who is responsible. It is a blueprint approach to help support

practice. Essential principleSoZupos]%o u ve[ }( }]vP S$Z]vPe (E 0 §

what and how of learning place importance on flexible approaches to teaching and

learning practice. The UK Department of Education advisory document to HE leaders,

Inclusive Teaching and Learning ighéir Education as a Route to Excellefizisabled

Student Sector Leadership Group, 20iiéntifies universal design for learning (UDL)

as a recommended approach to facilitate organisational change. It is widely accepted,

despite recognition of its poterdi, that UDL has not gathered traction within the UK

HE sector. Layer (2019) makes this case, but is optimistic that there is now a positive
oJu s (JE Z vP « puv]A E+]8] *+ E ~u}E }% vV VvV E %o!

curricula and pedagogy in ordey improve experience and outcomes for all their

*SH vSe ~> C EU T1i6U % XTAeX

To summarise, operational definitions and models seek to identify who should be

changing their practice and how. They focus on how universities as institutions should

bring alout cultural change whilst emphasising how difficult this is to achieve. The next

section of this literature review addresses the conceptualisation of inclusion and

moves to examine its historical and political development through a social justice lens.

2.3 A brief historical review of the political and legislative framework for

inclusive practice policy in relation to social justice

Akey concept which informs and frames much literature on inclusion and inclusive
education is social justice and the developmehhuman rights for all groups of

people. Theories of social justice are multifarious and relate to ideas about equality:
what this is and how can it be achieved in society. Social justice commonly assumes
the desirability of an improved society for alembers of that society, but

perspectives differ on the way to achieve it, especially when some of us are unfairly
disadvantaged. Michael Sandel summarises what social justice might be:

To ask whether a society is just is to ask how it distributes the shivegprizet
income and wealth, duties and rights, powers and opportunities, offices and
honours. A just society distributes these goods in the right way; it gives each
person his or her duéSandel, 2010,p.18)

For Sandel, a fundamental question for gaveents is: what is theight way to

allocate those goods? In my professional life as a lecturer, | am interested in the right
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way to allocate those goods (by which | mean resources related to teaching and
learning) within HE educational systems to enstme fairest distribution for all

students. What | am interested specifically in is: how do we make HE more equitable
for students and ensure that we all benefit and thrive whatever our advantages or
disadvantages according to so@oonomic backgrounds, raceducational

attainment, gender assignment and so on? Attempts to answer this question in the UK
have generated different policy directions from successive governments, aimed at
supporting the educational system to overcome discrimination and disadvantag

These attempts have influenced thought on how that system should be organised.

The first part of this section will look at the historical development of approaches to
social justice in relation to HE for UK governments. It will become clear that the
relationship between the concept of equality and the concept of inclusion was not
always thought of as being connected. It was not until human rights movements in the

late 20th century that the idea ohcludingpeople became synonymous with equality.

2.3.1Thatcherism, neoliberalism and social justice as harmony and opportunity

The principle of Utilitarianism, as put forward by John Bentham and extended later by
John Stuart Millis, is one line of thought on social justice which sees the welfare of
society aghe most important concern for politicians and citizens. Most recent and
current political and social thought has not used this principle to underpin policies and
legislation. Philosophical debates have moved from welfare notions of social justice to
consder the rights of individuals as more central to achieving equality. The next
section of this literature review charts the change in views of social justice and locates

it within the development of UK government policy from 1979 onwards.

The achievementfeequality within society through education, and more specifically
within education, has been a key policy focus for recent UK governments. Simply put,
political parties in the UK are divided on the lines of the role of the state and the
importance of theindividual in promoting forms of social justice. All parties seem
agreed that education has a role to play in promoting social justice and social mobility,

but they have differed significantly on ideas of the best way to achigi@mith, 2018)

The Conserative government of Margaret Thatcher (197990) had a dominant and
0 *S]VP Ju%e S }v h< ¢} 18C v S88]Sp <« 8} pn S]}vX &}E d
U Z SZ]vP e (Thalche€ 1987and her conception of social justice was
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underpinned by indildualistic rights rather than collective ones. The central principle

is that everyone has a right to liberty: that is to do whatever we like with the things

that we own provided we respect the right of others to do the same. These libertarian
values formedhe dominant political hegemony in the 1980s and had profound,4ong
lasting effects on social and economic spheres through the development of neoliberal
ideologies. Key intellectual protagonists included Friedrich Hayek (1892), Milton
Friedman (19122006) and Robert Nozick (198802). Each viewed the role of the

state as only appropriate to safeguard the protection of the rights of life, liberty,
property; contract and state intervention was deemed coercive and destructive of a
free society (Hayek,960). For libertarians, equality was only appropriate as equality

of opportunity. People with different strengths and attributes must be allowed to
flourish and achieve to strengthen society. As Smith (2018) points out, much of the UK
and the global educain system is based on rewarding achievement based on merit,
and it formed the basis of UK government policy in the Thatcher era. Equality for

dZ 8 Z & A+ v o}P}ue A]SZ » <n 0]3C }( }%0%}ESHUV]SCX v
unless it includes the rightto pv «<p o v §Z (& }u S}(Thatdlidr,(E vS _
1975) Social justice principles for this ideology involved encouragement of concepts of
inequality and eschewed concepts of inclusibibertarian social justice would not use
legislation to ensure itlusion or allow affirmative action to give preferential treatment

to disadvantaged groups, and would argue that those students who do perform well
have done so on merit and will go on to benefit society. Different outcomes are to be
accepted and celebratk will improve society as a whole and should not be viewed as

a problem.

Towards the end of this period, attitudes towards how society treats individuals began
to change, with aecognition thatnot all people are free to climb the ladder of
opportunity ( Tucker & Lister, 2016) even if we can see it and are aware of its
existence Global social movements and international government policies increased
awareness of the need for legislation to help overcome prejudice towards groups of
people who held disadintaged positions in society. In particular, the social movement
concerned with the rights of disabled people was driven by the critical disability
movement originating in the United Stat@B8arnes, 1991; Barnes, 2007; Barton &
Oliver, 1997; Oliver, 199&hakespeare, 1993nclusive education, driven in part by

this movement, became a global priority supported by the development of the
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Salamanca Statement in 199proving rates of participation in education by all
underrepresented groups was the emplaand the focus in education became about
inclusion:

Reaffirming the right to education of every individual, as enshrined in the 1948
Universal Declaration of Human Rights, and renewing the pledge made by the
world community at the 1990 World Conference Bducation for All to ensure
that right for all regardless of individual differences (UNESCO, 1994, p. vii).

The UK Conservative government at that time acted upon these principles widely and
introduced the Disability Discrimination Act (DDA) (1995) afteich it became much
more widely accepted that disabled people faced discrimination within society. The
importance of the principle of inclusion was thus cemented in international political
and social agendas. Although the Salamanca Statement was about all
underrepresented groups, some critics have seen the resulting focus on students with
disabilities or special educational needs by governments as distracting from a wider
issue. That is, the processes of inclusion and exclusion leave many students,pipt sim
those with disabilities, unable to participate in mainstream culture and communities

(Ainscow et al., 2006).

At this time UK government educational priorities regarding compulsory education
were concerned with creating opportunity through widening aw®oof school for the
individuals, a national curriculum, reducing local authority control by introducing local
management of schools through gramtaintained status academies and the

introduction of league tables and rigorous inspection procedures forashd similar
treatment of the postcompulsory university sector saw radical changes to funding
models for universities and students resulting in cuts to universities funding and
students personally responsible for the burden of their fees following the
recommendations of the Dearing Report 19®&aring, 1997)Changes to the process

of allocation of funds took place returning power to a government quango funding
council, HEFCE and reducing academic representation to a minority role. This was the
start ofan expansionist revolution in the HE sector to be continued by successive
governments to the present day. Much literature exists which examines the effects of
§Z Jv & +]vPoC JVA}oA @&E}o }( 8Z +8 5 [¢ E % E + vs 5]/
whichcritically questions these neoliberal managerial approadqeslerson, 2008; EK,

Ideland, Jonsson, & Malmberg, 2013; Riddell et al., 2@0HAE which have led to a
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culture of audit, performativity, managerialism, and accountability and have changed
the fundamental role and purpose of universities including how it feels to work in one
or attend one (Allan, 2010a; Barnett, C., Clarke, Cloke & Malpass, 2008; Barnett, R.
2003; Collini, 2012; Giroux & Myrsiades, 2001).

2.3.2New Labour and the rise of rightisased social justice

dzZz }lu]lvv }(SZ ] }( e} ] 0 ipnes] e v ]v ]JA] p o[* }%o %o
right to be informed about and make choices concerning their education of the
Conservative E  *Z](S HE]VP d}vC o JE[* 3]u WkalbpA Evu v§
prime minister (19972007). The notion of social justice was prevalent in government

% E]}E]S] « v & o § o}e oC 8§} pun S]}vw ~(BIC pu S]}v
1997) Universities were thought of as key institutions which could dbuate to social

justice through fostering social mobility, and WP in HE was an important goal for the

New Labour government although the adoption of the recommendations of the

Dearing Report 1997 which required students to contribute financially to fees

was controversial.

Key historical, legislative milestones in support of equality in human rights in education
]v op §Z 6606 ,pu v Z]PZSe S ]Jv §Z h<X dZ]s § 5 0]
(( 3]1A L 8]}v_ ¢  Zupuu v E]P ZSratifieds] thel Beginning of A
the New Labour government in 1997. It was a clear statement of the importance of
education in society to the incoming government. Simultaneously, New Labour
governments acted to bring about further protection from discrimorg practices,
particularly in the field of disability (Ainscow et al., 2006) which brought about the
exclusion of disabled people within society. The Special Educational Needs and
Disability Act (2001), of relevance to the schage sector, stated that$ ] "pvo A(po
for the body responsible for the educational institution to discriminate against a
J* 0 *3p v3 ]v 8Z «3p v3 e EA] + 5Z 5135 % E}A] e }E )
initiated the move towards inclusion of students with special needsistiag schools.
'YE }v E}Av[e ep » <p v8 P}A Evu v u Juu]8u vs Jv 87
when the UK ratified the UN Convention on the rights of people with disabilities, which
ensured that future governments agreed to develop policies which suppearigail to

NveunE SZ L 3]}v «Ce+3 incldsivennd gedred toyards supporting
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(United Nations, 2009, p.1iny emphasis).

The approach of such legislatipelicy constituted a societipased approach to human
rights and sought to improve the rights of disabled people within the context of
education, employers and service providers. In contrast, the ideological approach of
the subsequent Coalitioted legislaion focuses on the individual, with personal choice

of education provider and personal budgets and plans at the heart of the reform. The
incoming Coalition government in 2010 took a more individualistic approach to
disability, with the Children and Famasiéct (2014). This included the new individual
Birth to 25 Educational Health and Care RRaepartment of Education, UK

government, 2014yvhich set out a local agenda and implementation with local
authorities, schools and colleges taking responsibilitystgpporting the disabled child.
Daniels and Garner (1999, p. 3) comment that the concept of inclusion was given fresh
impetus and credence by rights o EPpuU vE3eW /8 ]e 3Z E Vv3 A] %
increasingly vociferous demand to establish individigiits as a central component in
policymaking that has provided the impetus to place inclusion firmly on the agenda of
*}] o ZvP X_

This alternative way of thinking about social justice is based on the philosophies of
John Rawlg§Rawls, 1971)and thisis where | turn in the next section. This rightzsed
social justice principle was a departure from the neoliberalist thinking of the previous
Conservative government. Rawlsian rightssed social justice philosophy is based
upon fundamental Kantian priffles of the categorical imperative, such that laws
should protect the rights of citizens. Rawls proposes that societies are unequal, and
action to redress the wrongs that the individual experiences is important to protect
equal basic liberties. Rawls apprated that society is unjust, and change can only
come about through the redistribution of resources. Distribution of resources can be
unequal but should benefit the most disadvantaged in society and have the goal of
making outcomes more equitable. Thistributive form of social justice is
demonstrated through the legislative approach of New Labour to protect individual
basic equal liberties and ensure organisations have made anticipatory reasonable

adjustments to their practice to ensure that this ocsdior the protected groups of
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people outlined in legislation. The development of this social justice approach was

influenced by civil rights movements in the United States and UK.

The critical disability movement became influential in enabling society to recognise
discriminatory practices (Barnes, 2007) which spurred the development of the social
model of disability. The development of this model in the UK was a departure from
traditional medical or deficit bases for defining and classifying disability. The social
model of disability identified a difference between the impairment and what is a

Z ]+ ]60a&.3]1995)The impairment is private and personal, whereas the disability
comes from the environment. A critical tone is taken by Barton and Qig€17)

locating discrimination on the social, economic and cultural basis for disablism from a

structural social theory perspective rather than physical characteristics.

From this erspective, what became key was not to be excluded from society because
of the barriers it produced; the responsibility lay with society and its institutions to
take affirmative action to remove those barriers. The concept of inclusion became a
key focus ér theories of social justice. The basic right to participate equally in society
was a legislative imperative, and the focus for institutions in education was to work to
include all groups of people. Thus, the relationship was now formed between equality,

social justice and inclusion.

More recently debates about the nature of social justice have sought to extend and
elaborate Rawls distributive form of social justice which has been criticised for a
limiting focus on the fair ralistribution of goods (Wilsostrydom, 2014). One

problem with applying a redistribution of important goods to those with a need is that
this requires the identification of individuals with such a need. It brings to the fore the
ANouu I J((E v _ S Eu SSEOWECSH.ID)MEISE D]V
outlined concerns over how to be fair to those who had limited power because of their
gender, race or disability, whilst avoiding labelling them as powerless or different, and
by doing so placing them outside normative society. Yd@0d 1) and Fraser (2003)
accept but seek to adapt the distributive principles of social justice. Young (2011)
challenges the fairness of normative power structures embedded in a structural
system which decides how to distribute the mainly economic goodsshe seeks to
uncover further elements which constitute injustice such as oppression and

Julv §]}vX &E « E ~1i1iViiide o0s} s «8Z v (JE E ]e-
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goods which include wealth, opportunity, and material resources, however, two
further aspects of justice are important to consider: Taeognitionof inequality and

the injustices which occur socially and culturally and the political arena where
representationoccurs including the decision making processes and identification of
who is allowed to be included and participate in society. WiStgdom (2014) and
Leibowitz (2009) move the critical debate further by pointing out that what is missing
from these theories of social justice is an account of individual agency. The lggsabi
approach to social justice proposed by Sen (1999; 2006) and Nussbaum (2001;2013)
foregrounds individual well being and quality of life. They refer to the freedom to
opportunity and the conversion of those opportunities to individually valued
achievenents. Walker (2003; 2010) supports and argues for this approach to be widely
adopted in a HE context to further social inclusion using the lists of opportunities
which Nussbhaum sees as most important elements of justice to preserve (Mutanga and
Walker, 2@5). The key to understanding this approach, and to seeing the difference
between libertarian approaches is that there must be a compensatory action for those
who have limited or compromised opportunities. For example, a deaf student at
university must beagiven the opportunities to achieve by the provision of tailored and
specific support from academic staff and university systems and processes. The
relevance of this debate for this research is that there is little knowledge of the ways in
which lecturersn English universities understand concepts of social justice such as
inclusion and the associated IP. A deeper appreciation of this would help to develop a

picture of how IP is enacted.

2.3.3Recent legislative and policy frameworks for higheducation

Concurrent to the development of rightsased legislation in the UK, universities have
undergone one of the most significant changes in their history. The transfer of funding
responsibility from the state to a private sector loan system for stusl@attending UK
universities is a fundamental and ideological shift based on neoliberal ide@adini,
2012; Giroux, 2014; McGettigan, 201Bgginning with the expansionist policies of the
Blair government, subsequent administrations have pushea fmore individual
consumerist basis of funding for HEB®llini, 2012; Ek et al., 2013; Molesworth, Nixon,
& Scullion, 2011and a more localised basis of operation for HEIs (Ball,2003).
Conservative government in 2014 developed a framework withircvREIs would be

held to account against measures for performance and progress. The Conservative
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quality through criteria in a Teaching Excellence Framework (TEF), and opendHip the
system to new providers within the sector with the stated goal of improving social

mobility through improved access to HE. For AL 2)this is an example of how the

Z3 Zv}o}P] [ }( % E(}EuU 8]A1SC v uv P E] o]u E E]
universities, and therefore influencing their responses to the issue of how to approach

inclusion in HE.

The effects of these national policy directions on the working environment of the
academic were far reaching, especially combined with a shift in the diohand
expectations of the academic lectur@Barry, Chandler, & Clark, 2001; Henkel, 2000;
Kogan & Teichler, 2007; Trowler & Bamber, 2006 Browne Report (2010)
recommended that all new lecturing staff be required to undertake a teaching
qualificaton, and furthermore that universities would be required to publish levels of
teaching qualifications in order to obtain higher levels of funding via the HESA.
Universities interpreted this as direction and, combined with drives to create
competitive pointsof difference in a newly created marketised HE system,
implemented strategies to comply with professional development initiatives from the
HEA. This included schemes of professional accreditation to include the UK
professional standards framework (UKP&Hher Education Academy, 2011; Lea,
2015) This resulted in a new climate of encouragement or pressure for those lecturers
who had previously not needed a professional qualification to now achieve recognition
(Macdonald & Wisdom, 2002; Spowart, Turndrei®on, & Kneale, 2016)

Academics with years of experience are now required and encouraged to obtain their

fellowship of AdvanceHE and engage in professional develop(Desatker, Stein, &

Spiller, 2016)The UKPSF has a section which encourages profaksanes related to

]Jv ope]}v v /WX s op i]Jv] 8§ «8Z S o0 SuyE &+ «Z}po "~Z
v JA E+ o Ev]vP }uupv]s] e ~,]JPZ E pu 3]}v uCu

further outlines the significant policy guidance and operationalisagxpectations of

teaching and learning practice for lecturing professionals. Teacher education for

inclusivity has received some attention in the literature, and the way teachers are

trained or educated for inclusion and equality is critically seendsa] | v ]JESC]

*3Co0 }( % E}( **]}v o A 0}%u vs AZ] Z ~<pu] loC C] o « }v}
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publicity-attracting case studies, but fails to elicit sufficiently extensive and sustainable

Z vP 8} pn S8]}v ¢Ce+S ue (hewisiebd. @)

2.4 Conceptual explorations of inclusion and inclusive practice in
education

Notions of inclusion and IP have been explored critically in UK HE by authors over the
previous two decades as the political move towards ridigsed social justice policies
became prominent. This section will outline conceptual discourses around the terms

inclusion and IP.

In an educational context, Norwi¢@010) pv  E+35}} D]Jv}A[e Jo uu }( J(( @
as the choice presented when we talk about inclusion in education: tbeeh
between a common curriculum which includes all students or a differentiated

HEE] popu 8} o00}A (JE J(( & v UIVPeS «5@014B8 X :}Zve}
standpoint, that treating children all the same is the problem, was developed out of
racial equality concerns in the United States. For Johnson and Williams (2014)
educational policies and strategies aimed at equality have not worked thus far, and
what is required is a consideration of dilemmas of difference as part of the
responsibility of educabnal leadership to develop and embed discourses of difference
within everyday educational practices. The debate about how to deal with difference
extends the discussions of political approaches to social justice in the previous section,
and is useful intis section in informing a critical discussion of what inclusion means

v Z e+ u vS]Jv SZ h<[e pn S]}v eCe*S uX

The three themes found in the critical literature concern notions of rhetorical policy
enactment, normalcy and deficit discourses; and tlyiritlle identification of barriers to

implementation which prevent effective inclusion.

2.4.1Rhetorical policy enactment

Case studies demonstrating the progress in universities and the sector discourses
around how inclusion in universities is playing owt averwhelmingly positive

(Hockings, 2010; Wray, 2013), perhaps due in part to the reliance on funding from the
UK government which requires proof of effective strategies to promote WP and
inclusion(Mccaig, 2015)These positive discourses and the desméto be

discriminatory serve to silence those practitioners who may question the enactment of
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Ball, Maguire, Braun and Hoskif2911, p.611)efer to them) involvevhat can be

talked aboutandwhat can be thought abowtuch policies. To challenge or question

§Z ((1 C }( /W A]8Z]v }v [* % ESu v3 }E pv]A E-]5C A}
&E]el o0o0]vP }oo Pp e ]Je CEJu]v S}IEC v U ¢ &}yx HOS %o}]\
anything at any time, itisnoteasy} « C <}u §Z]JPoucailt, 1972, p.44)

The academy silence may have contributed to university positions that support the

] §Z 8 A & Z }vP ]Jv ope]}v[ ]V }JUE % E §] v ]Jv 8§Z
Much critical research would take isswgh this situation. Ahmed (2007) rejects the

] §Z 8§ ]v ope]}v EC %}o] 1+ E (( 8]A v e ESe 3Z 8
rhetorical device. Similarly, Graham and Slee (2008) question the suitability of the
concept of inclusion and go onto furtheuggest that there is a complacency in

education conversations about inclusion which takes for granted, accepts and supports
the status quo rather than encouraging critical reflection and debate to enable and

promote change towards social justice go@saham & Slee, 2008)

Atkins(2016) oo+ (}E €E]3] 0 % E*% 3]A « 3} Z oo VP 3Z p\

% Z]0}*}%Z] O eepuU%S]}ve 3Z 3§ Z A }u N Ju(}ES o _ S

Ne HE v 8Z IviAo P 3Z 8§ A & }]vP ]weofenfiltd e« % E

< *3]}v }JE A v }ve] E EZ + &E]8] 0 ]Jeep o ~ Sl]veU Tiiol

be seen as a social construction which favours existing unequal hierarchies, power

relationships and patterns and works to replicate those inedgeasli Discourses in

social justice theories or inclusive education debates which position the individual

within society and its institutions as in some way requiring compensation in order to

be included or involved in that society are making assumptiornistwdre flawed and

inherently exclusionary for those individuals. Atkins (2016, p. 6) questions the ability of

, v 8Z A] @& +} ] 38C[* ]o]3C 3§} Ju Jv ope]A U o] Alv
U 8 AYE+S }VvSE] pus]vP 8} Actiogs-drid/pliciesy howevieh welo E

intentioned, can create new and subtle forms of marginalisation through the

*SEMU SPE * VvV ] }pEe ]VS v S} E e« /&£ oOpe]}vX_
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practices work to silence conversations about differences or otherness. Ahmed and
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institutions put forward to meet government funding requirements and public
expectations and assure everyone that they are not racist, sexist, homophobic or
disablist. Gibson draws on this work and asserts that we may as well insert the

Z]v ope]}v eu]todis anddtjwarefacing, simplistic view of inclusion which
masks the messy and slippery nature of the concept. Policies and strategies that
universities put forward as supporting inclusion and diversity are working to limit the
conversation and mask th@oblematic nature of enacting the policy in practice. This
outward face of inclusion would also include the previously outlined professional
development texts from AdvanceHE on how to do IP, which attempt to give advice on
what works. Gibson uses work froSlee (2013) and Allan (2010a) to support her

argument that these selfielp texts are simplistic.

2.4.2Normalcy and deficit discourses

dZ }v %3 }( Zv}Eu o C[ ]+ & Av }v ]v up Z 0]8 E SpuE }
As such, it is important for thdoctoral research. It may be a useful concept for
exploring and understanding the ways lecturers understand and negotiate the policy of
IP. The weight of literature and evidence put forward that the concept is one which
dominates society and cultures withuniversities and wider society is compelling, and
its prevalence is accepted as an assumption in this research. The findings of this
research may contribute to and extend knowledge of this concept as an underpinning
}( 0o SUE Ee<[ pv E - SswhowiPheécomed operationalised, and help to
develop deeper clarity on how educational norms in universities become replicated
and reinforced. This section provides a discussion of the concept of normalcy and it
goes on to explain how the concept necadygdeads tobehaviourswvhich contribute

to deficit discourses.

Discourses around normalcy have theiot®in the critical disability studies
U}A u v8X "} ] o }veS@EHN §]}ve }( AZ § ]e ZV}EuU o ]* }udo]v
by Davig2013, p.1)

Tounderstand the disabled body, one must return to the concept of the norm,

§Z VvV}IEu o } CY / Altuo o]l 8} (} ueY }v 8Z }JveSEN §
§Z]- He 8Z Z% E} o u[ J* v}8 8Z % E-}v Al3Z ] ]
way that normalcy is}veSEu § S} & S SZ Z% E} o u[ }( §Z
person. (Davies, 2013, p.1)
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Literature in this field identifies systematic biases inherent within HE institutions and
§Z uv }ve JYue ] < }( ul] « Az} ( AJuE 8Z Zv}Eu of *3p
comparable achievement, leading to the perpetuation of disablism. Treatment
disabled students as abnormal, such as making individual adjustments to compensate
for deficits, marks a return to the medical model of disability, despite many institutions
declarirg their adoption of practices based on the social model. There are many
studies which present evidence that disabled students struggle with general pedagogic
issues, such as the nuts and bolts of note taking, listening and writing in lectures, a lack
of handouts and notes prior to lectures and general time managenietadriaga et
al., 2011; Rowlett, 2011; Vickerman & Blundell, 201f@portantly, Madriaga et al.
(2010) conclude that all students struggle with their studies and would benefit from
actions talen to help and support disabled students. This view supports the
}Jv ope]}ve }( '}} o C ~1ii6e AZ} ] v38](] » 82 &8 ~d}} }(3 vU
involving students in educational practices, we assume students to be able, productive,
skilled, accountalel individuals who are ready and willing to lead developments in the
0 **E}}uX_ ~T1i0U % XilieX D &] P [¢ ~Tiiie E + & Z o &
v ES AZ] Z & % E} 4 ] <+ }(8Z }v %3 }(VvV}IEuU o CU
eugenics which hetdsanon ]« 0 % Ee}v A]3Z}us Z ( S[ }E Ju%o ]
] o v} @®adriaga et al., 2011Jor Slee and Cod8lee & Cook, 1999F00dley
(2007), Gillborn (2010) and Madriaga et al. (2011), combating normalcy and rejecting a
system that triesand fails to accommodate different groups in existing structures is
the key if HE is to realise its contribution to transformative education and social justice
responsibilities. For Giroux (2011), Fr€it870)and Goodley (2007), drawing on
critical pedaggies to challenge normalcy through curriculum and teaching approaches
is the way for universities and lecturers to achieve their social justice goals. This
research is interested in the extent to which this is part of the lived experiences of

lecturers intheir everyday practice.

This doctoral research is also interested in how students are talked about by lecturers
as an important indicator of the extent to which inclusion and IP are prevalent and
operationalised. Literature in this area is critical ofmative discourses. Atkins (2016)
identifies evidence that the discourses of in/exclusion revolve around the differences

v (1 18+ }( *3p vse v JvA}oA A}YE « AZ] Z E % E ( ,
negative connotations. Crucially important is the lmeda of power between
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educational contexts and professionals and the individual students, as expressed

through this negative deficitonstructed language. Reproduction of this negative

]* JuE+ ~ }vSE] uS « S} SZ u Jvs v v }( Sbcietdl \dews <pu} v
of disability and makes the journey towards full inclusion and social justice more

1((] poS_ ~ Sl]veU TiioU %X ifieX Sl]ve EPp ]S ] Eplo
p. 16), to explore and challenge normative perceptions helohsytutions and

professionals as expressed through their professional discourse. In doing so she draws

}v  ® Zu v "o [ ~1ii6e v}S]}v SZ S ]Jv opue]}v EC %}0] ] °
E]vP §Z Z}3Z E-+[ Jv8} 3Z ]v3 E]}E Ulesipton]Sibsonv3]E oC
(2015) supports the idea that discourses of deficit or difference perpetuate barriers
Al8Z]v A]+*8]vP , +Ce*3 us Vv ¢} ] 8CU %E A vi]JvP E o Z
UlJepv &S v JVP Vv U]*E % & » vS (}EuU }( Zlatiompe]}v] ] %
ZI/v opge]}v] Ju e }ud 385 u%Se 3} Jv s 38Z 38 AzZ] Z ] Z ]1(

S 0]*Z (}&ue v }u]v vS ]JvesS]SusS]}v o HOSPUE X_ ~iiin

*JulJo E %] SHUE ] 8} (}puv ]Jv v peSE o] v }vsS ASX K[NZ
Harwood~T7iioe A& u]lv SZ ] }JuE=* » }( 0 SUE E+[ S ol }usS -
(Jv JvP 8Z § 8z ¢ & ~ v38A]v A]J8Z (] 15_ ~1Tii0oU %X iiie

J* JUE« + }us 8Z 7~ ]((] no8C 8} v S ]v opr]AISC_ v 8Z
t despite althe university initiatives and strategies to include students in their
education system. Two sources of the problems presented themselves: lecturers
thought the students were deficient in the skills required for university, and secondly,
the universitywasv}sS E ¢%}v JvP 8} Sy vSe[ v o <u § 0CX &} CE
(2016) an understanding of how academic staff perceive inclusivity was not only
important but underresearched. Smit (2012) outlines the problematic deficit discourse
which she sees as the phonant thinking in South African universities, asserting that
§Z]e 0] v S e eSuy vSe v "~E %o0] S ¢ SZ U S]}v 0 «SE §°

(Smit,2012, p.369).

This thesis addresses this call for further research in an English context, and draws
upon these concepts from literature. They have influenced the research questions
which concern the understandings of lecturers in English universities and enable an
exploration of the extent to which they may have become misunderstandings and

misrepresentatns of IP.
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2.4.3Discomfort around difference

Further informing and influencing this research was the extension of the two concepts
outlined in previous sections: normalcy and deficit discourses. The critical idea formed
in the literature was that there idiscomfort felt by people around groups who are

seen to be different from what they see as the norm. Gibson (2015) claims that
inclusion as a rightbased policy has failed; her call for critical discussions in
universities and with students about cultww®f difference is a way forward to

challenge the existing hegemonic position which is responsible for that failure.

JA A EU (JE 8Z ¢ ] pee]lve 3} 81 %o0 Z HOSUE « }( (¢
recognised. Recognition of inequality is an important edetrof a contemporary

theory of social justice put forward by Frageraser & Honneth, 2003; Fraser, 2009)

we are to do something about inequality and difference in universities, then lecturers
first must recognise these issues. The research quesiiotiiss thesis were developed

to explore the nature and extent of this recognition amongst lecturers.

An interesting concept in relation to the conversations professionals have concerning
dilemmas of difference (Johnson & Williams, 2014; Minow, 1990; Nbon2010) put
forward by Gibson (2015) is to view conflict and struggle as requirements of inclusion
dialogues. These are uncomfortable but necessary requirements for confronting and
addressing conflict between those that are different from each othefolgewe can

have these conversations, we have to acknowledge and recognise the difference or the
injustice. As Nancy Fraser (2003) points out in her theory of social justice, the problem
needs to be recognised before people can be represented and thernibdison of

social justice can occur.

E AJvP }v %o V }}I[e ~i6606U %X T6Te ¢ ES]}Vv §Z § "}A
]* EJu]v S]}v Y ] %}0]S5] o *SEuPPO SA v pOSHE -« }(
identifies that conflict and frustration should Belt by participants in a struggle to
z & Z }8Z E[* A}] *U *% ] 00C AZ v }Iv % ESC ] % &
hegemony which promotes its own interests over those of otl{Brgke, 2012)This
resonates with the recent work ¢Blaisdell, 208) which, through an action approach,
highlights recent thought about the discomfort that white people in educational
settings feel about having conversations about race and racism with people of colour.

For Blasidell (2018) this conflict does not usulaihd to productive conversations
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which address racism. His research found that it leads to an end in the conversation, or
that these discomfortst rather than the underlying problem of racistbecome the
prominent aspect. Moreover, critical race writergi@ence the experience of the

concept of discomfort of white people and the effect this has on productive debates
about racism which become silenced or become about wbéetric pain(EddeLodge,

2018; Leibowitz, Bozalek, Rohleder, Carolissen, & Swarif) 2 eibotwitz et al.

(2010) call for educational professionals to develop pedagogies of discomfort to

challenge existing normative views.

SI]v[e ~T1i0U % Xidoe 00 (}E& SZ ~]vs EE}P S]}v }( %o E 3]
EPpu vsS §Z S eeded for tultures of difference to be explored, for questions
s} el U %}0]8] o }VA E- 8]}ve 3§} Zo v (}J& pn s}da
drivers for this research and have been fundamental in forming research questions
which focus on practitiners and their experiences of policy and practice at the point
of praxis, where they meet university structures and procedures. The exploratory
research questions allow room to develop analytical frameworks which include
E%0}E 3]}ve }( o &tjods fGE difcopusAs G discomfort, deficit, power

and normalcy.

