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ABSTRACT

Thethesis explorethe experiences @ group ofuniversity students with African diasporic
connections, an undeesearched group in UK HE. Building tre traditions of ideological
andethnographic approachesdcademic literacies researthethesishighlightspower
relationsinvolved ina range of life experiencesycial practices and institutioradwer
relations. The study offers a complex reading of the student experfenasing orthe
negotiationof literacy practices It presentsiontraditionalundergraduas as complex
individuals with a range of abilities and resources to draw on for knowledge making which
are constantly being reshapedtbgir diasporic identitiespower relationsvithin the

academy andider contexbeyondthe university settingReseath findings evoke a
reciprocal exchange between disciplinary understandings, knowledge making and
poststructural conceptions of identity. More specifically, while the stadembrked with
were assesséad unfavourable ways, they displayed a range of resources for knowledge
making stemming from a compléxterchangdetweercultural and social identificatioman
applied social science curriculum atné negotiation ofigh stakesvritten assignments.

The thesis offers an enhanced understanding of uradkrates as knowledge makers, the
resources they bring to the academy and, labwmes they are positioned by others as they
negotiate what is required of them. In doing an,alternave image of the multilingual,
nonttraditionalundergraduate and tipetential resources they haigeprovided The thesis is
also concerned witthe broader and less distinct phenomena of globalisatigration and
social exclusion antheir impact on current understandingshef student experience within
contemporanK HE. As a resultthe main contribution to knowledgan be said toentre
onunderstandings of the scope of academic literacies research, what it means to-be a non
traditional learnerri HE and critical perspectives the nature ohigher education ithe

contemporary world.
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CHAPTER ONE: INTRODUCTION

1.1 Introducing the research project: topic and focus

The thesis focuses on the experiences of a group efraditional social science
undergraduates from the African diasporic commurtliig negotiation ofacademic literacies
and the impact of life experiences on university samystudentsasknowledgemakers. For
the purpose of this investigation, the rtoaditional student is defined as someone who is
based in the UK and is over the age of 21 at the start of their degree course or a member of
group or community not traditionally represented in HE (Lillis 1999). All partitgaho
took part in this study match this description. The term is extremely usefuégréonding
underrepresented groups of students even though there is potential to view all students
within a distinct category as the same, which | wanted to avoid. The research field of
academic literacies encompasses constructivi@s/s of readig, writing,learningand
knowledge makingt university. It has a multidisciplinary background (Lillis and Scott
2007) and many of its research traditions are located within applied lingaistidsroader

ethnographic traditions.

| adopted an ethnographic approach to qualitative data collection in order to builda ‘thick
rather than a ‘thin description’ (Geertz 1993, p.7) of student experiences which ok int
account the context of learning and explored the significance of practice in the sense of
everyday language use, institutionally significant embedded social practices,gpaver
implication for identity negotiated in a university campus setting. This saativity
occurred through close attention to student and lecturer interaction, the positioning of
students as knowledgeakersand other culturally and socially significant matters which
occurred prior to and outside the classroom setting. My perspectives on clasatabhserv
interviewing and on the student experiences take into account some of the broader social,
political and educainal influences which continue affect those involved in the university
sector and | argue that wider contextual and structural changes are likely to contiave to h
a direct influence on diversity in UK Higher Education, the nature oftraatitional

students’ enrolments and their impact upon the student body at Universitisettkeentral
(pseudonym).l end this section with a brief overview of the project summarised in Table 1.1

overleaf
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Table 1.1 A brief overview of the ethnographic project

Focus

Negotiation of academic literacies
Diversity and complexity of student
experiences

Identity and identification

Research questions

1. How do undergraduate social science
students negotiate theidagonship with the
academy?

2.How do power and identity influence the
negotiation of academic literacy practices?

Number of participants interviewed

11 students

Total number of participants observed

2 lecturers; 50 students

Data sources

Primary:

Classroom observation notes

Field notes (research diary)

Narrative summaries (based on interviews
and talk around text)

Other:

Documentary datacéursehandbooks,
assignment rubrics, assessment criteria)
Emails and text messages

Seminar texts

Context

A pog-1992 urban university (UK)

Disciplinary focus

Applied social sciences, social policy, areg
studies and politics

Length of data collection

18 months

Thethesis buildson a writeroriented approach to academic litera¢se=e section 1.7)It

exploresthe complexity of student experiences, identity and identificatidmafocus on

knowledge making.Two lecturers andifty undegraduates were observed and eleven

those undergraduates were interviewed. Primary data sources were classroom aservati

notes, fieldnotes and narrative summaries produced-fiepth interview. Other data

sources drawn on weo®ursehandbooks which included assignment rubrics and assessment

criteria as well as email and text messages. The research context was39gasthan

university and the disciplinary focus was applied social science. The length of data

collection was 18 months in total spanning two academic years.

12



1.2 Clarifying the focus

| decided | wanted to problematise ‘... the commonly held views absaddintage, in
particular theon-goingpredominance of an essentialised ‘deficit’ model which focuses on
the ‘gaps’ that individual ‘disadvantaged’ students are seen to have’ (Marshall and Case,
2010, p. 492) which | felt had been encompassed by labels such-taditanal, mature
and first generation for some time. To achieve this, | began to think stbdent writing,
sometimes described as a site of struggle, from a critical practices approach ta litdeacy
important to avoid a deficit and ersimplistic view of academic communication, students
and their abilitiesvhich is one reason why | chose to observe students in their degree
programmes rather than in writimgntre EAP or other forrmof academic support
intervention. However, | acknowledge the value of a variety of curriculum spaces which

would be equally valid for different researcher motivations and research aims.

During the research and planning stages of this thesis, after completing anhaisialgh

literature reviewing in th area of academic literacies, my intention was to conduct a study
which explored students’ situated academic text production from a number of different

angles. My work with students was to be contextualised in the sense that student background
and expegnces, the university setting and the disciplines being studied were seen as relevant
to a writeroriented approach and, therefore, would be visible. | was keen to build multiple
perspectives on how studemnisgotiatecacademic literaciewithout adoptinga textoriented
approach to analysis (see Fairclough 2001; 2@h@)as a result | decided to interview

students individually, and observe them as a group in lectures and seminars. | wantted to |

at literacypractices, not through adopting a textual approach to written assignments, but
through observing and analysing the significance of talk surrounding literacy @vent

lectures, seminars and interview. | hoped this approach would help me to understand a group
of students not only as writers but a&ople, the context in which | worked and they studied

as well agheinfluencesof power and identity as | worked with them for more than one
academic year.

What | discovered during ethnographic enquiry was that although academic writirgeand t
process bdiscovering practices surrounding text production remained significant, there were
global, macrdevel influences which affected ways in which students were able to, quite

literally, access and participate in university life. These influences wereisama complex

13



to untangle, but what they pointed to most strikingly were the powerful experiehizds w

had led to some of the participants to come to live to Britain and the significaAfrecan
identification. Secondly, the influence of life expeades on the student experience of
university studythe power otertain institutional genreand thinking around how

knowledge is created seemed to intensify furthdound thatas participants strove to

engage in the academic study of topics such as social exclusion and welfaretipejicy
reported experiencing similar real life challenges of asylum, smgkkerhood, eviction and
negotiation oHE agencies such as Student Finance. Not surprisingly, how participants
responded to life’s inevitable challenges was varied which enabled me to develop a thesis
aroundknowledge making and the positioningkmiowledge makeras well as a sense of
alienation and disengagement relating to institutioradigribed identities. Themes

emerging from the data mayaway fromstudent writing which was similar to Marshall and
Case’s (2010) findingss despite my original plans to focus much more closely on practices
surrounding text production, * ... data analysis led me to broader aspects of the student
experience Wwich might previoushhave not beenonsidered under the topic of “learning™

(Marshall and Case 2010, p.492) or academic literacy practices.

1.3The context and setting
1.31 Diversity and higher education
Today there is significant movement of people within and across countries and regions of the
world. One consequence for higher education is that universities and other sotigilonsti
‘become sites with greater linguistic, social and cultural diversity’ (Rex and GfHdn
p.573), particularlyliose located in urban centres such as London. For instance, there are
more than 355 home languages in Greater London (Harris, Leung and Rampton, 2002) and
around 300 estimated to be spoken in London’s schools (Hudson 2010, p. 56). One further
aim of thisthesis is to help understand and therefore respond better to ‘changing and diverse
student groups’ (Rex and Green 2010, p.573). As long as ago aRHi8RS wrote that we
must respond to the needs of new students during expansion; that is, thasts sthdeare
not traditionally represented in HE, suggesting that:
For education to be a valued experience it will have to respond to the needs of older,
more assertive students, people from awbite ethnic background, people with

family and work commitments and increasing numbers of women (Phillips 1989,
pp.80-81).

It is necessary to make early reference to both the university setting as well as the broader

educational and political context because recruitment and admissions policiesefreanlyh

14



1990s enabled by the Further and Higher Education Act (1992) began to change tlp make
of many UK campuses and as a consequence the ways in which students experienced HE (see

Harvey, Burrow and Green, 1992).

A detailed exploration of the HE context agidcourses surrounding widening participation |
argue should not be described merely in terms of participation from-telesented UK
postcodes; a relatively narrow range of less advantagedesomimmic groups; data from

ethnic monitoring exercises; or the largely quantitative data available from sagians such

as the Higher Education Statistics Agency (HESA, 2006). In recent years, for a ofriety
complex reasons, both internal and external to the UK, there has been an increasetiy diversi
amamg nontraditional students who enrol at university and | suggest what this label might
mean can be better understood. The need to respond to an educationally, culturally and

linguistically diverse student body remains important today.

1.3.2Responding b diversity

The field of academic literacies emerged from an ideological, resbasgd approach

towards the development of student writing at university (Lea and Street 1998; 20680; Stre
2004) and references the dynamic, constitutive and situatee metiiteracy. It sees writing

as a social as opposed to a solely-teignted practice and it is therefore more closely
influenced by the culture of the academy and disciplispecific practices. It is desirable,
therefore, that these kind of acadeimiactices are referred to in the plural foliteracies,
reflecting the inherently political nature of social practices. In addition toitglexities,

some researchers have suggested that there may be tensions with regard to the expectations
of HE institutions and the range of cultural backgrounds from which students come (Tomic
2006) and in doing so highlight gap in awareness. Other studies suggest that identities
whether imposed or sedfscribed, play a significant part in the negotiation of ewsad

literacy (vani¢ 1998; Lillis 2001; Preece 2006).

Harris’ (2006, p.1) ethnographicaltyriented work with London’s ‘visible minorities’ points

to an emerging hybrid culture which is linguistically and culturally complex; howiwver,
contrast to this thesitheorishg resulted from field work in London’s schools rather than its
universities. There have been studies which examine mature students, such as Bowl's (2003
exploration of working class individuals from a range of backgrounds who enter university

and Read dll.’s (2003) indepth exploration of noetraditional students and their
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experiences. Ivani¢’s (1998) work on the discoursal construction of identity draws attention

to students’ varied backgrounds and although highly significant in terms of the influence of
identity on text production and disase practices, focuses on mature, mostly female writers
and their texts, the vast majority of whom identify as white. Lea’s (1999) resedressek

the relationship between knowledge, texts and experience of theadiional distance

learner. Also, of relevance Freece’§2006) study of 'newcomer” identity’ (p.174) in the
academy.In this studyit is argued that the process of developing academic literacies is more
than the gaining of new competencies and skillcedemic languagend involvexhanges

to students’ sense of their own identity, evoking both resistance and tensions. dhat sai
research of this kind has not tended to focus on mature students wittojoosal

backgrounds and instead has tended to focus on the younger, if etuattaley diverse and
linguistically complex, individual (Harris and Thorp, 1999; Preece, 2006).

Lillis’s (2001) study of the writing practices of female students describednesathtional

and who identify as working class is particularly relevarthi® thesis and for this reasin
elaborated upon in chapter two. However, aside from this influential work, e grgtithere
remains insufficient attention to the experiences of the mature, black leamewitian the
university setting and thatithis indicative of a gap in researchers’ and practitioners’
awareness and understanding of the complexity of who our students are and some of the

ways in which they may interact with the institution and disciplinary content.

1.4 Motivations for project

This section explains my motivation for and interest in the project both profesgiamdl
personally as, hopefully, knowing myself will aid the knowing and understanding of others
(Pillow 2003). | worked for an English languagachingunit located ira university

language centre as an English for Academic Purposes (EAP) lecturer for 14 years on a part
time basis. The role involved delivering EAP to students already enrolled medeg
programmes within the Faculty of Applied Social Sciences (pseudartyNgrthcentral
University much the same assessional EAP provision at other UK HE institutions

according to organisations such as the British Association of Lecturers in Boglish
Academic Purposes. However, for a number of years | felt some dissatisfaction with the way
which EAP as a methodological tool to develop academic language and literacies with the
culturally and linguistically mixed profile of students who attended classes andlimalivi
tutorials the unit offered. It seemed to me thaPEAs a branch of ELT, was rather uncritical

of its own aimsmethods and teaching contexts (see Benesch 2001; Harwood and Hadley
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2004; Pennycook 2001). This perceived lack of reflexivity (see section 3.2) amongst some
EAP practitioners who were, like meaching EAP to what was often, although not
exclusively, a postolonial audience speaking not only a range of first and additional
languages but also a range of varieties of English. On this topic, Wallace (2@02 et
‘domesticity’ of EFL/EAP m#hodologies and pedagogic aims which have the tendency to
serve the dominant institutional culture and not the studeh#t’is by teaching ‘nen

traditional’ students how to be ‘traditionalOften | found that the resources students brought

to the insitution were not considered relevant to the aims of EAP programmes.

Added to this, when | first joined the unit, terms such as ‘native’ andniatine’ were

commonly used in institutional publicity and by some colleagues, whereas Idelt thi
dichotomisedriew of students to be unhelpful, a view echoing Norton’s position (1997;
2000). Labels of this kind are common in TESOL and have been problematised by Nero
(2005) in the US contexthrough Holliday’s (2006) discussions of natisfgeakerism, and

more reently in Houghton and Rivers’ (2013) edited works. Indeed, many of the students |
taught would not describe themselves as language learners although they possessed a desir
and motivation to develop their academic English whilst at university. Other groups of
students | taught could be described as having a literacy gap which was often in addition to
speaking English as a second, third or additional language. This last point relatear@aone

of concern for academic literacies researchers (for exa@plebcsikWilliams 2006;

Jones, Turner and Street, 1999; Lillis 2001) expressed in terms of a gap between student a
faculty expectations. These factors began to reveal the complexity of encounters with
students andor me confirmed that dominant EAP methodologies were not wholly

appropriate for my teaching environment.

Additionally, during my later years with the unit, my role moved to a more ineams

position within the Faculty of Applied Social Sciences (pseudonym) and away from
providing soley a ‘bolton’ remedial service which offered voluntary academic English to
non-native speakers and study skills to ‘struggling’ studemtss view of the unit continued
to be held by many lecturers and students alike across the university, but, atetarsg
perceptions of literacy as socially situated and discipline specific gained some currency
around the universityFraming views of language and literacy in this way has continued to
influence my thinking since the late 1990s through readingtliteran the New Literacy
Studies (explored in 2.8), and in the area of academic literacies, in addipiariiéipating in

conferences such as Writing Development in Higher Education and the European issociat
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for the Teaching of Academic Writing as well as attendance at the more local London

Academic Literacy Research Group.

The unit | worked for gained in regard and, critically, financial resourcingtédf slowly

improved. One consequence of this shift in perception and funding was that timg Wit

the Disciplines (see Johns 1997 for a more extensive discussion) element of my waiik, whi

| shall refer to aembedde@dcademic writing and English language development due to the
way in which the US approach to writing development was applied in the Northcentral
context, meant greater opportunity for closer attention to not only the dominant written
genres of applied health and social science but also to the students and lecturers from with
some of the Faculty’s degree programmes. | began to teach a range of writing classes which
were embedded within social science programmes, and, at times, | had contact with the same
students in the voluntary drap sessions as | did when teaching writergbeddedvithin

their compulsoncourse. As a resulthrough dialogue with lecturers and students over this
situated disciplinespecific teaching, | began to notice differences between and across these
overlapping communities of practice (Lave and Wenger, 1998). This overlapping contact
with students in dierent professional roles is reflected later on in this chapter where |

introduce key participants (Table 1.2).

| team taught a final year course for a Social Policy and Area Studies Programme
(pseudonym) for several years. Tdwursecontent coveredraas such as migration,
globalisation, and social inclusion which | found interesting, not least becasee th
disciplinary areas seemed to attract people who, as | learned through class discussions and
reading and writing with them, had experienced sofitbeoeffects of globalisation, civil war

and social disadvantage in Britain first hand. This work engenderedguoiranrelationship

with lecturers from the Faculty as well as contact with third geatentssome of whom can

be described as ndraditonal, although, the variation and diversity is masked considerably

by this label is huge.

| found that, at times, whilst teaching and advising these students, there were dlashes o
expectation between the choice of dissertation topic and the requirements and erpaiitatio
coursdeaders and specialist supervisors. As these finalists began to consider dissertation
topics they felt were relevant to their degree, some took the opportunity tnexaneas

which were often situated politically or personally close to their own experiences,eor wer
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culturally salient in some other way. For example: a student of Somali heritageéngethe

role of NGOs in Somalian agrarian policy; a student claiming to have access to gang
members wishing to conduct interviews with members in order to explore gang oulture
NeasdenNorth London; a woman exploring the practice of female genital mutilation (FGM);
and a parenwishingto question the differential educational success rates in boys of West
Indian heritage, ango on. There seemed to be a complex interplay between the identities of
these students, what they knand power relations in the academy that had to be negotiated

during these literacy events in which | became involved.