2.5 Research on inclusive practice implementation

The professional motivation which prompted this research concerned an inquiry
around how lecturers understood inclusion and IP, and how #meaged with

university policies and practices for IP, with the goal to develop effective ways to
encourage and inform academic development within my faculty and beyond. The
literature discussed so far has developed an understanding of inclusion as an
eduational concept and a historical, political and legislative understanding of the
development of inclusion and IP as a social justice concept. These are fundamental in
getting to grips with what inclusion and IP means, but of professional practice interest
were the operational definitions and articulations of IP, and critical perspectives and
concepts related to rhetorical policy articulation, normalcy and deficit, and discourses
of discomfort. These subjects offer guidelines for the research questionsverat
developed for this research. This next section of the literature review discusses the
specific research which has been undertaken relating to the problematic

implementation of IP in academic teaching and learning practice.
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Whilst many studies have Hitighted the ways in which students in disadvantaged
groups experience teaching and learning activities, studies which proffer reasons for
those problematic and negative experiences are geographically and temporally limited.
The professional and academitdwledge which would help to understand this issue
concerns the perspective of the lecturer and their teaching and learning practice.
There are few studies which feature the experiences and voices of lecturers. More
research in this area would help to imfo us of the difficulties they face with IP and
would deepen our knowledge and understanding with the aim of improving equality in

student experiences and outcomes.

A theme within the literature relates to a pessimistor at least a note of cautiort

that IP is going to be difficult for universities to achieve. Winter and &d0)doubt
whether inclusion is achievable in HE settings. Richards and Arm$20bg, p. 3)put
(JEA E 8Z § ~ ]A E+]SC Vv ]Jv ope]}v E V}$§ Jeep » 37 §
e i SeX_ dZ]e EPHU VS A o clu% %o} ES C -Rrgorv ~7iii e
(2012) who indicate that, without the significant change advocated by Hockings (2010),
May and Bridger (2010) and Ainscow (2006), inclusion of students with a disability is
unlikely to be achieved. It could be concluded that, as disability is a prominent and
long-standing part of the university consciousness, the chances of achieving inclusion
for other groups of students is even more limited. It is an opportune time to revisit th

scenario to examine whether progress has been made in the intervening years.

Two possible reasons for the lack of progress or the pessimism found in the literature
seem to locate critical issues in either internal academic understandings and
knowledge o externally in structures, cultures and constraints. Both themes are

reflected in the development of the two key strands of the research aims in this study.

2.5.1 Academic resistance and knowledge

Gorard and Smitk2006)identified that whilst most HEIs and individual academics

A E ep%%}ES]A }( <p 0]3C % E]vV %0 » v A E }( 8z
little evidence existed for successfully adapted teaching practices. Similarly, Smith
(2010)was sceptical abduhe willingness of academics to embrace IP, but found little
evidence of resistance. However, her research found widespread acceptance of these
equality principles, if not widespread practice at that time. Evidence of academic

% E 3]5]}v E - [itWaes-thbdndusiviySand IP is found in some studies
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(Claiborne, Cornforth, Gibson, & Smith, 2011; Fuller et al., 2004; Smith, M., 2010)

These studies do not find that academics are resistant to IP or that they reject the
principle of equality, but doffid that there is widespread lack of understanding and

IviAo P o ]JvP 8} }v(pe]}vU =« Aul8Z 3 § o ~711iiU %X 176
in the moral case for IP, although they do find difficulty with the actual

Ju%eo u vs S]}vX_

There is more evidemcof a lack of effective academic practice from Reupert et al.

(2010, p. 130), who indicate a mismatch between academic identification with

]Jv ope]A A opes v 3Z]E A EC C %E 3] W ~tZ]lo u vC
inclusive education, their pracks demonstrate real shortcomings in terms of

inclusive education, not all of which can, we believe be accounted for by institutional

EE] E*X_ K[ }vv oo § oX ~Tiite ] v3](] }JVSE ] S]}v
%S v }( SZ % E]V ]% oltangqusi\held registhoce to making
Z vP « §} u] % @& 3] * AZ] Z A}po v 8 e Z % E]V ]%o

contrast, a later study found a slightly more positive finding related to the engagement
of lecturers with conceptual or theoretical darstandings of IP. Lecturers were found
Az}~ & A }v uposd]%o Vv U 3 8Ju sU Je% E & }E }v(o] 3]
inclusion and IP in education (Hemmings et al., 2013, p. 484). However, an important
factor in their findings was that lecturers weeengaged in scholarship concerning IP

V u NelPv](] v8 ]Jvs oo 3p o JVA «3u v3e ~, uu]JvPe 3
understanding and practice with students. This study did use participants from a
teacher training course who had a legal resgbitisy to deliver IP and inclusiebased

content, and this may explain the level of engagement found.

The gap between academic attitudes and values towards IP and actual practice is a
theme which has been explored by several authors in other internaticoriexts,

with much the same results as the Australian studies. Lombardi, Vukovic arB&ssla
(2015) compared academic attitudes from Spain, Canada and the United States, and
found attitudes were positive towards inclusidrbut difficulties presentedhemselves
when academics found that attitudes did not translate into practice. Similar findings
were found by Zhang et al. (2010) in the USA. One solution put forward by some
proponents is to improve training of academics by universities (Hockings, &rett,

Terentjevs, 2012; Morgado, Cortd®ga, Lopegavira, Alvarez, & Morina, 2016).
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These studies locate a barrier to adoption of policy within the teetatmnal view of

policy implementation which seeks to improve communication of policy goals. In
particular, UDL as a model for inclusive approaches to teaching has been identified as
having benefits for students (Lombardi et al., 2015; Hitch, Macfarlane & Nihill, 2015;
Murray, Lombardi & Wren, 2011). However, evidence exists to show that academics
are often not trained in or do not use UDL in their practice (Black, Weinberg, &
Brodwin, 2015; Davies, Schelly, & Spooner, 2013). This theme, concerning the
resistance or otherwise of lecturers to engage with IP, has been instrumental in my
choice of focus and gpoach. It has framed and directed my gaze which seeks a more
nuanced and deeper understanding of what lecturers know and talk about in relation

to inclusivity in contemporary English universities.

2.5.23ructures, cultures and constraints
When it comesa considerations about how much can lecturers do to achieve IP, it has
been suggested by some authors that there are structural barriers to the agency of
lecturers and professionals working in universities which prevent the implementation
of inclusive poty (Borland & James, 1999; Riddell et al., 20@66mewhat dated now,
these studies highlight structural difficulties, such as decreases in institutional funding,
increasing workloads and the prioritisation of research which Riddell (2007)
appropriates tathe increasing managerialist culture of UK universitiPgaker et al.,
2016)looked at academic resistance to changes in teaching and learning policy and
finds it to be related to structural and cultural issues, pointing to pressures of
increased drivefor professionalism, accountability and research cultures as reasons
why lecturers find it difficult to prioritise professional development of practice. These
issues were similarly attributed to audit cultures related to neoliberalist cultures within
HE byAllan (2010b). There is further evidence in a later study from Hemmings, Kemmis
and Reupert (2013), that the extent to which a university can address inclusion is

vV 0 V }VveSE ]v ¢ }v ]S]}ve C}v o SuE EJ[e }VvSE}
transforming univesity inclusive education requires transforming those conditions as

A oo «3Z 0 SPUE E[* % E}( **]}v 0 % E 3] IviAo P X

A key contribution to this research concerned the barriers or constraints to those
intellectual understandings. Whilst some lectusavere able to work to establish IP

within their scope of influence, most found existing arrangements constrained their IP.
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This included physical forms, such as the configuration of teaching spaces and

timetables and limiting discourses of what equity mea which prevent lecturers

from making reasonable adjustments for individuals through assessment flexibility

and social predispositions to assume all students have similar circumstances and
IPE}uv U v SZ E (}E Zu JveSE u[JvP®U JogSE uXE &EEE (

v} §Z +}o @& Z]3 8« }(8Z }v 18]}ve uv & AZ] zZ 3Z C §

2013, p. 485), rather universities have a role and responsibility to act. Locating IP

(JopE <« o0 SPE E[* % E} 0 u ~ + Jerskies) seéidstobe A]SZ]v

misplaced.

K[ }vv 00 & oX ~1iifV Tiide (}Juv *3E}vP A] v }( Jved]spus
change for inclusion through university strategies and policy documentation, but also
found evidence that lecturers were not aware of suahigy documentation. Even
when participants were aware, they expressed a view that finding time to engage with
it was impossible. Further, the study found that staff had disengaged with policy
documentation due to the volume of policies presented by thévarsity and the rate

§ AZ1Z28Z C ZvP X dZ «3p C lvop +3Z385DC v E]I
pronged continuum of inclusive universities is too simple and relies on change

happening as an intellectual process based on academic curiosity and values.

The two themes identified in the literature inform the existing understanding of

0 SUE E[ A% E] v » AlsZ /WU v E }v Ev A]sz &z
identity, values and resistance, and the contextual structural and cultural barriers
constrining practice within universities. An area of interest is developing for this

thesis: how much power does a lecturer have to be able to develop and adapt their
practice to meet the diverse demands of inclusion? The findings are explored with this

questian in mind.

2.6 Summary

In summary, the key points arising in the literature related to the complex challenge of
meeting social justice policy goals of inclusion for HE which have become part of
socially desirable and legislatively driven imperatives. HE estarsvas found to have
made commitments to the goal of inclusion and as part of this to have developed IP to

help achieve it.

49



Literature was outlined which gave operational definitions and policy guidance aimed

at helping professionals in universitiesdevelop their practice to be inclusive

individually. These were established at the time of legislative drivers almost a decade
ago (HM Government, 2010). The challenge for lecturers or anyone trying to work with
social inclusion was found in the wider edtional debate concerning the nature of
inclusion and IP. As a concept and as a practice inclusion is fluid and controversial.
Historically, after a long period of social justice being seen as equality of opportunity in
the UK (Smith, 2012) rather than ardividual right, there is now a tendency for
governments and universities to draw on righigsed approaches to social justice to

%o UEu ]v ope]}v SZE}uPZ 82 0]A &EC }( v ]v ]A] pu o[* G
enshrined in the Equality Act (201 Critical perspectives were found in the literature,
which saw this as an inadequate response (Atkins, 2016; Gibson, 2015; Madriaga et al.,
2011) that does not support students sufficiently to be able to achieve their potential

within a normativedominaed HE system.

This is further complicated when the debate is located within the literature, which
demonstrates the influence of neoliberal ideologies on the ways in which universities
prioritise and plan their policies and processes. Marketised auditiasdt(Allan,

fifl V. ooU 1iiiv GE}Av " (@& ++}U TiiiV K[*Z & oXU fiioe
inclusion and more socially motivated policies. The key debate was seen to be

concerned with the dilemma of difference (Minow, 1990). Critical concepts which
iluminated how we are dealing with difference in HE identified concerned rhetorical

policy implementation, where the stated university goal did not match real practice in

§8Z , e+ S8}E ~ Zu U 1iio6V }o3U TiidsV Z (] ]8[ 1* IuGEe. « A
dominae how universities approach inclusion were seen as a continuatiothefing

of groups of students perpetuating inequality (Atkins, 2016; Cameron, 2016); the
discomforting nature of discourses around inclusion for educators meant dialogues

about inclusio and IP did not occur in everyday professional practice (Gibson, 2015).
Such literature emphasises the complexity and problematic nature of inclusion, and

how it plays out in operational contexts in universities requires further interrogation

and research

Literature which highlights the problems of inclusion in operational contexts for HE

students is substantial, especially around the experiences of disabled students.
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Research which has attempted to understand how IP is experienced and
operationalised byecturers has been sparse. The literature here identifies two
concepts: firstly, the tension between academic identities which, whilst supporting and
valuing inclusion and IP, have entrenched values which see supporting students
pastorally to help them adbve their potential as working against the principle of
usiviu] o &v]vP ~K[ }vv oo § oXU TiiteX ~ }v oCU §Z
between their ability and power to make changes to their teaching practice, and the
structural constraints of the@niversity context which acts as a barrier and restricts
their academic creativity and professional judgement. This tension is explored by this
thesis in an English context, updating and extending knowledge almost a decade after

the legislative requiremenfiormalised the principle of inclusion for HE.

Little work has been done which gives a rich and nuancetbgate picture of the

lived experience of the lecturerparticularly in the UK contextas they engage with
and negotiate inclusive policy. Crdity there is still much to learn that could enhance
and further our knowledge about the way academic staff work in England. Enriching
this picture may help inform and guide UK universities and policy makers more

accurately on how to move forward to reduceequality.
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Chapter3:D $Z} }o}PC

3.1 Introduction

This chapter explores my underlying philosophical position and outlines my ontological
and epistemological orientations in relation to the research topic. The aim of the study
is to explore the understandings and experiences of university lecturers wt&in
professional structural context and develop understandings of the relationship

between the two. My choices have been made according to the aims of the study and
my philosophical beliefs, resulting in a methodologically coherent thesis. Outlining
these beliefs makes explicit the assumptions | have used at every stage of my research
design and implementation. This chapter describes my approach and considerations to
help my reader understand my choices. My epistemological and ontological approach
draws yon critical realism (CR) which | considersefulapproachto answermy

research questions.

The subsequent choices relating to the methods used (concerning the data collection
process, ethical considerations and the data analysis process) are theasgiddully.

The importance of reflexivity in research is acknowledged (Hammersley & Atkinson,

1995; Mason, 2002; Patton, 2014) and | have sought to give a reflective account
throughout this chapter, with a further focus on some reflective moments in sectio

3.12. My doctoral research strived to emulatee CR researchemRitchie et al (2014,
p.23)whosegoalsare *$} }v p 8 E « & Z 3Z § ]+ A oeoonducidely v A
and to generate well(} pv v SENSAIESZC A] v U v 8Z]e Z

demonrstrate how | believe | have achieved this.

3.2 Research aims and objectives

My wider research purpose is to inform practice in relation to inclusion and inclusive

practice (IP) in higher education (HE). | am contributing to this through an exploration

of how P as a policy is enacted and understood by lecturers in English universities. My
Jule 8} puv E+8 v SZE}IUPZ A %O0}E 3]}v ZAZ § ]+ P}]vP }

HV]A E<]8] U 38} Z 0% A}EI }us ZAzZz § v IV [ 8} Ju%e E}/

reduce inequalities felt across the student body.

In relation to IP policy in English universities, the research objectives are to explore

the,
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X experiences of academic teaching staff as they negotiate their teaching and
learning practice; and the
X relationship between academic teaching staff and university policies, structures

and processes.

Two research questions are posed:
1. Towhat extent do academic teaching staff understand, interpret and
implement IP?
2. In what ways do academic teaching staff eggavith university policies and

processes aimed at supportitige development of IP?

The outcomes of the research are knowledge and recommendations to help university
leaders, managers, and those whose role it is to promote and support IP to make
effectivedecisions to inform the enactment of inclusioalated policies. However, it is

not the intention of this research to produce a toolkit of hints and tips for lecturers to
enhance their IP. The issue seems more serious than that. The literature review
demanstrated that advice for inclusive teaching practice has existed for almost a
decade now (Bridger & Shaw, 2012; May & Bridger, 2010; Wray, 2013) and with some
success, but it has failed to achieve the broad changes required to deliver the policy
goals of guality. This doctoral thesis seeks to go deeper than this surface appreciation

of IP to uncover what may be happening to generate these persistent inequalities.

3.3 Ontological and epistemological orientation

Danermark et al. (2005, p.2) suggest that reseavhbith involves the social world i

moving away from a restrictiventological and epistemologicdlialismtowards a

Z }8Z [ %o %o (& RealidBm and relativisirbased upon the philosophical

underpinnings othe 20th centurycritical realistmovement(CR. Thisdoctoral

researchdraws onthis school of thoughto approach my research questiaridy

E « E Z <u *8]}ve o« | 8} (} pe }vIvIA]l p o[ E% E] v e«
concept of IPbased upon my epistemological position whiakesa relativist socially
constructedapproach toknowledgeabout the social worldHowever, | am also

Jvd E «3 v Z}YA 0 SUE E+[ %o E}( **]}V 0 % E 3]  E +Z
contexts and positions within their universities, which assumes a degree of realist
ontological acceptance of the existence of social structures indegeiof human

conception or construction. My research approach therefore does not sit squarely in
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either realistor relativistcampst but it draws from and has affinity with many of the
key principles of CR. CR has the potential to provide an answee t@#fism
relativism debate as Danermark et al. suggest,

The answer which critical realism provides us with is that there exists both an
external world independently of human consciousness, and at the same time a
dimension which includes our socially detened knowledge about reality.
(Danermark et al., 2005, p.6)

Archer (2016) and other CR theorists refer to these two positionswing the
external world as real and appreciating the social determination of our knowledge
about it tasontological realismand epistemological relativismgspectively.
Ontological realism views the social world as teebugh adoptionof a position that
distinguishes between the real, actual and empirical levels in the stratification of the
social world (Fletcher, 2017; $&p, 2005). Often described with an iceberg metaphor
~&0 § Z EU 1iideved BvertsiEornothe bottom stratification and refer to
Pv ES]JA «3EY SUE + v el OoU Z V]eue[ *E§ Vv v ]e}E
(Jessop, 2005, p. 41). Tendencies caidentified in empirical data, such as through

} §Z u s+ ]v<po]383]JA E+ E Z ~&0 §Z EU 1iideX dZ v
which denotes events that may result from those generative structures and may be
observed or not. Finally, forming th&] % }( $Z ] EP ]* SZ Z u%]E] o]
refers to events that are observed and experienced through human interpretation.
dZ]e Z}% v *Ce*3 u[ ]* (opn] Vv epi 8 8} oo Zpu v S3]}vU A
changing (Danermark et al., 2005, p.2;efleood, Brown, & Roberts, 2002).
Importantly, CR underlines the relational nature betwebase strata, and pays
attention to the importance of uncovering these generative mechanisms through
social research grounded in epistemological relativism. Thiseapbn of CR is
particularly useful for understanding my approach to the doctoral inquiry. My doctoral
inquiry places importance on exploring and to an extent explaining the seen and
unseen professional understanding and practice of lecturers in rel&didB; this has

inevitably directed attention to the structures and domains in which they operate.

| have approached the study with the notion that there may be deeper structures,
events and patterns which are not directly observable, or that may be diftdp how
they appear. | have sought to look for causal mechanisms or tendencies which may

deepen our understanding of the relationships between 1leakl events which may
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events which may relate to how lecturers experience structural barriers to their
practice and observable events such as university policies and strategies. The
methodological choice of qualitative-ohepth interviews helped to uncover those
individualaccounts and unobservable events. CR puts forward a note of caution that
our knowledge is always fallible and we can never fully knowrtite about the social
world, but we can know situational, historically reliant, multiple perspectives of our
participants as they experience the worlidis these key types of information which

will help to answer my researdjuestions.

3.3.1 Structure, agency andhternal conversations

dZ]e & « E Z ]* }E] VvE 3 U 38} AE%O0}E Az 3§ " 8ls « « U
relation which educational researchers need to examine is the relationship between
*SEN SPE Vv PVC}IE v ouvsS v }ve3@hndepsof~" }SSU
enablementor constraintswere prevalent in the literatur@resented in sections 2.3

and 2.4 ofchapter two and were an importarglement of this researcparticularly

(JEU]VP %] SuE }(aggnkymay beicBnsEEimed in their practice of IP .

The role of human agency is significant in CR. Emphasis is placed upon how human
agercy may contribute to transformingnd reproducing existing structures and social

% E} o o ~& J]E o}uPZU TiifieX / Z A & Av A3 ve]A oC }v
e« o Z e Nly Ev A]S8Z §3Z v SpE }( e 3]}vU P v CU 3
(Archer et al., 2016, p.3). My research questions sought to explore the

interrelationship between the human agency of lecturers within and between the

*SEU SUE + Jv AZ] Z 83Z C A}EIX Z %puse (JEA E 3Z 35 E -
robust account of cawion, structures and processes which are able to do justice to

§Z Ju%o0 £]SC v Z & E}P v ]3C }(8Z +}] o A}Eo0 X_ ~ CE
approach | have taken in my research sought deeper understandings of the internal
conversations lecturerg A }uS Jv ope]lv v /W v SZ JE el * <HU V!
AJA v ][ ~ @ Z EU 711U % XT6+X €E]8] o E o]EtateE&E ( E :
form theoretically possible explanatiors what is going onput forward their

plausible accounts, and csider their significance when viewed historically.
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3.3.3 Plausibility and bange as a purpose for research
| C % E]V ]%0 %ps (JEA E C Z oIl E ~i660U Z[* u}es

philosopher, is that the purpose of research is to develogerstandingn order to

E]vP }us ZVvP X E Z & €& ( - 8} SZ]s < ™ uS]tpue 8Z]
which involves an orientation that researchers shoulddsgical of the social world as
it is exists through examination of the power relations, historical and vadlexvant
contexts which are part of that world in order to move towards transforming it. This
hasresonance with my research. A key feature of this doctoral research is to develop a
greater understanding of how inclusion is enacted within the institutions or social
worlds of universitiesvith the aim to inform our understanding in order to improve
equality, and the choice of qualitative-depth interviews helps to achieve that.
Archer further suggests that all research becomes part of our knowledge and is judged
on itsplausibilityrather than itstruth:

The goal of any investigation is the creatamd relative stabilization of a
descriptive orexplanatory account which provides a plausible model of our
object of inquiry.(Archer, et al., 2016, p.3)

By adding to the body of knowledge surrounding inclusion and IP as part of a social
justice agenda imniversities, | make a claim to developing a story which can be judged
by others on its plausibilitior understandingmore about the mechanisms behirtidle
persistent inequalities that are exhibited in such institutions. | was conscious of the
need to poduce research which has a persuasive influence over university policy
makers, leaders and managers and adopting the CR approach will help to produce
findings that concern a practical professional reality, are plausible and relatable to HE

and that are nodirectly observable.

3.4 Theresearch design

The epistemological relativist position within the CR group of theories suggests a social
determination of knowledge of the ontological world which we can observe. This

research takes this epistemological positenmd seeks to explore the socially

determin  Iv}Ao P Z o C o SuE E[*]v & o §]}v 8§} §Z @E -
concerned withunderstandings and experiences of IP in the context of the structures

of their respective universities. It seeks to uncover and develop deeper understandings

ofwhatisgdvP }v Jv §Z pv} « EA o ZzZiceliciithe indltiple AdalFies
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truths held by lecturers are contingent on individual valuesglishpost 1992

universitycontexts and experiences of participants and as they are not apparent in the

Z U%]E] o[} EA o A}Eo 3Z E +« & Z <]Pv upes$ pv }.

meant that an empathetic research space was necessary. | recognised the sensitivity of

the topicincluding its emotionally charged nature which raised the possibility for

% ES] 1% vSe }( }V(E}VS]VP }v [+ ] EJulv S}IEC % E S] -

responses if fear of scrutiny and exposure are felt. These complex sensitivities needed

to be cosidered in the development of the research design. Whilst quantitative

methods areoften employed by research drawing anparticular form ofCR(Pring,

2000) thismethodologywas not considered for this research because it was thought it

would notovercome the problem of sensitivity discussed abowenable the internal

conversations of participants to be healdy epistemological positioleanson

relativism ad the sociatonstructionof realitywhichrequires a qualitative research

design The atological and epistemological positions of CR are more closely associated

with the benefits and goals afforded by qualitative research aimed at eliciting more

emic accounts of social reality as sought by the aims of this research (Danemark et al.

2005; Rberts, 2014 Azzopardi & Nasiz014). Qualitative semstructured indepth

Jvs EA] A« A E Z}e v * 38Z u}e3 %% E}% E] § 3$}}o 8} pv
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supported bysimilar studies in this field (Kemmis, et al.,2005; Lawrie et al, 2017;

Messiou, 2017Hemmings et ak019.

3.5 Ethical frameworks and considerations

The research was planned in accordance with the principles outlined in the British
Educational Research Assn (BERA) Ethical Guidelines for Educational Research
(2018) Ethical approval for the pilot and main study was sought and gained via the
Converis system in place at my host university, and the research complied with

institutional guidelines.

This involed consideration of procedural approaches to select and brief the
participants, obtaining informed consent, debriefing and the right to withdraw from
the study. The principle of voluntary informed consent was followed and provided the

participant with writen information, via email, on the research prior to gaining their
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acceptance to participate. Once the participant accepted | verbally discussed the
information with the participants at the start of each interview. Full information about

their right to wthdraw from the research, how to do that and the time limit for

withdrawal was given in writing prior to the interview and verbally discussed at the

same time. Confidentiality and anonymity were preserved for participants through the
anonymisation of inteA] Ae (8 E SE ve E]%S]}vU v % ES] ]% vSe
under different names which were used in the write up of the findings. A data

management plan was part of the institutional ethics policy and required secure

*S}E P }( % ES] ]% \éatpd space for resehrch.

The anonymity of the institution was maintained by not revealing its name in
presentation of the thesis or other publications of findings, and removing any
identifying features from interview transcripts. The confidentiality of tlesearch and
the guarantee of anonymity for participants was made clear prior to commencement
of the research verbally and in writing. A data management plan is in place for the
research in accordance to research regulations at my host university. Eecaofll

research documentation are included in Appendix 3.

It is widely accepted that ethical frameworks, whilst important for researchers, are
fraught with tensions and difficulties when the researcher comes to apply them in
practice (Bryman,2016; Cohenal.,2011; Ritchie, et al.,2014). My research posed

some tensions between the requirements of ethical frameworks and the aims of the
research. These tensions are represented in the next section as ethical challenges that
| identified during the researctiesign, and | discuss how | made plans to develop a

research methodology to overcome those challenges.

3.5.1Identification of ethical challenges

3.5.2 hformed consent

One of the challenges for this reseamhsto engage participants sufficiently for their
answers to be honest, whilst being mindful that this may lead to information being
offered which might identify malpractic&he sensitivity of the research topic has been
discussed in this methodology chapt&hese issues brought some ethical tensions
when | considered applying the generally accepted ethical principles of such respected
organisations as the BERA. | felt that revealing the purpose of the research and the

research questions to the participantefore they consented to the interview would
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introduce a high degree of bias into the findings. If | told participants the research is
about their understandings of IP policy and they were unaware of the policy or its
meaning, the temptation might be to ngarticipate in the research, therefore
introducing a bias to my participants, or worse researching the meaning of the term
and policyttherefore changing their understanding before the interview. Cohen et al.
(2011) discuss this issue as a deceptaomd suggest that it can be justified on the
PE}uv « 25 sZ &+« & Z2Z-+ <<}y]o v (]S v "SZ S SZ
] » (E}u v8 EJvP 8Z E « E Z_~1}Z v & oXU 1iiiU %X&0
(Kelman, 1967) of the predicament and considetimg costs of this deception to my
participants is part of taking an ethical approach. | concluded that the deception was
justified on the grounds that knowledge which answered my research questions relied
upon natural, true accounts from participants atidgbeir understanding of IP. My
participants were given information about the study which talked about the study in
general descriptive terms, as suggested by Plummer (2001). An example of this is

included in Appendix 3.

3.5.3Avoiding malfeasance

Throughthe interview process there was a risk that participants were made aware of
their lack of professional knowledge and their potentially discriminatory practices and
felt emotionally harmed by this. | considered this prior to the research, and took steps
to have material about IP available if any participant asked for help with this policy. No
participant did this, although some did say that they were now going to read around
the subject and were made more aware by this research. The pilot study raised some
issues about the style of interview questions and my delivery of them, as addressed in
the main study. | became aware of the impact these questions were having on
participants and took steps to soften the approach. | am confident that, rather than
harm paricipants, | encouraged reflection. | have included a case in my interview

reflection (see section 32 for more details) which highlights this issue.

Exposure of malpractice by participants was considered, and | decided that any
disclosure of malpractice auld not be reported to any institutiorA nondisclosure of
malpractice statement was made part of the participant information, aechphasised

my code of anonymity and confidentiality through my data management procedures
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and in the presentation of findgs.An exception to this would be made, in the unlikely

event that incidents of abuse or harm to students were disclosed.

3.5.4Confidentiality and anonymisation

As my unit of analysis for this research was individual lecturers, there was no
requirementto involve the relevant universities in seeking permission for the research
to go ahead. Nevertheless, my process of anonymisation of participants and my
commitment to confidentiality extended to the universities where the participants
worked. My universi ethical committee was very keen to question my intentions and
procedures to ensure that the universities where the participants worked could not be
identified either explicitly or by a process of deduction. To this end | recruited
participants from sevel universities. Information that could identify a university, such
as names of faculties or departments, subjects or module names, have not formed part

of this research or thesis.

3.6 Qualitative interviews

| chose irdepth semistructured interviews as my search tool. As a lone researcher |
faced constraints of time and budget, which inevitably influenced my choice of

method. In these situations, many lone researchers choose to interview as a relatively
fast way to gather insight into a problem (Middlewodghleman, & Lumby, 199%n

Jvd EA] AU-AEEAZ]vE<®B 0 ~i0600° % E ( E+ 8} o00 3Z uU ]-
human experience and entails the meeting of viewpoints. They are more than

everyday conversations (Dyer, 1995). Qualitative interviewaugdctake different

(JEusU uC Jvd EA] A %% E} Z ] I]v 8} D}EE]}v[s ~i66I
interpretative research interviews which are characterised by word based subjective
conversations with open ended questioning allowing respondents to ctbaie own
responses. | approached the interviews as an opportunity to explore what I did not

know about my respondents, to foreground what my participants want to say in the

way that they understand itCRand the social construction of multiple readiwas
underpinned the research design hetaelesigned my interview tool to enable

meaningful responses to emerge from my participants responses with a framework of
questions based upon key research areas of interest related to my research questions

to guide those responseglthough theresearch questions formed the interview

questions outlined theschedule remained as open and inductive as possitiekeith
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(Cohen et al., 2015.414). My design was based on a satniictured interview,
employing a guide approach (Patton, 2014) In my adoption of this research method |

Ju 8} Z] A VvV %%E} Z }uso]v C Zu Jv ~iodne SZ S v
systematic efforttorealyz €& v pv E+*8 v AZ 3 % }%o0 § 00 Clu_~
p.17). The next section considers that systematic effort and outlines how | developed

my research tool and applied it in the field.

3.7 Developing an interview protocol

| have discussed that | took a mgsithductive approach to the interview process.
However, | cannot claim to be truly and completely inductive as | framed my interview
guestions with the concepts which were important for this research and its aims:
understandings of IP as a polizy actorswithin structural contextsand the idea of

EE] E+ 8} o E 3] X dZ]e *3Z u 8] _ ~<A 0o U idd0 %X 6
starting point for the interview conversation. The benefit of this was that it helped
produce theright kind of datao help answer my research questions. The pilot study
helped to sens&heck the interview schedule and some changes to the order and style
of questions were made after the pilot. The pilot study is discussed in the following

section of this chapter.

The interview schedule that | used is outlinedrable 3 Ritchie et al. (2014) suggests a
staged flow as important for managing the unpredictability of the social interview

situation. The order of questions commenced at Stageith introductory scene

setting and administrative questions, followed by Stage 2 for an initial discussion of the

0 SuE E[+ E €& Z]*3}EC Azl z « EA 3Z (pv 3]}v }I( A
relaxing the participant into the interview, with the mooballenging questions left

until later in the schedule. Stage 3 involves the core of the interview questions and

took the longest time to work through, whilst Stage 4 was important to review and

summarise and allow for time to check for accuracy with parénts.
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Table3 The research interview schedule (using a suggested approach from Ritchie, et al.,2014, p.150)

Research focus area Interview questions

Stage 1: Introduction and context setting

Introduction to research areastudy and participant introduction

Go through participant information sheet, consent forms, general
information required.

Emphasise that there are no correct or right answers. | am interested i
your opinions and what you have to say only. It is okayufwant to say
you do not know about something that | ask about.

Stage 2: Easy opening questions, surface level

Personal career history of participant

Tell me a little about your teaching history, how has it developed?

What are key important issues f@u in your teaching, working with
students?

Stage 3: Core part/moving from general to specific/in depth
Policy communication

Enabling techniquéd policy identification and ranking
Location of IP in university policy landscape

Understanding and awarenes§$ IP

What are the key strategic policies/directives for your university/faculty
that impact on your academic practice?

Flip chart and Podt Note exercise

Thinking about equality and inclusion, what government policies or ad
are you aware of or congus of that have affected teaching practice?
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Research focus area

Interview questions

Understandings and definitions of inclusive practice

Experiences of IP in relation to teaching practice

How do you understand the term IP?

What does it mean to you?

Are there any particular typesf students it relates to?

dZ]vli]vP }ud /WU AZ § } « Z JvP Jv opu-]A |

Can you give any examples of your experiences with students with iss
covered by inclusivity?

How do you approach/achieve IP in your teaching?

Interactions with university structures related to IP

Do you use academic development resources/training etc. to support t
development of your teaching?

In what ways does your university communicate things to do with IP pc
to you?

Identificationof barriers to implementing IP

Have you experienced any barriers/issues/problems regarding
implementing IP?

Are you concerned about being inclusive?

Stage 4Winding down/summarising/what happens next

Summarise and anything to add

Would you like to gdvack to anything that we have talked about?

Does anything occur to you about this area that has not been covered
this interview and you would like to say?
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Stage 3 of the process included an enabling activity which is discussed in the following
section. Prompts and probes were not planned but were used during the interviews

and normally involved asking the participant to tell ihéerviewer a little more about

that issue. | often asked if participants could explain a little more or if we could go back

to talk about an issue that | felt needed further explanation. As can be seen in this

excerpt from an interview with Anyaa new écturer who was experiencing difficulties

in being able to develop her own style and approach to IP because of her position in

§Z Zu} po 8§ Z]JvP Z] &E & ZC[ u%o0}C Jv Z & puv]A E-]3

team of module leader, lecturer and semintutor.

Figurel v A& & %S (@ervienQranscript
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teaching materials, so | prompted her to say whether she had an opportunity to take
part in pedagogic activities. This area of data was to become an interesting and
emergent code as it transpired that lecturers do not always feel in control of their
teaching practice, and therefore their agency for teaching with IP principles is often
limited and reliant on colleagues wlame in control of curriculum content, lecture and

seminar material and assessment tasks.

The unpredictable nature of the socially constructed inteaw (Kvale, 1996) meant
that, despite my welthought out interview schedule, things did not always go to plan.
Participants sometimes gave full answers vHiowed into other stages of the

schedule. My approach here was to follow the conversation with the participant, and
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so changes to the schedule were made spontaneously. Small changes to how questions
were phrased and ordered were an inevitable part of ihierview process and

acceptable within my research approach (Arksey & Knight, 1999; Breakwell, 2000; King
& Horrocks, 2010; Qu & Dumay, 2011).

3.7.1Enabling techniques

Earlier in this chapter | discussed thensitiveelements of this research and how |
designed my research to overcome this problem. Further to this point, | designed my
interviews with an enabling technique (King & Horrocks, 2010) to stimulate discussion
and allow participants to have some thinking time to enable deeper reflectionalt is

pe (MO § Zv]cu S} NepCE( Hv EOoC]JvP }veSEHM S ~<]VP -
used coloured notes for participants to identify university policies which they felt were
most important in their everyday professional lives. | left the room to redhee

pressure on participants. Once | returned, we discussed the meanings of what they had
written on the notes and the relative importance of each policy. Participants ranked
them on a flipchart according to their owalt scale of importance. An exampié this

is shown in Figura.

Figure2 Photograph of policy identification and ranking enabling exercise

dz v (]&+ }( §Z]+ £ E ]+ A E 5Z § 1% *3Jupo & % ESE] ]

discussion of participaded topics and enabled me to move the focus of discussion
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from the general domain to the specific focus of IP policy as part of their wider

understanding of key policies affecting their teaching practice.

3.8 Reflections and lessons learnt from conducting a pilot study

The purpose of the pilot study was to test the suitability of the interview method to
elicit sufficient and appropriate data from gacipants. Ethical approval was sought

and given for three senstructured interviews with known contacts within the
university where | worked in June 2018. This process was invaluable in improving my
research design through my choice of recruitment meththe design of my method

and my interviewing skills as a researcher. | used this experience to strengthen the

resulting research tools that | developed

My pilot study participants offered very detailed and honest accounts, possibly
because of preexising positive relationships which reduced any power imbalances.
They offered very specific answers which | felt had been prepared to fit with their
perceptions and previous knowledge of my professional role. Although | was keen to
avail myself of the bend§ of being an insider and developing an emic understanding, |
needed to create some impartial distance and recruit participants that were not aware

of my interests and roles.

The pilot study helped me to refine my interview schedule of discussion tapats
questions. During the pilot interviews it appeared that questions which tested

% ES] % vSe[ IVIAo P }( %}o0] ]« & o8 8} ]v ope]}v u
uncomfortable. Questions based on knowledge can be threatening, as Patton (2014)
warns. To mitiga this and follow my ethical code to do no harm, | considered a softer
phrasing style, and changed the sequence of questions for the main study, to ensure

that a rapport could develop.

HE]JVP 8Z %]0}3 Jvd EA] A« / }(§ v u.Myeglolstusly El}o }
% ES] % vSe Alpuo <l u ](38Z C ZZ P}S SAoBKk@®WZS[ v
Jus 8Z o 3Z]vPeX[ / thederthiagdytfdr this research | wanted to
know about whatheyknew aboutthese thingsl was keen taninimise the power
imbalance that may occur during my research and added some more phrases to my
pre-interview briefing notes to emphasise that | was interested in what my participants

had to say and that there were no right answers.

66



This experience causede to reflect on how | should deal with this issue during my
research interviews. Should | step in to offer my knowledge? By doing so | would offer
my approval or disapproval to their responses, which many authors advise against
(Arksey & Knight, 1999; Haabuss, 1996; Ritchie, et al.,2014) preferring instead for an
active listening approach to interviewing to maintain the interview as a comfortable,
non-threatening encounter. | decided my policy would be to reiterate that the

research was concerned withhat my participants understood or felt, and that there
was no right answers in this field. There were many times that | had to fall back on this
stock phrase during the research, and | was grateful to have considered how | would

deal with it beforehand.

3.9 Recruitment of participants
This studyncluded interviews with 19 participants who were full time lecturers in post
1992 English universitie§.he participants were of central importance as protagonists
in the story | wanted to tell As discussed previolys an important tenant of CRves
prominence tounderstanding the internal conversations of human agéAtsher,
2003)and as such it was important in this research to foregrotivedvoices of
lecturersto give the best opportunity to hear what lectusem universities had to say.
A nonprobability sample was soughn line with CRprinciplesseeking plausibleather
than generalisablaccounts oparticipants This necessarily required a purposive

%% E} Z 3} %o ES] 1% VS » 0 5]} %AZP X BJEN ==  ~vdZGEU
2013, p.137).

The parameters of the study were set to include lectuiarEnglish universitieshose
substantive employment contracts involved significant teaching responsibilities which
were described as over 75 per cent béir workload. Lecturers who had a

management role or were working on principal lecturer pay scales were not included
in this study, although those who had organisational roles (such as module leaders)
and course leaders were included. Length of experi¢aaehing in HE was not a

criteria for inclusion, other than that lecturers with less than two years teaching
experience were not included in the study, as they may not have had sufficient time to
experience fully the issues | was interestedliacturerswho were employed on a
part-time basis or on a temporary contrastre not included| considered the policy

experiences of paftime and casual workers and their negotiation of IP and
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anticipated that this may be very different to fdiine lecturers. Flirtime lecturers

would have morein %S$Z A% €] v }( Z JvP[ o SuyE& EU v §Z
contribute to answering my research questions more fully. They also had more time

and access to engage with academic development resources and policy evieiats, w

was a key part of the research questions. The consequences of beingtargadr

casual academic are a partial involvement in the academic teaching éBeman,

Yasukawa, & Goodman, 2008; Leathwood & Read, 2028fjen means that these

workers @ not form part of module leadership teams and therefore do not have a

high degree of agency to react to or act upon poli@acknowledge that this could be

an importantissue and the realities of these types of academics are important areas

for future researchas identified in the final chapter.

Importantly, | wanted to broaden the study to a wider applicatresognising that to
focus on one institution may mean that the findings aneited and only plaudble for
that organisation (Trowler, 1998This was the case previous studies involving

0 SUE E[] A% E] v -« wWhigivhadbeghvimitel td @Wsingleuniversity
context(Bunbury, 2018; Hemmings, Kemmis, & Reupert, 2013; O'Donnell,.2016)
Therefore, participants were not limited to one particular university, thet sampling
method led to the inclusion ofecturersfrom post1992 universigsaffording a
possible limitatiorof the pertinenceof the findingsto similar institutionsrather than
the range of universitiefboundin the Engish HE sectorfThree universities were
represented in this studyMy subsequent choice of recruitment strafg provided a
range ofidentitiesand a variety of teaching career journeys, and | felt that this
enriched and enhanced the finding&he participants are outlined in Appendx A
range of academic teaching experience can be seen from 3 years to 25 years
Participants were also asked informally if they would identify with a particularietiin
and the mix okelfprofferedidentities showonly two participants who identify as
black British,(]JA AZ]3 p@E }%welve WhiteBritish.The researchies were
exploratoryrather than comparativand findingsvere intended to form the basis of
further researchFurther aspects gbarticipantidentity such as disabilitygender,
sexuality, age were n@stablished. This may lseen aslimitationof the eSSy C|[-

findings and is discussed@hapter 5.

| chose to use a snowballing recruitment strat¢@gddlie & Tashakkori, 2009, p.174)
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Snowball sampling would enable me to access lecturers outside my work environment
and to explore sensve and personal practice issues by helping develop a relationship
which | hoped would engender trust and foster opennessealing internal

conversations of participant®8oth areconsideredbenefits of snowball sampling, as

identified by Cohen et a(2011)and Browne (2005).

The participant stemma (snowballing scheme) can be seen diagrammatically in
Appendix 1. The diagram shows the filestel contacts which formed a gatekeeper

role. These were noparticipants who suggested lecturers who might bdimgl to
participate in my research. The resultiapngated snowballemonstrates a

successful effort to have a range of lecturers from different faculties and universities
and demonstrates enough diversity to mitigate criticisms ofselécting bias. No
(2008)further points out that arelongated snowbaltan lead to very different types of
participants at the end of the chain of contact from the beginning. This helps to
overcome the problem of the influence of initial contacts on further contactdst a
mitigates an issue in qualitative research relating to the effect of power relations
between the researcher and the researched. As | did not know any of my participants
personally or professionally, this distance meant that participants were not aofare

uC s Z]JvP *% ] o]Jeue }E E ¢« & Z |JvS E *S*U Z 0% ]VvP S}
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3.10The interview process

The interviews took place in numerous locations, but always invate space to
minimise interruptions and distractionEach interview took at least 30 minutes of set
up, up to 30 minutes of pranterview talk, at least 60 minutes of interview and then 30
minutes of postinterview administration. Therefore each parpant interview
represents a rour commitment. Two or three interviews during one day was the
maximum that could be scheduled. Interviews were exhausting and time to process
and recover was also needed. In short, the timescale for interviewing was
underedimated, but | felt it important to take time with this important stage. It
required more than one trip to different interview locations, which further extended
the data collection period. Data collection commenced in October 2018 and finished in
March 20D.
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Interviewswere recorded using two devices, and written field notes were made
immediately after the interview to record newerbal data which may aid future

detailed contextual and situational interpretations of the texts.

In the field notes I included a description of how | interpreted the participant was

behaving during the interview, what | observed of their body language, tone, style of
talking, etc. | also recorded any reflective points that had occurred to me, ingludin

how | felt the interview had gone. The advantage of this was that it enabled me, when

| was reading the transcriptions of the interviews, to look back and remember how

data that | was trying to code was delivered. This enabled a deeper understanding of

tZ % ES] ]% vSe[ E *%}ve U AZ] Z/ o] A Ju%k E}A uC ]

Participantllya

Figure3 Excerpt from field note memo created after an interview with llya
VEIY TIEITVOUS dl Ule sidil Ul UIE ITIEIVIEWEEITS Vely dallXIUUS WU pliedse dilu CUITIHIETILE!
that they worried that they will saygomethingwrond X / SE] S} E <eupE X
This participant is talking extensively in the intervieat pains to get it right, say the right
thing. At times | feel this was tager up for a lack of knowledge
Questions about policy and teaching applicatidecame anxious and a little
uncomfortable when could not answer the quists or did not understand them
Kept talking on the same point, repeating himself.
There is constat shuffling in the chair and it feels like a defensive body language. Arm
folded, sat back in chair.
| feel uncomfortable in this interview.

% ES] ]% VS erpakingvandRhe credibility of my research. Using NVivo, field

vi§ ¢ v § C %o v 88§ Z * uu} (Jo « 8} Z % ES] ]%o \
allowing for themto be open and available during the coding process. Figsteows

an excerpt from a memo written after interviewing llya. | was able to use this memo to
better understand the comments Ilya makes in the transcript. He is acutely aware of

his lack of knovddge about IP and what it means for his teaching, and his long

statements, read in the context of his discomfort, contributed to the development of

codes relating to understandings of IP and the emotional affective response that

thinking about IP has on lecturers.

The interviews were closed by asking if the participant wanted to retuadtb

anything to any of the discussions. My ethical protocol included an opportunity for
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respondents to request their interview be amended or withdrawn up to two weeks
after the interview. Participants were also given the opportunity to view their
transcrigs, and were contacted by email to ask if they would like to do so once the
transcribed files were available. | was disappointed that no participant requested to
read their transcript, however a number have requested a copy of the thesis after it
has beerexamined. | deduce from this that participants felt they gave true and honest

accounts in the interviews and are happy for those to stand on the record.

3.11Reflections on the interview process

Generally, the interviews were an enjoyable experience for me. | felt privileged that

my colleagues in the field shared their thoughts and some of their internal

conversations with me. My patrticipants were also positively affected. Greta (Northern
UniversiSsCes }uu vs ~/ E oo0oC vVvi}C ]JSU SZ vl C}p_X v A u
interview prompted reflection by participants on the issues raised comes from llya,
whosaid,z}u Z A u u $Z]vl }us 8Z ¢ Jeep o VIAX [/ 3Z]vI /
back and dosom& Z]vI]vP X _« C /A %. Eefection hiter theoifiterview
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in developing academics in relation to IP. This reflexivity of academic staff was also
observed byClegg and Stevens@®013) who point out that this reaction means these
reflective conversations about issues of importance are not part of the everyday
experience in universities. My starting point for this doctoral research was my own
experience of a kek of engagement amongst lecturers in IP, and | reflected on how

doing this research might have helped engage some lecturers.

Many of my field notes indicate the high levels of stress and anxiety felt by participants
when asked to talk about IP and in theesponses about their working lives. These are
discussed further in the data analysis section, but one interview stood out as it

affected both me and the participant very deeply. Joan (Midlands University) found the
interview difficult, and at one point  u  u}3]}v oW ~/ }v[§ IVIA AZC §Z]
ull]vP u p% e SU u C ]S[c ip*s8 82 Zv S8} S ol 8§} «}u }v X

wanted to stop the interview, a strategy recommended by King and Horrocks (2010)
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for interviewees in distress, and we had a breakilWloan said she wanted to
continue. The following excerpt, from my field notes, shows how this interview made
me feel. Firstly, | found myself wanting to step out of researcher mode:

/ (08 o]l :} vAe % ES (}JE *ju v FHehdgestw §} Z
she talked with made me feel protective and want to cross over from
interviewer to supportive colleague.

My emotional response was one of anger, this made me realise the human impact of
the field that | am researching:

| feel angry that Joan wédmought to this point by the job, the university etc,
«Z Z e+ V}EuU}pe 0 A 0 }( E *%}ve] ]0]SC AZ] Z «Z '} »
for and | feel angry about that.

Joan allowed me into her inner world, and | feel privileged and grateful. My field notes
record:

she says she is fascinated by my resedrsées it as valuable and interesting
and needed and | should shout about it to all university management. She is
PE S (Mo (}E SZ }%o%}ESUV]SC 8} § ol }us «Spu((U 8z
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wellbeing, | felt that this was not necessarily a negative experience for her. King and
Horrocks point out that when interviewing about sensitive topics participants can be
gratefpo (}E& ~8$Z Z v 8§} ]e Uee 1((] pod spi 8 A]3Z +Cu
(2010, p.59)

3.12 Approach to data analysis
The approach | have taken in this doctoral research foregrounded the importance of
rgzontent}( AZ § % ES3] 1% v Kiry 8Horkdcks, 2010, p.14Zny
emphasis). An approach to data analysis often closely associated with helping to
achieve this goal is thematic analysis (Braun & Clarke, 2006; Fereday-& dthirane,
2006; Ritchie & Spencer, 1994 hematic analysis is congist with my ontological and
epistemological stance; it will enable me to develop a key understanding of the

e v }( o0 SUE E[* A% E]V * v SZ E (}E ]» SZ u}es
my research questions. There are many ways in which thematilysia can be
applied, and | have drawn on a variation of thematic research called framework
analysis developed lihe critical realistapproaches ofRitchie and Spenc€it 9%,

andMiles, Huberman and Salda(2014)
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The next sections outline the processough which | managed and indexed my data.

It includes a consideration of the transcription of interviews and the approaches | used
to code data, including the development of my analytical framework, my use of
computer aided qualitative data analysidtseare (CAQDAS) and NVivo to structure

my data analysis and decisions related to the presentation of findings.

3.12.1The process of data analysis

A useful framework for understanding how | dealt with data is conceptualis¢ieby

CR approach of transcendental realismMiles and Hubermaf2014)(see Figurd).

Here, they articulate the four stages of data analysis through which researcher moves
and returns to cyclically before reaching their conclusions: data collectioa, dat

display, data condensation and conclusion drawing.

Figure4 Miles and Huberman (1994), stages in qualitative data analysis

The interview process, as a data collection phase, was important as a starting point for
analysis, as | started to become aware of issues being discussed by participants during
the interviews. This was informing my thoughts and impressions of important issues
contributing to how | looked at my data. It helped form my analytic strategy which |
then employed to achieve data condensation. Following the data collection phase |
processed the audio files and moved into a data display phase which commenced with

the transcription of these files.

73



3.12.2Data display
To display the data, it was necesstrytranscribe the audio files into written scripts.
Interviews were recorded with two devices. This ensured that the quality of the
recordings was always good enough to be transcribed accurately. The audio files of
recorded interviews were professionatiyanscribed verbatim (but without emphasis)
by a company used by academic researchers for this purpose. Time constraints and my
personal circumstances as a ftithe lecturer were practical reasons why | could not
do this myself. This might be criticisemt in absence of contextual detail which might

SE S (E}u pv &S v JVP SZ %o ES] ]% vS[e }uu vSeV [ }/
field note memo immediately after each interview which recorded the tone, pace and
body language of participants and the imdiate thoughts | had about the interview.
In addition to this the audio tapes were also kept within the software package NVivo,
which enabled me to return to the time indicated on the transcript to gain clarification
of the tone of the comment if | felt wBure as | went through the coding process. As an
insider researcher | felt tuned in to what my participants were describing, and was able
to identify the significance of any body language, verbal nuances, sighs or pauses
which might have indicated annoyamdrustration or stress. | brought to these
encounters my personal frames of reference to interpret what my participants said,
and the existence of detailed field notes helped to support or refute my

interpretations of the data.

3.12.3Using CAQDAS to agise data display and data condensation

| used a CAQDAS packagéVivo 12 to organise, rather than analysey data. Using
NVivo as a tool to help analyse qualitative data has been debated in academic
literature. Lu and Shulmaf2008)provide a summargf the debate: for academics
who object to using CAQDAS, objections revolve around quantification of the data
through a focus on frequency of topic rather than meaning. In addition, there is a
concern that the software may drive a formulaic approach winigty become relied
upon by researchers, and neglects to incorporate contextual and individual research
characteristics. In contrast, advocates are numerous and put forward many
advantages, such as effective and transparent management of large data setd; var
methods of data enquiry; increased ability to compare across data sets and identify

linkages and similarities.
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dA} } ] 3} AYEI }VvA]v u 3} pe (2E18)woykorkKanalyging the

way researchers use CAQDAS proposes a model of the deastbpf knowledge that

resonates with my doctoral research. In this sense, using NVivo gives an audit trail for

other researchers to follow which contributes and substantiates the claim to

knowledge that research makes. Secon@ljgods, Macklin and Lew{2016)suggest

that using CAQDAS can promote reflective moments for the researcher during the data

analysis process, a crucial element to the presentation of credible qualitative research.

They identify opportunities for the researcher to use the softwarérack their coding

decision development and return to those decisions to review them. However, they

A Ev 3Z § 78 v}IvoC }}]J(E s & Z E+ Z}}+ 8} E (o
}us }]vP ¢}YV}S J( E » €& Z Ee+ pvSZ]vijurtrogpts ( E S} % E

Al8Z}us }ve] E]JVvP 3Z |E EWoodE e} al%2016,  PO2Bearing

this in mind | consciously used NVivo as a tool for data management. | personally

coded my data rather than using the autoding function, and only used the fctions

of the software to interrogate the data to draw comparisons across cases. | found it to

be useful in allowing the transparent use of a matrix or framework approach to data

display in thematic analysis (Miles & Huberman, 1994; Ritchie, et al., 20bdys et

al. put forward that

Leaving a trail others can follow and challenge is epistemologically important
and addresses a moral imperative for reflexive researchers to communicate
openly, ethically and truthfully about their research journ@¥oods ¢ al.,

2016, p.385)

Using NVivo allowed me to record my progress and thought processes as the data
analysis process developed and this has allowed me to communicate to others the

research trail for interrogation strengthening my claims for rigour.

3.12.4Analysing the data
The next stage involved data condensation. Data condensation or redMites &
Huberman, 1994jefers to the process by which qualitative data is organised, sorted
for relevance and reduced to enable the researcher to produce megéaumin
conclusions. For my research, this meant following the analysis process recommended
by Ritchie et al(2014, p. 280) %S (E}u E pv (2006)th&mat[c
VOCe]s % ®E&} e¢*X /S ]vopu «uvC }(SZ ( SHE « }( E pv
U Eu v[e ~i000° %o E&} e U pus e (MESZ E Ju vel}lv }(
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display and involves a summary of coded, indexed data per case (participant) displayed

in a matrix. This has the benefit of keeping the coded phrases and verbatim scripts for
each participant whilst allowing for a deeper interpretation across and within cases.

dZ (}oo}A]vP « 3§]}ve ul}A SZE}uPZzZ Z]58 Z] & oX[* 5 u v

describing how | engaged with each stage.

Stage 1: Familiarisation
| became immersed in my dathrough a process of reading andreading each
transcript. As this took place very soon after the interviews, | felt familiar with each

transcript.

Stage 2: Constructing an initial thematic framework

| returned to my research questions to help guide tievelopment of my thematic
framework. This helped formed a descriptive set of themes or codes which could be
applied to each transcript as a first pass at coding the data into topics or themes
(Salday U 7iioeX /v]8] ooC ]S ]Jv opu ings &P dlEy; experie@ees v
of implementation of IP policy; engagement with university policy and processes; and

contextual barriers to being inclusive as overarching themes.

Stage 3: Indexing and sorting
The first pass of the data allowed each trangtcto be coded on a thematic basis

(Ritchie, et al., 2014) allowing each theme to be collated and compared.

Working through each transcript allowed me to build upon the initial indexing
framework and develop a set of themes with more detailed-Sumes. Nivo allows
descriptions of codes to be recorded and recalled when the researcher is considering
applying a code. | considered the setting up of thematic codes to be a significant part
of using my positionality to approach my dgi&oods et al., 2016)loacknowledge

and support this process | began to write an analytical diary to describe the thought
processes | was going through at each stage as | reviewed the data. As part of this
process | also wrote analytical memos to accompany most of the thematesashich
described their origin and meaning. A benefit of using NVivo is that these can be
attached to each code and recalled when the later stage of abstraction and
interpretation of data commences thereby producing an analytical audit trail of my

interpretations.
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This is shown in Figug a screenshot from NVivo. The initial thematic coding frame
can be seen on the left of the page, the overarching theme with codes andalés
forming a full coding framework is shown in the middle of the screen \kighcbding

notes in the folder properties file which explains the principles employed when |
applied the overarching theme to the data. This is a view of the coding framework for
this theme after the data has been read;nead and coded. The stdndes were

derived from the data, and this list became fuller as | progressed through my
transcripts. | then returned to the transcripts to ensure that | had applied these codes
effectively and had not missed any data which should be included. | also wanted to
checkif there was any room for more codes to be added. Only when | was satisfied did
I move onto the next overarching theme with the knowledge that NVivo enabled me to

add and change codes to any node very easily as | continued my analytical process.

In the node framework shownin FigueeSsZ € ] < S }( } e v u Z u}s]}v
E *%}ve S} /W[X dZ]e ] Vv}S (}EU % ES }( uC ]Jv]s8] o §Z u
through my data during a second pdSaldaa, 2016)with a more interpretative eye, |

became very aware of the responses whadtiner substantively or implicitly discussed

in an emotional or affective way how patrticipants felt about IP and the process of

trying to implement it. This emergent theme was apparent to me, perhaps keenly due

to my positionality. Initially, | coded thescomments within my framework, but as they
featured in each overarching theme and became more detailed and complicated, |

] §Z § 58Z]* A EE vs V]v % v vS8 §Zu } W Z u}s]}

Figure5 Screenshot of NVivio showing a thematic coding framework including nodes, codes
sub-codes
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theme. The full coding framework with attached code descriptions is contained in

Appendix 4.

Stage 4: Reviewing data extracts
At this point my interview transcripts were coded by theme and-#wme, which
identified where the esponses that were about the same thing were. A benefit of

using NVivo was that | could easily navigate between case, theme (NVivo calls these
Figure6 Screenshot of an indesoded transcript in NVivo

nodes) and subhemes (or codes). My data was sorted and in a manageable form.
Figure7 gives a screenshot of eanscript which has been coded. This is participant
number 12. | used a numbering system to help anonymise the transcripts as | indexed

them.

The screenshot shows part a coded interview transcript. This section of the

interview is a response about how the university and participant interact in respect to

IP.

Stage 5: Data summary and display

| returned to my data to create a matrix which summarises, by theme, the essgn

§8Z % ES] ]% vS[* Jvd EA] AX dZ]s «Z}po Vv o 8Z €& « E
summaries for further interpretative analysis rather than the full transcripts, and they
eZ}uo }v8 ]Jv A~ viuyPZ S ]Jo v }vsS AS Y 8§} pv E-S v §Z
(Ritchie, et al.,2014, p.309)
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themes to indexed texts. This is demonstrated in Fi@mehich shows an excerpt

(Elu (E uA}EIl u SE]LA E & IVU}SPFAE v S((383]32Z[ Z
theme. | became more skilled as my analysis progressed, but this was the first step in
moving towards abstraction and interpretation of the data, and there is evidence of

the development of my coding framework here as | start to depahterpretations,

for example, of what it might mean for participants who are expressing difficulties and

struggles when they think about IP.

Figure7 » E ve<Z}S }( (E u A}JEIlu SE]EA E § (} & hetbeflie ES] ] %o
of emotive and affective responses

3.12.5Abstraction and interpretation

The abstraction and interpretation phase, which began with developing a framework
matrix, involves thinking about what the data reveals. It involved bringing my values

and interpretations to the data what Miles and Huberman (1994) call the conclusion
drawing or verification phase. Inevitably, as | created my framework matrices and
revisited my thematic codes and data, | began to see overlapping, similarities and
patterns which meant | could refine my codes and start the process of categorisation.
Developng categories and moving toward meaningful themes which addressed my

E e+« E Z <pu *8]}ve A e Z] A SZE}uPZ AZ5 "0 v § Eu-
(2015). Saldana urges researchers to be lumpers; to develop categories with depth. |

tried to approach my da not with the intention of creating a large number of
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categories, but of focusing on groupings of codes which were supported by a depth
and breadth of responses sufficient enough to make interpretative judgements about

the meaning of the research for mgsearch questions. My process is demonstrated

by the concept maps | created to aid this process in NVivo (see Bigdreis shows

the index codes in blue circles which were grouped into categories represented by
green shapes. Some codes are relateddaoteother and have been linked with lines to
represent this.

Figure8 Screenshot to show a concept map created in NVivo related to themes of implement.
and barriers to inclusive practice

For example, it can be seen on the concept map that a category of relationship
(re)negotiation approaches to IP has been created, and includes data indexed to codes
of lecturerstudent relationship, individal case adaption of teaching style, and staff

being subversive outside of university systems. Concept maps are presented in

appendices 8.

3.13Summary

This chapter outlined the considerations taken for the research design of this doctoral
study. The intersaonality of the influence of my positionality as a lecturer; the
ontological and epistemological critical realist framework of the research; and the
sensitive nature of the research topic were explored. The coherence of the resulting

naturalistic researcllesign was therefore fully justified. The research followed the
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ethical codes of BERABritish Educational Research Association, 2@h8)the host
university, and issues particular to this research were explored, including informed
consent, risk of harmand confidentiality. The process of developing a qualitative, in
depth semistructured interview research tool is describeéihcluding the

development of an interview protocol and a snowballing recruitment strategy for
participants. A reflective stancetasken throughout this chapter, discussing moments
of learning and reflectiort particularly concerning the quality and rigour of the
research design. The thematic framework approach to data analysis and the use of
CAQDAS in the data analysis processpkaaed, and the stages of data analysis are

outlined.

The next chapter outlines the findings this research process produced. An overarching
theme identified dilemmas of practice which lecturers appear to face as they negotiate
their IP. Within this, suibhemes of (mis)understandings of inclusion by policy actors;
pragmatism; doubt and discomfort; absent and rhetorical IP policy discourse and
artefacts and constraints of academic agency, including power, space and time,

emerge.
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4.1 Introduction

Analysis of the interview data collected for this doctoral research identified several
themes, topics and issues of concern to participants. In this chapter | draw attention to
those themes that most closely inform and help to addresgesgarch objectives and
guestions. To reiterate those here, the research aims were in relation to inclusive
practice (IP) policy in English universities and sought to explore the experiences of
academic teaching staff as they negotiate their teaching tmacdn relation to IP. More
specifically, two research questions were posed: to what extent do academic teaching
staff understand, interpret and implement IP, and in what ways do academic teaching
staff engage with university policies and processes aiatedipporting the

development of IP? A sociological approach to policy enactment as developed by Ball,
Braun and Maguire (2011) is taken. The concepts of policy actors, subjects, contexts
and discourses that form this approach frame the research findifgs.original

approach gives a hitherto unknown picture of how IP policy is enacted in higher
education institutions (HEIs). This chapter initially outlines the overarching theme of
the findings, which identifies dilemmas of practice participants faceexperience in

their professional practice, and then moves on to present and discuss the themes in
ultE S JoX dZ (]Jv JvPe & % &E * vS§ Vv ]JoopeSE § A]Ss:
participant is identified by a false name, their anonymised univeraitg,the number

of years that they have been teaching in higher education (HE).

4.2 Overarching theme: dilemmas of practice

The findings of this research identified the quandary lecturers are faced with in their
professional practice. Their responses suppbéres that coalesce around an overall
finding (or conclusion) that lecturers face every day dilemmas of practice involving
inclusion and equality issues, which are often unresolved or resolved unsatisfactorily.
Influencing those dilemmas are the contingascof situated contextual factors that
JV(}EUU }veSE Jv VvV ¢Z % o0 SuE E+[ Z}] < ]v Z}A §Z C
located in the IP policy subjects, discourses and structural contexts that play out in

English universities. Policy enactments aot simple processes. They are:
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collective, creative, and constrained and are made up of unstable juggling
between irreconcilable priorities, impossible workloads, satisficing moves, and
personal enthusiasn{Ball et al., 2011, p.71)

There is constant t&sion in this process of making choices which are ultimately

JveSE Jv U 1((] o 3} & *}oA v Z A }Jve<cpv e« (}E o
working lives. The interview responses suggested lecturers are often caught juggling
the aims of policy articated at national and local levels, and the ectade demands of
students resulting in everyday dilemmas of practice which are resolved in pragmatic,
valuebased ways. This was found to cause a high degree edmelft, stress and
anxiety. This chapter s&s to articulate and demonstrate in greater depth and detail
the findings and themes which explore and illustrate my assertion that lecturers are

confronted with dilemmas of practice as part of their lived experience.

This chapter is structured to addresach research question. Firstly, the themes

related to question 1 are mostly but not exclusively linked to theoretical concepts
related to policy actors and subjects. That is, the themes which emerged from the

% ES] 1% v3e[ Jvs EA] A AblicysUndeEstodd asd artipilated, by
actorsand assubjects The three key themes here were found to be
(mis)understandings of IP; dilemmas of practice leading to pragmatism; and doubt and
discomfort felt by participants about IP. The second quessaonnected to

theoretical concepts obolicy discoursand policy context, and themes related to

these areas are discussed in sectior&ahd 47. Findings here evidenced a policy
context theme of constraints of power, space and time feltdmturers. The policy
discourses section presents and discusses the ways IP policy is felt to be
communicated and received by participants. This theme highlighted the importance of
IV(}EuUu o ]+ }JuE- + }A E (JEuU 0 %}o] C ]+ Ipedagogicg} E v (}(
practice and influencing the ways they resolve their dilemmas of practice. Lecturers
were found to be engaged in developing their own definitions of IP using their trusted
professional networks and drawing on their personal values. Consequéntbolicy

was being played out very differently across institutions and differently from how the

institutions intended.