Many of the topics chosen developed into highly appropriate dissertation topics but others
were rejected for a variety of reasons. For example, on ethical grounds; due to time
constraints; because of anecdotal or unstructured field evidence gathered auyiearth

abroad for Area Studs students, or a lack of peewiewed literature on a topic chosen such

as FGM in East London. This departmental evaluation and sense of rejection for some
students usually took place during the preparation of research proposals or aftes siadent
suomitted their proposals in the November of their final year, when their ideas wesseakse

as unworkable. There seemed to me, at this late stage in these students’ university careers, to
be huge clashes of expectation. Lecturers, whether generalists or specialist dissertation
supervisors, adopted a professional stance and advised students how to change or improve
the shortcomings of their proposals. Similarly, students took feedback and iriterfesrn
Programme lecturers and potential supervisoissdy. Yet, what was being deemed
unsuccessful or undoable, from a student perspective, was more than an academic project as
so often the areas of enquiry selected were of both personal and educational interest,
illustrated through the examples of gedtcdl and social phenomena listed aboVis
intrinsically complex literacy event for many students to negotiate, that ig,ttaidng and
writing surrounding proposals for their dissertatstmdyengendered an interest in academic
literaciesfirstly from an institutional perspective in terms of whatl whos&nowledge was

seen as acceptable as wellnvdsch discourses (Gee 1987; 2005; 2008) seemed to be valued
within applied social sciences at Northcentral University. There seemed to be a siveggle
meaning and legitimacgnd,as maintained booper and Morrell (2014yvhat got

constructed as knowledge seemed to be viewed through the lens of gatek&s@erssult,

| also became interested in academic literacies from an individual perspecéixmsrofthe

ways in which the impact of learnirgndknowing had on the identities of these adults, some

of whom were the more successful students in terms of academic achievement.
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To pick up on Holliday’s (2007) point that researcher subjectivitgt be acknowledged

whilst engaging in qualitative research, | will now attempt to reveal more peesmhéing
standing motivations for the project. Reflecting further, | acknowledge that my own
experiences of studying psychology as an undergraduate in the 1980s have in some ways
shaped the formulation of this project. The head of department at the time was a social
psychologist interested in race and educational attainment, and was heavilycedlign

Tajfel and Turner’s work on social identity theory and intergroup conflict (fanpia

Tajfel and Turner 1982). Whilst completing my first degree | ©adght Betweera review

of research into the education of pupils of West Indian obgiitaylor (1981 )which

explored the experiences of West Buaichildren in Britain who, the author arguesre

‘caught between’ two cultures. This interest in culture, language variety, race amttyethni
was picked up later during my Masters when | wrote assignments entilea could an
understanding of varieties of English be of use to English language teacaeds®idening
access to Higher Education for black peopl#’is perhaps the notion of being ‘caught
between’ that has continued to resonate and therefore remains an influence on my work and
reseach. Atthe same time, memories of conducting experiments in psychology ftioim w

a positivist paradigm, where variables were isolated and measured precisely, didmiot see
match up to the socioultural and linguistic complexity of my workplace or mwn

extended social network (Milroy1987). The alternative methodological paradignmetbuc

on in chapter two arén part a response to these feelings of discomfort.

So, in summary, it is because of feelings of dissatisfaction with teachingndigy and
writing in a language support unit in north London; my role of developing student academic
literacies embedded withappliedsocial science courses; and my experiences as an
undergraduate that | began to conceive of a doctoral topic which wouik ¢ha systematic
exploration of some of the issues at the interface of widening participatiorhef hig
education, students from diasporic communities, academic literacy develogmdgmassible
changes toheself. | also began to consider the sigmifice of supervisesupervisee
tutorials as well as power relations at play and what this sense of academic rejection might
mean for these students’ sense of identity. My position is summarised by Ran@fon (2
who characterises individuals often engagmtinguistic ethnography research for the first
time:

Indeed, as mature students in their late 20s and early 30s (or later), the move from

work or family commitments into research is often motivated by interest generated

in practical activity than by fascination with academic theory per se. Indeed, in

many cases the shift into linguistics and/or ethnography is an attempt to find a way
of adequately rendering quite extensive personal experience and the initial spur
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involves not just the kind of ‘contrastive insight’ that Hymes describes (1996: 6) but
often quite an intense frustration with institutional processes in which peoge hav
found themselves living’ (p.590).

This section has provided an insight into how the focus and purpose of researaddemerg
from my professional role at Northcentral University and how, because of thiees aefs,

the research setting is ‘a site of encounter’ (Rampton 2007, p.585). Indeed, this view i
supported by Hammersley and Atkinson (1995) who suggest setting pidena significant
role in shaping the way in which research problems are developed in ethnographyarpl.36)

can actually motivate the research, according to Holliday (2007).

This thesis builds on existing characterisations of thetraatitional stalent in British
universities. The project contributes to a clearer understanding of the idigtibetween
power,identity andthe negotiation oliteracy practices within a university setting and in
doing so helps to illuminate the complex studentifgraf a post1992 urban university.

More importantly, it identifies some of the challenges facing polycultura{ti 1992)

students with residency in the UK who may not always be viewed as ‘equal’, and explores
how, as a consequence of life histories, identities change over time and space. Isstitution
like Northcentral University are necessarily dynamic due to political, noigraind other
demographic changes to its local and more distant communities. This context is worthy of
further research andhathnographic exploration of the Northcentral setting can help to shape
an understanding of the interface between studemighe resources they bring with them

the institution angbower relations at work

1.5Northcentral University: the research seting

Locating a project within a setting and context is a useful early stage in the research process
(Cohen, Manion and Morrison, 2000; Holliday, 2002; Layder 1993) as it aims to provide an
environment in which research questions can be systematicalipearingfully addressed.

This section introduces the research setting in order that discussions and analyses of social
phenomena can be firmly and meaningfully located withifror the purpose of this section,
setting'... denotes a focus on the intermaidi forms of social organisation’ (Layder 1993,

p.9) in and around Northcentral University as distinct from the broader sociakalaitd

economiccontextof the British HE sectorand is explored in section 3.7
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The university campus is a clearlgrdarked or ‘bounded’ setting and provided opportunity

for a range of relevant and interconnected data to be gathered as | was granted access to the
group for a maximum of two and a half years whilst participants undertook their deghge s

in a range of bysical locations on the campus. The setting also comprises a ‘sufficiently
small’ (Holliday 2007, p.34) group of undergraduates who share goals and interests i
studying social policy, development and politics as well as sharing the desire tatgradu
successfully. They also have other characteristics in common encapsulated by the term ‘non
traditional’, such as age and place of ldagn residence in the UK. Therefore, the setting

for data collection can be seen as a ‘cultural’ gracoppmonplacdor ethnographically

oriented research, according to Holliday (2007). Additionally, eleven studenais&lesy
participants which meant that, in addition to being observed by me irctheseseminars,

they provided additional written consent for intervigavticipation. Data from fieldotes

draws on participants observed and interviewed. | found the classroom experiences of a

number of participants as well as the lecturers relevant to the research aims.

After identifying two applied social science clasgesbserve, | sought participants to

interview. The table below summarises key information gathered from exploratory

interviews in order to give a sense of who | worked with during the project. My criberia f
selection was that they had to be over 2thatstart of their course and classified by the
institution as a home rather than an international or EU student. However, what can be seen
from Table 1.2 was that students who came forward identified as members of the African

diasporic community in somsay:

Table 1.2: A Brief Summary of theKey Participants Interviewed

Pseudonym | Age Year | Country of Pseudonym | Age | Year | Country of
birth birth

1. Mary 3540 |1 Rwanda 7. Kate 2025 | 3 England

2.Fred 3040 |1 Kenya 8. Maisha 35403 Kenya

3. James 18 1 Unknown 9. Mona 3040 | 3 Tanzania

4.Mustapha| 3040 |1 Congo 10.Mr. N 3040 |3 Congo

5.Vera 38 1 Liberia 11.Sade 3040 | 3 Nigeria

6. Amina 20-25 |3 Somalia

This was not what | anticipated or sought specifically. However, | was extremely fortunate
to be able to interview at length a diverse group of people with rich histories and basy live

The complex participant profile is discussed in maetail in section 3.9
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1.6Introducing t he research questions

[The ideas that].. the meanings carridry language are never fixed, always open to
guestion, always contestable, always temporary, is fundamental to poststructuralism
and has major implications for our understandings of the person, her or his identity
and the possibilitiekor personal and s@ changgBurr 1995, p.39)

The quotation from Burr (1995) above highlights the significance of postmodern and
poststructuratit approaches for the thesis. | also watiedquotation tdelpdraw attention
to the fact that thesteoreticabpproacheto language and knowledge making influenced

my thinking which underpinnetthe formulation othetwo research questiorselow:

Original research questidn- How do undergraduate social science students change
as they negotiate their relationship with the academy?
Original research questiéh- How do undergraduates reshape themselves through

the development of language and discourse practices?

The first research question was formulatgth the aim of exploringome of thavays in

which a smallgroyp of students interaetiwith fellow university students and lecturers as
well ashow theynegotiatedheinstitutional practicethey encounteredAt the beginning
stages of the research project | assumedpirdicipants would repodr display, in sone

form, change followingapprenticeshipnodels oflearning and engagement with new cultural
practices These assumptigmwere based on readings in the area of educatientity and
change anavere influenced bwriters such akave andWenger(1991) andNorton (2000)

in particular A further aim was to provide insight into what transformation might look like
over time and across contexts, which relates to the view that meanings are in ¢lomxstant
and subject to change. This viewobfange ‘...has majo implications for our
understandings of the person, her or his identity and the possibilities for personaliaind soc

changeditalics added]’ (Burr 1995, p.39) and was relevant to both initial researchansesti

During the process of researtiowever,| gathered little persuasive evidence to indicate that
change, reshaping or repositioning occurred as a resdire¢tengagement with texts in the
physical setting alone; my interviewing and extended conversations with gemtsior as a
result of ny entering the culture and lookindnstead the thesis develed a focus on
knowledge making and theegotiationof academic literacies asflected in the title As a

consequencefdalistance between noriginal researchlquestion anévidence of change as a
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consequence of the negotiation of academic literatiedirstresearch question was revised

as follows

Revised research question 1How do undergraduate social science students
negotiate their relationship with the academy?

Therevisions madéeter reflectthe shiftaway flom changeowardsnegotation.

The secondriginalresearch question was concerned with ways in which participants
develop an awareness of academic language and discourse pradtimesgih myextensive
readingd becamenterested in hovbothpower andliscourse practices shape equality,
access and participation in instituticersd according tRex and Gree(R010)influence
academic and social knowledge constructidhe social dimensioto identitywas relevant
aslvani¢ (2000, p.16)for instancerefers to people participating in discourse practices in
order to ‘affiliate themselves with others who engage in the same pracfitesguestion
was alsdormulated with an intention to explore ways in which participants athag they
developed an awarenessacademic discourse practicds. other words, was interested in
how language and discourse, plus other contextual factors, potentially shapedoeacess
partidpation in the universitand howvaried and complegractices influenced text
production and knowledge making.

On reflection and with the benefit of learning from the research process, | now contend that
reference t@cademiditeracy practices rather thdanguageanddiscoursepractices in the
second gestion reflects the methodological shift away from critical discourse perspectives
while still allowing scope for the development of a critical and context sensitiveaabpto
academiditeracy. This shift in emphasis is reflected in the revised resgattion below:

Revised research question 2 How do power and identity influence the negotiation of

academic literacy practice®

The foregrounding of power and identitgther than languagese also reflects the way in
which the research strateggwlopedover time

Both revisedresearch questions reflect a desire to explore situated academic literacy
practices They reflect a desire to understand participants’ identities and unearth salient issues
and events which emerge through the ethnograpbizarch process itself. The revisions

also signal a movikeyond text.The longitudinal element remainadportantwhile the
significanceof negotiationpower and identity increadeluring the ethnographic research
process.To recap briefly,heinitial research questions refledta desire to explore situated

literacy practices at the same tiaereflecting my motivatioto understand participant
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identities and unearth salient issuéschange in focuemerge duringthe ethnographic
research procesmcessitating revisions lmthresearch questionkarguethe two revised
research questions, reproduced belahich foreground the workings of power and identity
in the negotiation of academiteracy practicesreflectmore accuratg what the thesi has

to offerin terms ofunderstandings of how dominant conventions and practices supdort a

constrain knowledge making

Revised research question 1: How do undergraduate social science students negotiate their

relationship with the academy?

Revised resarch question 2dow do power and identitynfluencethe negotiation of

academic literacy practices?

1.7 Prioritising a writer -oriented approach toresearch

Lillis introduces atextwriter continuum (2008, p359 which helpfully differentiates
betweera textoriented apprazh and a writeroriented approacto academic literacies
research At one end of the cline text-oriented approackees text aanatural unit of
analysis as elaboratég Ivani¢ (2004) andHyland (2002). There have been warnings that
writer-oriented approaches which avaidfficiently detailedanalysis of text can be limiting
(Lillis and Scott 20073as writer experienceweforegrounded at the expense of text whith
is argwed, is crucial. However from the otset | wanted to make the writer and the writer's
identity theprimary, but not exclusive, focus thfe project. To clarify, mynainresearch
interest was nab understanttiow undergraduate writers represented therasaivtheir

own texts followinglvani¢’s (1998)text-oriented analysiof writer identityor Hunston and
Thompson’q2000)discourse approach, for instance. To achieve thitpted a broad and
interdisciplinary approach whidoregroundedarticipants experiences and negotiation of
acaderrc literacies. In thisegard the analytic emphasiis theelevenparticipants as
writers and knowers rather than a formal textual analydiseofextsand taskshey talked
about

As a resulttheapproach to academic literacies resedamévelopedrovided scope and
opportunity for an explorationf anstitutional expectationgultural practices and the
undergraduatéprior educational experiences and cultural affiliatiofis. put this another
way, | hadan interest in institutional practices,plitit power structures and dominant
discourses, on thene hand, and their effect amdividual identityand knowledge makingn

the other handBoth the context and setting of this research project are educatindal
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rather than an explicit prioriiisg of contextneutral academic writing and research practices
or the academic socialisation of students as newcomers, this thesis is concerned with an
exploration of the notraditional undergraduate from the perspeafethe groupof
undergraduateslentified (see Table 1.2 and Table B.5The individual occupies a central
place in an exploration of the n@gtion of academic literacies and the positioning of

knowledge makers more specifically.

My research prioritiebuild ona growing body of academic literacies research described as
ethnographic as well as qualitative research working within areas¢intialist framework. |
also locate the thesis close to research in higher education which seeks to understand the
student experience as well as tature of higher education in the contemporary world.
Related to the latter point, the thesis is concerned with the broader and less distinct

phenomena of globalisation and migration and their impact on understandings of who we are

1.8 Chapter summary

This chapter presents the study context as a university sector influenced sigpifigaht
UK'’s policy of widening access, participation and transformation of the HBrdectunder
represented groups.revealed how my motivations for the project stem from longstanding
personal and professional interests in writers, their writing and their idsntiliich have
been formed by my own experiences as an undergraduate and postgraduate student, and as a
lecturer at Northcentral. The chapter introdurgsorientaton towards nortraditional
students which helps to justify the research strategy adopted by identifying a gap in
awareness of a particular profile of awaditional students in UK HE. It also identifies the
focus of the project as an ethnographic study oftnaditional undergraduates from the
African diaspora who reported being affiliated to the region in some Akgr a brief
discussion of the setting, | introduced the participants (Table 1.2). The negotiation of
academic literacies isne component of the thesihich remaingmportant yet it does not
emerge as the sole focal poimtfound that, for many participants, there were significant
factors relating to life before Northcentral as well as critical life eventsglthiir timeat

Northcentral which impacted on text production and knowledge makofgundly.
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CHAPTER TWO: FRAMING THE SOCIAL WORLD AND CONTEXTUALISING
THE PROJECT

‘Different ways of viewing the world shape different ways of researching the world’
(Crotty 1998, [©6).

2.1Introduction

In the introductory chapter, | wrote that this thes®ves beyondcademic literacies, or
socially-situated approaches to reading and writing at univetsiyardsfactors affecting
academic text production and the student egpeg of undergraduate study. It is this range
of factors that influence the structure and organisation of the literature revigmtrasilice

not only theoretical orientations towards and cultural diversity and differbotalso
conceptualisations diteracy as critical social practice, identity theory and studies on the
student experiences of HE. | argue for the significance of the workings of power on
institutionally asribed identity as well as poststructural leanings towards diasporic identities
| describe as hybrid and dynamic. These influences on my thinking helped me tolapproac
my researctwith the group of participants and their relationship with knowledgkingand

text production from an an@issentialist position. The aim here is ngbtesent an

exhaustive review of theories and approaches to social reality, but instead to peesent th

major conceptual influences on the thesis.