4.3 (Mis)understandings of inclusion by policy actors

This theme relates to what the policy actors, lecturensgerstand asndknowabou

the policy of IP.
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| ought to be more aware of it. Emma (Northern, 25 years)

There wasvidence that, as these quotes from Zeyd and Emma illustrate, the lecturers
in this study had very little understanding or awareness of IP. A key significance of this
is that, potentially, lecturers who do not have this policy understanding are not
orientated to change or improve their teaching and learning practice in line with the
principles of IP. Being aware of the policy is fundamental to its enactrnaithough it

IS not a guarantee that it will be enacted in the way that is intended.

Similarly, forothers, IP was not a consideration for their teaching practice:

So it really is the least thing on my mind. Joan (Midlands, 10 years)

[ }v[S *« S }uUS %opE %} (pOoOC (}E Z u} po S} s ES
consider inclusivity. Perhaps | shouldeta (Northern, 25 years)

D}E Ju%}®S v §Z v /W +« u §} §Z v}8]lv 8Z 8§18 A « v]
responsibility to develop practice based upon a consideration of different individual

needs:

&YE u [ P e /[A ¢8}% % Vv}3] VP AZR[E}u}{EPUE}
He /[u Z @achSJoan (Midlands, 10 years) (emphasis added)

3} V[® % E}( **]}v 0 A o ¢ %% E 3} % E]}E]S]e Z E o0]A
over the supportive aspects of individual learning differentiation that are idedtifie
Al13Z /WX dZ]s A+ (}uv 3} §Z e Jv K[ }vv 00 § o0XJ[e 3
0 SHE Ee+ (05 3Z 8§ ep Z Z VP ¢« 3} % E 3] A« ~"}us }( 8z
that traditional methods of pedagogysuch as lectures or essay assessmentgre

not likely to be changed, as they formed a key aspect of academic identity.

Many other lecturers exhibit gaps in their understanding and knowledge of specific

§C% * }( *3p vse v Z}A &} o0 A]J8Z 8Z uX > }v[e }uu v3e |
how lecturers mg& not know how to approach people from different religions and have

little knowledge about specific learning disabilities:

The inclusivity there and again with things like religion, if a student has to go to
call for prayer or something like that and thef¢ E ]+ P}]vP 3§} o3 UA
really understand or know much about that do we? and those sorts of things. |
think at the moment dyslexia, dyspraxia,-deda, has almost become

tuulvU Z ev[S ]SM > }v ~D] o v U ii C E--
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We must assume therefore th#these are not considerations when he prepares his
curriculum and his teaching practice. Interestingly, he indicates the extent to which
lecturers may be feeling that specific learning difficulties are so commonplace that

perhaps it is impossible to takbém into consideration and make changes to practice.

| returned to listen§} > }v[e SE& ve E]%S P Jv s} Z | (}& S}v v ]
appeared to me that his tone indicated anxiety and is-deffrecating rather than

dismissive.

This finding contras with work from other authors. Hemmings, Kemmis and Reupert
~{iiie (Juv 3Z 3 0 SUE E+ A 0}% 3Z ]JE 8§ Z]vP u 8 E] o
]Jvd oo 3p o JvA «3u v3e ]Jv A}Eo A] A }ps {(Hemmings A]3Z -
et al., 2013, p.78)In the fihdings of this research study, this did not seem to be the

case. There was evidence of, if not a rejection of IP principles, an absence of

engagement with the principles for some participants and partial, contradictory, fluid
understandings held by otherBarticipants in the study presented confusing and
inconsistent positions throughout the interviews. There was no evidence found to

support the idea of thentellectually investedecturer in IP. The picture is more

complicated than this. This theme neeg@isy %] IJvP 8} P]JA 8Z (po00 %] SUE
understandings and policy work that the research uncovered. Throughout the

interviews, lecturers other than those who admitted forthrightly to a lack of

knowledge, were tentative about their conceptions Bfdnd often gave contradictory
accounts about their understandings and how they approached it in practice. It was

hard to find any consensus for what IP meant to participants in this study. Earlier

studies, such as Smith (2010) found lecturers had mosgpartive attitudes to

inclusion but struggled to put them into practice, which was a similar position found by
Fuller et al. (2004). In a schools scenario, Florian and-Blawkins (2011) also point

to difficulties of implementation felt by teachers afdlusive principles. Similarly in

schools, Ineland (2015, p.53) identifies professional educational and personal social
o}P] « AZ] Z & }v(p- }usS Jv ope]}v v (E cpoS Jv N]ves
towards IP. The findings of the current study gag this work in part. There is

evidence to support problematic implementation (which is discussed in the latter

sections of these findings) however a common positive invested attitude was not

found in this study. There was evidence in the findings tgeupa confused logic
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concerning IP for lecturers and this may be a contributing factor to generating an

ambivalent institutional HE context.

The responses demonstrated a wide range of understandings of what IP is. A
multiplicity of conceptions and theorsewere used, often unconsciously, to articulate

0 SUE Ee*[ pv E=+S v JvP X /35 misunderstdodhat the yoGicyds-or
what it involves. It was these misunderstandings, rather than a common
understanding, which was identified as an impartand significant finding. The theme
is made significant by the omission of any comment which clearly specified a strong
grasp of any professional or universdgrived definition of IP. This is not surprising. It
was seen in the literature that definitis of IP were complex and multifarious. Given
the numerous sources of information specifying and defining IP at an international,
national and local or institutional levels, it may not be surprising that participants had
differing understandings (Lawrie at., 2017). Hardy and Woodcock (2015) put forward
a critique of international and nationd¢vel inclusive education policy articulation,
citing a lack of clarity and consistency, but also identified a predominant deficit
discourse around how to enact poy goals. At a local level within a HEI in Scotland,
K[ }vv oo0[* ~11i0e E ¢ E Z %us (JEA E 3Z § }v(pe]vP
are evident in policy discourses found in documents and texts created to support IP.
Complicated and confusing messagmsnd in policy discourses at all levéghmed,
2012; Pilkington, 201Xould account for misunderstandings and an apparent lack of

engagement or awareness of policy relating to inclusion or IP.

The following discussions of this theme address the findivigish are concerned with
the notions of equality and social justice held by lecturers to explain their
understandings of IP; a recognition that there is a reliance on practices such as
normalcy and othering as a basis for understanding and implementing IP
misunderstandings of IP as reasonable adjustments, disability orientation and
widening participation (WP); and finally an appreciation of where IP happens for

lecturers.

4.3.1Notions of equality and social justice
A key finding that emerged from the datvas that participants strongly related IP with
notions ofequality. Ilya puts it simply:

Inclusive practice involves treating people equally. llya (Midlands, 6 years)
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This formed the basis of a parent code within NVivo with-sodbes arising when

equality was further discussed in relation to its subject: equality of opportunity for

example. A key part of understanding IP for lecturers involved phrases that included

tZ A}E « Z <p o[ }E Z+ U }%%}ESUV]SC[X /8 A« 0 E §Z ¢
of what treating people equally meant was related to treating people the same, and

that this would achieve equality of opportunity. This was interpreted as the equelity
opportunity to participate in the activities involved in an HE experience in the same

A C «}8Z E «3p v8eX vC v '"E 3 [+ }uu v3s U}V3E 8

Everyone should be treated the same way and should be given the same
opportunities so they can achie the same result as everyone else. Anya
(Northern, 3 years)

/[8[¢« }us8 VvepE]vP 8Z 8§ A EC } C[* SE 3 <up ooCU
in the activities. Greta (Northern, 25 years)

These quotes from participants raise two issues relating to traetstanding of IP.
Firstly, they seem to suggest that all students should be treated the same way,
regardless of any differences between them. It is likely that this understanding of IP
derives from and shows awareness of the requirements of the EqualitC4.0,

which protects in law the rights of protected groups in the tidaking it illegal to
discriminate against or fail to anticipate their needs. Although participants rarely
mentioned this Act, it is the most likely driver of conceptions of IP as ant
discriminatory, and has been part of social narratives in the UK since its inception. This
assumption of treating all students in the same way would seem to be a

Zul*E& }PvVv]S]}v[ }( Jv <p 0]SC }vakey conponemt of adiesEing
socialinequality for Fraser and HonnefB003) Fraser and Honneth suggest that
recognising inequality and practices that support inequality is a fundamental

requirement if society is to achieve social justice goals.

Secondly, even when participants recognisiéedences between students, they seem

to advocate that equal treatment will result in all students being able to achieve the

eu E epode ¢« Z A EC}v o0« [X dZ]e A+ A] v Vel %o %o )
% ES] ]% v8e AZ} ] vS8I(] v i8] P[5 ¢ FPGHEERMIS] ¢ §)
participate in the everyday activities of a university education. All students should be

able to come to lectures and seminars, get the reading, do the activities, do the
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assessments and be included in equal ways. For exam@g,Ale pv &S v JvP ]« §
IP involves consideration of students and their inclusion in classtoasad activities:

Inclusive practice, to my understanding, means taking into consideration all the
diversity that you have in class, in terms of abilities] &#ackgrounds, and
including them all, equally, in the class activities and in knowledge. Altin
(Northern, 3 years)

So, inclusive practice, acknowledging all the differences, and everything else, in
the classroom, and still being able to include themaiether equally. Greta
(Northern, 25 years)

There appears to be evidence to suggest that, for participants, to treat students

equally or not to discriminate is the basis of achieving equality or their position on how
to achieve social justice. This raige®resting points relating to philosophical debates
about the definition of social justice and how to reduce inequality. The evidence here
points to views of social justice and inclusion as being equal or giving the same
opportunity, following libertaria principles of justice as equality or justice as harmony
(Ruitenberg & Vokey, 201(principles of equality based upon equality of opportunity
found favour and support in the UK during the era of Thatcher and the rise of

neoliberal political agendas. Ideo}P] 00C } %0 %o} S} SZ]¢19%IE ]V %0 U
influential liberal rightsbased theory recognised that individuals start their journey in

life from unequal positions, and so treating them all the same way may not overcome
the inequalities in society, p§ AJoo « EA 3§} E v (J1B71)tBedrwok Z Aoe|
distributive justice has formed the development of international governmental
approaches to social justice politics, which enshrines rights of protected characteristics
of groups in human rights lesiation. As Johnson and Williaif&)14)point out,

treating everyone the same way does not lead to improvements for those who are
already experiencing disadvantage. This theoretical and ideological dilemma of

difference(Minow, 1990)is discussed in thetdirature review and is far from resolved.

Madriaga and Goodley (2010), supported by many others, make the point that the
minimum requirements of legislation aimed at supporting the rights of disabled
students are not sufficient for universities to achieveeduction in inequality (Gibson,
2015; Madriaga & Goodley, 2010; Terzi, 2005; Walker & Unterhalter, 2010). The
participants in this study might be drawing on social justice values from conservative
neoliberal political ideologies originating from the D&7in a historical, path

dependent way, in addition to values and understandings which recognise that-rights
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based antidiscrimination principles are important. Beyond this, participant
understandings of IP did not seem to involve considerations of conaperysactions

to support students or wholesale shifts in cultural practices and processes as part of IP
as it is definedBridger & Shaw, 2012; Hockings, 2010)

432hv E+§ v JvPe AZ] Z 2}5Z E]
Related to their libertarian conceptions of equality andiabjustice, lecturers appear
to reproduce the normative activities and processes related to teaching in HE. There is
Al v Jv E *%}ve « §Z § 8Z C o 8Z /[E]*S]VvP 8 Spue <u} -
Z}SZ E[ *SH VvSe v S} ]v ou e, AhwXexplains héE pasidean
which involves not leaving out amlfferentstudents. The assumption here is that
these students should be enabled to do the same as the other students:

So, whatever activities that you do in class, to make sure that obtiee
groups and none of the students who are different from the rest will feel left
out or will feel unable to achieve the same level as the rest of the students.
Anya (Northern, 3 years)

It is interesting that Anya notes there are students who are dhffi¢ tin effect

Z}8zZ E)vP[ 82} 82 8 E& J(( E v3X dZ E A+ Al v 3Z &
that there was an element of inclusion that they had responsibility for and a duty to

actively develop. This involved their responsibility to consitiedents and include

them in all activities as they exist currently, rather than making significant changes to

§ Z]JvP }E&] v8 §]}v v 8§ Z]JVP % & S] X VC [* %ZE  "(
assumption of an existing normal practice from which stuis could be excluded,

Azl Z'®@ Zu v "o 00 VvV ]q2008}sR)Th)sevidernce®f] S C
ZV}YEuU o0 C[ $8Z]VI]JVP eepu » PHEE v3 PVv]A E+]3C % E 3]
other students should be brought into it. To use a phrase frorahilisy studies, this
understanding favours ableist positions, in that the abéglied student is the norm to

strive towards. The prevalence of normalcy has been identified by many as a problem
evident within HEDavis, 1995; Madriaga, Hanson, Kay, & Wak@11) Madriaga et

al. (2011)found that all students struggled with university assessments and that trying

to include students with a disability into existing assessment practices reinforced the

ideals of a normative HE system. The previous sectiondfdliat understandings of IP

for participants took into consideration rightsased legislation in the UK and put

forward a criticism of such approaches as reductionist and leading to adjustments to
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practice to remedy deficits of students, rather than funaental shifts in thinking
Al1§Zlv , X , E C v t}} } | ~7iifie o uER}IES 3Z § §Z Z (]
prominent in policy subjects and texts. The deficit discourse, as identified in the
literature review, is thought by many authors to still be the dominapproach to
inclusion in HE (Atkins, 2016; Cameron, 2016; Gibson, 2015; O'Shea, Lysaght, Roberts,
& Harwood, 2016) despite claims by institutions to have moved towards the social
model of disability or more enlightened approaches to other protected gsonfp
students.Z % @E} pu $]}v }( $8Z]e v P 8]JA ] JuE+ ~ }vEE] ps « &
the status quo in terms of societal views of disability and makes the journey towards
(pHoo Jv ope]}v v ¢} ] o ipeS(Atking}ZH16, pAB)ryirgRomake up
for this deficit to make students all the same involves an inevitable incongruence

SA v& ZIJvP v 0o EV]VP % E 3] v -deétermiveéd box W ~3Z
JE HEE] popu ] o<p & AZ]oed §Z 3p vs ] E}pv X_ ~']
Furthemore, the fundamental principle of inclusionary practice has been to move
towards operationally integrated IPs and policies for HE rather tharoadd
adjustments(Bridger & Shaw, 2012; Disabled Student Sector Leadership Group, 2017;
Hockings, 201@ffice of Students, 2018)

4.3.3Inclusive practice is about disability

Disability and disabled students are the predominant focus of understandings of IP

Z o C % ES] % vSe Jv §Z]e Spu CX uu [* pv E+*S v JvP }(
hold firm ideas tlat IP is concerned with disabled students:

Setting up learning environments and assessments in such a way that it
includes students with various disabilities, as opposed to having to make
special arrangements for them. Emma (Northern, 25 years)

Emma cleayl identifies that IP is related to groups of students with disabilities, but IP
does not refer to disability only. In contrast to most participants, Emma suggested she
is aware that IP requires more that special arrangements for individuals. Within an HE
context, university commitments have been made at policy level to pursue inclusionary
principles through adopting a social modsed approach to IP which locates barriers
to equality with society and institutions rather than individual impairment (Oliver,

2013; Shakespeare, 2006; Davis, 1995) The social model, although now criticised
(Owens, 2015; Shakespeare & Watson, 2010), has been a positive step towards

recognising inequality and difference with particular regard to disability. Hockings and
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many othes who define IP are clear: it involves all protected gratmsered by the
Equality Act (2013nd includes multiculturalism (Hockings,2010; May & Bridger,
2010). However, in this research participants firmly associated IP with disability,
leaving studentsn other protected groupings and categories overlooKeklis isnot
surprising andunderstandable given theentrality of critical disability studies in the

developmentof IPpolicy in the UK contexs outlined in chapte.

4.3.4Reasonable adjustmentgirough learning support mechanisms

The previous section discussed how conceptions of inclusion and IP have become
associated with disability for participants in this study rather than other aspects which
divide student groups. One possible reason fos ikithe prominence of university
policies and processes which have developed learning support mechanisms (LSM) for
students with a disability to achieve anticipatory reasonable adjustments as required
by equality legislation:

| think in terms of my dayo-day knowledge, and stuff, and awareness of

]Jv ops]A]SCU v +3u(( o]l $Z 3U } AJlueoCU A [A P}3
contracts. Learning contracts are set up for all sorts of mental and physical
disabilities, needs, illnesses. Greta (Northern, 25 sjear

Jus Jv ope]AJSCU / §Z]vIX / }V[E IVIAX t P § «3u vS§e
all the time, and so this shows that the university is addressing those issues,
and we seem to get more and more students with learning contracts. Altin
(Northern, 3 yearg

For these patrticipants, being made aware of individual student needs is how they

interpret and experience university policies towards inclusion. LSMs have become the
policy subjectgBall, Maguire, Braun, & Hoskins, 201abinclusion. The policy

subjeds of inclusion, or what iseenby lecturers as IP policy, revolve around the

measures put in place to support disabled students. LSMs for disabled students have
been a significant part of policy direction in KEbson, 2015; Slee & Cook, 1999)

LSMs tak& the form of statements delivered electronically via a customised system (or
more rudimentarily via email) from departments in universities which have

E *%}ve] 10]SC (}E e+ eeu vS }( ]* 0o *8Sp vSe[ Vv =+ v }

needs to the teachinteam.

The reliance of universities on this process of learning support seems to have
generated misunderstanding and confusion, and this is seen in the responses of

participants who lean towards LSMs as the basis of their understandinglBf IP.
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becomes cleely associated with disability. LSMs are only used for students with
disabilities, as explained by many participants. Indeed, participants routinely consider
students with disabilities as the most important group of students to be addressed.
This does nosupport any of the other protected groups outlined in the Equality Act
including groups defined by race, gender, age or sexual orientation, and international

students.

Furthermore, LSMs are becoming associated with and thought of as IP. There is
evidencein this research that lecturers see support statements and individual student
adaptations as IP. They value them as ways to engage with students with disabilities in
ways that fit in with their existing practice. Gibson (2015) recognised this, and the

findings of this study support her view that these university processes serve to confirm
and replicate the cultures that exist in HE by limiting views of inclusion and IP to
reasonable adjustments for those students who are able to be assessed and given

small v o]Jul]$ 00}JA v «XDC v E]P E[+ (]V]3]A <3p C
e Z 8 EP § ]v§ lEAcessilgtes Sshift away from supporting specific

Sy vS PE}Y%oes SZE}IUPZ ]+ S ¢ 3 }( %}o] G1G,E S]u }
p.4). Juch weltintentioned measures are based on discourses of ddfitkins, 2016)

and deficit models of disabilifBarnes, 1991; Barton & Oliver, 1998pmething is

wrong or deficit with disabled students, and we need a redistribution of resources to
enabk those affected to maintain their presence with the normative discourses and

practices in universities.

Such a system of categorising students as deficit in some way requires the assumption
of a normative position, because they identify tbéher (Bolt, 2004; Grace &

Gravestock, 2009; Graham & Slee, 2088t is, they separate the disabled students

from other students. Furthermore, participants are distracted by or lulled into an
illusionary belief that they are practicing IP because LSMs giacde. Imhecessitates a

shift away from supporting specific student groups through a discrete set of policies or

timebound interventions.

LSM processes are not without operational problems. At@04.6)supports this
critical view and provides evidenckdt the intended outcome of such measures is
often not, met arguing that they allow new ways of marginalisation and exclusion that

impacts students. Bunbury (2018; Burchardt, 2004; Gabel & Peters, 2004; Matthews,
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2009) makes a case for universities to mtmeards the social model of disability to

E ulA 3$Z v §} & oC }v "E +}v o ige3u v3e u C 8z
evidence that lecturing staff struggle to make the adjustments due to lack of

IviAo P U SE Jv]vP v A E (2048, p(), dhimihg WatiCthe findings

}( 8Z]s } 3}E 0 *3p CX pv HEC[* <p 0]3 S]JA «3u C A « eu 0
but nevertheless it is a useful comparator which finds similar themes to account for

the problematic enactment of IP.

LSMs and their apiglation are an interesting and oftecriticised area of practice by
participants. One participant, Joanne, recognised that learning statements are limited
and that IP or equality should be a wider concern:

| have a bit of an issue with singling out studefar particular things. | think all

e3u vs8e E +3p vs8e v 8Z E (JE +Z}po Z A 8Z e u |
e]JvPoO]VvP }usuU He C ¢]JvPo]JvP }us ¢Sy vseU Clu[E

§Z S ule vC eve X/ Aluo <« C o0dabdut onedpedicufaie v}3 i
JE SA} % ES] po E o u v3e }( *3p v3eU ]8[¢ }us o0
(Midlands, 10 years)

LSMs become policy subje¢Ball, Maguire, Braun, & Hoskins, 20}, Irepresenting all
that can be talked about or conceived of wittgard to IP within universities. In policy
analysis terms this would seem to be evidence of the concept of path dependency, a
component of complexity theory (Morrison,2008) where tracking policy and
behaviours associated with the policy see that the cleangquired to implement the
policy are contingent on what has gone before, and policies remain on existing paths
without significant impetus to change. LSMs could be seen to keep universities and
lecturers on the same paths and, although they have incraaiy moved towards
inclusivity, they have moved little from what existed before, and their current policies

are heavily dependent and informed by what has gone before.

It is a significant finding that participants understand IP as LSMs and are putting th
use of them forward as evidence of their understanding and practice of IP. It appears
to indicate a further complicated picture of how lecturers understand IP, but this
nuanced understanding may be invaluable in helping to provide solutions to help

improve IP in professional practice.

4.35 Is widening participation the same as inclusive practice?
Participants, as part of their (mis)understanding of IP, talked about the policy of WP

(Thomas et al., 2005). What has become known ast\&fien conflated wih the term
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Z 1A Etid B@ & clearly defined or welinderstood policy (Stevenson, Clegg, &
Lefever, 2010). A key policy focus of WP in HE from previously underrepresented
groups in society was driven by successive governments since the Robbirts repor
(1963), and more keenly since the expansion of HE adopted by the New Labour
government. IP for participants in this study appeared to mean accepting and
welcoming a diverse and wide range of students to study at university, and the policy
associated withthat:

d} u U ]S[s }uS veuE]vP 82 8§ 8Z ZIPZ E pn S]}Vv %d
ensure that students from a variety of different backgrounds can actually

e ZIPZ & p 38]}v 8 A E]}pe J(( E v 0 A oY/ P
part of a wideningparticipation university, so we kind of embrace diversity.
Joan (Midlands, 10 years)

I( A[E 3§ ol]JvP }us ]Jv opuc]A % E 3] }v E} E
universities ensuring, as far as possible, that they recruit students from all sorts

of bakgrounds, from different disabilities or special needs, from different

ethnic minority groups. Greta (Northern, 25 years)

WP in HE is clearly an important element in achieving social justice goals, and it has

often been linked with inclusion and IP. Forex%%c0 U D ¢ v &] P E[* }vS]v
inclusive provisiorf2010)in HE featured WP alongside considerations of equality to be
embedded in mainstream policies and practices in institutions in order for them to

claim they have inclusive provision. Howevers iclear that IP has become thought of

and considered as a practical teaching and learning activity with Hockings defining it as
NA Ce Jv AZ] Z % P}PCU pPEE] po Vv e eeu vs E «]P
engage students in learning that is meaningfd E o A viU v ee] 0 S} o0«
(Hockings, 2010, p.1)

4.3.6Where IP policy work happens

I( IW AYEI JvA}oA «U =« J I]JvPe ¢8 8§ «U "% PIOOU pEE]
p.1l), we can see that its activity agrk might take place in numerous pkes and

times in the academic cycle as lecturers develop new curricula, make changes to their
teaching practice and amend and develop new assessment tools within modules.
Hemmings et ak2013, p.470puts forward that IP involves lecturers in activitiesievh

plan for inclusive curricula, teaching including lectures and seminars, modelling

desirable practices and assessing students work. However, the participants in this

study identified that their understanding is that IP takes place in a classroom and is

directly related to those activities, as Lucinda and Zeyd exemplify:
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So, from what | understand it to mean is that inclusivity is to make sure that
everybody in the class is included in the lecture. Lucinda (Southern, 20 years)

When | think about inclusivity, | think about the learning environment that | am
creating within the classroom and if that is inclusive to my students. Zeyd
(Northern, 3 years)

It might have been expected that lecturers would include mentions of, for el@mp
aspects of course organisation based on principles of IP, or curriculum design content,
JE e eeu v3 ]PVU § X dZ A] & }v8 £5}( o SuE EJ[-
course leader was not included or discussed by participants. Participantsédryld
distinct and limited ideas about the realm in which their influence and power to
undertake IP policy work takes place. Findings related to the power of lecturers to
effect change are presented more fully and developed in sectidnefinitions of
inclusion and IP include a wide range of activities; however, this seemed to be absent
(E}u o SUuE Ee*[ uv E+S v JvPe }( /W o A% E *» ]|v SZ ]a
Statement(UNESCO, 199%lentified staff activities, such as creatiagpropriate
curricula, organisational arrangements, teaching strategies and use of resources. In

Z %3 & TU  (]Jv]s]}ve }( /IW A E /E%o0}E v (0407 « ] v3§]
seminal definition had six elements that referred to the activities of lecturers in
relation to IP. These involved vatbased principles such as recognising students as
individuals, creating safe environments, recognising and providing for a range of
stu v3e[ v U ]v 1313V 8} % E % E]vP pv]A E+ o PEE]
engage all students meaningfully. Such a range of practical andvasgsl principles

e % ES }( /W A ¢ v}S % E ¢ v3 ]V %o ES] % vSe[ pv E+3 v

4.4 Dilemmas of practice leading to pragmatism

The previous section outlined how despite national and institutional policy goals
concerning and IP patrticipants fell back on personal values to understand IP. This next
theme considers how these vahpased undestandings are translated into activity
causing lecturers to confront everyday dilemmas in their teaching practice to help and

support students.

4.4.1 Getting the job done
IP was found to be constructed by participants based on their academic identity and
values through their lived experiences and relationships with their students. Many

participants discussed how their identity as a lecturer had changed in relation to their
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experiences with students, and how this was becoming difficult for them. The way
participants talked about how thego IP was expressed as deficit discour@gkins,

2016; Claiborne, Cornforth, Gibson, & Smith, 2011; Gibson, 2Di&ourses focused

on their considerations about how thénelpstudents who need more support, i.e.

those who have a deficit. Whilst adapting practice to meet the needs of students is a
core principle of IP and fits with legislative and university conceptions of IP (Disabled
Student Sector Leadership Group, 2017; Hockings, 2010; May & Bridger, 2010), the
way a@ademic lecturers in this study discussed their IP activities was more individually

constructed and very different from how HEIs construct discourses around IP.

A theme presented in the data related to the work that policy actors do to construct
practice. KSE]V ]JOOU*SE § o §Z]e o ¢Z }JveS3EpN 8§+ Z E A E-]}
§Z i} }}v[U « Z A]JvP puv]A E-+]3C %}o] ]+ v EZ S}E] E

Z}d ipeS } ]SX hv}((] ] o }uve co0}E*U E 00CX D}*S0C
attached to theuniversity and the policy and | do what needs to be done to get
the job done. Katrina (Southern, 20 years)

Katrina has resolved her dilemma concerning how to support students she can identify
with a need. For her, the resolution does not lie in univergdiicy for inclusive
teaching activities or changes to curriculum or assessment, but in her pragmatic
assessment of what the student needs and how she can help. Many participants

u%o}C ]J(( E vS % & 8] oS 8] « 8} ZP § §adsdaffiP }v [U v
policy discourses put forward by universities appeared to have limited influence on

daily decision making and practice.

Shifting conceptions of the role of lecturer from academic knowledge giver to pastoral
caretaker was a key theme in the daliis widely accepted that the role of the
academic in HE has changed dramatically over the past two de(sldeguis, Power,

& Yin, 2019and the findings here foreground the development of relationships with
students as important elements in academicrworl here was a keen sense that

pastoral elements of the job were now becoming an important part of academic work,

and participants drew on personal values to develop those:

W ¢S}E 00C J* <pu]S v ]JvS E <S]vP }v He *}u SJu o |
som $Ju ¢/ }V[E ( 0 <H]% % 5} 0 A]S§Z «}u Jeep oY v
/£ u%o U/ (03 o]l } 8}JE[e *uEP EC Vv ]38 A e iues

% E} ou (8 E Vv}S8Z EX /8 A« & ]Jv]vP v [ ] 8Z]vl ¢
uC XD C U/ }upsinta)Baithern, 20 years)
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When | was a course leader, | had to have some very distressing conversations
Al8Z }v «3p v3 AZ} u]s88 S} u 8Z § «Z | v SEC]VI
Georgia (Southern, 10 years)

There are many serious issues that pres@emselves to lecturers in their work with
young adults. For most participants this was a concern especially as they struggled
with the levels of preparation they felt they had been given. Their individual
construction of identity was based upon acadekmowledge exchange and traditional
U] oo eeu v3e e Z ¢ oo C AE]S]VPU +« « v (RPOIR)[ }VvV 0O
but this research found that participants were now called upon to construct
themselves as doctors, psychiatrists and counsellorgfionaly within universities.
Lecturers felt they were unprepared for most of this activity, and it caused them
anxiety and stress. Emma and Lucinda typify this issue:

vUATITA I (}E Z 0% ]Jv 8Z % 3 Alsz o]vP A]sZ

healthissu « v v/Z&] §] U v [ §Z]vl A [A I (}E& 872 § |
Z ]J8U [/ A « 38}o 8} ipe3 | % 3Z }}E }% v AZ v CIu[E
Emma (Northern, 25 years)

A few years ago, | did have a severely epileptic student that would fit in the

cl eeX v UAI[E ipe3d v}3u ] ooC SE ]Jv 8} } 8Z &§X
put on first aid courses. That, | felt, | was suddenly in a new realm of, hang on a
minute. Lucinda (Southern, 20 years)

The lecturers in this study were concerned about ttretshing of their role and this,
for Claire, had become a barrier to effective IP teaching:

To me, one of the biggest barriers to producing equality of experience for the
students ighe fact that we have to be and do everything. Claire (Southern, 20
years)

Beingeverythingmay refer to the increasing pressure to produce research upon which
to base their teaching and enhance the standing of their universiiegg everything
could be attributed to the eveincreasing burden of administration, use of
technological learning environments and providing higher levels of student contact
and support. Joanne agreed about the number of different skills and roles a lecturing
position involved:

| research,lamane% E}( **]J}v o v /[u 0 SuGheEidom} / Z A
how do you manage to keep up with the current relevant thinking on whether

§Z &[« Jv ope]A & Z]JVP % E 3] U %ope 3Z % E}( **]}
20 years)

In this university (Southern) it seemed that student support was delivereatge Ipart

by academic staff, although in all three universities lecturers were performing-a non
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traditional academic role to support students. This sense of being overwhelmed which
participants articulated may be inducing a state of emotional labour wikictiten

unseen by universitieBerry & Cassidy, 2013)jhe personal and professional values
held by lecturers, which universities are relying upon, could be providing an invisible
safety net to support student needs. The effort required to then preseasitpvely to
students the face of the professional accomplishment of IP is causing a strain for the
participants in this study. In this way, academic professional identities and values are
highly supportive, but they are informal and risk inadequate anckliable substitutes

for universitywide adaptation of IP principles to achieve equality priorities.

4.4.2 Common sense adaptations

Constructing your own identity as a lecturer based upon your experiences, individual
agency and capital is key to how leits seem to see themselves. It was discussed
during interviews as the way in which they choose to address IPtefialice might be
expected in the role of an academic lecturer, and for some this was accepted and a
positive element. llya shows their agtance and ability to adapt an autonomic
approach to IP in the classroom:

e Vv u S}EU CIu[A P}3 8} A 0}% CIUE }Av «S3E § F
kinds of events that happen within the classroom. llya (Midlands, 6 years)

A less positive discussiongsdlfreliance was discussed by some lecturers, where views

}( % P}PC A E e }v Z }uu}v e ve [ }us §Z *§ $Z]VP &
1((] pos o} 31}v }( 8Z A}EI% o0 ul] E}*C+sS u }EU +« 5Z C

was an acknowledgemethat being a lecturer is a lonely and autonomic activity. High

levels of workplace professional cultural cap{@burdieu, 1988are drawn upon to

help support students.

Relationshipbuilding was identified as a key part of achieving IP, and Femi andeJoan
demonstrate the importance of the personal contact in identifying student needs:
| Pu e ]8[e ipues P 83]vP 8} IV}IA 8Z +3u vse v e« VP ]
additional supportFemi (Midlands5yearg

o*}U / §Z]vl 18 }u - | 3} SEC]vP 8§} Z A 3Z § & o 3]
therefore know which ones have particular issues and can keep an eye out

AZ v 3Z C[E }]vP PE}u% A}E!| JoanhefutRern] 20pe]}veX
yearg
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academic professional identity, as shown by Greta, who discusses here how she
adapted an assessment for one student:

She wanted to try to present within the group, bubsér to the date of the

presentation, it was making her feel too anxious, so we gave her the option of

« C]JVPU A ooU C}u Vv ]3Z & % E « v3 ]Jv (E}vS }( 8Z
Clp 8} % @E » v38 §38Z v AZv A EC } C[* bat(§X ~}U /
Jv[§ & o00C 8Z]vl }pud ]SU ps v}A @dta(Notherh} u vs]}v
25 years)

David and Susanna express this, and furthermore feel unsupported by their
universities when developing pedagogy which is inclusive:

It was about using your commasense and your understanding of that

eSu VS[e v E $Z & $Z v Z AJvVP VG *p%%}ES v Z o
A 0o C}p ipes } 8Z]vPe He Clu[A v E}uv o}vP
deal with situations. | think an awful lot of the people hetchalk face do have

to use their own common sense rather than get any support or direction in

relation to those areas. David (Northern, 30 years)

We are aware that there are things that we must do, but what support there is

to help us in understanding mobest to do that is perhaps something that is

absent. As | say, the policy is generally quite easy to find, but interpreting the

policy and understanding how best to implement it at the chalk face, as it were,

is perhaps left rather more to the individupd ]¢ € S]}vX ~ue vv ~~}usz
years)

Z « & Z C K[ }vy2@a)pantsdaXsimilar inconsistencies and incongruences
between academics acceptance of inclusive principles and their practice. This study
15«0 SUE E- o | }( wnd@keXbe@ecessany ériahges to enable such an
%0 %0 (E {O'onnell et al., 2012, p.7Agspite their support of IP principles. There is
evidence of similar findings in my research for inconsistencies between practice and
university policies and being preqeal to make changes to comply may be one factor.
However, the themes emerging from this doctoral research suggest a more complex
range of responses and practices that lecturers seem to undertake. The changes they
undertake are related to their personal vals and judgement in relation to student
needs and involve complex relationships with students. This may be related to their
]Jv % v v §8Z Zol( U v 8Z Juu ]38 %E **uE ( 058
0 A]JS8Z +]13u 8]}ve_ « A] [beGaterpée}ac SushRriasndicates a
problem she experiences interpreting what policy statements are asking of the
o SHE EU v ( o« 0]l *Z Z e+ ~v]JAlpo ] & 8]}v_ 8} v
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understands it. The ways actaie IP through individual @aptation was an important

finding in this research and is discussed further in the next section.

4.4.3Subversive policy enactments
The analysis of data led to an emerging theme of participants autonomy in working on
the ground in the field and interpretg IP according to their individual values. This was

% 3 (E}u % E A]}pe *3p ] « @ED)and Hemmingset &l. o X
(2013) where lecturers acted within their contextual systems to adapt their practice,
or not. Policy implementation studsealso have identified gaps between the goals and
origins of policy and those that have responsibility for enacting policy. Cohen, March
and Olsen(1972) & ( €& S} SZ]* <« "}EP v]e S]}v eananotleldiv SZ P
policy implementation in HE, whilkipsky (Lipsky, Gartner, Vitello, & Mithaug, 1998;
Weatherley & Lipsky, 197RE ( € 3} §Z E}o -3(ASD PEEWU EE $+_ |v

inclusion policy implementation within education.

Acting as streetevel bureaucrats with the power to disregard IP pplcompletely was
evident:
[ }v[S * S }uS %opE %} (pOoOC (}E Z u} po S} s ES
consider inclusivity. Perhaps | should. Greta (Northern, 25 years)
If there is space for lecturers to construct their own version of IP withinyolic
implementation gaps, as we saw in previous themes, there is also the freedom to
ignore policy completely:

/8[+ A €EC up Z }Av 8§} Clu v JA] p ooGU v C}u }uo

vi$ }IvP 18 8§ oo J( CIul(1Q}E A vBS 52 WatisZto o

18X z zZzU C}ln }lpuo P S A C AlSZz }]vP 8Z E u]v]up!
153 3( Z}o & o00oCU / 8Z]vIX / }v[8 IVIA AZCX 0]

t [E AE]3]vP 00 §Z ¢« 3Z]vPe A A v3 8} Z] A pu3 3§z

actuallyfollow what is the objective? Most people just look what is the content

area | need to do deliver and what | need to do with the content. Leon
(Midlands, 10 years)

For other policy actors, changes to assessment methods and process was the most
cited way hat lecturers modified their practice to meet the needs of individual
students, as Claire states:

But for her, we had to sometimes make significant adjustments in terms of
assessment and the way in which we would assess her, to make sure that that
was suitible. So, sometimes it had to be a different level, different type of
assessment, to make sure that she could show her best qualities. Claire
(Southern, 20 years)
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Lucinda indicates the limitations and constrictions felt by lecturers. Changing or
amending asessments might provide individual help and support for students, but
lecturers often made these changes subversiviadytside the normal university
structures and processes:

Y U8 8Z +3pu v3 ]e Z AlvP A E] 8C }( Je*pn U v A ]
awful lot of assessments, which is an inconvenience for us more than anything

else. Some people will just do things and run with it, but you technically have to

P} W% sz Z] & €& Z] o Z JvU [/ sp% %} U v P} }I CU
0 §[« § 83 }uE+ }}E Jv 8}EX E Clup }l C Al3Z 13M

S} P} v I 8Z % Ee}v S$Z S o}}le (S & o0 }( 85Z }uCE
S} P} v € 8Z SJu C}un } 8Z SU C}lu[E o]l U}l CU o
we always do. Joann&outhern, 20 years)

Academic staff operating under autonomic professional identities seem to feel
bureaucratic processes are limiting the amount of actual change to assessment
% E&E S] SZ S v u X /v §Z]e o ve SZ C UdHicyas]vP « "CE
}uso]v ]Jv o0 S of[®* SC%}0o}PC }( %}0] C %o}e]S]}ve ~11iTU
Uugp o SZE}uPZ psS “u v PJvP Jv SZ o0 e*E}}u ]J* % E]Ju &
effect this has is that lecturers exercise their agency to take matters inio dka
hands and make smaller, individually targeted changes to help their students. They

E E *%}v VP 3I%E SWEEYG }( *HEA]A oU JubkeE}A u vs v
(Ball et al., p.70) that makes up the daily life of a lecturer. This practigkst\whalping
some students, is clearly too piecemeal to constitute an effective gnssgution
approach to IP, as advocated by definitions of IP (Disabled Student Sector Leadership
Group, 2017; Hockings, 2010; May & Bridger, 2010). It is perhaps mandradication
that IP policy as implemented by universities is falling short of supporting students that

need it.

4.5 Doubt and discomfort

[fu $Z]vIlvP } / } 1M [/ §Z]vl [/ }U us } / SZ}uPZM /]L
(Northern, 3 years)

This section extends thbemes discussed in the previous two sections. It builds upon

these themes, which answer one research question concerning how lecturers

understand interpret and implement IP, and adds a dimension that was previously
unthought of before the research begahhe framework thematic data analysis

uszZ} }tuSo]v ]Jv 8Z u 8Z} }o}PC Z %S E v 0 % ES] ]%

to be on view. During this process it became obvious that there were many similarities
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in the choice of language by participants, whiehped to form a picture of the

emotional dimension of professional practice related to IP. | reflected in my
methodology chapter how | was surprised at the extent to which lecturers openly
admitted to a lack of understanding about the process of IP awd dften they sought
confirmation from me about what they had identified as their interpretations. If |
reflect on my assumptions before starting the research, | considered that lecturers had
incomplete and varied understandings of IP, and used thesereiiffly in their

practice. | wanted to understand more about these to help universities achieve IP. |
had not considered that lecturers would feel high levels of anxiety about their
knowledge or professional practice in relation to IP, and this has becomefathe

most significant findings of this doctoral research. The participants in this study found
this a difficult topic to understand and difficult to discuss:

us / $ZJvl (}& u U SZ S[¢ & o0 *SEpuPPO X us ]8[c &
inclusive enironment sometimes. llya (Midlands, 6 years) (my emphasis)

dZ AYE ZSEpPPPoO [ A e pe uvC 3Ju « 3} « E] /E % E]
policy tensions were similar to the policy tensions that Maguire gRai11)find in

their study of policy ractment in schools. Policy discourses often need to have

deliverable outcomes which are often difficult for policy actors to achieve, leading to

%}0] C ] }Ju(}E&Se v }vSE ] S]}veX o000 S o] vs](C 8z
%3}0] C %o}e]SH]SY }[ ZTIiTU %o XOie 0SZ}UPZ §Z %o ES] ]% VS
their outright dissent of IP that is characterised by this policy typology.

During the interviews | began to appreciate the depth of emotion and anxiety that
participants were feeling whediscussing IP. Often the interviewees seemed nervous:
anxious to say the right thing but clearly not sure whether they were saying the right

thing. | have discussed the asymmetrical power relations that | began to feel during the
interviews in my methodimgy chapter, but it is useful to consider those again here.

The power relationship that seemed to develop placed me in the role of expert, to

AZ] Z 8Z % ES] % vie ( EE v } <]}v ooC I ]( 3Z
§Z]vP[X dZzZ]e ] dvantagedFZallowing the participants to discuss how they felt

about their teaching quite openly. The interviews became almost confessional, and |

felt that without exception each participant felt relief to be able to express their views
twhich were often VPECU (EnSE § V ]*SE ¢+ X dZ +SE& VvPS§
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insecurity, which dominated the interviews, coalesces around fears and doubts. Many
}(8Z u }vop 8Z38838Z C }v[SIVIA Az 8z &E 82z ¢ GE JvP

| always worry about saying the wrong thing or doing the wrong thing. | try to
think about how to do things.u8 u C  /[u ]JPV}@E]vP ]Jv op+]A]SC v
AZ v /| «Z}po v[8 U/ }v[§IVIAUUC / uX vC ~E}E

| sometimes wonder, comeut of my sessions, | wonder how inclusive | was?
Joanne (Southern, 20 years)

[ A« 8Z]vIi]vP [/ }v[$ IV}A J( /[u }]vP §Z &]PZ$ §Z]vP
own intuition as to how | should manage it rather than having any support.
David (Northern, 3@ears)

My field memos, written after each interview with participants, show a range of verbal
and nonverbal communication clues as to the feelings of lecturers as they responded
to the interview questions. Few lecturers responded directly to questiatts w
confidence as the following notes demonstrate:

Shifting in her chair. There are pauses to think. Clearly looks uncomfortable
about this question. Claire (Southern, 20 years)

Stuttering. Stalling for time. Asking to repeat the question. Zeyd (Norttgern,
years)

Openly statest can you give me more details. Leon (Midlands, 10 years)
Often long pauses before answering. llya (Midlands, 6 years)

This was further explored with the data, which seemed to suggest high levels of

anxiety and worry from the partipants. In addition to doubts about their inclusivity,

their responses also illustrated anxiety about events and cases within the classroom

*]3p 8]}vX dZz ¢ ] v}S8IviA AZ 32z €@ §Z C A & Z }]vP ]§ E;
knowledge about IP was not matched ttweir ability to put the principles into practice.

One aspect of IP involves planning at the design stage of curriculum delivery. It was

vi8 Jv @&o] E (]v JvPe 8Z § §Z]s A s+ ¢ v3 ]v u}ed % ES]
responses seen here offer a reaswhy this might be the case. The most demanding

and immediate requirement of the academic role takes place with students in the

lecture room. It is nosurprisingthen that interactions with students are a source of

worry for lecturers:

dz €& |- v *}u v]PZs« AZ & /[A P}v Z}u v 38Z}uPZ
He /[A ] *}u $Z]JvP AE}VP 8} CX /[A P}§ +3p v
§Z §[+ UWEE v30C SE]VSBI3VIVZU E1PZS AJE P v E £
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Jv(}Eu }us 18 (}E&E [/ S ES U usS P} U/ }po Vv[S ec
worried | would say something wrong and that | was going to be said something
offensive. Femi (Midlands, 5 years)

And | went lome and | told my husband and | spoke to other colleagues about
this. I just thought, god did | do the right thing? Did I challenge him in the right
way? Did anyone feel left out in that room because of what he said? Did |
respond to in the right in the ght way? llya (Midlands, 6 years)

Are you being unfair to the student by, yes it ties you up in a little bit of knots,
trying to work that one through. Joanne (Southern, 20 years)

| think consciously when | design the materials, | try to use different eags
o /[ ] Eo] EGU ul ]8 ee] 0 X pu8 $Z vU Jv o0 e« |8
Jud 18 v 8Z vU 18[+ o]l Y ,JA }/ } 183M tZ §[- §Z o
(Midlands, 4 years)

Dayto-day interactions cause the most distress for lecturers sthools context,

Maguire et al(2011)find this delivery of policy brings the pressure of performativity

AZ]1 Z ~ ] }u(}<iEBikdds, andre}v(}Eue_ § Z E A op X /S u |l o
} (& §Z *S[ uv o EBall et al( P11 q®). The findings of this

research resonate with thiglecturers appear to be confused by lack of knowledge,

Cs AE }(38z2 v §} Z% E&(}Eu[ 8§} SZ v * }( SZ IW %}

discomfort:

| do think about it. | do think about it, especi@ll ]( C}u[A P}3 % }%0 U A
different abilities or learning contracts, to make sure everyone actually is

P §3]vP AZ 8 /[u SEC]vVP 8} } A]8Z $Z uU C}u IV}IAU v
]((] po3U ] / OA CeYC X « C ~E}ESZ EVU i C Ee-

An awareness of thdiscomfort felt around difference is growing. Scope, a UK

disability equality charity, found that there is a widening gap between disabled and

non- J¢ o % }%o0 [¢ 0] (¢ &}uv ] EJu]v S]}vU v §Z]e u
avoidance and not knowing whad do or say in encounters with disabled people. This
mirrors the anxiety felt by most people in the interactions with disability, race, gender
transitioning etc. For example, Eddlodge identifies the painful language contortions

that people go throughvwZ v § ol]vP }us & « N AIA E ESAZ o-
Blaisdell talks about the avoidance strategies of white people when talking about
inequality (2018) and the importance of disrupting whiteness as a dominant discourse.
The findings of this researdhghlight this discomfort and tension and although the
participants were not all white or British, they all felt similar tensions and discomforts:

Never been so aware of being white and middle class. So, that would be the
u} po Az E J/[A u}e3 ofit\EmAa@orthern, 25 years)
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The discomfort of white people when talking about race and the way in which white

people dominate discourses challenging racial injustice is recognised in research
(Leibowitz, Bozalek, Rohleder, Carolissen, & Swartz, ZDi€)e are growing voices

which advocate that social justice can only be fulfilled when we all start to have

difficult conversations about difference. AtinkEP 1 « ]S ]J¢ &p ] o S} *Jvs EC
%o @& S] _ ~T1ioU %X iosU S} /A& % o0} @rceptionshetwdyvP v}EuU S
institutions and professionals as expressed through their professional discourse.

Gibson (2015, p. 878) further supports the idea that discourses of deficit or difference
(Hardy & Woodcock, 2015) perpetuate barriers within existing i€ and society

preventing real change.

Sllv[e ~Tiios o000 (}& SZ ]JvS EE}P 3]}v }( % E 3] v '] e
EPPpU vS SZ S Ne%o ]e v (JE& poSpE -« }( J](( & v S}
to be asked, political conversationstobedn v (}& pn S}Ee S} E (0 SY _

seem to be appropriate ways forward, given the findings presented here.

4.6 Doing inclusive practice policydiscourses and artefacts

This section presents and discusses the ways the research found IP policy is talked

about and presented in universitiels.relates to the second research question of this

thesis: In what ways do academic teaching staff engage with university policies and
processes aimed at supporting the development of IP? The findings preserites

section relate to how IP policy is presented by the university and its managers to

lecturers who have the task of interpreting and translating those policies. The research
}uPZ% 3} (Jv o E]J(] &]}v v ZYA /W ] Z }v [ ]watpv]A E-]§]
Maguire et al. (2011) describe how policy is transformed into practice in schools:

Policies become represented and translated in and through different sets of
artefacts, experiences, material resources andenvice activities; these micro
technologiesand representations of policy that serve as meaning makers and
control of meanings in the soctataterial world of the schoo(Ball et al., 2011,
p.121)

How a policy iproducedwithin an institution is influenced by what Faircloug®95,

p.132)] Vv3](] ¢ * A ]e HE]JA %E 3] U A vie v § FESe X
discursive practice through the activities of the university department or faculty and

the microtechnologies of where a policy is to fimundby policy actors is the conaer

of this section of findings. The theme identified through analysis of the data for this

105



doctoral study involved looking at how participants saw the activities and micro
technologies of policy communicated in meetings, through emails, through online

materal, and through academic development initiatives which serve to create the

Z ]e }p@&E=* o[ }( /W %}0] CX ]¢ }uE+ +« & <JPVv](] VS +SZ C
§}%] Vv PJA 18 E *}v v V (JEuUX &}E &}y pOS "SZ C E
systematically form§Z } i 3¢ }( AZ] Z ¥PBoupamlnl986 ,p. 122 in

Maguire et al 2012)The findings presented here concern the way IP is formed and

spoken about, or not, through the practices of the university.

4.6.1Absent and rhetorical inclusiveractice policy discourses
/v & o 8]}v 8} <p *8]}ve AZ] Z *}uPZs 8} 8 0]*Z 8Z /A3 VS
knowledge of nationalevel policies concerning inclusion and IP, the responses
indicate an absence of knowledge or a rudimentary grasp of headlyigdé&on:
I v[§ §Z]vl }( VvC <% Lepn {Midddds,} & yEALsX

No, | mean, you kind of read things in the news more on a primary school and

e« }Jv EC « Z}}o o A oU / 8Z]vliX us viU/ }v[8 E o0o0C
ucC &8Z §[epe /[A v} P}v SZE}uPZ & Z]vP <p 0o](] 8
there being a university policy to that, nlbucinda (Southern, 20 years)

/ Alpo v[8 « C / IVIA up Z }us 8Z 8X / 8Z]vl 8Z C % E}
really know much. Zeyf@Northern, 3 years)

There were some contrasting responses which identified the existence ef anti
discrimination and equality legislation, but these were also limited and suggested a
lack of appreciation of the content of such legislation:

No, | mean, apart from, you know, tlodvious Equality Act and all of those
kinds of things that drive just morally what we should do as peopleKatrina
(Southern, 20 years)

dZ «<«<p 0]83C 38X /[u v}S *pE AZ v ]38 A e %p 0]°Z X /8
H% S & vSoCX /hmav(Northpr@ 2X years)

*Julo & (Jv JvP A e ¢« v Jv «Z vP[e <u v3]8 8]A +3u C ]v §Z
fifieU AZ] Z (Juv 3Z 8 ( po3C uu Ee<[IviIAo P }( 8Z |E %
institutional legal responsibilities was often limited. Where a greater
knowo P }( 0 P o E *%}ve] ]Jo]8] » A£]*3 U 8Z]c JukE}A o
responsiveness to providing adjustments to their practice for students.

JE JvP 8} §Z UEE v +3u C[* (Jv JvPeU ]88 A}po =+ u 3z
of equality concerns, as predicted bipckinggHockings, 201d)as not

106



materialised in the UK since equality legislation has been in place.

Within universities, the extent to which IP or related concepts are focused on varies.
Some have explicitly stated headline strategies relating to I€ same have mido
lower-level policy statements included in department or faculty operating plans. In
themselves, they present conflicting and not always helpful messages for lecturers
(O'Donnell, 2016)However, in this study the existence of an IPqyotliscourse was
felt to be absent by participants whether the policies exist or not. IP as a policy is not
prominent in daily business activities in university departments, such as team meetings
or development events:

dzZ}e SZ]JvPe &E v[$ iuube moBtimpo@tant business of the day,

and Ithink SZ S[e % &} o0C SEpM ]Jv $Z ( posSCX o] ~E

o] [* }uu vSe JOOU*SE S SZ]* SZ u W

>]1 /[ « ] U/ 8Z]vl §Z & [+ 0}3 }( S 0% BZ %o BEZ %= S
what you have at first, you talk and you have policies and then you get better,

and incrementally things change and then things become more embedded, but
]8[¢ v}S SZt(B[CvES S §Z S %0 15 }uo X o] ~E
years)

One level of engagement with university structures policies and processes happens
within faculties, departments and subject group contexts, and was an interesting way
that participants vewed their engagement within their immediate spheres of practice.
An identifiable person whose role and responsibility it is for matters relating to
teaching and learning was indicated by participants within faculty management teams:

| think in the schodlor example, we have an Associate Dean for student
experience and she herself is really enthusiastic about pedagogy and learning

V ¢Z [+ E 00C E « E Z S]A v <Z } e o0} «}( }v(
presents at those. She is | think, if | reallywihted to go to anyone, | would
probably go tdher but she is incredibly busgo/ }v[3 Iv}A 1( 15 A}po ipe
me taking up her time talking about how | improve my teaching practice. llya
(Midlands, 6year9

Probably we have somebody who deals withstwell. We have a quality
director and we have other important peoplechnically. GeorgiéSouthern,
10 years)

There is some lack of clarity in their knowledge about the scope and influence of the
identified management role from these participants, ahdir title do not reflect any

equality and inclusion priorities. Rather the participants locate IP within the realm of
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those who are responsible for managing teaching and learning or student experience

within faculties.

For one participant, David, thisas due to historical changes to the relationship
between lecturers and faculty management:

| think they just feel a disconnect in faculty between management and what

Z %% Ve }v §Z PE}uv AZ]1 Z ] v[E pe 38} §Z o /3
number of yeas there did feel a little bit more we were all part of something.

David (Northern, 30 years)

Proponents of IP were hopeful that inclusion would become mainstream within
universities (Hockings, 2010; May & Bridger, 2010) and that all faculty would become
inclusive practitioners. If this is the case there appears to be a lack of understanding
concerning whose responsibility this is and the mechanism by which this happens. llya
presents a reticence to bother management for support, possibly because of a

perceved lack of emphasis placed on teaching practice matters.

Alternative policy discourses are given prominence over inclusivity within university
contexts. There are other policies which take priority and are foregrounded:

Inclusiveness needs to become more on the agenda here, | feel. We talk about

d & v Z & v +3u v3 A}] U pus 8Z & [+ v}S up Z }v )
§Z §Y 00 8Z }3Z &E A}E U Clpy E }u &E Alsz 18U
Clu & v}sYin/théforepsound | would say. Elaine (Midlands, 4 years)

Visual evidence was collected during the interviews which outlined the-lecel
university policies and priorities which lecturers were primarily aware of and that
impacted their practice. Theek policies which were identified were related to
employability and research activities. Several lecturers identified the National Student
Survey and student satisfaction as a strong priority for their faculty. Only two lecturers
mentioned policies diregfl related to inclusion and IP through their awareness of the

BAME attainment gap.

This theme is further developed by participants who were aware of IP discourses
within their university departments. However, there was considerable scepticism
about how thiswas presented. Lecturers in this study felt that the policy rhetoric did
not reflect true support of the practice, which would be required to affect meaningful

change:
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/ Z]vl u C 3Z ]v ope]A]SCU ]8[e ipnes *}u SZ]vP $Z &«
meetings, W[E oA C.U ZA [E E o00C ]JA E-+ -« Z}}o[ €u
(Midlands, 6 years)

Programme or subject team meetings are part of the fabric of everyday business for
many lecturing staff, but for some lecturers these can often be seen as distractions to
the real business of teaching. Even when there are attempts to develop issues related
to inclusion through this means, it is often met with resistance and scepticism:

We had an appalling programme meeting, about, a month ago. It was labelled
as decolonisig the syllabus, the canon. And, about bringing in BME students,
*} §Z §[+ &Z]vP E]PZS vV}IAX uu ~E}ESZ EvU ifi C E

Sometimes things are talked about in quite a holistic, strategical way, but then
C}p 3p ooC }u 8} o0]A E]JvP ](30tryaewway]dtds A v§ &
ee]Pvu vS }& <}u SZ]JvPU pupus Clpu vVv[s§X o ]JE ~"}usz

/fTu *p& A }po P} 8} A El}psZ + v <« CAZ S } Clu
<p 0]8CU v 8Z C Alpo 3§ 00 pe ]3[« A EC Ju%k}ES v
factoritin. But]e ]38 E 00C § 1 v « E]}u*oCM / }Vv[§ IVIAX o

years)

Alice demonstrates how lecturers perceive that IP is often put forward by management
as important but rhetorical, and the resources, support and change to enable

improvements to happeiare often lacking in everyday business.

, UuuJvPe § oX[e ~Tiile peSE 0] vV *Spu C o0} (}uv 8Z 8§ 8Z (
how lecturers develop their IP. Using a practice architectures approach, the authors
identify that the architecture of teachmpractice located in the culturaiscursive

% S }( % @& 3] A]3Z]v puv]A E-]8] + A+ S]VvP 3} % E A
creativity and ability to change their practice to support principles of inclusivity.
Lecturers were encountering discursiviffidulties such as university structures and
hierarchies which could not be challenged to develop more inclusive ways of teaching,
Jv <Julo & A C 38} Zu [ <« E]%S3]}v }( Jve3]5us]l}lv o » E]

These findings resonate with the work of Ritikon (2011) who recognises that the

public face of the institutiont as expressed through policy documents concerning race
equality processed are often well crafted, but argues that they should not be

confused with what actually happens in instituterOften equality policies are
abandoned as the university says equality is now part of everyday processes, but if no

one is pushing this agenda through everyday activities, the principles become lost or
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new policies are never implemented in pract{@&mel & Swain, 2006; Pilkington,

2011; Tatlow, 2015)

4.6.2What policy discourses are known by policy actors?

Several participants demonstrated a lack of understanding concerning university
expectations about IP, the location of such a policy or even whatitineersity policy
regarding inclusivity was:

We have a teaching and learning strategy in the university, which | know quite
A ooX v U/ PueesU 18 ~/Wse ]Je ]v 8Z 83X /§ ]e ]v 8Z 38U §
VCSZ]VP 8Z §[« }Av 3§} « (P.Ghyina (Sdlitierd 20 years)

"U /f[u A E }(8Z e« $Z]vPe 8Z 8§ P} }v v [ Iv}A 8§} §Z]
}Jve J}ueoCU pus8 / }po v[8 E 00C 3 3 +% ](] %}o] ]
Z SZ uV /[upE& / Z A Z 8Z uX pdydikrow|E /[A S

vi§ « C /[A & §Z uA EC *% ]J(] ooCU pus / } Iv}A
Alice (Northern, 10 years)

Alice and Katrina are both experienced lecturers and yet have difficulty articulating
what IP means in their respective universities. Tdree of their comments was
defensive: they protest that they know it is published somewhere, but they are
prepared to admit to that they might not have read it. This is a very common theme
for all participants. They exhibit awareness of and support forpibiecy, but the
specific detail of the requirements or what is involved alludes them. They are

discomforted by this.

Anya and John highlight an important finding for the research questions. The existence

of policy or process does not seem to be effectivenforming and improving

0 SUE Ee*[ puv E*S v JvPe }( /W Jv 18Z E v A %o0] ]S }E U
E ] P(A@®»hopes for inclusion policies were that alternative provisigpe

universities would move from separate policies which articulatduision to the more

desirable fully inclusive institution which embeds inclusion policies in all functions of

university practice. The findings of this research seem to throw doubt on the

achievement of these goals.

To illustrate this theme further, padipants often indicated that they understand they
should be teaching inclusively, but feel that they are not supported to clearly

understand what is involved in this process:
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/ §Z]vl ]1§[+ A EEC E} S Eu v A E E «<p]E 8} 8
§Z *U%0%o}ES §Z [« PJA v }v 8Z 8Y €3E ve E]%S Z
years)

For example, in the documents for the teaching observation, you are asked

AZ v Clp} « EA }53Z E+U }JE AZ v CIu[E } « EA U §7Z
inclusiveness. How inclusive wétteaching? Then there are no further

details on what the university means about inclusiveness. John (Northern, 10

years)

Anya and John have appreciated that their knowledge is somewhat lacking and their
discomfort and anxiety is evidenced by their appagion that the specific detail about
ZZYA 8} P} }v[ }v ]oC -fate tpackizg Wb IP}isdacking from the

communication of this policy from their university.

4.6.3Experiencing policy through email

The micretechnology of policy work as it travels through universities is evidenced in
§Z (}oo}A]JvP ¢ &]}veX dBarBer, @)O7dEpplicyRMTough the

hierarchy of policy actors to frodine service delivery is of interest for the research

aims of this study. Email communication is the most cited method of how universities
communicate policy to their lecturing staff. This is one way universities create IP policy
artefacts and the modus operandi by which they convey them as policy subjects:

How | physically experience that policy is probably get an email, a long email,
Al8Z «}u 88 Zu v3eU v 8Z §[«]8X dZ Vv A[E o (3 &}
understand that in whichever way we can really. They may not be very explicit,

but yeah, email is th main way that you we actually experience policy. Alice
(Northern, 10 years)

Alice expresses how the policy is not well understood through emails, and she

UlveSE S - uulv ( o]JvP u}vPeS % ES] % VS*W SZ § Sz
to interpret and translate policy how they wish. The problem also concerns confusion
and contradictory policy subjects:

dZ % E} o u A]3Z %}0o] C J+U 15[+ v}3 }(5 v dlianuv] 3
got departments with conflicting sources of information. Joan (Midlands, 10
years)

An important factor here is that emails that are very long are discouraging lecturers
from engaging with the content. Greta and David are honest enough to say thegtdo
read these emails:

Well, probably, just through emails and bulletins that come through emails
AzZ] zU 3§} Z}v 38U / }v[8 oA C+ E U He 3872 C[E
§Z 8Ju X v UI](S8ZC[A }u (E}u $8Z A] Etuv]A E-]3
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oA Ce E §Z uX / ip*8 vl 8Z u (JE Vv}8Z & SJu Az
them. Greta (Northern, 25 years)

C }eul}e]eYt P & v Aeo 83 (E+ 8} 8 00 pue J(( E v8 S§Z]VvP
}  *]}v ooC &E] (JvPe ]( C}u[A P}3 83Z Dhg.lde ]v o]v $
§Z]vl 8Z & [+ v A(po 0o}3 }( 3 (( AZ} Aloo ip+s 2]38 §Z
included. | have got to that point where | think you know what, seen it too

uvg 8Jues (}JE X /5[ ipes 0}8 }( A}JE « v 138 A}po

try and bring temselves up the rankings, how they can save money, how they

can rationalise staffing but still give the good show of student experience. It is
vIVCu}peU Jev[8 ]8M A] ~E}ESZ EVU ii C Eeo

David is strongly sceptical again about the motives of univepsiigies and initiatives,

fearing the rhetorical lip service paid to principles of inclusion and being able to give a
good show, whilst the main motivators are financial and reputational. His comments

are echoed in the work of Ahmg@007) who found thatinclusion and equality work

done in universities was mostly about the policy document rather thardtieg,

AZ] Z }(3 v Z]3% Jve3]3us8]}vo E] | A oo*X &UESZ Eu}E U 3
findings, which outline that academics often ignored docutsesent out by diversity
practitioners, feeling that they were not applicable to them or simply audit based

(Ahmed, 2012)For my participants however, it seemed that email communications

were ignored or shelved also because academics felt time pressuréuht the

university was insincere in their intentions as they prioritised other policies.

4.6.4 Experiencing policy througstaff intranet

S v VP §Z]* 3Z u U /W ]Je 0} Z 0]J]A E [8} o0 <« E A3
what universities call ataff intranet. Some participants were aware of intrasietsed
resources that are linked to IP, whether they are strategy documents or IP resources
for teaching that universities prepare and locate for staff to use:

The only information | get about leang contracts or IP is from the portal.
Anya (Northern, 3 years)

This method of policy communication relies on active participation from lecturers to
seek out the required strategies and policies, which some participants indicated is not
always the case:

/b PY]vP &} Z}v *3 VIAY/ u v/ }po Z A (}pv 1§ v
around and | could have thought about it because the various things on
Blackboard etc that you could have a look at and | have done that in the past,

but to be quite honest, itishs A EC P}} A]8Z 18+ A ]88 U e
large organisation finding something is very hard, | think. Joanne (Southern, 20
years)
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WE} oCU /[u ( ]JE0oC o ICU / A}v[s P} }us v o}}l (JE
interpreted for me, which bitsdoIn 3} IVIAY v §Z §[oo }u }us }v
" ((E $§v}8] USZ 3 AEC}C e sUJIE } ov[E - H
them. Katrina (Southern, 20 years)

In summary, universities rely on intranets to deliver policy artefacts to staff. However,
this is probématic, as lecturers find them hard to find and difficult to understand or

apply to their own practice.