The next section is concerned with ‘theoretical interpretations of the world'€Bangl
Luckmann (1996, 27). | explore how my interpretations have shaped the research process
as, in Canagarajah’s (2002, p.18) words: ‘... it is important therefore to be franktiadout
position one holds on social and educational matters’ because as little as possitleeshoul
taken for granted. An idepth understanding of reality requires investigation into how a
particular version of reality is constructed, as according to Berger and Luckmann (1966,
pp.1234) ‘... all social phenomena are constructions produced historically through human

activity’.

2.2 The social construction of reality

There is a view that there cannot be a single position on the nature of realit§ $Boy
Crotty 1998; Hdiday 2011 as well as theiew that sociatesearchers cannot be neutral.
For Lyotard (1979)these perspectives haweplications for the status of knowledge which
‘...Is altered as society enters what is known as thermposiern age’ (Lyotard 1979, p.3).

Truth is demoted to current understandings of the world, based on the awaildblece and
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resources we possess. This view, which problematises uncritical acceptance of truths and
current understandings, is helpful when we consider the impact of changes to soitial lif
Britain which have occurred due to phenomena sisclobalisation and migration.
Perspectives which help us to remain critical of how we know what we know and how our
particular perspectives, our world viewsgvitablyinfluence how we evaluate the practices

of others.

Postodernism is multidisciplinary in mare and is one way of thinking about the world
which is helpiil for examining and problematising the often takangranted in the modern
world. Itis concerned with a search for uncertainty and instabilities surrouhéifigs$is of
knowledge (Jamiesal®84) as well as egoing critigue and questioning of what and how
knowledge is constructed (Rogers 2011), broken down and reconstricbed this
perspective, theiew that some meanings are meedid than othergan be challenged,
particularly,asit is arguednot all voices[can] make the same (or equal) contributions’
(Cooper andMorrell, 2014, p.5) to knowledge. | suggest thinking of k&l has value for
understanding the impact of changes to HE policy, shifting student populations, and the
complexity of the social landscape within which these two phenomena coidste.
relevant tachangingstudent populations is Harris aBdampton’s(2003) suggestion that
postmodern paradigms are important for an understanding of the debates about Janguage
ethnicity and race because they highlight tensions in the way different peopliersgte
world. Ethnicity, race and the contentious issue of what to call people from difé¢heic

and cultural backgrounds is picked up in the later section aighiicance of the diaspora.

Although postmodernism provides a helpful perspective on the complex and rapidly
changing worldit does not offer clear perspectives on language specifically. Social
constructionism is a broad theoretical and multidiscgrly perspective concerned with
meaning making, or knowledge construction. Constructionism is an epistemologicel sta
which offers a critique of positivism, sees the world not as being ‘out theredeed being
located within the individual, but d&ingconstructed (Coupland and Jaworski 2009; Crotty
1998) as individuals ‘engage with the world they are interpreting’ (Crotty 1998, p.dB). F
constructionism, debates over whether we can be either wholly objective or partially
subjective in our intergtation of social reality are less relevant than its construction. Both
social constructionism and postmodernism offer alternative research positjpostivism
(Burr 1995; Hall 1997) and the scientific method (Cohen et al. 2000). Postmodernism in

paricular is a useful framework for thinking about global contexts and their influence on
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local practices as well as the reverse, while constructionism offers additional peespentiv
knowledge. Indeed, much academic literacies research emphbaisgsinitions of people,
culture and literacghouldnotbetreated as uncontested, static entities with clear cut
boundariesandinsteadshould bgproblematised.Interpretations of social reality are picked
up in chapter three when | touch on researchetitgdgection 3.3)the importance of
reflexivity for the projec{section 3.41), data collectior{section 3.6anddata interpretation

and knowledge makingsection 3.1Q)

2.3 Contextualising the project: the significance of global and local dimensions

Context here refers to the wider dimensions to social structures that influenceaswais

(Layder 1993) includ&nowledgemaking and its interpretation, and therefore, cannot be said
to be peripheral to researching ‘small cultures’ (Holliday 199902 An understanding of
context as an interaction between the local and global, people and their identities and power
relations was significant for the participants in this study who remained linkeidtent

localities’ (Giddens 1990, p.64). According to Giddens (1990, p.64), these ‘distalittdst

are linked ‘in such a way that local happenings are shaped by events occurring [or having
occurred] many miles away and vice versa.” One consequence of globalisation is that th
global and the localra linked and attention to this complex relationship with the local helps

to explain the ‘postmodern condition’ (Lyotard, 1979) of instability and complexity.

Context also refers to the interrelationship between the individual and the grgder(La
1993, the local settig and larger contextual, maetoncerns. These maeconcerns refer

to political, sociecultural and historical dimensions and their influences on the institutional
setting which, when considered together, form a significant dimersibie thesislt is,
therefore, appropriate that discussions surrounding students, their backgrounds and
experiences occur with regard to HE as dynamic, international and intercultues,(Jon
Turner and Street 1999) but also a globalised environmexiso bcknowledge that changes
in the number and diversity of the studentdNmmthcentral campus reflect the

simultaneous local and global dimensions to university life reflecting the complgsnioés

on HE expansion.

Global dimensions to the sociabrld are important as contemporary social relations
between people and across borders are becoming ever more complex. One term which

appears useful in reflecting the conteltinfluences is globalisation. With origiimsthe
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seventeenth century withe colonisation of the India atlde Americasit refers to ..
patterns of movement across national borders that produce increasingly diveragigrogpul
within them’ which is true for the UK and London in particular (Block and Cameron, 2002
p.7). Block and Cameron (2002, p)Hdgue thatglobalizationimplies a shift towards a
“postmodern”conditiori. Theysee globalisation as the interaction between worldwide
social relations involving a movement between ‘...the global and the local as oppdised t
dominance of the former over the latter.” (Block and Cameron 2002, p.3). Contrevarsie
globalisation also pose useful questions in relation to what extent globalisationstiege
way in which issues of language and power are debated (Giddens 198@jaal power
relations are often realised through social difference and language use. Thére¢emsi
that globalisation and migration have consequences for both language users and power
relations. This understanding of globalisation as movemereajle across spaces both
physical and imagined remains closely linked to a critical postmodern approach which
guestions taken for granted ways of seeing the world. In Blommaert's (2010) words:
The movement of people across space is therefore never a move across empty

spaces. ... and they are filled with norms expectations, conceptions of what counts
as proper and normal (Blommaert 2010, p.6).

2.3.1Responding to the needs of a diverse range of students

In order to contextualise the project furthemplw move from global to the more local
concerns of UK HE touched on in chapter one. Contemporary social and political relations
in Britain are influenced by significant movement of people across borders. In turn the
diversity of university campuses igluenced by globalisation and migration in complex
ways, but has also been altered significantly by UK government HE policy since, for
example, the Further and Higher Education Act (1992) anDéipartment of Business
Innovation and Skills (2011) papétigher Education: Students at the Heart of the System.
As a consequence of the move from an elite to mass higher education 8jstBrauer,
Rienecker, drgensen2003; Scott and Coate, 2003; Scott 1995; Scott, 2001) and subsequent
HEFCE widening pdicipation policy,there has also been a rapid and steady growth in the
diversity of students’ educational, social, cultural and linguistic backgroungsudeent for
Education and Skills 2003; Lillis 2006; Williams 2006; Tomic 20083.a result, many
students with a variety of complex, creative and constantly changing literacieslagiter
Education’ (Mangelsdorf 2010, p.114).

One significant area of exploration needed is how the sector can best respond to the needs o

new or nortraditional studerst Yet, despite calls for greater responsiveness in order to meet
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the needs of a diverse student population, much literature on the diversification and
transformation of HE refers less to the individual student than it does to tkeatshadly in
terms ofthe sector a whole. For example, although Silver and Silver (D2@n}

discussions towardgoups ofstudentsas ‘real people(p.2), with reference to gender, age
and social background, the publication appears less concerned with shedding light on
individual student identity and background would appear that, although institutions are
accurately described as diverBepartment of Business Innovation and Skills, 20Eks
attention has been paid to tinelividual studentvith the nontraditionalstudent body often
conveyed in monolithic terms. | suggest that there is scope to expand and extend current
thinking. A further concern is that an essentialist view of the ‘mature adule€tor ‘non
traditional’ student emerges. In addition, tise of binary labels such as black/white, ethnic
majority/minority native/ nomative, home/international are less helpful when categorising
and classifying people due to the consequence of migration and mobility towards ‘global
cities’ (Harris and Rampto2003, p.3) like London. | argue that essential and superficial
labels can and do restrict tHescursiveresources available for depicting who our students

are constructively.

Anti-essentialist orientations of postmodernism and ethnography arel eheiu

guestioning claims to overarching truths about the social world, such as what it means to be
‘black’, ‘white’ or a ‘nonnative speaker of English. | prioritise amalst, antiessentialist
stances, expanded in chapter thise¢onsidering theomplexity of cultural, educational,

and individual differences | observed and documemggter than an approach which could
potentially overlook student ideriés and individual perspectives. Gee wrote fhlatre are
different ways to be an Africadmerican or Latino of a certain kind ... there are kinds

within kinds’ (Gee 2011, p.37)This notion ofdifferent'kinds of people within and across
cultural groups in many ways reflects the complexity and diversity of the ssudemt the

African diaspord worked with.

2.4 Orientations towards culture, diversity and difference

The context of the thesis is one of globalisation, migration argborg change in UK HE
due to policies of widening participation and access, leading to increasadiorstitstudent
and staff diversity. Debate about globalisation and itgaing impact ‘... is particularly
salient to social theories which examine questions of cultural identityat it means to be a
particular nationality, ethnic group, religious traditiorsexual preference’ (Harris and

Rampton 2003, p.4). This section attempts to link postmodern ideas surrounding the
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significance of changing context to understandings of culture and what it means for this

ethnographic study of nemaditional university stdents.

2.4.1What is culture?

I turn to a discussion of what culture is and how it relates to this thesis as for me antjculat

a sensitive understanding and awareness of diversity and difference is imporegtgrnTh
‘culture’ is also contentiousnd contested which is why | begin by examining more
established definitions and views of culture that have been proposed. According to Sowden
(2007), the term has to be treated carefully as the same term is used differentlgrientdiff
people supportingHall who wrote that: ‘Culture is one of the most difficult concepts in the
human and social sciences and there are many different ways of defining it’ (HajlpI997
There is support for this view by those who describe culture as 'a fuzzy concepicé&p

Oatey 2001) anthosewho suggest differences in its usage can be misleading.

Clearly relevant to this ethnographic projeédtCurdy, Spradley and Shandy (2005, p.5)

refer to culture as ‘knowledge that is learned and shared and that peoplgeiser&te
behaviour and interpret experience’. | find this definition helpful if we acceplathguage

use plays an important part in behaviour and expersemiceh make up social practices and
which can be interpreted and constructed differentlys tieicessary, however, to remain
critical. More traditional anthropological views of people from differeniuces can evoke
definitions which include race, whole regions and nations which are too blunt to be of use to
the complexity and interaction betarelocal and global contexts outlined earlier. For a more
critical perspective, Atkinson (1999, p.626), refers to the view of culture vgbiet people

as geographically and nationally distinct ‘as relatively unchanging and homogenasas’ a

a ‘receivedview’. Atkinson(1999)argues this view needs to be problematised due to its role

in maskingunequalpowerrelations.

We can still detect this view of people from cultures and distinct places in Hofstededs (198
1984) widely influential descriptiond aational cultural attributes and how these national
cultural labels are sometimes applied less critically by some from the field of Ituestu
communication and management (see Hamyddegner and Trompenaars 1993; Hofstede

1980). Indeed, for this reason, Norton (2000) prefers to avoid definitions of culturdyident
framed by a sense of a shared group or language because of the tendency for this to become

fixed and the potential for it to become essentialist. This is an important poinbatod N
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concedes the term can and ought to be understood in a more flexible way which is what |
hope | have achieved. For instance, the literature on HE diversification referd&&s BM
‘minority’ students and ‘black’ student but with the exceptiohbddck thesewere not terms

my participants chose to use to describe themselves. The ethnic identity markerslécise ref

participant usage rather than my own.

Many theorists and researchers now see culture as far from homogeneous. Instead it is seen
as something mtiated, and contested and constitutive (Atkinson 1999; Block and Cameron
2002; Hall 1990; 1997; Holliday 1999; LeCompte 2002) which | find helpful. Indeed, |

made strenuous attempts to avoid an uncritical view of national, ethnic andategimis

sud as ‘black’, ‘Africa’ and ‘African’, all terms introduced by participants. Idémagree

that descriptions of national cultures or ‘big’ cultures are problematic; noffidid them to

be especially useful as a starting point for investigating the complexity ofwalsat

happening in an educational setting which attempts to take into account the interaction
between local and globabntexts Indeed, ‘Terms such as identity, hybridity, essentialism,
power, difference, agency discourse, resistance, contestation have been used to describe and
call into question more traditional views of culture.” (Atkinson 1999, p.627). Theritgaof

these terms will be explored throughdug thapter with reference to tlEghnographic study

in order to provide an angissentialist framework (Benwell and Stokoe, 2006) helpful for

examining students’ relationship with their lecturers, the institutions andhfeyo

One criticism of thisionstandard postmodekiew of culture is that if all social groups are
seen as ‘smhtultures’ (Holliday 1999) or ‘microcultures’ (McCurdy et al. 2005, p.15) and
differences arenderstood only as ‘cultural’, then we may unwittingly overlook significant
historical, political and differentials. However, what a more relativist approaafittoe has
to offer is an alternative to seeing the worlds in terms of binaries which | argue id helpf
when seeking to unearth the complexity of individual identities which make up a group. At
the same time insider perspectives, or emic accountsirraigaificant The view of culture

| adopt B heterogeneownddoes not intentionally seek to reduce differences in the sense
that migration and globalisation lead to a new single globalised ‘culture’. Intwffers
alternative and new explanatiofos linguistic and cultural diversitysawvell asother
differences which | find helpful. In Gilroy’'s (2002) analysis of race and aultuthe UK,

he argues: ‘Culture is not a fixed and impermeable feature of social relationanlis fo

change and develop, combine and aspelised in historical process€x002, p.294).
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| also wanted to challenge earlier anthropological studies which enforced the view that ‘...t
“West” is civilised, advanced, “modern” and that the @dlere primitive, traditional, ‘ie-
modern” (Harris and Rampton, 2003, p.2), drawing on modefrashingmomentarily. To
achieve this, | argue, words like ‘AfricanAfrica’ and ‘black’, need to be foregrounded

rather than ignored precisdbgcausehey are contentious and difficutt deal with. A
professional incideritlustratingthis point occurred some time ago when a colleague
commented that they had completed a tutorial with a small group of 'Somali’ students

had problems with writing because they come from on oral culidyepoint, supported by
professional experien@nd findings from thishesis,is to acknowledge rather than ignore

the fact that a particular group has some kind of cultural tie and affiliatiorBeitialiaas

one step towards understanding what thishtnigean, if anything, for academic literacy
developmen At the same time this would seem to be problematic for students judged as
coming from an ‘oral cultureasdespite in someases being born or schooled8ritain, the
institution | worked for mayreat you in less favourable wayghis uncritical view of culture
has consequences and can also result in reference to university culture and students cultural
background as homogeneous and unchanging. What isifraurkure is seen solely as
differerces between national or ethnic groups, it becomes easier to talk about the language
and literacy problems of a particular group of students as being influenced byo'takir

culture (Ong 2013). This view echoes the Great Divide theory (Goody 1987; Ong 1988) of
literacy exposed by Brice Heath (1983), Street (1984) and by the New LiteraigsStade
2008;Brice Heath and Street 2008 Street 1984; 2005hese ‘Great Divide’ theories of
literacies ‘posit a fundamental cognitive gap between literate @mdterate individuals’
(Thesen and van Pletzen 2006, p.ddd their culturegvhich | find problematic. Early

theories of this kind refer to differences between oral and written literacy practicgshati

a tendency to characterigdole societies andommunities less favourabtizan ‘the West'.
Some of the early proponents of a more contextually and culturally sensitive dpproac
literacywere in opposition to the binary position that some people had literacy or were
literate while others lacked litecy of any form (Gee 2008; Brice Heath 19Bfice Heath

and Street 2008 Street 1984; 205

Street (1984) also challenged the ethnocentrism of a decontextualised view of.litea
often ways in which differences are describadexcludeOthers According to Brandt and
Clinton (2002), while the more familiar and contemporary HE labels of natingvative,

traditional/nontraditional, home/international have replaced earlier less favourable ways of
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characterising cultural difference such as piirefcivilized, and even home/school, they
suggest such dichotomous Iy continues to influence the ways in which literacy is
thought about and talked about (Brandt and Clinton, 2002) affecting many students’

experiences of schools and HE.