4.6.5Experiencingpolicy through academic development teams and events

IP policy is also delivered through formal university structures which create a
department whose responsibility it is to support academic development of teaching
practice. Awareness and knowledge of the structures and teams that the university
puts in place was relatively high in this study, and participants indicated that they
knowthese departments could help them to adapt their practice. However, when
participants talked about these structures, they often expressed tentative knowledge
about their names or the functions that these departments perform, as can be seen in
comments fromLeon and Katrina. The problem seems to be that these departments
are located elsewhere from the working locations of participants:

So they were very, very helpful. What do they call them, Centre for Learning
Excellence. Leon (Midlands, 10 years)

d Z S§[eentral university learning and teaching unit which, yes, has that role
and has a retention progression person. Katrina (Southern, 20 years)

There are issues with these departments too, as funding is often cut by universities
and initiatives often fall folof changes in structures and processes initiated by wider
quality processed (WLESZ E A uU%0 ¢ }( Zu [e ~Tiife JveS]SusS]}v c

So our centre for learning excellence they do a huge amount of research

around that very thing, like inclusive igeng environment. So even though

§Z C[E % ES3 }( 3Z upv]A E+]13CU  (]Jv]8 oC 8Z C[E u
o Ev]vPX 7~} §8Z C[oo E]vP }us Vv A } puvs }JE v A
doing, and then all of a sudden, oh, no, that was never approved. Joan

(Midlands, 10 years)

We used to have the CLE department so the Centre of Learning Excellence, but

§Z 8 % E3u v3U CIu[A Ju 8 8Z E]PZS 3]Ju U ]8[* iy
VHu E }(3Z uzZ A vIA o (8U s} A }v[8 Z A 3Z 3 su%
Katrina (Southern, 20 years)
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Policy artefacts: inclusive practice academic development events

During the interviews participants were asked whether they used university resources
to support their IP or pedagogy. Many lecturers did not engage in these types of
professional development events:

Not actually going to any conferences or training events they put on or
VCSZ]vP o]l 8Z X E}X / Z A v[8X >u ]Jv ~"}usz EvU

0]J]E E Je*38Z o & §ve]}v S8A v Z AJvP 8Ju 38} A o0}¥%
and trying to deal with more immediate performativity concerns related to the
preparation of good teaching materials:

But quite often those sessions run half a day and you literally cannot afford,
unfortunately, however much you want to, we can barely lift beads above

the parapet most of the time, never mind take the time to able to do that. And,

A pe 3§} o 8} }8Z 8 ps v}A 8Ju ]e ip*3Y v U §Z
e C}JH % E} o0C IVIAU E ipes } Jvs ve 8Z 8§ 8Z & [+
bu§ §Z E [+ A EC ( A §Z]vPe $§Z 8/ &Sp ooC Z A 3Ju 8§
sUE& S8Z S§[e P}]VvP §} & o }uu}lv §Z u X o ]E ~"}pu

A very strong discussion theme came through the analysis of comments in this area,
involving anger andesentment about the quality and relevance of the events

themselves:

/v 8 Eue }( % E+}v o A o0}%u v3U ]3[« v <}ops E}

sit through these goéwful events where they sit and talk to us, literally at us

for seven hours about ive wonderful everything is. There is absolutely no

development at all, in any sense. In fact, we were talking the other day about

Z}A A V %}**] 0C ul * Jv ep Z v VA]JE}vu vi A:
VIUE P U ]S8[« E] ] po}pueX :} v ~D]J] o v «U ii C E--

We had, you know, one of those really awful HR training courses that you have

§} PYlv v 18 A« }us }v[8 ip P <}lu }v pe }( Z}A
IVIAU ]88 A « ip*8 E 00C 38 3Z 35 UE*}JEC 0 A 0 *3pu((X
huge focus on thatno. llya (Midlands, 6 years)

Furthermore, the events caused a great deal of frustration with existing university
structures and processes, which participants felt prevented them from putting in place
what the university was advocating:

So, these are finas considerations, but the training was awful, in that we had
people come from another university and talk about a module that they did,
which sounded a lot like a module that we had done previously and been told
we had to stop doing. So, it just hit #le wrong buttons in terms of training,
so there is a certain kind of cynicism that kicks in after a whilst, where you get a
]3 & «]*5 v8 8§} 8Z A C C}u[E P}]vP §} SE Jv X wuL
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§u ooCU A pe 38} }18Z 88U v 8Z v Clu 8}o pe v}3 8}

Al3Z 8Z E}}ue 3Z 8§ A [A P}3X /[ «Z}uo Vv[§ Cv] o )
bad training sessions, and it puts you off a bit. llya (MidlaGdsars)

These were important issues for participants, and the comments make a very

important contribution to the research questions. It seems that such events act in the
opposite way, underlining the frustration felt by lecturers trying to work effectivel

within university structures. Ball et §R011, p.77)] vS](C SZ]e Jv « Z}}0o* < %o
8§} % E(}EuU_ £ ES C o0o]J]A EC v P}A Evv +Ce5 us A;
put forward that this pressure results in policy discomforts and contramhistielt by

policy actors. The tension of setting up unattainable policy expectations and the

resulting discomfort felt by participants can be seen in these findings.

In summary, universitprganised development events are useful for some lecturers,
but mast think they are irrelevant, that the content is not appropriate and more
importantly that there are no provisions for time to put the suggestions in action or to

work on the issues and implement them.

Inclusive practice discourses through professionallifjaation

Most participants had undertaken some type of teaching qualification or professional
development course. Many reflected that they had become aware of and learned
about IP during these activities, and that they were valuable for this purpodecifs
points out, knowing the subject is not enough if you are not a skilled teacher:

0} / $z}uyPz8 }ps§ u (CE}lu §Z 3]vg § Z]JvP <«p o](]
get even better the more | do. | think that we should be given teaching
qualificationsquite soon to starting because sometimes lecturers, you might be

v E% ES]Jv AZ S Clp J]U pud3](Clpn vVv[E o0]A E §Z

v[§ o]JA E 8Z §]v v ES] po § v ]Jvouc]A A CU 8

Femi (Midlands, 5 yea)

z

ITA % E} oC (}puv u}es }( 18 $ZE}uPz Z AJvP }v §Z
not the answer the university would like. Joanne (Southern, 20 years)

Participants alsoecognisedhat their involvement in professional accreditation
schemes run by Advanc&Hhad a role in informing them about IP. Whilst there was
evidence that participants who had applied to this fellowship scheme for professional
accreditation reflected that they found it useful, they weseepticalabout its ability to

fully realisethe gaal of IP. The length of time since the completion of the activity is
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highlighted andecognisedhat it may then become easy to forget the lessons learnt
in everyday practice:

/Tu ipe8 SEC]VP 8} 3Z]vl | 3y Azv A AE }]vP 8z ,
did mine through the PG Cert and we had sessions on how to, for example,
sessions on group work inclusivity. | think it was just mentioned in passing. The
inclusivity stuff, | think there was a course. This was years ago when | first

joined the universityllya (Midlands, 6 years)

The nature of the qualification is that lecturers are required to provide evidence of

their practice related to the UK professional standards framework (UKPSF) in a

reflective portfolio. The impetus is very much on individual-detcted preparation

and development of reflective material. The value of the fellowship in supporting IP

Ao %% E ] 3 C % ES] 1% v3+X ,JA A EU 3Z C ( 038 3Z &
lecturers having a teaching qualification was more to do with fkerformance

indicators and goals rather than a serious attempt to develop IP within the academic
workforce:

Doing the HEA has been really useful, but quite die#fcted reading around,

U 8Z S[« VIBSE Spo¥oC % }o] C ]v 3itgFnant peoplE pV]A
8} Z A 8Z ( 00}A*Z]%U ]38[* v}3§ E 00C 3Z u « C]JvP P}
you can really learn about inclusive practice. Alice (Northern, 10 years)

In summary, the discourse surrounding teaching qualifications in universities shows
that they are used to develop IP policy artefacts. That is, they become one way that IP
policy is transmitted and created within universities. They are identified as useful by
participants in relation to IP, but are alsecognisedas limiting for achievingquality

goals within universities. AdvanceHE fellowships are not specifically about IP, and may
have been undertaken some time previously, similarly for PGCE in HE courses to be of

use or relevance to lecturers in their current practice.

Networks: policyactors as policy subjects

An important finding was that participants used informal networks and, to a lesser
extent, formal networks with colleagues to support and develop their pedagogical
practice, in preference to any other form of university providedaurce or support:

| find it easier actually to speak to colleagues, more accessible than having to go
to find the resource in the centre or the person or the individual or the area to
get that help, to be honest. John (Northern, 10 years)

This extract sggests that IP policy is difficult to access &énd for participants.

Representations at arethought to belocated inafar} (( o v oo ZS§Z VSE |
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the keeping of someone who has IP in their job title. In this sense, IP as aspdljegt
is not immediately or obviously part of everyday university discourses as seen
previously in the findings of this research (sectioB) 4This theme is further illustrated

C % ES] ]% v3e[ }uu vSe }us Jv(}EuU o v $A}Ethe (}Eu

most important way to seek support for professional practice.

Within universities there is an assumption that delivering policy involves formal
mechanisms such as email communication, resources on staff intranets, academic
development departments, anprofessional qualifications. For many participants, this
seemed of less relevance to creating IP policy subjects than a more informal network
of support from colleagues, as the following two transcript extracts show:

| could ask my colleagues, more sertiolleagues with years of experience.
Anya (Northern, 3 years)

Other than looking at the documents, the policy, the strategy of the university

§} + AZ §[¢]v §Z E U }EZ € §Z v §Z U JV(}Eu 00C &

Based on their own experience, aslxithem how they would tackle something.

KE /[ P}§ % 1(] le*p }E % (] ]v ops]A Z 0o

them and they would give me some advice on how | could handle that. Altin
(Northern, 3 years)

The forming of networks appeared toV@evolved as a coping mechanism over

several years, so that the network is strongly bonded and based on shared histories:

dZ & [* % }%0 /[A Iv}Av (JE C &+« E}+s 3Z uv]A E
P} A% E]v S8Z s u <+ uVYdZ E}EI ¥(]%}) oo Az§hA

VZE %E} oCii C Ees %o0psU AZ}[A « v §Z
what we are now required to do to give every student every possible chance to

v op v 8} } AooX v *}U SZ E [+ %E} oC (JA
FormaooC v}AU ]8[« u}E ]((] pod % E} oCX t E oC }v

network of people. Katrina (Southern, 20 years)

This extract is an interesting example of how a network forms, and would seem to
suggest a possible source of the misunderstandingswieae discussed in section34.
Katrina relies on her small group network for information, but she does mention that
this trust is forged on shared histories. This may be one way in which the norms of
existing behaviour have been replicated and transmittathin university cultures. In
complexity theory terms, such a contingent process in an open system creates ehange
resistant behaviour, which is path dependéMorrison, 2008; Pierson, 200@ading

to slow and limited change processes.
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One possible ream colleagues turn to their networks to interpret and support

teaching practice development in IP is that lecturers feel isolated. When new policies
and strategies are communicated by the university, lecturers seek out the reassurance
and opinions of othes about how to interpret them. John identified this as a factor in
why he had formed a network of close colleagues:

z *U A]$Z }oo Ppup Yt Z A tZ e %% PE}u% V}IAX d:
group, we can try and help if one of us is struggling witha &tlj}v. v Y Vv}S$§
always inclusivity but it links to that and just like it comes up. Because when
Clu[E S Z]JvP o}v Jv %0 U Clpu E & oCY /S[ Z @
A EC}v [» 8}P 8Z EX dZ §[* 8Z Z oo VP X [« <}u }v
orl }Jv[§ ¢« <}u}v (JE u}v3ZU 3p ooC AZ}o u}vszZX
10 years)

This extract shows how participants considered the benefits of attaching themselves to
another colleague in an unofficial mentor system, and used this experience to guide
their decision making for their practice:

Mainly my portfolio leader, she has long experience in teaching. She is not my

}((] ] ouvs}yEU ps/ z A ](( E v8 u v3}YE Az} | }v]
*Z Z s+ & o00C P}} Al (}E are pva diffibulSsitdati¢n,s Z

how to deal with that. Elaine (Midlands, 4 years)

Policy actors themselves become policy subjects delivering the policy message (or their
interpretations of it) and therefore influencing others by reinforcing existing practice
VIEuUe*X K[ }vv o0[e ~Tiile ¢Sp C Jv ~ }So v esuPP S« t VP E][
A luupv]8] e J( % E 8] _ ¢+ %}ec] o 8}}o (}JE pv]A E-]8] -
and improve their IP. The findings of this research would seem to suggest that the
informal retworks formed by lecturerg although they might be seen as communities

of practice t have slightly different orientations and functions. These findings seem to
suggest that participants use them not as subjggecific tribes (Becher & Trowler,

2001) butas support networks to help them overcome the difficulties of working

within the structures of the universities. Furthermore, whilst literature on

communities of practice seems to be overwhelmingly positive, there is evidence that
relying on colleagues fadvice may lead to recirculation of bad practice or
misunderstandings and reproduce the existing normative sygteemberton, Mavin,

& Stalker, 2007)
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4.7 Gonstraints of academic agency: power, space and time

Much research in HE concerning the issue ofim¢liv - v <u 0]8SC u vS]}ve Z &
(Denhart, 2008; Fuller et al., 2004; Lloyd, 2008; Madriaga et al., 2010; Shepherd, 2018)
when exploring student experiences of inequality in relation to HE. Most studies
identify lecturers, or more generally teachingdalearning practice, as a barrier to
equality as felt by students. This study sought to explore that barrier and tried to know
more about what might be causing it. The findings of this research identified the
contextual constraints that lecturers felt #isey went through the process of
enactment of IP policy. Whilst earlier studies identified institutional constraints to
lecturer autonomy(O'Donnell et al., 2012; Smith, 201@)e research findings extend
understanding and knowledge of how institutionalnstraints are in play and influence

% ES] ]% vS[e ]o]SC 8§} v 8§ /WX Z EE&] E[ Juko] » F
Z]8S]vP % &} o uU v §Z]e ] €S ]JvoC SEH U pusS uC v o
suggest that constraints may be a betteay to conceptualise the complex interplay of
elements within university contexts which may be holding lecturers back from
changing their professional teaching practice. Constraints surrounding the ability of
lecturers to practice IP were foundto be evdd8 v , uu]JvPeU < uu]e v Z H%o
(2013) p*3E o] v *3u CU AZ] Z 1}v oyp SZ S0 SUE E+[ % E}
practice of IP were constrained by the university policy and practice contexts within

which they found themselves.

The findings discued in this section outline constraints that were evident in the data

Jus 82 A3 vs 8} AZ] Z uv]A E+]3C «SEP SPUE » VvV % E}
ability to develop their own pedagogy and approach, including the implementation of
IP. The findings press§  Z E A 0}% , uu]l]vPe & oX[* A}EI (HESZ
more nuanced picture of those constraints. It becomes clear that there are significant
challenges for lecturer agency, including power relationships resulting from
intersections between univsity managers and processes; restricted space to
implement IP arising from bureaucratic regulatory structures and processes; and the

restriction of time to engage fully with IP and change practice.

4.7.1Powerlessness
A common theme emerged from the datas participants mentioned the hierarchical

nature of work within universities. This was related to the effect of management
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decisions and attitudes about their attempts to implement changes to practice.
Participants expressed their experiences of an uraguwer balance when it came to
negotiating their practice with management. This is illustrated by a comment from
Joanne which illustrates the effect of the hierarchical chain of command is a reduction
in the capacity to achieve changes in pedagogicattpre

So yes, | guess barriers will be time, budgets and that kind of hierarchical chain
of command that makes things, yes, get forgotten. Joanne (Southern, 20 years)

Good teaching and learning practice is forgotten because it is too difficult to get thos
in management to agree and support what participants see as critical and important
changes. Once this hegemowginstraintis experienced, it seemed to make
participants feel unwilling to raise any problems or issues:
/[TA v}8 § 1 v §Z}+ §ZJenient Bgcause | Rnow that management
% E} 0C }HO V[S *Uu%o%}ES u ]Jv §Z}e SZ]JVvPeX /O0C ~
W}A E(po » v3Ju v8e E }(( E 3} Uu}veSZE 8 % ES] 1% VS
powerlessness when confronted with managerial culture within universibeserned
with performativity (Ball, 2012; Riddell et al., 200 d audit culturg/Allan, 2010)
v A Z A 8Z % E]}] & Al A- 32 § A[A Z JusS SZ¢
PlJUYSZ C[E P]JA v 8} o]l 8Z s+ Vv]}E uu &=+ }( 82 3
at lecturer level, trying to feed into that in a meaningful way, sometimes | think
C}ME A}] Jev}8 Z &E oA CeX /8[+ oA Ce 1}u3U AZ 3§
Z]v *}u SZJvP E SZ & SZ v ipg*s P}]vP Z CU o S|[- I
§8Z o 3Z]VPe ue A [ Uvv A [E HV]A E+]SCU A -
}JvP §Z « §Z]vPsU A +Z}po E% V JVP JUE *8p VS
P s« & PP A C v ]3[« ips8 o]l }I CU o §[* o}} & &7

ClH iped 8Z]viU }Z P} U pvo e+ €3UIA SPMSPSBIZPE N §
have impact and change. llya (Midlands, 6 years)

This comment demonstrates limitations on IP brought about through unequal power
relationships and differences in attitudes to supporting students that exist between
lecturers andnmanagement teams. Managerial priorities seemed to be fixed upon the

Z pue]v e[ }( MV]A E-]S5C E 8Z E §Z v 0]A E]JvP Z vP + §
deliver IP. This was talked about in strong terms by participants:

And, actually, | was programme leadat that point, and we were doing a

E A o] 3]}vY/S8 A e v e}lops Vv]PZS3u E X vYvVv A Z
JVEE ve]P v 8} P & 8 %E 3] UAZ S A (038 o]l X~
guess, of where university directors absolutely worked agaash other to

make the orthe-ground practice impossible. Emma (Northern, 25 years)
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John talks about an example where the university quality team are asking lecturers to
give evidence of their inclusivity as part of the validation process. Whilst comgjder
inclusivity at this stage in the process seems to be a positive move, it is not supported
with strong communication about what that would entail and where to find support on
developing IP as part of the course ethos:

We were doing revalidation years@gnd we were asked this question for our
revalidation. How do you promote inclusivity in your course? We were
struggling with the answer because and so, we wrote some general points

Jus Z}A A [E SEC]VvP 8} } 18U ps ]38 A ev[SrB}} v}
§lo ]38 A ev[§ P}} v}uPZU AZ v A I 8Z «<p *3]}vU A
0}}]vP (JEM dZ ]|E E *%}ve A sU ]8[* v}3 }JuE i} 8} 8
ipes 8} S oo C}u J( ]S8[« E]JPZS }& Vv}sSX :}Zv ~E}ESZ E\

A strong and emotive statemeffitom Joan summarises the depth of frustration felt by
lecturers in relation to the stifling impact of bureaucracy and administration on

pedagogical practice and creativity:

t [E o0 3§ & I]vP %}]vd VCA CU pu3 8Z & [« v} A
no v ju@E P u v8U 8Z €& [* V}SZ]VPX z}u v 8} Z A Y% %
§ ol &} Z}8Z @ v A J[A v SEC]vP §} *} %o **]}v
and we had really quite young group in terms of academics. At the beginning

we all sit around, and weaf) so excited about field trips and doing all these

§Z]vPe v A ECSZ]VPU ClU[E ip*3 *3} %o %o § A EC
}( E 38]A]SCX :pes (E}u wu]vU ]8[* o0 ip*3 wu]v & o
Joan (Midlands, 10 years)

Inclusivityis talked about by managers as a desirable practice, but participants are
sceptical about the substance behind the narrative. This is significant on two counts.
&]E+*30CU ]88 ]Je ¢« Vv * u%3SC EZ 3}E] AZ] Z }upo *]JoC
discourses lao actively move to prevent any attempts at change for IP:

t ooU 8Z GE ]+ }v u} po 8Z 8 A Z A v EuVvV]VvP §Z ¢
v A[E Vv}A JvP (JE 8} ¢8}% X /8[¢ Vv }vo]v ee eeu
been, every week, an opportunity for asesu v3Y ~}U A EC}v PE ]
best practice, but when the students are engaged in a discussion forum every
week, that needs a module leader monitoring and intervention, sometimes. So,
instead of havingtweZ }Ju@Ee+ o SuE U A [ Z A iufbram o E }
hour, engaging. But actually, it took longer than that. And, the marking of it,
depending on how many students contributed each week, could be quite
}v E}ueX MU §Z % ESu vsS Z ¢ (]Jv o0C ] §Z § §Z
Emma (Northern, 2§ears)

4.7.2Module teams and power relations
This theme was further illuminated and developed when participants made it clear

that working with other colleagues, in addition to managerial control, impaired their
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ability to carry out IP as they would wighdo. It is the case that there are lecturers
who teach on modules where they have no control or influence on content or
assessment approach. Anya found this particularly difficult as a lecturer with three
C E<[S Z]vP A% E] v W

And therefore, thishe Ju% 3§ }v 3Z A C/ } $8Z]vPe- me 1( /[
module leader, | might be told by the module leader, oh, you have to do this
E E ] 8§Z]* % ES3] pyo E A CX us 8z v ue /[A P}
}VSE SeU / Vv[S } SZ]e %arwayvl Bax¢ ¢o AdafE this 1o suit
all students with learning contracts. It is really difficult. Anya (Northern, 3
years)

| suppose this was how things had to be. There was nothing else that | could do,
| think. Unless, maybe, if module leadeeated a completely different type of
assessment package, maybe that would be a different option, yes. Anya
(Northern, 3 years)

This means that a potentially significant number of lecturers are powerless to change
practice within the current structure afforking in module teams, even if they are
aware and have a desire to do so. Power is located in the hands of module leaders,
who are often more experienced members of academic staff. The significance of
networks of academic staff and the communicationhitteams is discussed by
Kemmis (2005) whereby professional norms are reproduced and reinforced by all
}Joo Ppe]ve}]o %E 3] v 3A}EIe $ZE}uPZz , Eu [« }
action (Kemmis, 2005). John demonstrates that this is not alwaysematic. If the
practice of the colleague is supportive of IP, often through individually constructing
flexible mechanisms to support students, then this can have a positive effect:

/[f[u 3uw ooC 8 Z]JvP Alsz }Joo Pu X dZ oo Pp o
place that allowed, if ever an individual or the majority of the group felt that it

A ev[§ AJEI]VP (}E upod]%o0 E <}veU AZ 3Z E 3Z 3y
that they could split. That was an option. John (Northern, 10 years)

This was an importarfinding which is not found in the limited number of existing

Sp]e }luS o SUE E°[ A% E] vV  }( IWX t}EI]VP ]Jv § u:
potential to be beneficiajlWenger, 1998)but could be a constraint for practice.

Experienced colleagues; those who are module leaders, are more influential and in a
position of power to make changes to teaching and learning within a module. But they

may not have the same views, understandings and values as others teaching on the

same module. Professional mos which work against IP become replicated in those
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social practice networks. This could, in part, help explain the problematic enactment of

IP policy and the lack of progress in tackling inequality in universities.

4.7.3Constrained spaces

The theme of powerlessness is further considered and expanded upon in this section.
For IP to be part of the pedagogical practices of lecturers, it requires flexible
structures, processes and an enabling culture within university departments and
subject goups to developing new practices and changing existing praqiretger &
Shaw, 2012; Hockings, Brett, & Terentjevs, 20lPa sense, the space to experiment

IS required to enable new practices to be tried and then either rejected or adopted.

There wasnuch evidence in this study that this feeling of space to work and push
boundaries was not the experience of the participants. In fact, the opposite seemed to
be true. Participants identified that the systems forming university cultures worked
against thér ability to determine their pedagogical practice. For example, Claire
identifies constraints in the university processes, where IP should be considered in the
initial development of modules:

| think it comes sometimes in developing the modules and d@netpthe
documents for the validation reports. Sometimes they are so restrictive in
terms of what you have to put, tick all the right boxes in the validation
document. | think they become part of a box ticking exercise, to be fair, to get
past the validatin process. Claire (Southern, 20 years)

Claire further illustrates the difficulty felt in trying to achieve the paperwork required
as part of university quality processes, and the limiting effect this has on the
judgement of lecturers. This participant fsghey have been stripped of their
professional autonomy and are not allowed the space to use their judgement to
develop IP:

Bureaucracy. Red tape. A lot of the developments that are being made, | think,
in one sense, for consistency and quality, ostelgsibnd to try to ensure that

we deliver a quality experience to every single student unfortunately puts so
many barriers up there that actually it sometimes takes away your intuitive
understanding of what that student needs because that quality control is
always on your shoulder, when, actually, you want to make a judgement. And,
in the past in HE, you were allowed to make that judgement, and you could do
the best for that particular students without having to be answerable to a
whole checklist. Claire (8thern, 20 years)

This was a theme strongly supported by other participants. llya related the rigid

structures in their university to content within a module, the method of assessment,
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and the number of hours contact that are set for the module. Theseabuset prior to
validation of courses and, once lecturers are finally teaching those modules in front of
students, they have very little opportunity to develop any meaningful changes to
them:
| would probably say the university | work at is quite rigitehms of what we
o]A E v Z}A A 0]A E 18X &}E &£ u%o U A v 3Z}u
00 8Z pv]8e 3Z 3/ 8 Z3}v/[uE o00C E 3E] 35 ]Jv A
In our university, we have the unit information form, and you cannot deviate
(E}u 8Z X dZ }vs v3 Clu[A P}3 8} A E ]* *% ](]
is specified in that. The amount of hours you spend teaching each week is
*% ](] Jvszs v Clp vVv[S§ & | (E}u §Z §X ~ C]JvP §
uv P uvsU SZCCE U psS sZ & [« ZuP u}lpvse }( (o A]
within the unit information form and you can always bring in new content. But |
§Z]vl (}& u U §Z §[¢ & o0 *SEUPPO X /oC ~D] o v U

This rigid structural process limits the power and agendp®fecturer, who has very
little agency to change that process. Anya highlights H@wen if students are
identified as having a need for reasonable adjustmetitgs difficult to achieve this
with pre-determined learning outcomes and the dominancdraflitional approaches
to assessment methods:

KZU C sU PE p E CX dZ % E} e« « } (Y t[A P}S A G
outcomes, so we still have to make sure that even students with learning

contract, that they meet the assessment outcomes. These assessme

Jus Ju e E A EC EJP] v +83E] 8X n8 8Z & [+ v} (0 /
course work because even students with learning contracts, they still have to

do the same kind of essay, report or presentation that the rest of the group.

Anya (Northern, Jears)

t oo A[E € 3E] S U E V[S§ AU C 3Z pv]A E-]5C %
oo ooy VS8eX tZ 8§ VvV C}u e CV usS / u-3ve€dU CVYNS V[Su
encourage them to go and do something on their own way and then come back

and show me in a differensC % }( A CX /3[« A EGcregit ZU §Z]s |-
u} po U 8Z E (}JE 8Z 8 «u 8§« 8} dUIII A}JE U v 35Z @
there in actually doing that. Alice (Northern, 10 years)

The findings related to pragmatic dilemmas of practice in sectidunlemonstrate how
participants reacted to the contextual factors described here. The findings indicated
that many participants resorted to pragmatic subversive and individually created
responses to support students which they felt to be outside of theitef their

teaching role. Key terms used by participants to describe their experiences give an
indication of the limitations of the amount of space that they must work in include:

restricted, struggle, limited, strict, rigid, tough.
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Change is possibleubthe structures and processes in order to make this happen are
cumbersome, and participants demonstrate how the structure prevents lecturers from
making those changes and encourages them to fall back on existing ways of working.
Participants were too pissured to find the space and strength to put their ideas
SZEIUPZ 3Z % E} ee[* uv]A E+]8] « € <u]E 3} ul Z vP

Then also getting it signed off, as in approval, which sounds odd but getting

§Z 8§ }V(]Eu 3]}v 8Z § CI}u[E oo0}Atim&)Somepeopleu]PZ3§ :
will just do things and run with it but you technically have to go up the

Z] ® & Z] o Z ]JvU [/ eu% %o} U v P} }lI CU /[u o}}I]vP
§} §Z JuE+ }}E Jv §}EX E Clp } C AlSZ 15M v &7
| §Z % &e}v S$Z S o}}le (8§ & o000 }( SZ }uEe- e+ v 8§8Z

C $Z SJu Clpn }SZ SU Clu[® o]l U} GU o §[e ipesS ]
always do. Joanne (Southern, 20 years)

v [/ 8Z]vl A v ]( Clpn A vs 8} Z \pBtoff sougo(ttropghealt p Z
§Z 8§ u]v % @E} e AZ v CIu[E <} }JA EA}EI « ]38 ]eU
Z vP AZ § Clu[E o]A E]vPX /oC ~D]J]oveUOC &E

Whilst messages may be given that inclusion matters, any attempt to make changes or
ask for clarication is met with procedural difficulties and constraints from quality

teams:

N} 8Z <p 0]83C % ES3Su vs (JE £ u%o U AlJoo « CU v}L
§Z S[+ V}E §Z E]IPZS %] J( VO EU 3]}V CYU[E 1 %o %o
seemstobev€EC up Z }v(o] 8]JvPU / A}po v[E v e+ E]JOC =
Jv 8 ®ue }( AZ § CIU[E *u%o%o}e 3} }JvPX :} v ~D]

Decisions about how students are taught are made by university manag@ase T
decisions affect the ability of lecturers to improve and change their approaches to
pedagogy. Participants in this research pointed to group size within the classroom as a
factor in their ability to implement IP:

t [A P }3sdnething of them and whalo we do in the lecture situation?
t Z Av[E§ P}S v veA E (}E&E 8Z 8§ C 88X :} vv ~"}uszZ E\

Traditional forms of HE teaching methods such as lectures are seen as problematic
(Gibbs, 2013; Hughes, 2009; Schmidt, Wagener, Smeets, Keemink, & \\alen,

2015) for all students, but still dominate learning contexts in HE. The answer for
some lecturers with large group teaching is to restrict the types of assessment to the
more traditional and inaccessible ways of assessing students, as Alite qat:

| su% %} 3Z @& 0]3C }( u} po o]l ,f AZz & 3Z & |[-
going to be hard to deliver [IP], and reports and exams clearly, realistically and
0}P]*8] 00C SZ S[¢ %% E}% E] § [/ SZ]viX o] ~E}ES
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,} 1]1v P(2010)model for IP clearly advocated that IP principles should have as their
focus:

the need to see students as individuals, to learn about and value their
differences and to maintain high expectations of all studet®ckings, 2010,
p.46)

Achieving such a focus on individual learning seems an unrealistic task if teaching is
conducted in such large groups. Moreover, the futility of trying to achieve IP within
such an intensive educational environment at this level is highlighted by Georgia, who

is worried about having to try in impossible circumstances loaded with tension:

Iv AGC we (E}u }v ] UucC Crp Vv[S juu} S

needs and wants at university, and they are teaching class of 30, 40, 60 people,

*} Z C Vv[3 uCC 3%%w3]}v 8} «Ju ]Jv ]JA] p osY~A}U Vv [ u
v }( 8z CU 3Z E [+ 8Z] & ve]}v ¢} / 8Z]vl 8Z &[+ AZ
about. Georgia (Southern, 10 years)

Managerial decisions regarding the type and length of contact lecturers have with
students also impacts their ability to bring change and creativity to their teaching.
Emma seems to think that these decisions to reduce seminar time in favour of lecturer
time in larger groups is driven by financial considerations:

They changed all our cortghours, and that changed the way that we taught.

HS §Z %o}]vs }( 82 ASE o SpuE 3SJu JeU ]J8[c Z %L
e u]lv EU +} 18[+}v uu E }( *8 (( A13Z-gBup }Z}ESX /5
teaching, less smadjroup teaching. So, thatas a university thing, interpreted
by my faculty and department in a particular way, impacted on my teaching.

Emma (Northern, 25 years)

Small groups and continuity are important for John, who values the relationship that
can be developed between lecturand student:

/[ $Z]vl /[u op IC me A Z A eu ooYo]l (JA Jv 3us
§Z A CJIuE }uEs ] EuvU /[o0 s Uu}E }( 8Z e+ u -
(Northern, 10 years)

} |

S|

Space within modules to work with students is importantdewveloping a student

based focus for IP, and John realises his privileged position. This is not the case for all
the other participants, who work with large numbers of students with large seminar
groups and lectures covering the whole module cohort. Tlusldvseem to be

evidence of the commodification of universitiéall, 2012; Collini, 2012; Ek, Ideland,
Jonsson, & Malmberg, 2013; Riddell et al., 20@Hhich sees universities increasingly

prioritising market principles in a neoliberal context. Thistieals discussed in the
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next section, which identifies the amount of time that participants are able to spend

on adapting their teaching and learning practice for inclusion.