2.4.2Shared experiences at a particular moment in time

Culture is now more readily seen as a process, or set of practices, not a set of things or
artefacts. What it does and says is more important. It is far from deaticimply, culture

is about shared meangjs which are ‘...constantly being produced and exchanged in every
personal and social interaction in which we take part (Hall 1997, p.3). In moréyeaes)
there has been a move beyond ‘the four Fs approach: [of] Food, Fashion, Festivals and
Folklore’ (Diaz-Greenberg and &in 2004, p.50) which can trivialise and essentialise the
complexity of cultures and the way in which they intersect. We all participate irakever
cultures at any one time. | use the term cultural group and at times simply the grou
encompassing notions of the smallness as well as the complexity of culturesafl1d1889;
2004; 2010) or microcultures (McCurdy et al., 2005) which often exist within otheresultur

concurrently.

Data from the field support my position that manyhaf participants identified as a cultural
group most definitely not because of biology, physical characteristicsasitarite alone,
but as they shared experiences as well as meanings which existed within a larger complex
cultureor society such as a wersity. A sense of what people share or do in common
becomes significant only as processes and practices are interpreted. That is nottoaflay th
individuals within a group are the same or that groaip is exactly the same as any other.
That said one ofthe participants, Fred, confirmétat from his perspective the participants |
observed felt like a group at the time of interview:
The proportion of mature to nenature students is fine and he does not feel any
different from the younger oneshey all get on well. In fact, he feels he has

blended in well with the class. He describes himself as a sociable person: he loves
his classmates and they are a group.

(Fred, rarrative summary, 13/01/2009)

We have seen that there are a number of perspectives on culture and | suggest a view which
sees culture as having shared experiences and meanings but also one which sees culture as

hybrid, dynamic and ‘deterritorialised’ (Blommaert 2010) emerges as thereh@gant to an
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exploration of the relationghbetween diasporic identities and the practices of the group of
students observed. So far, this chapter has contextualised the project in terms of
globalisation and migration and my agisentialist orientation towards culture, diversity and
difference The next section attgts to bring ideas of power, literacies and knowledge
makingcloser together becauk®und they relate significantly to the workings of complex

institutions and poststructural views of language and literacy.

2.5 Deficit discourses: one response to diversity and difference in HE

This next section continues the discussions surrounding different kinds of group or cultures,
this time locating them within the university. One such position is referredatdeficit

position or appach towards people who are in some way different to us which ‘stresses the
inadequacies of subordinate (out) groups and the importance of their being socialised int
dominant (in) group norms’ (Harris and Rampton 2003, p.7). This perspective on giversit
and difference relates to the project in two major ways. The first | have alreadgddtes

the oralliterate divide, theorised by Ong (1988; 2013) and others (Goody, &8987

exampl@, which | suggest highlights differences rather than similarafehe complexity

found across attulturalpractices and in doing so characterises groups of people who are

different in unfavourable ways.

The second focus of the deficit position emphasises the inadequacy of others and ean be se
in debates on literacy in the UK. From this perspective, those without the nghtiki
language, literacy or communication skills are seen as being at fault in the senserdlost i
is an individual rather than an titational concern.Literacyfrom this perspectives defined
as reading and writing skillndis set apart conceptualfyom learning or the intellectual
activity of an institutiorsuch as critical knowledge makingrongly in my view. Debates
about literacy and writing in UK universities remain domitnand are sometimes described
in these terms, ignoring other potential resources students may possess. hicact, B
Heath's (1983) classic ethnographic staflyeading and writing in thresocially and
ethnically diverse US communities was one offttst major studies to provide evidence for
the diversity of literacy. It challenged the deficit position and existentteeadtrong oral
literate divide assumed by earlier theorists as she fouadety of home literacy practices
with which students are familiar and that could be brought into the classroom. This is
relevant to university students whose understanding and awareness of literacy and
educational practices may be partially located elsewhere in the world as well as being

conducted in languges other than English or a variety of Englislsuggesttie varied
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literacyand knowledge makingractices and traditions of students are largely unknown as
they enter the universityrhus, while pasnodenismquesions what can be knowrr o
understoodaccordingto Keita (2014) | suggestalternative ways of knowing can be ignored

in practicewhich is of special importance among those enrolled onto degree courses without
traditional standardualifications. Thus, here may bgreat variety in terms aftudents’

alignment to the dominant discourses within the academy and beyond.

Philosophically, this position which often defines ficaditional students, including those

from BME backgrounds, in terms of what they lack rather than what they havealraws
centreperiphery discourses where the West is superior to the Other and whose problems are
their own (Harris and Rampton 2008)saire(1972), writing about the West's colonial
practices, commented on what he saw was colonisers’ sense of supertbhsliahthat ‘the
Africans, the Indians, the Asians, cannot possess civilisation or a culture equabtchieat
imperialists, or the latter have no purpose, no justification for the expboitatid domination

of the rest of the world’ (Kelly 2000, p.9). We are now in a postcolonial and | argue
postmodern world characterised by globalisation; yet the-tragditional’, ‘nonnative’ must

still learn to be more like those already established in the centre. This deficit view of the
workings of discours&s modernist in the sense that there are language and cultural practices
common to all and for the good of all. It also adopts an interventionist strateggniodea

and correcting ‘incorrect English’ as ‘the Other should learn to be more likelarsig and
Rampton, 2003, p.9). The view that responsibility lies with the Other rthidwerreceiving
institutionshas support from influential researchers such as Wallace (2002) who argues for a
‘literate English’ to be learnt globally which is presumably malike the standard forms

used by those already in Kachru’s (1982) inner circle who dominate academic discourse. We
can also see this view represented in Lea and Street’s (1998) illuminating model ofitbe nat
of academic writing interventions often adopted by universities where newcomers are
socialised and are offered corrective skills intervention. The socialisation approach to
academic writing development also relates to how students who may be expert users of
English, but also users of colonial idies of English such as one of my participarsisng

Sierra Leonean Creole, may get constructeédeasedial or problematic in some other form.

One problem with this binary view of godd language or godshd writing is that a
variety of ‘problems’ vithin an educational setting are sometimes misdiagnosed as language
problems when | found issues affecting the practice of writing to be more conipiex.

deficit position tends to vieliteracy practices as neutral and objective andfartker
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consequnce of this perspective is that there has been a focus on what is referred to as "strong
text" conceptions of literacy characteristics’ (Meacham 2000, p.181) which rarely
acknowledge reliance oreulture or divery in terms of sociolinguistic, historitar
political context. Meacham (2000) continues:

This 21stcentury silence regarding cultural diversity is particularly odd given the

growing diversity of school populations, particularly in urban centers where non
White students already constitute armarical majority(Meacham 2000, p.182).

This was the case in the classes | observed. From this perspective, diversity is often seen in
terms of a deficit as acknowledging cultural diversity seems to mean, accoriliegebam
(2000), a threat to standardf literacy. It follows that, from this perspective, it becomes

easier to label problems as individual and personal.

One reaction to increased heterogeneity in UK HE has been claims of falling academic
standards, or what has been referred to as thatdebdel of students and their abilities (for
example, GanobcsiWilliams 2006; Lea and Street 1998; Lillis and Scott 2008) where
students are viewed in terms of their lacks as opposed to being viewed in terms of the social
and cultural capital (Bourdiel©91) they may bring to an institution. Articles in the media
have been numerous over the years and one example is from the Telegraph (Lightfoot, March
2007) which exemplifies deficit discourses which allege ‘illiterate’ students are gassed
maintain acceptable retention levels. Criticism of university student writing by @wigic

the popular press, employers as well as those critical voices from within HE, ‘is all too
familiar’ (Pardoe 2000, p.125). | see this practice as another way of positiandegtstin
unfavourable ways. An alternative to the deficit was a ‘gap’ framed in terms oftyfacul
expectations and students interpretations of what is involved in student writing andsin ter

of institutional rather than an individual approach’ (Street 2004, gp41®ut in my view the
metaphor is not always successful in not stigmatising theraditional newcomer. This

skills ‘gap’ is often presented euphemistically as something which students new to
universities lack and need to acquire: gaps therefore become lacks. The complexity of
background and life histories is often seen as irrelevant for this deficit view of what
knowledgestudents bring to the academy they are positioned as lacking ‘essential skllls.’

arguethis phenomenoremainsprevalent in the UK HE sector today.

There have been calls for institutions to be hospitable to diversity and this apgrkaolwi

as the difference model or position (Rampton and Harris 2003). Philosophicallyhfsom t
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position it makes no senseday that one language, variety or style and so on is preferable as
they are adapted to the needs of particular settings and cultures at the most local level.
Again, this view goes some way to explain the significance in values and expectations
students need to negotiate across disciplinary boundaries and programme areas. However,
does not attempt to theorise power as from this position we are all different, ewgh tho

some seem to have less equal access to participation and engagement thanhothers. T
difference, or separate but egpakition on language and cultural diversigsonates with

some of the criticisms targeted at the New Literacy Studies (NLS) which in brigtierttie
approaches to literacy which ignores how power influences the practices of reading and
writing at a local level. The NLS are discussed in more detail later on in section 2.8.

Celebrations of institutional diversigtonecan be less successful in revealing the complexity
of students’ experiences with regard to thikasporic identities or indeed the power relations

at play. This view relates undergraduates negotiating literacy pratctitiesral pluralism’

(Harris and Rampton 2003, p.10), or what Bhabba (1990) terms the liberaliststlativi
perspectiveyet it fails to acknowledge the capital and social good associated with learning to
manipulate academic discourse. Bhabba (1990) is particularly critical @iositgon which

he sees as encouraging ‘cultural diversity’ as he argues difference cannot be ata@mdmo

as readily. He finds theorising on diversity and difference problematic and coa fea

this is that by accommodatingvdrsity, while containing dferenceor non-standard norms,

‘racism and other inequalities still exist’ (1990, p.288)ower relations are ignored.

While cultural diversityis more etital than the deficit position, fails to acknowledge or

deal with issues of power and resistance to authority, or how to accommodate difference
without ‘a corresponding containment of it’ (Bhabba 1990, p.208) such as remedial
intervention sometimes located within support units which can stigmatise students
institutionally, if unintentionally.Culturally-diverse students are welcomed to university but
institutional structures do not always sassfully support participation and engagement as
much as they do recruitment and access. Indeed, Canagarajah (2002) writes that we should
not assume that ‘globalisation leads us to a homogeneous world’ where difference doesn't
matter any more: “Issues pbwer and difference have simply become more subtle ...’
(Canagarajah 2002, p. 11).
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2.6 Perspectives on power and discourse

So far, we have seen how deficit educational discourses position students in unfavourable
ways and how views of the Other as problematic influence the experience of HE in socially
and culturally diverse contexts. One view of discourse that is cited i iatodernist in

the sense that its structural elements are emphasised and discourse can thereforedzk describ
as a neutral sttch of text (see Paltridge 2012; van Leeuven 2010). However, discourse and
debates about literacy are always about more than langkag®ennycook (2001), a view

of language where social relations are constructed rather than merely reflecting seeigs

to draw on poststructuralist thinking about power and language. Myivitnat discourse,

or anything else, cannot be value free which is why alternative views which construct

discourse as contingent on context and power relations become significa

Originating from Foucault's theorising, one view of discourse is that it ciesibatd

produces meanings. There is, therefore, a close relationship between discourse, knowledge
and power.A special focus on power in complex social institutions such as universities can
be traced to Foucault (1980) and this concept of knowledge and power is relevant to students
new to university as they attempt to negotiate what is required and expected ofhain.

this means for language and literacy is thatagertultural groups are empowered by their
control over acceptable forms of academic literacies and standard forms and usesbf Engli
Discourse relates to powet helps to construcocially appropriate topics aritidefines an
acceptable and coheremay to talk, write obehavein clasrooms and seminars for
example.Thus, ‘... by definition, it “rules oyt limits and refricts other ways of talking, of
conducting ourselvégHall 1997, p.44)

Gee (2008) provides a hypothetical example of a white middle olake academic who
manipulates standaudiscourse andgiempowered by it. At the same time the same discourse
may be less empowering for womeccording to Gee (2008). | suggest the same discourses
can be less empowering for those individdedsn more diverssocialbackgrounds and
ethnicities. Despite local contextual differences, ‘dominant discourses in socidiy sard

to be used and to be more accessible to dominant groups’ (Gee 2008, p.53). Discourses
then have the poterdi to bedeployed ideologicallythat is, in the service of power and in

the interests of relatively powerful groups in society at any given time. Thispliescof

power is relevant to the projeg$ although | argu¢here ispotentialfor power to shift from
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faculty to studenat critical momentamiddle class men still tend to dominate higher

education institutions in both numbers atatusgEquality Challenge Uni014).

We have seen in the previous section how the view of discourse as meaningsrairculati
through power is relevant to institutional talk and its effects on identities ancahguelge

use, or discourse, helps ‘an understanding of how discourses serve to determineithe wa
which people see the wotl(Roberts, Byram, Barro, Jordan and $tr2001, p.78).

Discursive approaches are of particular interest as they examine not only how language
produces or constructs meanibgt alschow the knowledge a particular discourse produces

and perpetuates relates to power.

The view of discourse | e adopted is not purely a ‘linguistic’ one and is usually thought of
asways of thinking and producing meaning (Burr 1995; Foucault 1980; Gee 2008; Weedon
1997). Discourse is about the production of knowledge through language (Fairclough 2001;
Gee 2008Hall 1982) and represents more than text. linleed to power and is helpful
whenconceptualising how people woidgether in institutions and how discourse determines
the way people see the world (Roberts et al. 2001). Second, much academic literacies
research is concerned with power relations within the academy (see Jones et al.’s (1999)
volume, for example Also, Hermerschmidt (1999) refers to the effects of an institutional
hegemony and students’ experience of discomfort. Indeed, negotiaticeehatwstitutional
practices, disciplinary boundaries and students’ individual culturalrigistand identities are
themes running through academic literacies literature and is also highly reét@aant
exploration of multicultural and multilingual undeagluates. Where there is power there is
also potential for resistance which is relevant for an exploration of the pdEsilior social

and personal change.

Thisreview of power and discourse in this section has resonance for the research questions
which interrogate how students experience the university and the potential for
reconceptualising their own experiences: where discourses are concerned there ‘... is always
more than language at stake (Gee 2011, p.37). A consequence of discourse asngpnstitut

the social practices that are embedded within them is that some discourses and people can be
marginalised by more powerful groups and individu@ldurther example of these powerful
discourses at work at the time of data collection was the pratiicdividual students being
labelled as having ‘literacy problems’ and deficit identitiéd the same timehe receiving

institution and recruitment practices were not problematised in the sarmsnddyus ‘deficit
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identities’ emerged as part of a discse of widening participation. In my role as writing
instructor it was commonplade be contacted by lecturers frdatre Applied Social Science
Faculty because students’ writing was ‘just awful’ (per. comm), a theme pickedhgxista
analysis chapts four and five A further consequence of these deficit discourses students
may encounter ishat factors relating to participation are constructed by the more powerful
academy reflected in the autonomous, decontextualized views of identity. Thiexnaple

of how, according to Gee (1987, p.53), discourses are ultimately related to tiveltistrof
power and how power is related to the necdsshierarchical institutional structures.

Discourse is situated language use (Lillis 2008; Roberts, @081) and is used in two

senses in this thesis. The first sense relates to how meanings and identities are constructed
through and by discourses aisdnfluenced by the workings of powerFhis next section

looks at both discourse and practices in order to relate them to the ethnographic foeus of

thesis.

2.6.1Perspectives on Discourse: discourse as language plus practice

The second way in which discourse is usethigi thesis is to refer to ‘situated language use’
(Roberts et al., 2001). Riutices include the goingsn between people in the course of their
everyday lives which characterise social lives as well as the ideologies which underpin them
(Roberts et al. 2001; Rogers 2011); in other words, what people do and how what people do
is interpreted by themselves abglothers. Practices become important for how we view the
world (Barton and Hamilton 1998; Burr 1995) and ‘The use of the term ‘practices’ extends
this idea to refer to regularly occurring ways of doing things with texts’ (Sté®é&t, p.21).
Practices also include societal discourses discussed in the previous sdwioGee (2000;

2005; 2008) refers to as capital “D” Discourses to refer to ‘language plus othei™§Gde

2005, p.26). Rather than dwell on thésehnicaldifferences, | refer to discourse (lower

case). It should be clear from the immediate context of my writing whether | anmnigter

a stretch of text or texts, which are communicative events and their interpretatiche

broader ideological dimensions of power influencing students and their identities. svihat |
particulaly concerned with is how everyday situated language use influences wider societal

discourses and vice versa.

A social practices stance tokda language is not one of code aldng, knowledgemaking

and multiple interpretationThis view of social practice has relevance for an ethnographic
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study but also for a view of literacy which is both contextually bound and one \stgelen
as constructing as well as reporting knowledge. These perspectives become especially
relevant to this thesis in the data chapters as participants report their experiencagiofjeng
in university study. These discussions of literacy as social pracgcelevant to the two
research questions as they underscore the way in which literacy is seen as contingent on oth
social practices, or everyday activitigRoberts et al. (2001) confirm:
To experience practices from an ethnographic perspective, a researcher needs to
interact with others in some form such as sitting in a lecture, chatting in a corridor

and talking informally about the meanings and values attached to that concept by
paticipants (Roberts et al. 2004.81).

| also took note of every day repeated practices in lectures and seminareasiews as |
was interested in understanding how students experienced some of the dominargediscour
as they negotiated the requirements of their course. What | did in terms aigetiterfield,

watching and listening is expanded in section 3.6 vaference to data collection strategies.