4.7.4Time

Research in conceptions of academic work have sought to identify hewsification

of workload has affected professional practidgdderman, 1996; Barry, Chandler, &
Clark, 2001; Evans, 2002; Hartman & Darab, 2012; Henkel, 2005; Kenny, 2017,
Macdonald & Wisdom, 2002; Marginson & Smyth, 1995; Martensson, 2015; Sang,
Powell, inkel, & Richards, 2015) consider the impact of workload here as a theme
evident from the analysis of data. The evidence presented to me during my interviews
and in the subsequent analysis of data suggests that lecturers experience keenly the
pressure 6 demanding workloads, whether this derives from heavy teaching
responsibilities, high research expectations or burdensome administration. It was not
the intention of this research to explore the potential sources of intensification, but it
has illuminatedt as one of the potential factors in influencing the ability of lecturers to
be agentic actors and improve their pedagogical practice to achieve IP. Lucinda sums
this theme up and demonstrates the impact of a combination of a lack of time to make
changesand high expectations of the role they play in having to be everything to
everybody as a barrier to IP. The difficulties felt by this lecturer are evident in the
fieldnotes, which add depth to this data:

We do have full workloads, so then to be everythiagverybody is just
}u §Ju *+ Z E Y <}u 8Ju *U }v[E8 Z A §Z 3Ju 8} Z A (
0 **}Jv v E } 15 8 X A]8Z ]Jv opu+]A]8C Jv u]v X/ ] 8z
going to do for this year, kind of thing. Lucinda (Southern, 20 years)

Heldnotes: This interview was tense. Lecturer quite down.

| suppose, the other thing is the sheer workload. So, just keeping up to date
with the sheer amount of paperwork and communications. Femi (Midlands, 5
years)

| think also lack of time to do thing8ecause | would love to spend more time

reading about different learning contracts and how to support students, even

SZ]vl }tu8S 1(( & vS8 S§C%0 * }( e e°u vS (}E& S$Z uU pus .
oo} § (}& S$Z §X / «}u SJu ¢ }u S uCeiloKJ(iMus v

know. Anya (Northern, 3 years)

v §Z §[+U / §Z]viU 8Z & o00C + S&Z]VvP He / 0}A
really get the space to think of cool stuff to do and | do my absolute best to
incorporate things hence why every weekendpsrst working. Joan (Midlands,

10 years)
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The consequences of high workloads are high levels of tension and anxiety for

o SHE E+« v o §} AYEI]vP }puse] }( AYEI Z}pE+X ~ ]JvP
is how Lucinda views her role, and clearly this isassible, as the role of a lecturer

expands to include many varied activitigurrie & Vidovich, 2009The lack of

available time restricts their creativity, their ability to renew and update material and

it is a barrier to developing IP. This causesrtrsggnificant anxiety and tension and to

do a good job they feel compelled to work during what should be leisure time.

A further aspect of this theme relates to the availability of lecturers over and above
their presence during timetabled contact hours:

SoU A ipes Z A &} Juu} 8]vP v § oo 3Z u ]J( 8z E
please come and see us. We have an egear policy and they can come and

see us, if they feel there is something they would need to talk about. Georgia
(Southern, 10 years)

Therewas *SE}VP ¢ ve Jv % ES] |% VvSe[ E *%o}ve « $Z § SZ i]
they felt overwhelmed whilst outwardly keeping up with the work they were expected
§} }X dZ]e ] Al v 3} *u%o % } HELINEANGS that lecturdrsC [ o
perform oneof the highest degrees of emotional labour of any profession. Maguire et
al. (2011, p.95pbserved that teachers are not often architects of their own
enactments of policy, and that the demands placed upon them mean they do what
§Z C VvV 3Z C "ollcwtt %o }p1%C } » $Z u_X dZ]e Alpo -+ u &}
C 8Z]e *Su C[* (]Jv JvPe Jv , }v8 ASX

4.8 Summary

This chapter presents the findings of this doctoral research, which sought to explore
the experiences of academic teaching staff as they negotiwgie teaching practice in
relation to IP. Two research questions were posed: to what extent do academic
teaching staff understand, interpret and implement IP, and in what ways do academic
teaching staff engage with university policies and processes angapporting the

development of IP?

The findings presented here made significant contributions to answer those research
guestions.Sociological concepts policy actors, subjects, discoursesre applied to

the findings to helpunderstand % E S] ]¥spurssefThis facilitated their
interpretation, significance and meaning. An overarching theme is put forward, that

participants seem to be continuously presented with professional dilemmas of practice
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concerning IP. They are in a state of flux, seagckon the best thing to do as they

negotiate their daily practice. This manifests itself in tensions between their values of
inclusion and desire to apply these values in their practice, and the difficulties of

achieving that desirable (and often, from & JIA E*]SC[* % E*% S]A ¢ % E (]

The findings presented are complex, and the chapter has identified the details of each
theme. An important finding was that participants as policy actors have
misunderstandings of IP. Their concepts of IP are based on contingent and historically
path-dependent understandings, which were presented as neoliberal views of social
justice and equality. These have led to their conceptions of students based on deficits
(Atkins, 2016; O'Shea et al., 20H5)d the need to individually adjust teaching and
learning practice to compensate for those deficits, an acceptance of normalcy

]* YuEe+ » Az] Zz z}3z €[ 82} AZ} } v}$ }v(}EuU 8} 8Z Z P
existing in HE coekts(Davis, 1995; Madriaga et al., 2011)

Similarly, university responses to adiscrimination legislation for disabled students
and responses to WP policy direction from government have led participants in this
study to see these actions as IP, rattiean the operational definitions (Hockings,
2010; May & Bridger, 2010) which require wider changes to teaching and learning
practices for all students. Participants were unaware and uninformed about significant
legislation or theoretical discourses aroumglusion and IP. One of the most
significant findings, in that it was not expected or seen in any previous research
literature, was the extent to which participants felt doubt and discomfort about their
lack of knowledge of IP and their ability to achievedevelop actions which supported
equality in their professional practice. As policy actors they diddogdolicy t policy

did them.

What participants did do was adopt reactive, pragmatic responses to individual

student scenarios as they presented thestves. Participants provided evidence that

«Z}YA 3Z CA E | v& ZP §&8Z i} }v[ CAZ S A Eu ve
vis A] v ]Jv % @& A]}pe «Sp ]« }v EV]VP 0 SUE E+[ A %
(Hemmings et al., 2013; O'Donnell et al., 200D onnell, 2016; O'Shea et al., 2016)

They chose how best to pastorally help students who had a need, and this was often

not part of established and formal university practices or processes aimed at

supporting students. These are seen as rhetorical geabdiscourses by participants,
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who identified the ways in which universities created the policy artefacts of inclusion
through email, intranet resources, professional teaching qualifications and academic
development events. Participants favoured informagthods of professional support
and drew on networks of colleagues to define the policy subject of IP. These findings
were of relevance to the research questions, as they reveal key methods that

participants use to develop their professional practice.

Finding a way to improve academic development of IP was an important motivator for
this doctoral study. A further finding which extended knowledge to help meet the
research aims concerned the policy context and related to institutional brick walls
(Ahmed,2012)or institutional constraints that were felt by participants as they
negotiated their professional practice. Here, the findings were discussed around the
powerlessnestelt by participants to achieve any changes in their professional practice,
and stong feelings of frustration were to be seen in their responses. This is supported
by new work around high degrees of emotional labour experienced by lect(Bersy

& Cassidy, 2013)nd a much wider body of work around the changing nature of
academic workvithin neoliberal managerial and audit cultures of contemporary

universities(Ek et al., 2013; Henkel, 2005; Kenny, 2017)

Having little power to achieve changes when presented with institutional brick walls
was further conflated when the structures ofdHabric of how universities do things
also worked to hamper the change process. For example, theHeligformat of

module leaders and module teams who deliver teaching activities served to restrict
and hinder any changes that participants might wanirtake to incorporate principles

of IP. Issues such as practical space constraints, less than optimal class sizes for the
development of effective pedagogies and the epeesent demands of workload and
available time to spend on professional developmentweroo % @& ¢ vS Jv % ES] ]
perceptions of constraints to their professionalism. Whilst Hemmings €2@13)put
forward some evidence that lecturers are not the architects of their own practice and
face barriers not of their own making, the findingfsthe current study support that

finding and also extend and illuminate this knowledge in an English context.
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Chapter5: }v ope]}vejw]sS S]}ve

5.1 Introduction
dZ]e *3u C * & }us 8} A %0}E o SpE EJ[- o]A E% E] v
enactmentin English post1992 universities. The exploration was approached from a
critical realism (CR) perspective and used qualitativdepth, semistructured
interviews with 19 lecturers working in 3 English universities. The study engaged with
literature which discussed the concept of inclusion in education, theoretical
perspectives on social justice and equality, definitions and conceptualisation of IP as a
policy in higher education (HE), and approaches taken to research concerning policy in
education. Thiginal chapter offers a conclusion to the research undertaken and
outlines its contributions for professional practice, university leadership and policy
makers. The limitations of the research are outlined and reflected upon. To summarise
these concludingomments, the following structure is used:
1. The aims and rationale of the study.
. A brief review of each chapter.
. The strengths and limitations of the study.

. A summary of the main findings.

2
3
4
5. Implications and recommendations.
6. Contributions to knowledge

7. Futureresearch directions.

8. Dissemination of the study.

9

. Autobiographical reflection.

5.2 Theaims and rationale of the study

This doctoral study was about policy enactment in universities, and | used IP policy as a
focus. The rationale for choosing IP was initially drawn from my experience in a
professional role within an English university, working to support engagement with IP
Statistics demonstrate enduring differential degree outcomes of students who have
legally protected characteristics as they enter HE in the UK from students without
protected characteristics (HESA, 2020; Higher Education Academy, 2016; Higher
Education @mmission, 2019; HESA, 2015; Moody & Thomas, 2019; Office for

Students, 2018). Furthermore, many studies researched and presented the poor
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experiences of those students whilst at university (Fuller et al, 2004; Hewett et al,
2017; Madriaga, 2007; Morifiad€X, Lopez, & Molina, 2015; Mortimore, 2013; Race &
Landers, 2014) Much of this research called into question teaching and learning
practices of lecturers and citied this as a contributing factor for poor student
experiences and outcomes, yet this is natell understood area and there is a gap in

knowledge as to how and why this occurs.

As a lecturer working with other lecturers to promote and encourage inclusive
teaching and learning practice | was concerned and curious to understand what was
going on forecturers as they interpreted and enacted institutional policies. My
experiences told me that their engagement in development activities was low, and
that they struggled to apply key principles of IP in their daily teaching and learning
practice. This sty grew out of a need to understand how IP policy was enacted in
universities; at the chalk face, and from the perspectives of those tasked with its
enactment. The purpose of the research was to inform practice, to improve my own
practice and to find way® support changes in practice for other lecturers. The aims
of the studywere, therefore, to contribute to the development of an understanding of
how the policy and practice of IP is enacted and understood within English universities.
| was specificallynterested inexploring the understanding and practices of academic
teaching staff (lecturers) as they negotiated their teaching practice, and determining
the influences of current thinking on inclusion and equality on that understanding. My
study was furtler interested in exploring the relationship between academic teaching
staff and university structures, policies and processhich have arisen to support IP

following the requirements of the Equality Act (2010).

As the study progressed, it became cleaattthis was extremely complex and muilti
layered, and there were many avenues which interested teach as the role of

academic lecturers within the changing HE context that has been increasingly
influenced by neoliberal managerial cultur@sk, Ideland)Jénsson, & Malmberg, 2013;
Riddell et al., 2007}the impact of informal professional networks on professional
practice; and the experiences and relevance of professional teaching qualifications and
schemes on professionalism in HE. Mindful of the boumdaof this research, and the

v §} IVIA "AZ vU AZz E v Z}A(Néwbyu2edE p16) contained

my study to a sociological investigation into how policy is enacted in universities.
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However, | found there were areas which presented themseked,l recognised that

these were future avenues of research, which will be discussed in sec@ion 5.

5.3 A brief overview of the study by chapter

Chapter 1 provided an overview of the background to this study and gave a rationale
(}& sz Z7Z}] }( id8 HE agerYaludble area of study. The chapter framed the
§}1%] C % E}A] JvP v JvEE} p 3]}v 8§} 8EnodeTE00 u }( Z 1((
Norwich, 2010ps it presents and plays out in academic practice in English universities,
including statistical evidece of differential outcomes fqorotected groupsof students

in the UK (as outlined in Equality Act 2010) The complexity of the issue is to be seen in
the definitions put forward of inclusion, equality and IP and the differing

interpretations of social jstice principles upon which this policy has been developed.

Philosophical debates are further complicated because they straddle all forms and
sources oflifferenceas protected in UK legislation. Of great importance and influence
has been the critical disglity movement in raising issues related to how disabled
students are treated within universities, and this has dominated the thinking of
university responses to difference. | found this to be a broad and esoteric field of
knowledge to grapple with, andhé findings of this research bear this out. The
conclusions to the study show that lecturers also share a deep misunderstanding of IP
policy and its social justice goals, often relying on understandings of university
responses to disability rather than fiifence, leading to my recommendation for a

return to prominence of inclusion discourses and debate within university contexts

and spheres of IP policy enactment to inform and promote IP.

| took the opportunity in Chapter 1 to outline my personal and pssfenal reasons for
pursuing this line of study. Personal experiences with disability within my family made

u AEC AE }(3Z Ju% 33}(Z] v ] ]0l3C }v C}luVP %
experience and achievement which led me to seek further understanal inclusion

related policy and practice within my teaching and academic management practice.

The literature | engaged with is discussed in chapter 2, and provides a summary of key
principles and debates related to the concepts of inclusion, equalitlyl&rpolicy. |

present a historical discussion of political and legislative contextual frameworks which
outline the development of social justice agendas and the related development of

inclusion as a political policy in the UK, culminating in a discus§ioow the concept
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and policy of inclusion has developed in education contexts. | further draw upon the
work of authors who have conceptually defined IP policy in HE (Bridger & Shaw, 2012;
Hockings, 2010; Hockings, Brett, & Terentjevs, 2012; May & Briigfe0) to frame
the research findings. The chapter further explores the concepts of normalcy, deficit
discourses, and compensatory reasonable adjustments to practice (Ahmed,2007;

pHv HECUTIIOV '] «}vUTIIiAV D EG] P 7 '}} o CU Tiiiny K[ }vv ¢
2014)which offer critical perspectives on inclusion and IP within universities. The

Z %S € SZ Vv (} u* » }v o]Ss E SHE & oS S} o SuE E-[ .
implementation(Hemmings, Kemmis, & Reupert, 2013; O'Donnell, Tobbell, Bradshaw,
& Ridcimond, 2012; O'Donnell, 2016; O'Shea, Lysaght, Roberts, & Harwood, 2016)
finding issues related to policy awareness and knowledge and structural barriers to IP
similar to the findings of this research. The chapter concludes with a discussion of the
sociobgical theoretical toolbox approach taken by the research. This original approach
applies the concept of policy enactmeffigall, Braun, & Maguire, 201t explore

holistically how IP policy donein English universities.

The complexities of the field of inclusion, or the slipperiness (Atkins, 2016, p. 7) of it,
required this research to consider methodology carefully. As the research progressed
from professional curiousness to implementation | became more aware of the
sengtivities with which 1 would need to address in order to improve the truthfulness
(Lincoln & Guba, 1985) and, therefore, the quality of my research. The research was
designed in line with my methodological orientation, and Chapter 3 addressed my
research @sign and outlined the process of developing my methodology. This involved
exploring the CR philosophical concepts which would underpin the exploration of IP,
enabling a focus on theracticeof policy enactment as appropriate for a professional
practice actorate. Research based on CR principles seeks to develop hopeful
understandings of the hidden social world (Bhaskar, 1979) which mirrored the hopeful
aims of this research. Furthermoresought to examine what Archer (1995) saw as the
purpose of resealt. an examination of power relations, historical and value relevant

contexts.

Considerations upon which my research design was based are outlined in this chapter.
They included the sensitivities of the research topic for my participants, which needed

to be got aroundto improve the rigour and truthfulness of the findings. These,
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combined with the influence of the CR paradigm, led me to choose a naturalistic
approach to my research design, employingl@pth semistructured interviews as the
most appropriateand efficient method to explore the experiences of lecturers within
their structural contexts. Issues related to access to participants are discussed and
included the rationale to recruit lecturers across a number of English universities using
a snowballng technique, with measures taken to ensure as much as possible a
reduction in my influence as an insider researcher and the asymmetrical power

Ju ov S8Z S u]J]PZS Ju% S }v sSZ & -« & Z[*s E]JP}UEX

The process of data collection was undertaken whilst working full time with a busy
workload, but once connections had been made with participants and interviews had
been set up, the process was relatively smooth, if drawn out over a period of six
months. t was an illuminating, fulfilling, worrying and confirming experience which,

for a new researcher, | felt was as good an experience as it could be. The data collected
was immense in scale, and everything appeared to be relevant and of great

importance. Ths was to be expecteClough & Nutbrown, 2012; Denzin & Lincoln,

2013; Mason, 2002nd | felt rewarded by the amount of thinking time and effort that

| put into the research design by the depth and richness of the data my participants

gave me.

The demandsf qualitative research and data analysis are well documented
(Denscombe, 2014; Denzin, & Lincoln, 1994; Miles, Huberman, &\8aki#l 4;

Ritchie & Spencer, 1994) , yet | was still unprepared for the demanding task of
analysing such a vast amount ofuable data, as | came to call my participants
responses. | found the NVivo software progamme useful as an organising tool, and this
helped me overcome the practical and psychological problem of large amounts of
data. However, | did ththinkingand interpreting myself after much reeading of

transcripts rather than using the automatic coding functions of the programme.

| used a framework matrix technique to organise my thematic approach to data
analysis (Ritchie, et al., 2014) and found this enabled mle t860 %0 ES] ]% VvSe]
comments in the forefront of analysis. | used Saldana (2016) to inform my approach,
applying several readings with the aim of refining codes and form categories from the
data. A first coding pass gave descriptive codes, followed byomdgrass using axial

coding and a third textual analysis pass. This was successful, if lengthy, and generated
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interesting themes but also allowed previously unthought of themes to emerge. | still
felt I was crafting and gilding my findings as | wrote thegmn Chapter 4. |

continuously made decisions about the key themes of most relevance to my research
questions, and | returned to them and to ragnceptual understanding of internal
conversations opolicy actors to make sense of my themes as they emefiged the

analysis process.

Due to the complex nature of the findings and the interrelated nature of the themes
that were identified, the decision was made to present the findings along with
discussion and analysis together in Chapter 4. The findings stuldg were

substantial, and it was considered more comprehensible to select key themes and
follow the process of analysis and interpretation for each of them. Writing the chapter
in this way allowed me to apply the theoreticncepts, particularlypf policy actors,
subjects and discoursés help understandhe data. Themes were identifiednd

there was flexibility to return to key concepts identified within the literature review
undertaken in Chapter 2, such as normalcy and deficit discourses, andviiarks of

IP identified by Hockings (2010) and May and Bridger (2010). In addition, writing this
chapter in this way gave me the ability to draw on relevant theories to explore and put
forward possible explanations for the themes as they were presentegsed theory
retroductively, as my CR methodological approach (Sayer, 2010; Tikly, 2015) proposes

seeking the most appropriate explanation for each of my findings.

54Z (o S]}v }v SZ Sy C[e SE vPSZe

An important strength of the study was the rich and endive data it produced. The
rigorous methodological considerations undertaken and discussed in Chapter 3,
including an appreciation of the sensitivity of the topic for participants and the design
of the sampling method, combined with ethical and sensititerviews, produced rich

and appropriate data to answer the research questions.

This was achieved despite being a newer researcher and feeling unsure about my
research skills. | was able to develop an empathetic research space using my insider
experienceof what it is like to be a lecturer currently in HE. This enabled me to
overcome my inexperience and conduct interviews empathetically, drawing out honest
and sometimes raw responses from participants. This data provided confirmation of

some aspects of othE «[ A}EI Jv §Z]* (] 0 X &} E A u%o U o SpuE
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their understandings of IP based on concepts of normalcy and using deficit discourses
AZ] Z 2}8Z & [ *}u P E}(Akins}Z026aGibsdn, 2015; Madriaga,
Hanson, Kay, & Walke2011; O'Shea et al., 2016)

JA A EU 3Z Ju%}ES v v *]PVv](] v }( 8Z]e *8u C[* (]v ]

and deepened understandings of how IP policy is experienced by lecturers, and it

illuminates some of the possible barriers to practicgieater detail and depth than

has previously been done. The findings in this study show that the structural barriers

to practice are ingrained in university policy contexts and discourses, or as inclusive

policy subjects that are not talked about or repented in the everyday experiences of

meetings, policy directions, the development of new courses or modules, or teaching

and learning development activities. There was evidence in this study which supported

the notion that structural barriers exist withimniversity contexts that limit the ability

of lecturers to effectively develop their teaching and learning strategies in relation to

IP(Hemmings et al., 2013; O'Donnell, 201&8h appreciation of the nuanced policy

enactment picture has enabled me to ddop a more appropriate set of

recommendations for universities to adopt to help towards the achievement of social
<U]8C P} oeU }8Z € §Z v 8§Z} % pus (JEA & AZ] Z (} pe }v

practice through increased training and awaren@Sannah2012; O'Donnell, 2016;

O'Shea et al., 2016; Shepherd, 20X8)dZ *Su C[* (]Jv JVPe eu% %} ES SZ

institutional cultural change at the time of the introduction of equality legislation in

the UK(Hockings, 2010; May, H. & Bridger, 2040 further ou understandings on

the progress of these changes and how they might need to be addressed in the future.

A further strength of this study is the choice to include lecturers from different English
universities. This method of sampling gave the study a gredgpth and richness than

using only one institution. However, it was found that the views of lecturers were

similar for all three university contexts, and. whilst generalisation of the findings to a

wider population was not a goal of this interpretatimaturalistic inquiry, it is

interesting to find little difference between the experiences of lecturers in similar
institutions. This is the first study to focus on lecturers across more than one

HV]A E+]SCU v 8} (} ue }v 8Z vPo(ROZ2; 2015) Al)fa€lisgd v oo [
}Jv }v. puv]A E+]8C Jv A }80 v V K[*Z § oX ~Tiioe }v p &

in Australia and Hemmings et al. (Hemmings et al., 2013) presented evidence of the
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influences at play for lecturers on one degree coursarainstitution in Australia. This
improves the rigour of this study, giving wider credibility to its findings (Lincoln &

Guba, 1985) which was an important goal for this study. The originality of this doctoral
research and its wider credibility representh o SpE E[e A% E] v + A]sZ]

sector are key strengths.

5.5 The limitations of the study

As with many things, what is a strength of this study can also be considered a
weakness. | consider the recruitment of participants from three different univessé
strength of the research supporting my claims for credibility. However, | would like to
have recruited from more universities. Using a snowballing technique worked very well
to provide suitable participants for the study, but it is a lengthy and anduyprocess.

As a lone researcher with the temporal constraints of doctoral research, a larger
number of participants was not achievabléheinterview method generatedich and
appropriate data to analyse, but there is scope to widen the number of respusd

and the diversity of theirdentities andwork locationsChapter 3 discusses the
participants recruited for the study and acknowledges the lack of diversity of the
sample perhaps reflecting the lack of diversity in the academy on the w{Biheal,
2015) The professional network of colleagues that | called upon to recruit participants
meant the study was limited to lecturers from peBE992 universitieswhilst this study
presents the plausible accounts rafality for these participants it iapprecatedthat

there may be otherealities present for a wider group of lecturerstire variety of
contextsin EnglistHE(Clegg, 2008; Henkel, 20osewell & Ashwir2019)especially
related tocontextualdifferencesarising fromhistoricalpurpose the size of student
body,andresponses tgovernment policy between post 1992 and research intensive
universities(Brown, 2011 McCaig, 2015McGettigan 2013 . There may be scope to
widen future studies to recruit participantsith a variety ofidentitiesand to compare
realitiescross sectionallgcross groupandfrom more researchntensive universities;

this is discussed in sectior®ss a future direction for research.

This study took a specific and original approach to IP within uniiesgslt explored the
relationship between lecturer, policy and structural context usiragitical realist
concept of the internal conversation amsdciologicatonceptssuch as the policy

positionsof actors and policy discours&@®m aframework developed by Maguire, Ball
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and Braun (2011). This was successful in addressing the research questions, but it
could be a limiting factor of the research. | became aware that, despite the rich and
illuminating responses from participants, | wassing the details of how they

developed their teaching practice on a short, mediand longterm basis. This may

be seen as a limitation of this study, and there is scope again to develop this field with
a closer examination of thieusynessof teachingm HE with a longitudinal case study

ethnographic methodology to foreground the nuts and bolts of what lecturers do.

| worked hard to overcome my inexperience as a new researcher during the data
collection phase, and relied upon my carefully thought ethical and sensitive

position. | also knew, or thought | knew, how these participants worked and felt and
talked about their roles and responsibilities as | had been a lecturer for nearly 30 years.
The interview process threw up some unexpected emotionasitams as discussed in
chapter 3. | was unprepared for the levels of discomfort and distress that participants
opened up about in their interviews. | would have liked to help those people who were
clearly struggling with their workloads and their discomfairnot being able to

achieve what they thought they should be able to. It presented me with an ethical
dilemma concerning whether | should step out of the researcher role to offer
professional comfort and support. | chose not to, and regret that | wabethéer

prepared to support my participants and help them develop their teaching practice or
cope with accepting the limitations that their university contexts place upon them. |
am confident that | made a difference to the practice of participants byngis
awareness of IP, but the study could have done more to practically support

participants.

5.6 Summary of the findings

dZ *3pu C (Juv 3Z 83U Jv E o0 §]}v 8} 8Z E « E Z <p *5]}v A
do academic teaching staff understand, interpret and¥o 0 u v3 Jv ope]A % E §]
understandings were varied and inconsistent. Understandings were characterised by
misunderstandings and confusion from some lecturers, which was a significant and

Mv £% S (]Jv JvP Joopu]v S]vP & E + Hhatvo achieveSZ[s EPpuU
equality there first has to be a recognition of inequa(@p03) Most lecturers,

however, were able to articulate their knowledge and understanding around the

policy. These were found to be based on libertarian ideas of social justideinmyo
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deficit discourses and a need for compensation to achieve inclusion and equality for
PE}u%e }( *3u vse AZ} u 2}3Z & [X dZ]e (]Jv JvP A « }v
by previous worKAtkins, 2016; Bolt, 2004; Claiborne, Cornforth, Gibson, & Smith,

2011; Gibson, 2015; Lewthwaite, 2011; Madriaga et al., 2010)

IP was firmly associated with disabled students, rather than a range of students, in the
ul]v « }( o SUE E+U v A « «Cv}vCul}lpe A]3Z %}o] C }( ZE
which is a process to pport disabled students and more recently students with

health issues. The research found that lecturers are conceptualising IP as those

activities that they need to do for each individual student, when conceptualisations of

IP recognise that it should @ebroader orientation to support all groups of students

without the need for individual adjustments (Bridger & Shaw, 2012; Hockings, 2010;

May & Bridger, 2010). Similar problems were found for lecturers as they confuse other
inclusionrelated concepts sucas widening participation (WP) with IP. What was

surprising about this finding was that this study took place almost a decade after
legislation and policy formation in the UK which sought to develop inclusion and IP in

HE so that it became mainstream (RByer & Shaw, 2012). This study therefore

guestions the impact of legislation and problematises the idea that universities have

E Zz S P }( Zu JveSE u]vP[ ]Jv ope]}v SZE}UPZ /W %o}

management and processes.

An important findng which extends and develops our understanding of teaching and
learning practice was the discomfort and insecurity felt by lecturers about IP. As
expressed by Altin:

/[[u §Z]vl]lvPU Zz }y / } ]SM[ / 8Z]vl / }U pns } /U 8Z}uPZ
(Northern, 3 years)

The understandings of lecturers, which they draw upon for their practice, are

questioned and troubling. | concluded that IP is not a well understood concept, it is not
Z%}o] C[ Azl z v «]oC Z] A v §Z @&dopbtinu Z }v(p

the minds of lecturers. This finding is of great significance for my professional practice,

and has implications for how individuals and universities should develop their future

approaches to achieving inclusion and equality.

To address researafuestion two the study located policy within its context and the

interviews drew out how lecturers formed their understandings based on how their

140



universities developed policies and communicated in the everyday cultural process in
departments. Lecturersigcussed the absence of inclusive policy discourse within the
operation of university life through meetings, strategy documents and conversations
with leadership teams. There was considerable scepticism of anlrtegtatements
which purported that inclaion was a priority within the universitya finding

supported by literatur§d Ahmed, 2007; Pilkington, 2008; Pilkington, 2014iversities
seem to rely on passive methods of policy discourse and policy subjects were
developed through emails and onlinesthods. These were unpopular with lecturers
and were dismissed along with the value of academic development events quite
strongly. Given the evidence of misunderstandings held by lecturers, it could be
concluded that these methods have limited successiafidence and the implications

are that these practices will need to be reconsidered by universities.

dZ E A+« Al v Jv3Z 0 SUE E+[ E *%}ve » $Z § 8Z C -
experiences and, most significantly, professional networks to informsaage what

they saw as enacting IP. For many lecturers this meant acting pragmatically when
individual students needed support to succeedften under the radar of university

policies and processes. They did what was needed to get the job done. Thetedepor

relying on their common sense and lamented that their academic roles had become

less about curriculum and more about pastoral support.

Much supportive and valuable work was happening to enable individual students to
pass their courses, and this was hlmeturers felt they had to behave in order to
overcome the constraints which prevented them from doing the job they would like to
do. These constraints equated to powerlessness, space and time. Participants
experienced an unequal power balance when it eaim negotiating their practice

between management and their position as academics. Managerial priorities seemed
51} (1  pP%}v §Z Z pe]v e[ }( uv]A E+]3C E 3Z €& §Z v
pedagogy that could help deliver IP. Many responses talkdduab [JvP Z}voC]|
lecturer and being powerless to bring about change faced with the dominant ideas and
practices within their department, or worse being actively prevented from changing
their teaching practice for the better, as they saw it. For IP tpdxe of the

pedagogical practices of lecturers requires flexible structures, processes, and an
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enabling culture within university departments and subject groups to new practices

and changing existing practices (Bridger & Shaw, 2012; Hockings et al., 2012).

In a sense, the space to experiment is required to enable new practices to be tried and
rejected or adopted. There was much evidence in my findings that this feeling of space
to work and push boundaries was not the experience of lecturers working curent!
these universities. The opposite seems to be true. Participants identified that the
systems forming university cultures worked against their agency to determine their
pedagogical practice and, when combined with burdensome workloads and a sense of
hauvng no time to plan their teaching, this is a powerful finding of this research. It has
been identified before that neoliberal performativity audit cultures have led to

changes in the nature of academic work (Henkel, 2005; Kenny, 2017; Sang, Powell,
Finke| & Richards, 2015). Specifically, Hemmings et al. (2013) identified that
universities have presented barriers and constraints to practice which are out of

0 SUE E-+[ }vEE}oU p3 +38](o (( 3]A /W Ju%o u v3 3]}vX
indicatedthat there are a combination of constraints, thus developing knowledge

about the challenges that policy contexts present in universities for lecturers as policy

actors.

In summary, the study found that lecturers experience everyday dilemmas of practice
involving inclusion and equality issues which are often unresolved or resolved
unsatisfactorily. Influencing those dilemmas and constant choia&ing processes are

the contingencies of situated contextual factors that inform, constrain and shape

o S u @E&hdEeqin how they practice which are located in IP as a policy subjects,
discourses and structural contexts that play out in English universities. There is
constant tension in this process of making choices which are ultimately constrained,
difficulttor «}JoA v Z A }ve <p Vv o+ (}E 0 SPE Ee<[ % E-}v 0
This research found that lecturers are often caught between the fuzzy aims of policy as
articulated at national and local level and the ctade demands of being a lecturer

who facesstudents and deals with everyday dilemmas of practice in a pragmatic,
valuebased way. This high degree of responsibility and autonomy felt by lecturers was
found in my study to cause a high degree of-gelfibt, stress and anxiety due to

powerlessness, tk of space and time to practice and bring about change.
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5.6.1An illustrative vignette the module review meeting

It seems important to bring to the fore an understanding of how the dilemmas of
practice occur and contribute to the construction of barrieygractice in everyday

policy enactment within universities. Vignettes are seen as useful ways to gain a better
understanding of the participants perspective and allow an opportunity to vicariously
visit the experiences (Ely et al., 1997). | have creatednette of a scenario common

for lecturers involved in daily enactments of policy. This vignette highlights the
dilemmas of practice that occur in the enactment of IP policy for many lecturers and

give illumination to some of the findings outlined metprevious section.