We can see thafrom this perspective, thinking around discourse as language plus practice or
what people do is significant for a view of literacy as constructed by readers and writers as
well as being situatedithin specific individuals, disciplines and institutions, some of which
are more powerful than others. The concern here is more linguistic in the sensaytragdan
use and interaction can be observed and analysedtiifgevious Foucauldian,

posstructural tradition sees discourse as the production of meanings. One analytig priori
relevant to this thesis is what discourse tells us about different types of relasonship
knowledge and assumptions about the social world which may dominate thesiiyive

setting.

Therefore, discourse is social as well as linguidtiargue that discourse is the production of
knowledgealso referred as to as meanimgking, which is not too far afield from notions of
practiceand the production of knowledge linked to the everyday activities of groups of
people and their hierarchical relationships. Discourse moves away from discourse as
stretches of text in the modernist sense towards activity ‘... involving the production and
interpretation of text ... a piece of s$alcpractice’ (Fairclough 2010, p.94). What this means

is that discourse, whether written or spoken, is shaped by social practices and vice versa. It
therefore follows that there are consequences for individuals who do things witfThésts.

interpretive process is shaped by the social world, and its varying contexts, andshdpes
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the nature of discourselhese perspectives on discourse can therefore be seen to frame the
complexity of social practices and hence the reference to academic ljpeaatigesfor the

second research question.

2.6.2Summing up discourse

In this thesis, | refer to discourse in two ways reflecting two traditiéirst, discourse is

seen as producing meaning and is closely tied up with the workings or circulatimgesf p

In this sense discourse informs a critical approach which sees the ideological dinension t
language as significant. Second, discourse is also theorised as language use. In other words,
discourses are ‘...the lived experienedise actual social pctices which make up

individuals part of a group’ (Roberts et al. 2001, pB0Y.

The two traditions are linked because what people say and do is often influenced by and
influences broader societal discourses. Discourse can be anexichange or faraction
between individuals, but at the same time is recognised as representing powecslynami
between different speakers (Hall, 1997). The overlap is further indicated thhmugh t
mutually constitutive nature of societal discourse and more local socially situattidgs.
These ways of thinking about discourse are particularly useful as they support critical
approaches to literacy as reading and writing as well the context specific and questioning
stance touched on in relation to postmodern apprsaohie social worldThis dual view

of discourse is important as it links the local with more global concerns affectaoenss

and their academic literacy development.

These perspectives on discourse have been applied to the thesis. First,ttiealigtussion
of deficit discourses associated witidening participation and the positioning of the Other
through societal and media discourse. Second, discourse as practice is picked umin sectio
2.8 which develops the view of literacy as more thalecontextualised skills and as critical
social practice. | have also shown that there has been a postmodern shift in thinking and
researching the social world which has influenced how we think about langlisapirse
and power in the pastructural Facauldian sense:

Discourses are ways of behaving, interacting, valuing, thinking, believingisgea

and often reading and writing that are accepted instantiations of particuléiedent
(or “types of people”) by a specific group.... (Gee 2008, p.3)
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As we can see from Gee’s words, discourses embedded with power have inevitable influence
on institutionally ascribed identities which is one reason why | focus on idastit. In
poststructuralist terms, one way in which identity is constructed thrangivy dscourse

and work termed poststructuralist and postmodern supports the significance of theisocia

yet remais centred around the workings of discourse (Fairclough 1993; 2001; Foucault
1980).

2.7 Possstructural views of identity

‘Theories about identity are always embedded in a more general interpretations of
reality’ (Berger and.uckmannl1966, p.195).

Following Berger and Luckmann’s (1966) theorising on the complexity and construction of
reality introduced at the start of this chaptegkiet the view that identity is inevitably shaped
by societal relations and social procesdeentity, thereforegemerges as a phenomenon
useful for exploring what goes on at the intersection between the individual and society
(Berger ad Luckmann 1966; Layder 1993ly.can be useful to think of identity as being
concerned with questions such as 'Who am 1?"Hadv aml perceived by others?’
(Kamwangamalu, 1992) as differences between how we see ourselves and how we are

perceived by others can be sigraiit and often with significant consequences.

There are many identity related terms which reflect the cosangitive ways in which

people recognise, act and respond to each other. What the majority of terms have in common
(for example, agency, selfod, personhood, subject position) is the view that identity is a
product of the social as well as the individual self. Rather than use the terms
interchangeably, as Benwell and Stokoe (2006) advocate, | have chosen to use identity as an
overarching termsing alternatives only where necessary to fulfil my communicative

purpose. An example of this is where | draw on agency to refer tdezelimination as

identity is said to be ‘determined by the social structure’ (Berger and Luckma@ndl2684)

or disspora to reflect a sense of the way in which identities move between one culture and

another (Benwell and Stokoe, 2006), metaphorically or otherwise.

According to Gee (2005, p.34), ‘'Some authors reserve the term “identity” for a $aede o
that is relatively continuous and “fixed” over time.” However, it must be emphasised th

there is no intention to signal identity as fixed, static or-tiseursive’ (Benwell and Stokoe
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2006; Butler 1990) through the use of the term. Omoniyi and White (20060pt)ing
poststructural approdxes to identity, confirm that s not fixed’; it ‘is constructed within
established contexts and may vary from one context to another’. What is imfarthet
thesis is that, rather than becoming laden with theifspacances of different terminology,
the avoidance of attaching essentialist connotations to individual participanteand t
experience is prioritised: ‘Identity avoids the essentialist connotations ohpétgo(Burr
1995, p.30) and is therefore a more comfortable adoption for thesmaintialist orientations

of the thesis.

In a globalised, interconnected and rapidly changing world, the notion of a unified and stable,
core identity is hard to maintain. Many researchers have come to see identity as a continual
state of flux, according to the social and cultural contexts they inhabit (Bemdeftakoe,

2006; Blommaert 2010; Cameron and Block, 2002; Gee 2000; Omoniyi and White 2006).

Gee expands this notion of identity to mean a sense of ‘whoengia a given context,

which is what he means by ‘identity’ and from this perspective, it can be seen as dgnamic

view which is common to pasiructural understandings of the social world. ‘In this sense,

all people have multiple identities connecied to static "internal states” but to their

different contexts and situations, or 'performances’ in society (Gee 2000b, pré®r to

conflict or tensions between how we see ourselves and how others see us as a consequence of

identities ascribed by others.

2.7.1Ascribed identity

Gee (2000) adds that: ‘The "kind of person” one is recognized as "being," at a givendime a
place, can change from moment to moment in the interaction, can change from context t
context, and, of course, can be ambiguous or unstable’ (Gee 2000, p.99) and therefore
identities ascribed to us may differ from our own sense of who we are causing discomfort
Several studies in HE focusing on diverse student populations have found that ascribed
identity can result in emotional discomfort (Hermerschmidt 1999; Rosen 1990; Thorp and
Harris 1999). In other words, people are ascribed identities through discounsasis W
significant is that we have more than one way in which we are recognised by others at
different times and across different spaces, as opposed to idgpégyvhich are stable and
fixed, according to Berger and Luckmann (1966). | use the term identity as shodhand f
socially situated identity which is relevant to how people think and behave, what pledpl

complex settings.
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One consequence of the increased social, linguistic and cultural diversity in mairtdiEeam

is that students are often ascribed various identitiesriatine speaker, newcomer, Ron
traditional) in ways which hide their own affiliatioasd identifications, linguistic or

otherwise An important element of my research is concerned with not only how individuals
position themselves but also the mechanisms through which they are positioned by others
(Omoniyi and White, 2006) which | discuissrelation to ascribed identity rather than

structure and agency debates, reflecting my poststructuralist leanings.

Institutions and the talk within them are intrinsically bound up with power, andftan seen
to serve the interests of powerful groyBsnwell and Stokoe, 2006) such as academics, the
media,andthose more likely to be in greater control of deficit discourses introduced earlie
The following example illustrates the potential impact of discriminatory dises, how
people can be margilised by more powerful groups and consequences for institutionally
ascribed identities. When | joined Northcentral in the late 1990s, it was practiee in th
Faculty with which | was most closely affiliated for the person responsible foitreent
ontocourse devised for L2 learners to allocate students according to visible ethnic markers,
such as family name. Anecdotally, the reason behind this was that if they were ‘African’
they were more likely to need generic study skills rather than langualtgetidiEuropean’
exchange students needed the reverse. This discriminatory practice may have suited some
students whatever their name, origin or language background, but equally it may not have
been the right decision made on behalf of all the undergtaslechoosing an electizeurse
with a language component within the Faculty. A potential consequence of these
discriminatory practices are reflected in Matsuda’s words (2010, p.93):

The policy of containment and the continuing dominance of the mythgofistic

homogeneity have serious implications not only for international second language
writers, but also for native speakers of unprivileged varieties of English.

Like Matstuda, it seems to me that these sites of containment such as languagayand stu
skills courses are ‘ethnic as well as linguistic’ (Matsuda 2010, p.87) and tliatiowshl
gatekeeping practices and subsequent ascribed identities have significant consequences for
how students are perceived and treated, sometimes even beforeténdiie university.

Bhabba (1990) is also critical of the practice of containment as he argues that there is less
scope to break down barriers to inequality. The example above illustrates how everyday

recruitment practices which often include the evaduedf reading, writing and thinking are
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embedded within social practices of power and authority (Paltridge 2012). This brie
example also relates to Lyotard’s (1979) suggestion that an understanding of wiiat pow
does is relevant to knowledgeakingpredsely because, like language, it is at the forefront
of questions over who decides what knowledge is relevant and for whoene is therefore
some anecdotal evidence to support the view that powerful institutions, with already
established ways of knowirand doing, label and position individuals as more or less
culpable for their own circumstances underscored by deficit discourses of lingnigti

cultural diversity.

Gee (2011) suggests that politics can be thought of as referring to ‘any sitvuaticnthe
distribution of social goods is at stake’ (Gee 2011, p.31) which is why anything wortlg havin
is bound up with the ‘workings of power’ (Foucault et al., 2008). How politics and power
relates to this project, more specifically, is thatlsconcened with understanding how a
group of undergraduates deal with an uneven distribution of resources such asaccess t
lecturers’ expertise, acceptable academic discourses and in some cases fetanslafd

English.

Also relating to the availabilitypf resources islermerschmidt’s (1999ksearch study which
found that one informant describing himself as a native speaker of English and éherefor
arguably less of an outsider than his fellow participants acknowledged some discomfort
during seminar situations that seemed to revolve around issues of the right to sp&ak (N
2000) and Bourdieu’s notion of the ‘legitimate speaker’ (Bourdieu 1991, p.68).
Hermerschmidt (1999, p.13) concluded that ‘It appears that institutional hegewdks

beyond even the favoured subgroups of male, white English students’. These findings are
also significant as many of the negotiations and interactions students undertake with
academic staff are verbal. Hermerschmidt (1999) researched multicultural studtbras,
internatbnal student label and, like Nero (2005), was interested in how students constructing
identity and concluded that the institutional expectations and practices encouhggred s

participants’ identity.

For Butler (1990; 1997posstructuralism is seen tme set aside from issues of social context
and political aims which | consider essential foedapth understanding of identity. It is true
that | have presented a relatively neat, singular view of poststructuralist approaches to

identity and | acknowlege Butler's point that it is far from unified or monolithithat said,
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one difficulty | found with role and performative accounts, as therorised by Butlef(19
1997) is that it wa not always clear from data whether someonedeing masculinity as
oppased to doing class, sexuality, femininity, ethnicity (Benwell and Stokoe 20069p.1
160) which | found diminiskekthis conceptual framework as an analytical resource for this
thesis. Barton and Padmore’s (2008) study found: ‘...refer to themselves as palatives,
workers, neighbours, friendsgach role making differing literacy demands upon them
(Barton and Padmore, 2008, p.213). Roles often describe repeated and routine positions
(Lillis 2013) and even though they are not singular or static treegametimes presented as
such. Therefore identity, and not role, is picked ua@ntral concept for the thesis and
conceptualisations of identity as hybrid and shifting seem to have moretdhaffresearch

guestions.

This view of identity as hybridnd shifting is useful as it brings together postmodern framing
of the social world and the complex cultures within it by drawing on diaspora iloneiat
diasporic identities of the participants at Northcentral. This next seatisthinking on

identity with the section on globalisation, migration and culture, diversity anerélif€e
presented earlier in the chapter. | locate it here, after a discussion of identity llas it pu
together a number of different strands of the literature review already presented such
culture, diversity and identity in a complex global environment. It also applies thinkin

about the Other to concepts ideas from within aini-essentialisframework.

2.7.2Diaspora: what is it and why it is relevant?
Hall (1990)uses the term diaspora metaphorically rather than literally, arguing that:
The diaspora experience ... is defined, not by essence or purity, but a concept of

‘identity’ which lives with and through, not despite, differencesh¥lyridity [italics
original] (Hall 1990, p.235).

This section is concerned with interconnections between diasporic communitiet&Jid the

and the processes of globalisation; and Cameron and Block (2002) suggest the concept of
diaspora is relevant to postmodern ways of examiocamplex phenomena in Britain.

According to Zeleza (2009he term diaspora did not surface until the 1950s when it became
associated with mass migration and, in many instances, the term ‘diaspora’ is usagztin a f
and uncriticaway to refer to all mannesf movements and migrations between countries and
even within countries (Zeleza 2009). Perhaps this is why King and Benson (2010), suggest

the term can be ambiguous as it does not clarify how language and ethnicity imtersect
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whether minority is determined by power, status or size. However, if we accept thas there i
inevitably some ambiguity due to the complexity of thdiseensionghen diaspora emerges

as a useful way of thinking about complex identities which make up the postmodern
condition Block and Cameron 2002; Lyotard 1979According to Zeleza (2009) it refers
simultaneously to ‘...a process, a condition, a space, and a discourse: the continuous
processes by which a diaspora is made, unmade and remade; ..." (p.32). Zeleza continues
that diaspa involves a sense of culture, and | add identification with more than one culture,
which is often characterised by marginalisation asdnse of belonging to a nation or place
that is different to others referred to as the ‘majority’, traditional ongtiaam.

Earlier in this chapter, | stressed that globalisation and diaspora became significant
phenomena for this thesis because in my view thinking around diasporic identities mcognis
the importance of the histories of groups of people, what Lavia and Moore (2010, p.3) refer
to as their ‘historical circumstances’. | apply the concept diaspora to this prejactsiat
resonatswith the identities, histories and participant experien@iasporaalso challenges

the ‘implied essential connection ixeten place and identity’ (Benwell and Stokoe 2006,
p.212) and the idea foregrounds ‘unsettling’ assumptions people may have about other
cultures (Benwell and Stokoe, 2006). We all come from a particular time and placavand h
specific histories. To put it in slightly different terms, the focus of this thesisnsal group

of students with ‘transnational diaspora connections’ (Harris and Rampton, 2003)ir®) i
the consequence of globalisation, migration and condlicthas civil war in some inahces,
which | argue have academic resources, or capital, to be utilised. Tokthseerm

‘African diaspora’helps to mark furthethe complex relationship between communities,
histories placandidentity (Okpewho and Nzegwu 2009; Zeleza 2009), hadmays in

which individuals with diasporic connections can be positioned unfavourably.

Hall's (1990) quote abowelates to the manner in which the thesis developed as the key
participants interviewed identified with communities and life in Londonwedkas their life
histories before they came to Britain which influenced their sense of who they Were
notion of identity work taking place at the intersection between the individual andbth® gr
and in amongst the 4mg and freing of the localglobal and back again is encompassed in
ideas of hybrid and diasporic identities. | focus on African diaspora specific#tig @oint
as the termelates taheidentities of the group wittvhom | worked While it is true that
participants were both ‘African’ and ‘undergraduates’ at the same time, the lattesrafiect

etic rather than emic approach to themes emerging from the data. For instance,
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‘undergraduate applied social science student’, the originabfitids thesisreflects how |
saw thegroup at the start of my time in the field, but this label did not reflect how the

majority of partcipants saw, or reported seeitltemselves.

2.7.3Summing up identity

| began this section by presenting the view that identity can be thought séaseaof who

we are and how others see us in relation to groups of people we identify with in agme w
The additional use of identification alongside identity is to signal the process afyiitent
with particular groups of people (Hall 1990; Lillis 2013; Omoniyi 2006) in response to the
social identity questiarwho you are in relatio to others with whom you identify?
(Kamwangamalu, 1992). The view | adopted sees our own personal or individual identity a
multiple, dynamic and contested as we i@ different practices and perspectives in
different contexts. The term is not intended to refer to something fixed, essemti@n pre
discursive (Butler 1990) such as being essentially African’ to give an example retetfant t
project. It is worttreiterating that ‘African’ as an identity category has and does inference
different things at different citcal moments. The various poststructural approaches to
research and thinking about identity which contribute to an understanding of who we are
shae a focus on the role of discourkapwledgemaking as important for identity work. A
second orientation which brings together the various approaches to identity with
constructionist and poststructuralist leanings is the rejection of the esseptdtion that
identity categories are fixed properties over timewell as the rejection of the view that our
identity is not influenced by the social processes and practiees engage in In summary,

who we are and how we are seen by others is not fixed and variesricontext to

another. Postructuralist approaches to identity #eas a salient factor in all communicative
context as it helps to construct and inform social relationship in order thatharerie
identity may be articulated in avgin context (Omoniyi and White 2006) or time. It therefore
follows that a focus on diaspora, hybridity, the complexity of identity and identification i

relevant to this contextually sensitive ethnographic exploration.