The module review and development meeting
] v ] JUE- o EU v +« u} po o E A]S8Z 1A C E-f
the meeting. She prides herself on her strong personal values to help students,
enjoying being a nurturing mother figure for some. She knows sheiudsssional
common &nse, and relies on this and a network of colleagues to shape her practice:
"MU A Z A 87 ( | (E}u o 8 C &E[+ u} po AZ] Z |-
% }e]S]A  uS v} ¢]PV](] VvS % &} o ueX / }v[S IVIA }us
ears with trying to wrié up,that journal article and a raft of new moqlules to
A 0}% X “"Z oo A ipesS }vsS]jvp A]JSZ AZ S A ] o s C
& ]* 0] e u]v & SUS}E AZ} 8 Z « SA} PE}p%oe }( *3pn v
has a doctorate, a post graduate dédate in HE teaching and learning and three
C E+[ S Z]JVP A% E] v us Z e vis§ C 8 o u} puo X , A
difference and use the principles he studied as part of his teaching qualification and his
awareness of equality, diversity and ingtus principles. He wants to include some
% E]V ]%0 * }( /W }v §Z]e u} po X, & }Pv]e « §Z § ]38 ]¢ §}]
has an outdated formal assessment. He contributes to the meeting discussion:

Everything went well last year but | was wonitey if we could make a few
changes to improve the inclusion of different sectors of the student
%0} %ou0 SIIVY(}E SZ eo eeu VvEM
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Faisal explained:

| had a great many students with learning statements (see glossary), and | do
try to accommodate all the student needs but might it be time saving if we
change the assessment to a more flexible range of options. That way we are
being inclusive and might help more students improve their grades.

Diane:
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/ IV}AY | *% v u vC siudehis@kiAd §12m to the counselling
service or the disability assessment centre and dealing with all the extensions
last year, but have you ever tried to get any assessments changed? We have
missed the faculty deadline now any way to make changes}ik $Z C A}v[$§
accept vagueness or flexibility as you say. | have tried many times to do that
and been told by the quality team, we want innovation just not that kind of
innovation t student retention you know! Anyway, most students manage to

achieveinth v }v[§ §Z CX dZ ¢ & o0 ]v SZ +«u } 8X

] vv [« Jvv E }VA E- §]}v E A o Z E kjowweshouldZdoSZ} P z
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along with what we have always doxe /$[+ ( ]E V}IuUPZ ]J( 00 «3p vse Z A
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Faisal sees this every year. He reluctantly accepts it, but he is unsure as to how he
could implement any changes or what IP really actually involves. He will try to use
different examples in his seminars from the ones that Dianne uses in her material to
try to introduce some multiculturalism and internationalisation. However, he will keep
that to himself t Diane might not like it. As for the assessments, he will spend more
time helping individual students who need it in time outside of the module. He enjoy
getting to know them on a more individual basis anyway, and he knows his support
helps them to achieve a better outcome. It is just a shame that he cannot do that for

all the students and that it takes so much of his energy.

This vignette seeks to highht how everyday exchanges enact and constrain policy in
universities. Faisal and Dianne are both disempowered by the systems within which
they workforming stressful dilemmas of practic€heir understandings of inclusion
default to learning support mecésms related to disability rather than inclusion in its
wider sense. Moreover, it raises the issues of unequal power relationships within
teaching teams which reinforce and replicate the status quo and act against agentic

behaviours.

5.7 Implications and recoamendations

These findings have implications which point to the need for change within universities
in order to challenge existing dominant thinking, to challenge the approach to IP that
has been adopted, and move towards an acceptance that how to adoiit teaching
approach for most lecturers remains almost unknowable and unachievable. Ignoring

this need for change would lead to the continued failure of HE to meet the social
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justice goals of inclusion and reinforce the procedures and practices thatiédve

differential outcomes and experiences for many groups of students.

The findings demonstrated that policy actors this case lecturers despite many

years of legislative direction; national and local policy direction; and professional body
guidarce and advice, are still misunderstanding what inclusive teaching practice is. IP
policy enactment is dependent on the individualistic interpretations and actions of
those policy actors who this study found to be developing relationships with individual
students to support them as their needs became evident. Lecturers were rarely
drawing their knowledge from university, government or academic sources. The
implications of this is that IP is ad hoc, inconsistent across types of student groups,
reproducing ingualities and the element of chance whether a student is included or

not.

This research highlights the importance of the lecturer and their practice in improving
inclusion. It implies that measures to enable lecturers debate, discuss and have those
discombrting discussions about difference are necessary for universities to start to
move closer to an inclusive institution. The first step may occur by acknowledging that
there is a problem in English universities of misrecognising inequality. The implications
of this study on my practice as a lecturer are transformative. | have challenged my own
assumptions and practices and conclude that mygitely desire to develop

Joo Pup e[ & Z]vP <lJooe A e v bA X Z vP]VvP A op *U v}IEU
lecturers requires their deep individual reflection, but also institutional cultural
change. Discourses around the problem of difference which acknowledge the way
some groups in universities have been privileged more than others need to be
commonplaceintheevV@C C % E& S] }( 0 SUE E*[ He]V *¢ V %oC(

university leaders and managers.

This study found that IP was not part of the policy discourse at department level, or at
university level. One finding seemed to have implications for the way thairkes

prefer to learn. The findings showed a distrust and dislike of formaldtmen

academic development methods and that lecturers prefer to use their informal
networks of trusted colleagues. The implications for universities may be that their
energy am resources could be more effectively used elsewhere. A recommendation

put forward here is that universities move towards more ldeakel academic
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development which involves the support of informal networking for colleagues.
Subject, course or module teameed time and space to develop supportive
relationships for colleagues to minimise the loneliness of the academic that
participants talked about. To have those difficult conversations about policy, lecturers
need to be able to contact and relate to eaater regularly. The changing nature of
academic work in neoliberal policy contexts has brought the issues of performativity,
managerialism and casualisation of the profession to the fore. This study suggests that

a collegiate approach to policy enactmembuld be beneficial.

Policy subjects (what we can talk about in relation to IP), and visible policy artefacts,
(procedures and processes related to IP), were found to be peripheral in the
experience of lecturers. The implications of this is that univesgeem to be

promoting a toplevel commitment to inclusion but failing in continuing that
commitment in the dayto-day work of departments. How lecturers experienced IP
was through email and staff intranet sites rather than in meetings or in action in
quadlity processes and paperwork required to support students in their modules. This
was not found to be successful, and a key recommendation from this study is for
universities to develop more locldvel policy artefacts that act as reminders for IP in
the daily lives of lecturers. IP needs to be more obvious, in guidance notes for module
guides, for module development, for validation documents and for the setting of

assessments and deadlines (or the removal of them).

Lecturers have been reliant on reasonabtjustments measures through student
learning plans, and IP policy artefacts and universities need to challenge the reliance
on those. The way universities have responded to inclusion and equality could be path
dependent; certainly lecturers have beconeiant upon the practical paths put

forward for supporting disabled students. This is a limiting factor preventing
universities from making wider and more bold changes to culture and practice. There
are many criticisms of the reasonable adjustment procasd, whilst it might feel like

a safety nett at least for students with a disabilityreliance on it distracts universities

from becoming truly supportive for all students.

It is suggested by the findings of this study that the policy context withireusites
Z e VE *SE] S]JA v Z s+ }veSE ]Jv o0 SuE E-[ ]Jo]3C §

practice t especially inclusive teaching practice. Changes to cultures within universities
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are difficult (Trowler, 2014; Trowler, Fanghanel, & Wareham, 20053larniges to

institutional bureaucracy must be significant and a priority. Systems and processes

must be flexible to enable changes which benefit students to be implemented; they

must support lecturers to develop their practice. The implications of thidystue that

lecturers need to be empowered to develop their teaching and make changes to

modules in line with their values. They need the space to make that change, physically

by the reduction of student numbers in sessions or more time to teach groughwhi

increasing include students with different learning needs, cultural backgrounds and

different perspectives, but also by being free of institutional bureaucracy which

discourages and prevents creativity. Finally, they need to be allowed time to think

about their professional practice, to develop their materials and to be able to manage

§Z ]E A}EIo} o A]JSE8Z 0 oo ¢SE *¢X '] *}v spuPP ¢3¢ 3Z § /W u
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but it does not give sufficient acknowledgement to the important structural

constraints to academic practice that this study found to be the most crucial factor in

enabling lecturers to develop their practice.

A final but important recommendation for unixgties and professionals working
within them involves shifting the emphasis in HE from the existing reliance on
conceptions of inclusivity and equality based on distributive forms of social justice to
define inclusion and IP to a capabilities approacm(2606; Nussbaum, 2001) to
achieving social justice. This is a recommendation to move from the general
statements of commitments to inclusion, equality and concepts like the social model of
disability that universities often present to a specific focugtmoretical principles to
organise the strategy, processes and cultural ethos of the university. The capabilities
approach, as proposed by Nussba(2001; 2013)considers education for human

A 0}%u vE e+ ¢} ] 0 ipnes] V%o @& } %o }differi@néeddar® C %o E o)
potential should be taken into account to enable each person to flourish. Nussbaum
%opuSe (JEA E 3V % E]V [%0 » AZ] Z Z & pe (MO Vv A op ¢
S} Z oo VP % E (Majangh\k Walker, 2015; Walker, 28)@&and for lecturers
to bear in mind when approaching their teaching and learning practices. Disrupting the
deficit discourse that dominates HE landscapes, as found by this study and many

others (Atkins, 2016; Cameron, 2016; Gibson, 2015; Hardy & Woodfick, O'Shea
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et al., 2016) may be achieved by the promotion of a capabilities approach to all

students t not just those with protected legal rights and characteristics.

5.8 Contribution to knowledge

Whilstearlier«3p ] « Z A Jv ] § o $u@d@sifing prattjceras a

barrier to equality, this study providesaip-to-date picture of the situation 10 years

after key legislation and policy development in the UK, when it might be expected that

policy should be evident in practice. The implicatadrthe researcht that change in

universities is required to meet social justice obligatidradso contributes evidence to

inform that change process. It provides evidence of the need for change in addition to

outlining areas which need addressing. Itldsiupon an Australian studiiemmings

et al., 2013|mnd a Scottish study- K[ }vv oo § whihpdintite a lack of
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further detail of the influence of those structural constraints, and they provide a more

nuanced picture of the misunderstandings held by lecturers about IP and how their

professional knowledge and practice is constructed. R8s ](] v ] $Z]e Sy C|[-

finding of the doubt and discomfort felt by lecturers in relation to IP and inclusion

which other studies have not explored. In this way, academic knowledge is developed

and extended, and it is hoped that this will inform anfluence universities as they

develop their policies and strategies for improved social justice.

The aim of a professional doctorate is to improve practice alongside contributing to
knowledge t and there is a sense in which this study makes a theoreticdtibation

to knowledge as it contributes to understanding towards a sociology of policy
enactment in universities. It affords us a clearer picture about how IP policy is enacted
in universities. In taking this original approach to how policy is doneiiretsities, it
extends an understanding of the theoretical model put forward by Ball, Maguire and
Braun (2012) from a schools context to a HE context. It could be seen that universities
have a range of policy actors that are slightly different to thosevidd (] ]Jv 00 § 0?7
schools typology, which identified 8 fluid and overlapping types of policy positions
taken by actors: narrators, entrepreneurs, outsiders, transactors, enthusiasts,
translators, critics and receivershis study found that there sened to be greater

evidence of policy actors who exhibited behaviours similar to receivers: people who, in
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doing policy work, are copirgnd just getting bynore than any other actors. This

contrasts with enthusiasts for example who embrace and engagepwitby. There

are differences from Ball et al. in the proposition that it is mostly inexperienced

§ Z E+ Az} 31 }vsZ E}o }J(E JA Ee v ( 0™ ee pnos
demandstand are dependent on others for their policy understandingshis study,

most lecturers were found to have this policy experience and position regardless of

their level of teaching experience.

There was found to be a high degree of misunderstanding and discomfort with policy
enactment for many lecturers inthisstudy oo 3 o0X[* SC%}0}PCU AZ]o+3

J*Ep%S]A Jv(op v }I( "UMEUPE]VPe  ~Ti1iTU %X 0ieU } o
with this type of policy actor position in a university context. The policy work role of

oo[s Z E]8] *[U A gjount€discdwrses and monitor management

activity, is useful in the context of this study in many respects. There were certainly
findings in this study which indicated some lecturers were unaware of IP and unwilling
to learn about it, but this seemeid fall short of an open critical countaliscourse of
IP. There was evidence that other lecturers were conscious and critical of any
management involvement in their professional practice. One particularly strong theme
related to the pragmatic resolutionf@he dilemmas of practice lecturers felt when
confronted with IP. Innovative, subversive ways to get around the institutional brick
walls (Ahmed, 2012) were found, and lecturers were able to deliver what they believed
to be good student support. Again,ishbehaviour does not sit comfortably with Ball et

OX[* %}0] C %o}e]S]}veU %o}ee] 0C ptfdrlexgmpe BsSlpavadof ] (( & v
autonomy which university teachers enjoy, compared with teachers in a schools
setting. These differences and slight% E&SuE ¢« (E}u o000 § o0oX[e $Z }C&E
of policy positions constitute a significant contribution to knowledge for this study

which extends and deepens knowledge of policy enactment to a university context.
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identified from the findings of this study and seems worthy of further research and
consideration: that osubversiveolicy actors who, as receivers of policy, take

outwardly accepting positions and receive it positively but then find ways to deliver

policy as they see it needs to be enactedften getting around barriers in the process.
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This requires immense policy effort and is stressful, discomforting and aesofirc

professional doubt about their own efficacy.

The contribution of this study to my professional knowledge and practice is significant.
Inclusion and equality are complex subjects, and | know why lecturers are confused
and dismayed by these theoretiagdbates and arguments. To find a personal position
on these philosophies and translate that into practice is even more challenging.
Nevertheless, this study has enabled me to do just that. It has increased my
knowledge, sharpened my thinking, shifted mg@sptions and brought me to a

better and extended professional understanding of my role as a lecturer trying to work
with social justice principles. That greater knowledge will contribute to how I teach,
advise, support and work with students and colleagjtee promote the principles of
inclusion and equality. The professional contribution to knowledge is personal, and the
intention is that it will be professional as | disseminate my work to colleagues formally

and informally through conferences and withirymaniversity.

5.9 Future research directions

This study approached the issue of inclusion and IP in English universities from the
perspective of policy enactment. This is an original approach, and one avenue for

further research would be to apply this approatiore widely to develop a greater
understanding of how IP policy is done in HE. For example, a wider incorporation of

the role of other policy actors such as academic development teams, professional

student support and administrative workers and managesiatkers would provide a

(LOO %] SHE }( Z}A /W %}o] C ] }v X /8 A}po v (]]o

actor typology as discussed previously in section 5.8.

| have addressed the issue of IP only fortiolle and permanent contracted lecters

in this study. Given the rise of the casualisation of academic labour in the UK HE sector
(Brown, Yasukawa, & Goodman, 2008; Bryson, 2004puld be beneficial to explore
similar research questions about IP with panhe and temporary lecturers.ne smakH

scale study | was able to undertake does not make a claim for the findings to be
applicable generally across the English HE sector. There is possibly a case for the
findings to be more widely credible within the peE#92 university sector. Forcaim

of wider generalisation to be made, further research on IP in a broader range of
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universitiestincluding researcthed universitiestis recommended and a desirable

future research direction.

During this study there were many avenues which interested but | was mindful of

the boundaries of the study. Possible areas for further research include the changing
role of academic lecturers and the extent to which pastoral care is becoming part of
their work within changing HE contexts, given the risessfiés related to student

mental health(Quinn, Wilson, Macintyre, & Tinklin, 2009; Thorley, 2017;
UniversitiesUK, 2013NIso of valuable interest is how lecturers develop professionally
t future research might usefully focus on the importance of inforprafessional
networks on professional practice and the experiences and relevance of professional

teaching qualifications and schemes on professional practice in HE.

5.10Dissemination

Throughout the doctoral process | have shared my work in numerous ways. Within my
institution | have presented at three internal conferences, in 2017 and 2019. As the
work developed, | presented a paper at a regional conference held at a Yorkshire
universty in 2018. Internationally, a paper was accepted as a poster symposium at the
University of Jyvaskyla, Finland, in 2018. Nationally, an abstract has been accepted for
the BritishEducational Research Association conference 2020 in September 2020 (now
postponed). It is intended that the work will be disseminated further through personal
professional networks, along with publication of papers to demonstrate the findings,
and an abstract will be submitted for the Society for Research into Higher Education
conference in 2021. The challenge remains to disseminate the findings of this research
within my professional practice arena in my own higher education institution (HEI) and

more widely within academia in England.

5.11 Autobiographical reflection

Undertaking thigloctoral study has been an invaluable learning experience in several
ways. | have gained an understanding of the nature of research and the challenges that
planning a research project puts forward. | have learnt that the research process is
non-linear; infact describing it as a cyclical process seems too simplistic. Research is a
juggling process. For example, | continued recruiting participants whilst transcribing
and analysing interviews with earlier participants. | felt most affected by the need to

be meticulous in keeping track of the research in order that | did not miss anything
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important. | also learnt that sometimes during a demanding and exhausting research
process moments of revelation occur, stimulating ideas and reaffirming the need for

the resarch to be undertaken.

This research study has also provided some important ideas which have led me to
examine my own professional values, and has provided some possible changes and
improvements to my own practice. As well as adopting the recommendatiotisied

in section 57, | intend to focus on adopting theapabilities approacto social justice

with my students in my professional practice, as far as | am able. | now have a growing
awareness of the structural constraints that might limit my abilitgleothat. | have

also begun to question how | have worked in module teams in the past, and how |
might work with colleagues in my department and on my courses and modules to
minimise the effect of power relations that might lead to variable experiences for

students.

One of the most important things | have learnt from this research is that my colleagues
are discomforted by difference and unsure about how to tackle it. For the future, this
requires us to recognise difference professionally and to have dtfioaversations. |

hope to be able to facilitate and encourage those conversations in my faculty,

university and beyond.

A policy for inclusion in HE in England requires acknowledgement of the limits to
success and requires determined and sustainedtglafiobjectives which have an
increased prominence in university policy discourses, and the development of enabling
institutional cultural structures which demand relevance in the neoliberal managerial
contexts of universities to support those who haveeaponsibility to deliver policy

outcomes in their everyday professional practice.
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University Age Experience Qualification Ethnicity Gender
1 Anya Northern 32 New doctorate 3 Doing new HE PG | European White F
years teaching exp
2 Joanne Southern 47 20 years None White British F
3 Claire Southern 52 20 years teaching | None-working on | White British F
Fellowship of HEA
4 Joan Midlands 40 10 years FHEA White British F
5 Leon Midlands 48 10 years + None European White M
6 Lucinda Southern 51 20 years FHEA, HE PGCE | White British F
7 Katrina Southern 49 20+ years SFHEA, White British F
8 John Northern 36 10 years exp FHEA White British M
9 Zeyd Northern 37 3 years exp HE PGCE Black British M
10 Femi Midlands 31 5 years HE PGCE White British F
11 llya Midlands 30 5-6 years HE PGCE BlackBritish F
12 Emma Northern 56 25 year + None White British F
13 Altin Northern 28 3 years HE PGCE White European M
14 Georgia Southern 42 10 years None European F
White
15 Greta Northern 53 25 years PGCE White British F
16 Elaine Midlands 29 4 years HE PGCE European White F
17 David Northern 60 30 years None White British F
18 Susanna Southern 53 25+ years None White British M
19 Alice Northern 38 10 years HE PGCE White British F
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Participant information Form

You are being invited to take part in a research study. Before you debielber to take part

it is important for you to understand why the research is being done and whal involve.
Please take time to read the following information carefully and discuss it with others if you
wish.Please ask the leadsearcher ithere is anything that is not clear or if you would like
more information. Take time to decide whether yaish to take part.

Thank you for reading this.

Researclworking title: Exploringthe relationship betweenpolicy andteaching practice
within English universities.

Please will you take part in a study about policy implementatiamimersities andow this
affectsteaching practicesf lecturers This research is a study for a Doctorate of Education
qualification in the Institute of Education at Sheffield Hallam Universitg. following the
principles of the British Educationf@absearch Association code of ethi€Ehis can be read
here]https://www.bera.ac.uk/researchersesources/publications/ethicajuidelinesfor-
in addition to the Sheffield Hallam Univeysiesearch code of
practice (This can be read hghgtps://www.shu.ac.uk/research/ethicintegrity-and- |

. q)

You have been asked to take part because you deetarer who works in an English
university. It is up to you to decide if you want to take part. A copy of the information provided
here is yours to keep along with the consent form if you do decide to take part. You can still
decide to withdraw at any e without giving a reason or you can decide not to answer a
particular question.

You will be required to talk about your experieneesxrkingas a lecturer during an

interview. This will last approximately one hour and will be audio recorded. Youonijilbe
required to be interviewed oncdhe interviews will take place in a location which will be
mutually agreed upon but this will be a private room in a publically accessible locatien.
recording will then be transcribed to enable the researchertdew and analyse the
responses. You will be asked to review the transcript to confirm that you are still willing to
participate and that you are happy that the transcript accurately refldedsneanings of your
responses.You will be able to withdrawour consent to participate in the researap toone
week afteryou have received your transcript. You will have the opportunity to discuss the
interview and research up to that point. After this pothe transcripts wilbe anonymised
with a pseudonynand stored securely in accordance with Sheffield Hallam University's data
management policies.
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Confidentiality statement

This research will recognise your right to privacy and will treat participants' data as confidential
andmake every effort tgoreserve anonymityThere is a data management plan in place for

this researchYour data will be storeth Sheffield Hallam University data management
repositoryunder a code name and once stored this will not be traceable to Yawr personal
contact detals will be stored securelgnd will be removed from the data file once you have

given your permission for the data to be used in this study.

If, in the course of the research, you mention anything which might identifytlyisuwill be

redacted from thenterview transcript.

Please note that assurances on confidentiality will be strictly adhered to unless evidence of
wrongdoing or potential harm is uncovered. In such cases the University may be obliged to
contact relevant statutory bodies/agencies.

Wrong doing or harm would not includevidence opoor teaching practicer omissions of
practice. In this caselease be assured thawidence of thikind would not be given to
relevant employers.

There is very little risk for you if you agree to figigate in this researchThe risk identifieds
that you may be recognised from your responses that are written about in the final thesis.
Measuresdescribed abovare in place to minimise this risk. The possible benefits of this
research are that it magontribute to development of future professional practice and may
improve how universities support policy implementation and change.

The data will only be accessed by the researcher and two superviBoescontact details of
these are given at the ehof this information. Once the study is over the researcher will be
responsible for the raw dataThis will be stored securely for ten years. It will not be passed
onto anyone else.

The study will last for 1thonths before it will be written as thesis which will be available
from the University library and research repository (SHURAg results from the research
may also be presented at academic conferences and published in academic jovionatsay
request acopy of the thesis from the resezher.

If you wish toask any further questions or seek clarification, please do not hesitate to contact
the researcher on the contact details below.

These are also the detailswho to contact if you have any concerns or if adverse effects
occur after the study are given below.

Researcher/ Research Team Details:

Researcher

Karen Soulby

Doctoral Student

Sheffield Institute of Education
Sheffield Hallam University
City Campus

Howard Street

S1 1wWB
emait|k.soulby@shu.ac.uk
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Director of Studies

Dr.Manny Madriaga

Sheffield Institute of Education
Sheffield Hallam University
City Campus

Howard Street

S11WB
[m.madriaga@shu.ac.lik

Supervisor

Dr Damien Fitzgerald
Sheffield Institute of Education
Sheffield Hallam University
City Campus

Howard Street

S11WB
[d.fitzgerald@shu.ac.dk

The Universityindertakes research as part of its function for the community under its legal

status. Data protection allows us to use per

sonal data for research with appropriate

safeguards in place under the legal basipuilic tasks that are in the public interesA full

statement of your rights can be found

atlhttps://portal.shu.ac.uk/departments/srd/other/sec/ig/pages/datprotection.aspx

However, all University research is reviewed to ensure that participants are treated
appropriately and their rights respected. This study was approved by UREC
with ConverismumberXXX. Further informatioat [https://www.shu.ac.uk/research/ethics |

[integrity-and-practicd

'You shouldcontact the Data Protection
Officer if:

X you have aqueryabout how
your data is used by the University
X you would like to report @atg

security breach{e.g. if you think your

'You should contact the Head of Research
Ethics (Professor Anilacaskill) if
X you have concerns with how the
research was undertaken or how you we
treated

personal data has been lost or |

a.macaskill@shu.ac.pik

disclosed inappropriately)

X you would like

to complainabout how the University

has used your personal data
[DPO@shu.ac.lik

Postal addressSheffield Hallam University, Howard Street, Sheffield S1 1Wéphone:
0114 225 5555
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PARTICIPANT CONSENT FORM
TITLE OF RESEARCH STUDY:

Research working title: Exploring the relationship between policy and teaching practice
within English universities.

Please answer the following questions by ticking the response that applies

YES NO
1. | have read the Information Sheet for this study and have
had details of the study explained to me.

2. My questions about the study have been answered to my
satisfaction and | understand that | may ask further questions at any
point.

3. | understand that | am free to withdraw from the study within
the time limits outlined in the Information Sheet, without giving a
reason for my withdrawal or to decline to answer any particular
guestions in the study without any consequences to my future
treatment by the researcher.

4, | agree to provide information to the researchers under the
conditions of confidentiality set out in the Information Sheet.

5. | wish to participate in the study under the conditions set out
in the Information Sheet.

6. | consent to the information collected for the purposes of this

research study, once anonymised (so that | cannot be identified), to
be used for any other research purposes.

3D UW L F LSsghauve:| V Date:

gDUWLFLSDQWﬂV 1DPH 3ULQWHG BBBBBBBBBBBBBBBBBBBE

Contact details:

SHVHDUFKHUTYV 1DPH 3ULQWHG .DUHQ 6RXOE\BBBBBBBBBBE

S5HVHDUFKHUYY 6LIJQDWXUH BBBBBBBBBBBB

Researcher's contact details:
Karen Soulby

Sheffield Hallam University
Stoddart Building

City Campus

Sheffield

S11wWB
k.soulby@shu.ac.uk

Please keep your copy of the consent  form and the information sheet together.

159



%o %o Vv \VEE &)}

This is an example of the nodes that were created in NVivo during the data analysis phase. It became the basis of amdudebasled to make decisions
about the relevance and significanoeparticipants comments. It is presented here in the format that was used in NVivo and shows the notes that were made
against identified themes as the analysis progressed.

Nodes\ Emotional affective responses

Range/ types of emotions felt by participants when thinking about IP. Range of states about how people feel abouitimakésthem feel when
implementing

Name Description
anxiety mentions of feeling anxious, thinking negatively about thegad IP

cynicism and anger any mention or comments that are indicative of cynicism, anger towards IP , or the training academic
development or to university

difficult any mention of how difficult lectures find IP or developing their IP practiceeimg a lecturer

Fear of getting it wrong expressions of fear about what they are doing is wrong, getting it wrong with students, getting it wrong fc
their employers

left to own professionalism mention of working alone, no support, working as an indigid not getting any help, assumption that they
already know what to do.

overwhelming feeling that it is overwhelming

powerless mentions of feeling powerless to improve IP or in the job generally
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should know or do more reflection of inadequacies
Tryirg evidence of willingness to strive, try, and wanting to be a better or good lecturer for the students
uncomfortable mentions being uncomfortable in situations

Nodesd\ Engagement with Uni policy and processes

Research question-2n what ways do staff engage with university policies and processes in relation to IP

academic development events code for attendance or engagement with any event led by university academic development
academic development teams code any contact with individual support from academic development teams or staff
confusing messages confusion about what should be doing or what the message is from the university

external examiner any mention of external exaimer

ill formed policies staff thoughts of the policy which are negative, not clear on policy message

intranet contact with IP policy via staff intranet

Knowledge from experience use experience to develop IP practice

no development opportunities no awareness or engagement with IP policy
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policy communication ways that uni communicates IP policy

policy as rhetoric cynical view of policy says one thing but in reality it means another
support from colleagues development and advice from colleagues

Teaching qualifications gain knowledge and ideas from teaching quals

university leadership managers experience of contact with managers and leaders to help with IP

Nodes\Experiences of Implement IP

descriptive, process coding

Name Description

activities- varied examples Examples of classroom activities participants view as IP. Can include any teaching, learning, assessmei
Can include any recognised pedagogical tool or theory. Do not include any references to relationship bt
or use of learning contracts. Do not code planning for teaching. Do not code individual adaptation of teau

individuals
consider learning contracts mentions of learning statements/contracts/support statements as IP
Contextual Barriers felt in implemeation Any mention of barriers which lecturers perceive hinder their ability to teach inclusively
Bureaucracy and pressure of any mention of red tape, bureaucracy, management expectations, work loads

expectations or workload

162



Name Description

Lack of time mention of reduced time , felt lack of time, not enough time, to improve teaching practice or attend traini
events, or to expand professional development

other priorities Employability any comment relating to different or more important things, polictestake into consideration

practical issues number of students stretching of resources eg large number of students , lots of different abilities and range of backgrounds

problems with professional body or any issues related toourses and teaching practice related to subject disciplines which make it difficult to
subject requirements practice IP
problems with team teaching lack of autonomy with materials and teaching plans as teaching in teams, loss or no powere to make chi

or influence others

removal of lecturers professional mention when it is the lecturers personal judgement, or that they use their judgement to address and su|
judgement students, state a problem with removal of this by university policy and procedures

stress or exhaugin tiring, difficult, stressful etc negative impacts on well being

stretching of teaching role related to how the lecturers feel stretched or unable to keep up with teaching expectations or professior

include mentions of moving or changing rolgegtations or activities

course and module developed to support  comments relating to any course support or modules developed to give support to all students bt also to
those students with particular needs

don't do any IP stated that they don't do any IP activities or take it into account

163



Name Description

emotive responses any emotive/affective comments,
Equal treatment no special practice statements that they treat all students equally so no need for any changes to practice

individualcase adaption of teaching style examples of how lecturers change their practice on an individual basis for students

lack of knowledge or understanding comments that indicate or admit to a lack of knowledge about how to do it
lecturer student relationsipi mentions of relationship building, getting to know student needs, focus on relationship as opposed to te¢
practice

staff being subversive creating own flexibilit: creating own flexibility outside uni systems, adapting the rules to suit them, going underground outside r
outside uni systems systems to support students

Teaching practice and planning any activities mentioned which include thinking about or planning personal teantsteyial, or teaching
approaches or planning

test node

use technology mentions of using technology to help IP teaching practice
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Noded\Understandings and interpret of IP and inclusion

descriptive, holistic codes, process codes, in vivo codes. liaclydesponses which are about how lecturers understand IP or inclusion. Also include negative
responses or response which indicate lack of knowledge

Name Description

awareness of gov policy comments referring to knowledge of equality, inclusivity, any strategy from government or academic
professional bodies about HE sector

Emotional response to IP in vivo words which relate to feelings, emotions, senses about IP, the process @fid¢Rision and equality
concepts
desire to be correct uncertainty but seeks to want to be correct about Ip
individual understanding notes that maybe this is not a general understanding or there might be different understanding

sense of know iexists but not sure

struggles or difficulty

uncertainty about IP

unsupported looks to university/ others for knowledge and support

in vivo definitions of IP any notion of what IP means, any comment about definitions of IP, any comment péaanal
understandings, any mention of theoretical understandings,
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Name Description

anticipatory needs

equal opportunity

equal participation

equalunderstanding
Treating equally
IP as learning statements
IP asuniversity policy
IP understood as widening participation
learning styles

No knowledge of IP

not accepting of IP

any comments that appreciate the needs to anticipate and adapt whole practice rather than reasonable
adjustments

any response which refers to IP, lusion or equality as creating or supporting equal opportunity for studen
to succeed

Definitions of IP which mention equal participatioparticipation can mean in any way usually in the teachir
activities

mentions of IP | d E as creating equal understanding

mention of being EQUAL, treating students equally

mention of systems Unis put in place to help studené&arning statements/ contracts
any mention of IP as a policy, a recommendation from uni as directive or strategy
mention of IP as widening participation, as access for students to HE

mention ofassociation of IP with actions which accounting for different learning styles

Include comments that demonstrate unable to talk about IP, unaware or confused about what IP is, lack
knowledge, admissions of lack of knowledge, proceséng here

negative understanding or feelings about whether IP is appropriate, necessary or needed
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Name Description

personal teaching style mention of personal preferences, values, activities, down to the individual. academic roles and respossil

Practical teaching activities include any mention of making special teaching materials, making adaption to materials for the purpose
anticipatory reasonable adjustments
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