2.8 Framing academic literacies as critical social practice

Earlier in this chapter, | began to problematise ‘traditionafcaetextualised approaches to
literacy with reference to the orlilerate divide and deficit discourses of falling standards

and widening participation. | now bdion the concept of social practices, or the everyday
activity characterising people’s social lives, introduced earlier through aoratiph of

literacy in context. This is because several studies in this field influenced theodisaud
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nature of tis thesis in terms of research aims and ethnographic framing of research in
educational settings. Street’s (1995) highly influential work advocated whahbeoa
influential approach which sees literacy asitical social practice and which aims to ‘kea
explicit from the outset both the assumptions and the power relations on whicmtitkse
of literacy are based’ (Street 1995, p.141).

The view of literacy as the ability to read and write is less neutral than it appears because it
situates valuesraund literacy in the individual person, rather than in society or as stemming
from interaction between the two. It also obscures literacy’s relationship with pogdver an
identity (Gee 2008; Hull and Hernandez 2010). One consequence of this view of lgerac
that it privileges certain types of literacy available to certain types of people (B8 Z'he
constitutive rather than the transparent nature of language is foregrounded in academic
literacies research (Lillis and Turner 2001; Turner 1999; T #8@4). These critical
approaches to literacy share an orientation towards understanding literacy as a socel pract
which means the emphasis is necessarily on socially situated approaches to reading and
writing (Gee 1996; Jones, Turner and Street 1868;1999; Lillis 2001; Street 1984; Street
1993; Street 1999; Thesen and van Pletzen 2006. Literacy is embedded within social
practices (Barton and Hamilton 1998; Barton, Hamilton laadi¢ 2000; Street 1984; 1995;

Gee 1998; 1996; 20@8. | found that a more local and contextual but also critical approach
towardsthe negotiation of literacigerced me to remain more wary of grand generalisations
echoing the critical stancaken up bypogmodern views of the social world. What | refer to

as a critical social practices approach to literacy, is ideological in the sense that it is *
socially accepted associatigi@ee 1987, p.51) or culturatlspecific way of using language

for knowledge mking and for identity and social identification purposes.

Lillis (2013) adds that an ideological position of this kind includes ‘issues of powertydent
participation and access are central to writing practices and as such need to be taken account
of in exploring what writing is andoes’[italics added] (Lillis, 2013, p.13). This is

interesting as themes of power, participation and ideatitgrgemorethan once due to their
relevance to the experiences of participants. Thus, engagement with literacy is concerned

with both the adoption and resistance of social practices.

The HE sector in the UK has seen a growth in the field of academic literacies research as one

response to changing student populations which has attempted to counter the didcourse
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student deficiencies and falling standards (Ganobasilkams 2006; Lea and Stierer 2000;
Orr and Blythman 2003). Awarenesssing in this area has taken place through educational
research and debates surrounding widening participation which mgeby|dut not

exclusively, focussed on issues of language and literacy within the academy and itg inheren
disciplinarity as much as it has on individual writers and their errors. #igmerspective,
successful literacy is seen as context dependent@mtingent which has led to the now
widely used pluralisation, literacies (Street 1984; 1995). In this sectionpt dmoterm
literaciesas shorthand for a social praetscapproach to reading, writing akabwledge

making which involves identity work, languagse andhe workings of discourseThe

plural usage stems from pestcturalist notions of shiftidentities as well athinking
aroundcontextuallybasedknowledgemaking. There are multiple versions rather than

single correctnodel ofappropriate or effective reading and writing practidesactices,
thereforeyary according to local context arlleir relationship with socipolitical and

historic context In sum,l adopt this plural usage to reflect earlier poststructuralist toadgiti

but also to signal the contested nature of readimigjng and knowing

Literacy is not only about how to read and write but also how to apply thesefakill
particular purposes in particular contexts such as university courses. | fist(R008)
explanation of practice helpful in explicating the relevance of context and its censequ

for reading and writing:

The notion of practice is used as a way of linking specific instances of language use
with what individuals, as socially situated@rs, do, both at the level of “contexts

of situation” and at the level of “contexts of culture” (Malinowski, 1923). First
practice signals that specific instances of language gpeken and written texts

do not exist in isolation but are bound up with what people glactices(Lillis,

2008, p.374)

According to Street (2004, p.12), it is the Aomguistic that becomes significant in literacy
practices, what Canagarajah (2002, p.8) refers to aseitatnal factors’. Importantly, for
Collins andBlot (2003, p.3) ‘the label “literacy” is and can be extended to areas that have no
or little connection to text’ which is why | see it as applicable to the negoti@tiacademic
literacies agrom this perspective, ‘... literacy is not an ideologicallyamomous process or
activity, rather, it is a process that is always situated in contexts involving power
relationships’ (White and Lowenthal, 2011, p.292) just as all parts of sociahdbre

power relations. Practice, with its emphasis on the ldleveryday, is also a term central

to ethnographic research. What | take as significant is that what people say and write cannot
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be separated from the things they do, either as individuals or as membersrotiigevgth
which they identify.

2.8.1Countering criticisms of a social practices approach

There have been criticisms lehaal at the NLS which focus on the local everyday practice as
it is said to ignore power differentials which infiltrate all aspects of social lifading texts
(Brandt aml Clinton 2002; Collins Blot 2003; Pennycook 2001). There is, however, some
evidence to suggest that such criticisms are not fully justificibaexampleliteracy has

been ‘described as inextricably linked with histories of power and authority in language and
beyond’ by Blommaert (2010, p.137) further countering criticisms of NLS as mgnpawer.

To counter these criticisms, | cite Gee (2000; 2008) who argues that social practices are
inherently political and concerned with the workings of powerdiscburse. Street (1995)

also argued that this situated constitutive view of reading and writing is necessarily
‘embedded in power relations’ (Street 1995, p.133). Indeed, Street (1995) commented tha
“literacy practices are aspects not only of ‘culturet also of power structures” (p.161). |

see power as particularly relevant as it helps to explain how the individual is pasiton
relation to ascribed identities (Gee 2000) which emerge as significant for tlogppats |
observed as they navigdtee institution and its tacit practices realised through language use.

A further related criticism is that research that falls under the NLS umbrella had tend

focus on local every day practice at the expense of the global influences on whatnale do a
who we are. Brandt and Clinton (20@2yue that: ‘... the new paradigm maintains its own,
tacit great divide- one that assumes separations between the local and the global, agency and
social structure, and literacy and its technology’ (Brandt and Clinton, 2002, p\828pace

(2002, p.101) is also critical of the privileging of local practices claiming: akigical or
indigenous languages are privileged over English in critiques of linguistic imperisdi

local and vernacular literacies are faxediin much of the current work in literacies’ (p.101).

As long as the criticisms of sdliterest in the local at the expense of the global are heeded,
this goproach to situated readingtiting and knowledge making provides scope for

productive interpretations of the research setting by foregrounding language, discowse pow

and identity.
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2.8.2Summing up literacy as critical social practice

Summingup, according to Street (199 body of research referred to as the NLS is
concerned with the pdical nature of the transmission of a set of dominant or accepted
practices from one group to another. Literacy from a critical social practices doiesets
appropriate and effective literacy as socially contested and socially constructed. Hbwever,
see both contextualised and decontextualised approaches atadaluén the sense that
interests of different groups of people are being served. Literacy is politicat ihe

potential to construct, contest and maintain inequality but also to contribute to change and a
such this view resonates with Foucauldian theorising on power which see it as possessing
productive qualities as well as oppressive power. lts plural usage indexes the dynamic,
constitutive and contextually sensitive and politicature of literacy. In contrast, | stress

that more traditional, decontextualised views of literacy are problematic addhmt

recognise ways in which correct English, or the ability to read and write, are cdtlibg

issues of power and identity (Gee 2000; 2008; Hill and Hernandez 2010).

Academic literacies emerged from fieldwork and publications occupying an idedlogic
position now referred to as the NLS (for example, Barton and Hamilton 1998; Barton,
Hamilton and Ivani¢ 2000; Street 1984; 1993;995). The research field developed a
posstructural view of literacy as ‘constitutive and contested’ as advocated by Street (2004,
p.15) and remains a contested field partly due to its +disitiplinary approach (Hall and
Hernandez, 2010). From thisrppective, as previously outlined literacy is seen in broader
terms as a social practice concerned with readmgng and knowledge makingather than

a set of individual cognitive skills to be learnt and assimilated (Gee 1996; 2000a; 2008;
Jones, Turner and Street 1999; Lea 1999; Lea and Street 1998; Lillis 1999; Lillis 2003;
Street; Street, 1984; 1993; 1999; 2001 2004; Thesen and van Pletzen, 2006). It is therefore
less surprising that the academy is somewhat ‘unsettled’ (Lavia and Moorep2010)
disturbedby the process of globalisation, migration and widening aaes®ll ady the
subsequent increased diversity of students with the variety of life experiltecasy

practicesand knowledge they bringith them
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2.9 Foregrounding the writer in academic literacies research

This next section continues the discussion of literacy from within an academic context
through close attention to a number of research studies which foreground themditer

issues of identity. If we consider the ideological and contextualised views of literacy
discussed earlier, then identity remerges as more relevant as we begin to question ‘who we
are, how and why we use language, how we evaluate ours and others’ use of language’ (Lillis
2013, p.124). Indeed, one aimawfademic literacies theorising stemmed from a desire to
understand better some of the social processes at work within universities (Jone98) al. 19
and how they relate to the ascribed and-astfribed identities of students. As a result,
research attdion has fallen not only upon second language speaking international students
but also upon those students resident and often born in the UK, irrespective of language

background.

A useful place to start iheseminal paper by Lea and Street (1998) wicmhceptualises

three approaches to the development of student writing at university through a rgafarchi
model of interventions. This difference in approach between practices, on the onantiand,
individual deficits, on the other, is highlighted inadLand Street’s (1998) paper which

applied the ideological perspectives of the New Literacy Studies to a universitytcontex
doing so privileging a contextuallsensitive approach over narrower, traditional approaches
to language and literacy developmehi¥hat the paper achieved was to raise awareness of
the complex and situated nature of writing and knowledge construction. This is impsrtant a
academic culture and academic writing are closely associated with a legitimate elitism which
necessarily exclles. From this perspective what others may bring to the institution in terms
of prior knowledge and qualifications are not always of value causing tension fer ‘non

traditional’ enrolments and recruitment, students or their text production.

A review of publications on academic writing in the UK which adopts an academic literacies
perspectie (for exampleGanobscikWilliams 2000; Jones et al. 1999; Lea 2000; Lea and
Stierer 2000; Lillis 2001) illustrates that there seems to be a growing béithrature

concerned with, not only dominant genres of academic writing and student writing produced
at university, but what tensions the construction of texts may bring for studdrttse@m

identities. That is to say, there is concern that there may be tertsédnwsen the ideology of
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the institution and the range of cultural backgrounds from which our students come’ (Tomic
2006, p.64). The next section reviews studies relevant to an increasing observation of
cultural, ethnic and linguistic diversity in highatugation as this helped to make sense of

observation in the field and themes emerging from data.

As outlined in the introductory chapter, Lillis (2008) puts ethnographicaignted research

on academic writing on a continuum, with téesed research at one end which lends itself
to more textual etic analyses; and research on the writer, practices and contextshat the ot
which attempg to foreground insider perspectives. This thesis is located more closely to
ethnographicesearcton studentvriters’ and their identitiesand hence my referent®it as
sharing some features witriter-orientedrather than texbrientedapproaches tacademic
literacies research An examination of relevant empirical literature suggests a trend towards
publicatiors which are concerned with not only institutional discourse practices, but also
attention to ‘issues of voice, identity, and power relations...” (Orr and Blythman BAO®)
which | attempt to draw out through the ethnographic methodthamesearch quéisns
formulated. Indeed the methods | employed privilege practice over text (hitliSeott

2008). While | do not wish to underplay the significance or relevance edtiexited
approaches to academic literacy, | do wish to foreground studentstieteand, at the same
time, acknowledge the importance of studies exploring the experiences of ‘blackipand *

traditional’ students as well as and ‘minority’ students in the US explored later.

Studies concerned with ndraditional students in UK HBre numerous. Yet, despite the
number of research studies which highlight challenges faced biraxditional students,

there is surprisingly little detailed reference to the linguistic, social and clackground

of those students participating indacontributing towards research in academic literacies.
Indeed, Scott’s claim that ‘the writer as a soanmdividual [is]...largely absent from the
literature about student writing’ (1999, p.172) is supported by Lea (1999) whtidal af

work adoptingan academic socialisation approach to student writing that ‘appears to take
little account of the way in which, for students, issues of personhood and identity are
embedded in both language use and literacy practices’ (p.103). Similarly, semmeait
(1999) suggests there is a need to place more emphasis on student background, implying that
at the time of publication this has not taken place sufficiently. These ideas fdukithesis

as | developed an interest in undergraduate experiemzesbroadlyas well as an interest in
their negotiation of literacpracticeswithin the academy rather than what | acknowledge are

highly influential and worthwhile texdriented approaches developed by Ivani¢ (1998) to
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give one example. | found the shift towards practices and a foregrounding of identity
necessary to acknowledge the challenges foimntividual attempting to negotiate the varied
practices in a large and complex institution. It is for this reason that | restricview of
academic literacies studies to a selection of those which tackle issues of writer identity,

power and ethniand cultural diversity discussed next.

Building on the traditions of the NLS, Thesen and van Pletzen’s (2006, p.2) work is a useful
place to start as they were concerned with the challenges imposed on the South African HE
sector from a complex and glolsad world. They claim the NLS has its origins in the
‘Anglophone’ traditions which they acknowledge ‘dominate the global politics of academ
knowledge in the field of academic literacies studies.” (p.2). This poifissrderest as

they suggest thie are valid reasons for examining reflexively the resources available to
explain in what ways our ‘... personal histories, our social, political, racial, eththic an
national backgrounds shape our understandings and impact our academic and intellectual
pursuts’ (Thesen and van Pletzen 2006, p.xi). However, despite some political similarities,
point of departure from the focus of this study is the analytic focus on students and their
engagement with texts (Thesen and van Pletzen, 2006) as well as oliV@yaaaks such as

the postcolonial’' Town context. Yet, there are similarities as the university, like
Northcentral, was ‘pulled’ in two directions at once: ‘towards a global communitg ahi

the same time retaining its strong groundings in locaitie=al (p.9). In short, for them,

there was a ‘local context of inequality and struggle’ (Thesen and van Pletzen B)06, p.

which influenced the student experience of engagement with texts.

A text-oriented study by Paxton (2006), which drew on Faiwgiisi (2001) framework for

an analysis of student writing and wider social processes, illustrates how the analysis of
student writing provides insights into ways in which students build on prior discoairses t
acquire new discourses’ (Paxton, 2006, p.84). Although methodologiiyentto the
ethnographic approadhintroducein themethodologychapterthree the study was concerned
with some of the difficulties diverse students encounter trying to gain linguistic and
epistemological access to the newodiurses of the University’ (p.85). Paxton (2006) ended
positively claiming research of this kind ‘...can assist in changing dominant discourses in
response to student needs. (p.85) which to me seems relatively optimistic given th
challenges of different contexts, hidden practices and epistemologies my patsicip
reported which were similar to Canagarajah’s (1997) earlier work with Tamil andrity’
students in the US.
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Van Pletzer(2006) researched reading with black university students who indrdswere

‘... were all ‘black’ students who spoke English as an additional language, but who struc

me as fluent and articulate speakers of English’ (van Pletzen 2006, p.112). This
characterisation resonates with the participants who took part in thys stutbrms of study

aims, there is also some overlap with van Pletzen who considered ‘...to what extent students
prior knowledge helps, hinders or partially limits their reading performance inwhe ne
curriculum’ (van Pletzen 2006, p.116). Although thegressed some satisfaction with their
reading practices they reported, the university students in this study lacked thegower
contest reading that conflicted with their sense of identity and sense of discomésation

to the academic tasks. This sense of powerlessness and lack of voice resonates with findings
from other studies (Hermerschmidt 1999; Nero 2005; Norton 2000; Thesen 2006).

Thesen’s (2006) research on lectures is releteathtis studyfor two reasons. She argues

that: ‘Lectures aren many ways at the centre of academic practice, yet they have received
surprisingly little attention in the New Literacies Studies tradition of academiclitera
research’ (TheseR006 p.15). She explored interaction in lectures between lecturer and
students with a wide range of language and educational histories (Thesen 2006). It was
found that individuals with visible ethnic markers were referred to as ‘eiffeultures’
emphasising divergence fronhat was considered mainstreads we acknowledgpeople

as different from us, it seems that we acknowledge that they remain outsiders, aiiilza Bh
(1990) suggests is a shortcoming of the difference orientation towards linguistitaied et
diversity. Thesen (2006) concluded that there is a distance, which | refer to as a site of
struggle or tension, which causes some student to struggle to exprasslires manifesting

in silence.Thesen (2006) also found a sense of alienation that many students experience as
they struggled to express themselves. Tiiesings have similarities with this project as |

was also interested in what took place in lectures and seminars and because the participants

had complex linguistic, educational and cultural histories (see appendix four).

Finally, Lea’s (1999) work wit distance learners defined as #iraditional draws on
experiences from two different students to look at two different approaches adépted.
reformulation approach, replicating disciplinary knowledge, and the challenge approach,
displaying resistanc® existing knowledge. Both approaches were limiting Lea (1999)

argues as she discovered they were ‘... are only elements of complex literary practices,
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concerning issues of both epistemology and personal identity, which students need to engage
in order tomerge together their own experiences from broader social and cultural contexts
with the university’s requirements for assessment’ (Lea 1999, p.123). Tdhateais

(1999) study of adult distance learners and their literacy practices was less conctiriaed

close examinations of their backgrounds as there is no reference to multicuttunalis
multilingualism and it can be assumed that this dimension to the distancedearne

experience fell outside the scope of the reseaittmough a textoriented approach

focussing on the distance learner, findings are relevant as this thesis relates to students
grappling with issues of knowledge construction and identity explored earlier in thisrchapt

So far, | have reviewed a small number of relevant studies focussing on the experiences of
nontraditional students. Even though the approatbessearch are ffierent to this thesis,

they draw on academic writing as situated practice as well as higéligbtively the
significance of identity, difference, diversity of background and how thesar$aintersect

and influence academic success kndwledgemaking. At this point it is worth noting that

we are seeing a broadening out from specifically-tedented approaches to academic
literacies research toosk engaging in issues relating to participation and engagement,
alienation and resistance to the student experience, all equally important elenpeatsicé

which influence the texts ultimately produced by students.

2.9.1Two studies influencing theproject

There are two Ukbased studies which have been particularly influential whitgal with in
turn in thissection in order to explain how they informed the framing of the research
guestions and methodological approaches where this occurredrskhie fillis’ (2001)
project on the experiences of ‘ten “naditional” students’ as they engage in academic
writing during theirfirst year of undegraduate study in the UK’ (Lillis 2001, p.4). Here itis
argued that dominant academic literacy prasticontribute ‘towards discontinuity for ...
learners from working class and minority ethnic backgrounds’ (p.131). The study
acknowledges a ‘distance’ (p.130) between tutors and students understandings, echoed by
Thesen’s (2006) findingsLillis explored tow marginalisation and exclusion from the
conventions of academic writing occurs, and how this influenced how students veet@ abl

participate in HE.
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The backgrounds of participants differ as not all of my participants were schooled iK,the U
nor did the majority identify as working class. There are, however, similarities such as age,
engagement in employment and other familial responsibilities while studyirtriell In

part influenced by Lillis (2001), | began to form the view that in order torgtated what

was going on in the institution and how practices shaped some of the experiences with whic
| was familiar professionally, it was essential to gain a deep understanding of the
participants’ identities. Although a valuable approach to langusgén an academic

context, my work is methodologidgldifferent in terms of the centrality of ‘talk around text’
developed by Lillis (2001; 2008Jalk around text was not trsole or evermain

methodological tool of data collection (see Figure arigl also observed participants in a
classroom setting. | was also never a formal assessor. On reflegfipnofessional role as
someone with writing instructor status ahelack of timely text production influenced how
the talk around text interview tefh unfolded, also discussed in 3n7relation to the data

collection strategy which this example helps to illustrate:

She has a notebook for this purpose but is reluctant to show hepuldigly/to
VO and is happier to talk about the process attiims.

(Mary, narrative summary, 20/01/2009)

The operended nature of this ethnographic study was also a fiactioe lack oftext
presented for analys#nd | reflect on reasons for this reticence in the chaptearsiklater in
7.3.3,in more detdi This was not problematic in itself A&shose taadopt a relatively low
amount of control over the process as my aim was not to replicate the methods-s¢ddege
sociolinguistic studies (for example, Labov, 1966), but instead to draw on setlemore
in-depth, operended, inductive observational research methods (Coupland and Jaworski,
2009, Miles et al., 2013).

The second majampiricalinfluence is Harris and Thorp’s (1999) ethnographic study of a
London university which looked at some oéthffects of cultural expectations on learning
from a student rather than an institutional perspective as well as from the peesptwathat
effective EAP support might lédike. | drew on some of th@ore practical steps adopted
such as how to make m@act with potential informants as well as a number of methodological
ones which | explain in detail in chapter three. They found that cultural background was
highly significant and more complex than essential labels such as ‘overseas student’ which
theysuggested was problematic for their informants’ ethnic iden@ter relevant themes

were the role of EAP institutional provision and interaction between staff and stuithent
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latter becoming a significant theme for this thesis. They concluded that there whiire ‘mu
faceted complexities involved in the learning contexts for their studentgigtdad Thorp
1999, p.17) and significantly: ‘[students] perceived themselves on the peripherysidersut

at particular moments’ (1999, p.8).

2.10 Black Sudents in Higher Education

Earlier| suggested that although attention has been drawn to, for instance, country of origin
and first language, discussions of student background have sometimes occurred with scan
reference to the complex diasporic idensittd ‘home’ students, their educational
backgrounds and learning requirements as these factors were outside the scope of the
research. Equally significant is the small amount of research which recognises the
multicultural nature of British noetraditionalstudents with perhaps a few excepsisach as
Bowls’ (2003) exploration of working class individuals from a range of backgrounds who
aspired to enter HE. It is for this reason that | now draw on studies in HE which sought to
explore the nature of studegxperiences. Moving away from academic literacies research
on writers and the texts they produce, there is a body of research which is concerned with
diversity and difference which also informs what is referred to as the student expefience o
HE concered with the experience at institutional level primarily.

Some earlier educational research on the student experience such as the work of Gibbs
(Gibbs 1992; Gibbs and Coffey 2004) appears to take little account of ‘the role of language
in constructing academic knowledge’ (Lea 1999, p.103). That said, the aim of the final
section of the literature review is to broaden out the discussions in order to highlight the
experiences diblack students in higher educatiohretain a focus on my research aimg as
define the university experience as including nature of no#raditional students’

interaction with faculty, implications for their academic experiendesnging identities and
background. Here the focus is different to previous sections of the literatung nevig

specific focus on traditionally undeepresented students rather than literacy practices. Itis
particularly relevant because, although ethnic categories remain contentioustéC?C4;
Gilroy 2002; Hall 1990; Harris and Thorp 189 ePage and TabourKeller 1985), the
participants | worked with made reference to their own ethnic background as ‘black’ and at
certain moments in terms of ‘African’ identificatiodt this point | quote Zeleza (2009):

The idea of “Africa” is an exaalingly complex one, with niiiple genealogy and
meanings ..(Zeleza 2009, p.33).
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With this complexity in mind | now explain what is mean by ‘black’ with referéndbe

diasporicidentities of students | worked with.

Ethnic markers remain contentious and therefore, following Thesen and van Pletzen (2006), |
use scare quotes throughout as | review a select number of studies which reflect some of the
experiences dblacK students in HE. Sutcliffe (1986) uses black to mean ‘culturally black’,

to referto cultureandidentity. That is, an identity rooted in the Caribbean and Africa, but

also one that continues to evolve and to absorb additional influences and one that is subject to
the changes and influences of global migration in Britain. The vievidhs ‘black’ is to

‘share a common bond of blackness that is more than skin {®etuliffe 1986, p.5) is a
contentious one yet resonates with Gee’s (BOpM®9) definition of identity a'deing

recognizedas a certain “kind of person” ingavenconiext.

Nombo (2006) was interested in the diversity of experience of being ‘Black’ ariddAfr

for students in the South African HE context and looked at the experiences of successful
“black” students (Nombo, 2006). He confirmed that ‘being “black” ‘#&fdcan” was not a
homogeneous experience’ (p.181) arguing that black students are all too often perceived as a
homogeneous group in HE (Nombo 2006). | found diaspora emasgedseful concept to
draw on in a desire to avofiked or essential analyses of blatladents’ experiences. While
acknowledging there are common experiences shared by some but never all, diaspora
provides additional scope for an understanding of the diverseypsrience of HE. There
appeato be few studies which focus otabk students in the UK exclusively. | seek to
unpack the diversity of experiea of students who identify as blaakd at the same time

am mindful of the possibility thdhe actual phraseplack studentsexperienck suggests a

degree of homogengiwhich does not necessarily exist.

Rosen (1990) conducted a study in a London university not dissimilar from Northckntral.

also seemed that some of the challenges foitraatitional students were similar as Rosen
(1990) reported that while noll atudents were black, many had shared experience of coping
with significant and unexpected adjustments to their lives as mature stugestn (1990)
conducted interviews rather than observation and found that whereas the majoritk of bla
students reported racism, few white students mentiongain, there are similaritiesith

this thesis as race and racism were issues raised by the interviewees and not the researcher.

There is also reference to the emotiaiatomfort associated with studying such as ‘shaking

63



and sweatingn interviews (Rosen 1990p.189). However, it is worth noting the extent to
which the context of HE has changed as informants teghoacial isolation on courses. In
contrastat Northcentral on some programmes includimgdane | observed, the mixed

profile of students waso diverse that students identifying as white were a minority although

this observation alone does not diminish the powerful experiences of racism.

2.10.1The effect of the unequal power relations: (di) engagement and alienation

We have seen that from within studies in academic literacies that a distance between the
students and the requirements of the academy has been reported. The gap or distance which
emerged as significant for Hermeschmidt’'s (19885y and more recently for Thesen’s

research (2006), bridges the gap between academic literacies research studies in ki focusi
on the student experience and a sense of alienation reported. In the HE research laerature,
number of publications highlight the relevance of alienation as one way of understanding the
student experiemcin traditional, facéo-facehigher educational contexts (Mann 2001; 2003;
2005; Read, Archer & Leathwood 2003).

Building on Read, Francis and Robson’s (2001) study of the impact of power relations on
student voice in academic writing, Read et al. (2003), in particular, have muchributent

to an understanding of students’ relationship with the university and how they ¢bpe wi
issues of power. Read et al. (2003) lookethegotiations and challenges’ of university
study through the concepts of ‘belonging’ and ‘isolation’ at an urbar@8& university
containing a statistically high proportion of ‘ntraditioral’ students some of whom were
black They caution that ‘on-traditional’ and ‘black’ are ‘... both distinct and interrelated
dimensions, an issue | hope | have already clarified. They suggest ‘... minority ethnic
students are often explicitly aware of the role of ethnicity in the constructionloheg’

and ‘otherness’ in higher education (Read et al., 2003, p.266). Further the ‘Lack of
familiarity with academic culture, and the effect of the unequal power relagitoveen

lecturer and student, can work to increase students’ coanspif isolation and alietian’
(Read et al., 20Q03.27) resonating with some of my observations in the fi€htese

findings are important as, not only do they contribute to understandings of whaalcultur
diversity and difference might mean for awaditional students but alss, they raise the
issue of unequal power relations between students and lecturers which has implications for

institutionally-ascribed identitieGee 2000b) touched on earlier.
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Read et al'§2003 studysums up the situation well for some ‘Ataditioral’ students new

to the academy negotiating academic literacies yet does not claim to consider who those
students are or how their linguistic, cultural and social backgroungraaxperiences
impact upon student experiences. Importantly, they note'fdemic culture is not
uniformly accessed or experiencéRead et al. 2003, p.261). | am not sure that this has
ever been the cas@hatever the historical or institutional contedbnethelessjespite an
increase in students from workuatass ad ethnically diverse backgrounds fitting the non
traditional student description, academic culture still appears to reflectalundiscourses
and practices. A desire to understand how students respond to dominant discourses and
practicesencountereds reflected in both researcjuestiors, introduced irsection 1.6and
repeated at the end of this section (p.68t the same time, | am wary of the fact that the
singular use of discourse is suggestive of a single monolithic academic culture while m
expeience of HE institutions, faculties and disciplines is that it is much more complex tha
that. A desire to unearttomplexity is one reason why | sought to understand dominant
discourses and practice norms through attention to the local and the evefyedalet al.
(2003)clarified thatwhile they focused on financial constraints but also found other
‘cultural’ factors to be influential, supporting Harris and Thorp’s (1999) findindkis

regard. They end that ‘students from “Amaditional” backgronds are also disadvantaged
by an institutional culture that places them as the “Other” (Read et al. 2003,)p&®&l as a
consequence struggle to acquire literacy (Read et al., 2001), resonating with sleene of

deficit discourse in HE captured earlietthis chapter.

With reference to the experiences of blatlkdents in the US context/hite and Lowenthal
(2011, p.284) refer to a context of recent increased diversity it would appear is also not
dissimilar to the UK HE sector which they see:

...in terms of culture, religion, race/ethnicity, native language, physical ability,

sexual orientation, socioeconomic status, levels of academic preparatidamipd
backgroundWhite and Lowenthal 2011, p.284)

This paper looked at the experiencedlaick students, also referred to as ‘minority’ students.
They argue that reasons posited for the challenges and failure of students tend tancentre o
‘cultural differences, inadequate academic preparation for college, or misimitgnts’
resistance to the Wieicollege culture(2011 p.284). There is minor overlap with some of

my research themes (see Table) 3vBlich helped to unearth some of the challenges faced by
participants. As White and Lowenthal (2011) suggest, the importance of acadenaatds
requred for full participation in HE is often ignored. For them, academic literacy, in the

singular form, is ‘... students’ respective exposure to academic discourse anchedhrtg
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learn and employ it' (White and Lowenthal, 2011, p.284). While thisignifisant piece of
research it differs from a social practices approach to researching academic discourses and
discourses in the academy which sees much that goes on in HE as tacit and implicit. Indeed,
the phrase ‘willingness to learn’ suggests thghoasibilities once again lie with the

individual rather than the academy and in doing ignores the impact of power relations,
expectation and experience of life before university echoing deficit approaches towards
diversity and difference. Further, the singular pronoun ‘it’ indicates agadbscourse is

framed as being relatively homogeneous which | contest.

| saw evidence that some students were unprepared or had been unprepared but no evidence
for unwillingness. For instance, at least two participaammuted from Surrey (pseudonym)
each day which constituted a feluour round trip (Fieldnote entty2/11/2008James

narrative summary 11/11/2008). | move away from White and Lowenthal’s (201 Xigendi

as their explanations of mismatches and tacitraptions do not explicitly acknowledge the
role that power play | am also concerned with the characterization of ‘minority’, or ‘black’
students in HE as the onus is placed on the students and is much less about institutional
workings of power. One fther concern is that the minority college students are presented
in essentialist terms with little acknowledgement of diversity and heterogeki¢itife and
Lowenthal (2011) continue that tballenges of learning to use academic discourse
contributeto minority alienation and in some cases withdrawal from higher education. What
does resonate with themes common to this thesis is a sense of student alienationudyheir st
also contributes to the research literature on the challenges thastidehtdace as they
navigate through the unfamiliar environment of the academy which refledisstmgsearch

guestion and resonates throughout much of this thesis.

Mann (2001) defines alienation as ‘the estrangement of the learner from whatahky/ls
ergaged in, namely the subject and process of study itself’ (Mann, 2001, p. 8). This

definition is later expanded:

By this | mean the experience someone may have in education, by which they feel
unable to engage or contribute in ways which are meaningful and productive for the
realisation of their own potential and learning requirements. This may include the
experience of feeling held back, blocked, inhibited, estranged or isolated fram wha
it is they are learning, and the study practices and learninggses, both

individual and social, which are part of their particular learning context...

(Mann 2005, p.43).
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For some students their identities and lives outside the academy may contréostnse of
alienation as experiences are tied up not only wskitutional power, but also with wider
historical contexts of students’ lives, their ‘historical circumstances’ (Lavidviade,

2010). Discussions of alienation and a perceived lack of engagement, block or digance ar
particularly useful as they hedd me to make sense of what | saw and heard on many
occasions during my time in the fieldo recap, alienation and engagement relate to the
student experience and therefore the first research question more directly, butragethe sa
time discourses withiflE which seem to have consequences for the black student

experience.

The sample of studies reviewed focuses on some of the experiences of black students in HE
and sums up many of the concerns and motivations for this project such as an interest in the
experiencs of HE for nonttraditionalstudens. They also tie in with the earlier section on

deficit orientations towards diversity and difference where those who are different are
othered. The research questions introduced iticset.6helped me to interrogate powerful
discourses influencing the students’ experiences of HE, the implications foryigertdit
knowledge making. ‘An analysis of who the students are, and who they are becoming’
(Thesen 2006, p.175) is an interesting though as yet@xgéared aspect of the research
literature. According to Thesen (2006), discourse and literacy practices havevdrd@o

shape and manipulate university experiences for the student writer and thereforéaffect t
university experience and their ability to negotiate some of the inevitable depilaced

upon them. | end thehapter by repeatingy research questions for ease of interpretation:

1: How do undergraduate social science students negotiate their relationship with the

academy?

2: How do power andlentity influence the negotiation of academic literacy practices?

2.11 Chapter summary

The context of the thesis is globalisation, migration and one-gborg change in UK HE

due to policies of widening participation which has led to increased titstiili student and

staff diversity. The chapter begins to make connections between the participant®kvho t
part in this ethnographic study and broader issues of globalisation, movements of pgople a
their diasporic identities. | presented what | hope is aressgntialist orientation towards
culture, diversity and difference which critiques a view of culture along solely

anthropological, racial or national lines which previously saw culture as reldfixetiyand
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homogeneous. Instead | present a view of culture in an increasingly complex watd whi
draws on postmodern and psistictural notions of heterogeneity and change as well as the
‘deterritorialised’ experiences members of a small group have in common atalpatime
and place. | alsdiscuss some populgetwhat | contend armadequateesponses to an
increasingly diverse university sector, and in doing so challenge some of the defici
discourses of widening participation and the ways in which the very students the policy
brings touniversity are at times positioned.is this critical, situated approach which

presents literacy as ideologically driven.

Discourse emerges as significant for the thesis in two Walyst, in relation to power and

the discoursal construction of thecial world. Second, in relation to a social practices
approach to literacies as situated languageseemportant for ethnography. The chapter
goes on to illustrate how a number of studies in the field of academic literacies addesss issu
of power,knowledge makingdentity and the nostraditional students in the academy and
how work in the field informed my thinking and methodological approach. Researdhgrelat
to the student experiences of HE and issues of ethnicity complete a short setilaokbn

and ‘minority’ student experiences from which the themes of disengagement anticaliena
emerge. | also suggested that although research has focussed on some of the literacy
practices and research findings on students from culturally diverserbankg, there is

limited research foregrounding the complex and sometimes competing voices of Hisstude

resident in multicultural Britain.

| argue that critical approaches to academic literacies research in conjunction with research
on the blaclstucentexperienceshare orientations whidiive informed théroader social,
political and antessentialist concerms this thesis Reference tamistituional power and
institutionally-ascribed identitiearetwo ways in which | foreground the complexityf the
research context, and my desire to share the experience of eteveaditional students

with diasporic backgrounds. The section on idenditya slightly more conceptual leyalso
seeks to unite poststructural thinking on identity as hybrid and dynamic with thinkingdra

in postmodern terms as | attempt to grapple with some of the consequences of gtobalisat
and migration on the people | encountered, living and studying in a global city. | hope that
this chapter has begun to clarify sonfdale contextual reasons for the complexity and
overlap in the way in which broad theoretical orientations of postmodernism and

posstructuralism have been used.
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| began the research procegth a close alignment to UK academic literacies researeh as
teachetresearchein a UK urban university An in-depthexploration of literature on reading
and writing practices was the beginning point for this thesis which buildsitar-oriented
approaches academic literacigéa addition to otherequally saliat themesemergingfrom a
critical review of the literaturand datancludingidentity and differencealienation and
power and thie significance for discoursendsocialpractices. The opeended nature of the
research strategy adopted led to reseatubh movedaway from writers and theiexts
closertowardsissues opersonakignificance for the participants at the time of data
collection. Despite this shift in analytical focus, the study foregrounds ksittuiional
discoursesind evergay pratices which helpdto reveal the resourcesgroup of socially,
culturally and linguistically diverse university studeptssess Thus, the ethnographic lens
remains usefl for an exploration ofacit practiceshybrid identities angbarticipants as

knowers, despite theshift away from an analytical focus on the text they produdéeit, |

link these theoretical orientations to ethnography as method and methodology (Lillis 2008)

and, in doing so, illustrate how ‘methodology is inextricably intertwined wittt tapd

theoretical perspective’ (Ivani¢ and Weldon 1999, p.169).
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CHAPTER THREE: ETHNOGRAPHY AS METHOD AND METHODOLOGY
As Gee (2005, p.6) points out:

‘First of all, any method always goes witltheeory. Method and theory cannot be
separated. ...’

3.1Introduction

All qualitative research involves interpretation of some kind and researchers need to be
mindful of the implications of their methods, values, biases and decisa&ing for

knowledge construction (Berg 2004; Gibbs, 2007). Throughowttieter, | argue that
methodology is linked to topic, theoretical perspectives and a complex seteds,hehich

have affected the ethnographic framing of the thesis. The chapter draws on a number of
ethnographic concepts and themes such as reflexivity, researcher bias and tensions between a
realist and antiealist stance and applies them to the data collection strategy and my
approach to data analysis. Rather than developing and presenting a rigid framewerk, the
ethnographic themes constitute myegach to the data collection strategy. One criticism of
ethnograpy from qualitative researches outside the field (for example, Miles, Huberman and
Saldania, 2013) is that it lacks methodological rigour. To counter this perception, the chapter
includes a detailed discussion of the data collection methods androieg

methodological approach | adopted.

The chapter builds on the literature review in order toiylkapproackhto the negotiation of
academic literacieand knowledge making to ethnographic methame explicitly | also

spent some time documenting tipesific methods or ‘empirical tools’ (Lillis 2013, p.81) |

used in order to make explicit how and why | collected and analysed the data in the way |
did. Blommaert (2010, p.xiv) wrote that as: ‘ ... We are looking at a world that can no
longer be neatly dided into clear and transparent categories, the theoretical paradigms need
to be revisited as well’ (Blommaert 2010, p.xivhis is true for this thesis and | have shown
that postmodern thinking about change, mobility and globalisation is relevant as wel
poststructuralist thinking on how our interpretations shape the world differently.

3.2 Acknowledging the role of the researcher in the construction of knowledge
The modernist paradigm suggests the world is measurable, objective and neutral and is
supported by positivist methodologies (Cohen et al. 2000; Gibbs 2007; Holliday), 2011

However, more recently, qualitative and ethnographic research has begun to ghestion t
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appropriacy of these methodologies (Gibbs 2007; Hammersley and Atkinson 1885d)n
postmodern paradigms see what is labelled as scientific research and enquiry as necessarily
subjective and influenced by dominant ideologies and dominant discourses which is why |
subscribe to a more interpretative view of social reality. Whahnethat commonly held
understandings are influenced by dominant groups and dominant discourses. At the same
time | do not reject the existence of a real world that is ‘out there’, yet wanti&rscore

that it is experienced differently by differergqple.

My approach to methodology can be framed in gtastturalist terms which sees ways of
knowing as mediated through language (Canagarajah, 1997). What is of interest here ar
accounts which are constituted both by me and by participants basedvaewttieat any

version of the world is shaped by the views and experiences of its participants. There isn
one single ‘grand narrative’ (Lyotard, 1979, p.37), but many truths, which is why | quote
Burr who states: ‘... we should not assume that our ways of understanding are necessarily
any better (in terms of being nearer the truth) than others ways’ (Burr 1995,|@mctept

this position without fully rejecting the realist position and therefore sit in leetiree

relativist position which states thaicsety is entirely socially constructed and a view which
maintains that structures such as the family, universities and so forth exist beyond
researchers’ imaginations. | remain mindful of the view that my interpmetatithe world
constitutes one out of several possible readings, and is influenced by my motivations and
experiences prior to as well as during the projeetipusly outlined in section 1.4t is for

these reasons that | decided to acknowledge my researcher biases and predilections as well as
the significance and influence of context from the start. This view of the worldrgdecq
constitutive and influenced by context has shaped my approach to methodology and data

analysisan approach | expand on in this chapter.

Hammersley and Atkison’s (1995) text, subtitled principlespractice, guided my approach

and one element of their work which emerged as salient is the importance of a reflexive
approach. This section addresses some of the inherent tensions between the realism of some
ethnographic accounts and the postmodern;raatiist orientation taken up in chapter two. |

take a realist position in the sense that | report accounts of what | saw and heard as well as
other people’s account of what they saw and did as accurately as possible. At the same time,
| acknowledge that my world view necessarily affects everythingtéwhink and know

echoing posttructuralist thinking that my own writing ‘is not a transparent medium ... but a

construction’ (Hammersley and Atkinson 1995, p.14).
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3.3Researcher identity and knowledge construction

In the previous chapter, | introduced postmodern perspectives as one means of assisting
understandings of increasing and ever complex diversity. This next section builds on how my
desire to question some of the accepted understandings stiitent experiences of HE has
influenced the flavour of this research proje&tiopting a reflexive approachmake my

views as explicit as possible as | discuss my rebgmsitioning,my teacheiresearcher role

and, rather more tentativelhe influence of my identitpn my relationship with

participants.

Kloos (1988 outlines three different epistemological positions for field workers. ifétad
where the field worker or researcher is seen as neutral and knowledge is located solely in the
Other where the presence and influence of the researcher is rarely acknowledged. To the
other extreme is a position where the fieldworker's perspectives are seen as unique and
knowledge is anchored withthat individualonly (Kloos 1988 which is a view | reject
despite my acknowledgment that emic or insider accounts were a valued resource. For
example, during interview, Amina talked of the reasons for the move to Britain:

Her father was a nationalist and had a dutyrtivide for the poor but was

kidnapped and was away from the family for about ten days which triggered the

move to Kenya [from Somalia]. Her mother couldn’t take any more.
(Amina, narrativessummary, 19/03/2010).

A mid-position, in epistemological termis what Kloos refers to akalectical. Here the

field worker, in my case teachegsearcher, is an actor within the setting alongside the
participants and the presence of the field worker during the research process and knowledge
creation is acknowledygl. This dialectical approach, influenced by constructionist thinking
suggests that knowledge is bounded and situated within the research setting and sits in
contrast to both the positivist position and an entirely emic perspective whensither

account is reified naively. At the same time | wish to acknowledge the limits of a wholly
constructionist view of the social world as wider contextual issues can be overlooled. Thi
resonates with my experience as my teackégearcher role in the field hasbefar from

neutral. However, dlsowish to emphasise the global and contextual issues which

influenced the development of the thesis quite significantly.

An explicit acknowledgement that | am situated in the social world is important.ogingr

and Mays de Pérez (2000) ask us to consciously adopt a situated identity as a researcher in
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order to engage dialectically within the setting. For Angrosino and Mays de Pérez (2000)
‘Dialogueneed not be taken literally to mean a conversation between twaspartieactice,

it often consists of multipleeven contradictory voices’ (p.697). So, rather than accepting
the positivist position that research biases render field research of this latid,ihmake
explicit the nature of my influences of the researcher and culture being described (Denzin
and Lincoln 2000) through fieldnotes and observation notas thiérefore useful to take up
Denzin and Lincoln’s (2000) point that observation, rather than being seen as one discrete
standalone method, should hiewed as one way in which the researcher interacts with the
group being observed. Thisutually constitutive relationship with participants in the setting
helps to influence and, at the same time, is influenced by participants and reseaoclgér thr
observations and reflections. From this perspective, identities are sociallycsénalte
therefore * ...it would be naive to rely on participants’ perspectives as data without
recognising that that they too are sociapstructed’ (Ivani¢ and Weldon 1999, p.182) and
constructing It is for this reason that | engay@ith participants through various data
collection methods and | acknowledge ttiely too engaged with meat times presging
contradictory interpretatiors events.| also acknowledgthatoutsiders influence insiders
and vice versa (Miles et al., 2013), but more than that | atiwpinyrelationship with
participants affectethy interpretatiorof the events and issues, the research findarys,

ultimately my own knowledgelaims with regard to this thesis.

3.4 Acknowledging my researcher bias

The section above helpsitlustratemy position that there iso clear single representation of
reality but instead a particular construction of reality based on my biasestisitlge@and

so forth. For instance, as an insider researcher | had more familiarity with thgtafrHE

as well as the bounded setting as | conceived it, which is unlikely to have been sirhidar to t

ways in which participants experienced the setting.

3.4.1 The roleof reflexivity

In its broadest terms, reflexivity is the awareness and acknowledgement of the rele of th
researcher in the construction of knowledge in the sense that a researcher helps t@&create th
phenomena on which they report (Berg 2004; Burr 1886ause they are part of the social
world. The term reflexivity is not always used in the same way by all authors, a practice
which fits the view of the social world | have described so far as being contested. | see
reflexivity as being made up of the internal conversations that people have in order to

explain, justify and interrogate themselves and others in the social world tizdjtjras
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described by Patel Stevens (2011). Reflexivity is further ‘ ... defined as an adt of sel
reference where examiia on action bends back on itself’ (Patel Stevens, 2011, p.184) and
can be said to relate to the construction of knowledge, but also more practically to what

gualitative researcheod®.

Gibbs (2007) suggests that qualitative research benefits from and needsfiisalffocus’
(p.92), which | argue is what a reflexive approach to data collection and analysis Has to of
This view of reflexivity is important as it suggests reflexivity is both a thieatettance to

be acknowledged but also oneb practised. It is also a feature of postmodern approaches
to research and relates to recent discussions about acknowledging biases and how they
inevitably influenced the research strategy because ‘Everything isnediesm and

ideological’ (Canagarajp2002, p.18). It is therefore important to be as explicit as possible
about the position one holds on social, political and educational matters which ishatat
attempted. In more practical terms for this thesis ‘acknowledgement’ means tloé expli
naming of my perspectives and collaborative stance with participants. A similaaelppro
was adopted by Thesen (2006) who suggests that ethnography helps a researcher not only to
theorise their rolehut alsoto be open about their research purposes.

3.4.2 Acknowledging ethnocentrism-a form of researcher bias

‘Ethnocentrism is defined as the belief and feeling that one’s culture is best’ (fjc€nal.

1995, p.10) and in order to manage ethnocentrism, it is important that all qualitative
researchers become consciously aware of assumptions and biases during the ethnographic
process. Although | cannot control my biases, | have become more aware of them as well as
their potential consequences for participants and research outcomes through a reflexive
appoach to research. Through careful use of fieldnotes and reflections, | attempted to
remain aware as much as possible of my own assumptions and biases. In doing so, |
acknowledged my ‘naive realism’, which is ‘the unconscious belief that the way we
culturally see the world is actually the way it is’ (McCurdy et al. 1995, p.9). Thig {goin
significant because members of other cultural groups, as well as members of thod |

locate myselfmayperceivethe same behaviours differgnand apply diferent meanings to
them. Hence, there is an appropriacy to developing insider perspectives witbesdarily

viewing insiders as having complete ‘insider authority’ (Lewis and Ketter, 20136).
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3.4.3 The role of emic and etic perspectives in ackmbedging research biases

There is no consensoserhow to write about or represent the Other. Just as | attempted to
valorise my participants’ voices | also attempted to bring in my own which may baseen
contradictory. Nevertheless, insider or ‘Emgrspectives are central to understanding what
is relevant to participants and thus core to understanding what is significanh&mery

large and empirically unwieldy notion of “context™(Lillis 2008, p.360). Thabisay, one
useful means of detmining what is and what is not relevant. Participant or insider
perspectives and understandings of a cultural group (Lillis 2013) can inform etic deoutsi
perspectives a researcher may hold and vice véisthe same time, it has to be recognised
tha qualitative researchers’ etic categories and understandings which develop may differ
from those of participants (Coupland and Jaworski, 2009) and it is perhaps inevitable that
there are tensions between these two perspectives.

Nevertheless, | maintain there is value in what the insider, or emic perspeativaring to
an ethnographic study particularly in relation to how data is created, categortsed
analysed, a view supported Byice Heath and Street:

Theemicor locally held perspective of andividual, group, or institution, such as a

school, can bring into its knowledge system that which has been established from an
etic or comparative analysis [italics originaBrice Heath and Street 2008, p.44).

It is for this reason that | think it is portant to, first of all, unearth perspectives which may
differ from my own. It is also necessary to acknowledge my own biases in ordetdo try
better understand life experiences and literacy challgmgessely becaustney are different

from my own $ruggles and challenges.

| began the process of revealing some of my own biographical influences on the start and
direction of the project in the introductory chapter. | continued to apply theqaracti
researcher reflexivity to reveal more of how prgpfessionaldentity as teachetesearcher
influenced the process and outcomes of the thesis. For instaao@ot avoid the influence

of my Londonbased academic background as an undergraduate and later, as a ledthrer. W
reference to the research aims, | was interested in what occurs at the interface between the
dominant academic culture of Northcentral and a small, relatively powerlesp, @ro

students. Therefore, | acknowledge that what | write here has been produced in a particular
context. In Hall's (1990) words, writing about cultural identity and diaspora: ‘we atiewri

and speak from a particular place and time, from a history and a culture which is specific.
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What we say is always “in contexgipsitioneditalics in original]’ (Hall 199D, p.222).1t
follows that biases or alternative ways of looking at or interpreting the werldoar
problematic as long as they are based on evidence and justifiedifslies arise whehey
remain unacknowledged and therefore as much as possihliel $ie foregrounded,
following Holliday (2007).

3.5My approach to ethnography
As a result of shifts in thinking about the complexity of people who live in the modetd w
introduced in the previous chapter, there have been a number of changes whilgld haan

enhanced understanding of

... What counts as ethnography and ethnographic research, who conducts such
research, where and how the research agenda is being pursued and how such
research contributes to evolving knowledge based in educationeanddial
sciencegBloome and Greene 1997, p.181).

Nevertheless, it is still useful to remember that, in the past, ethnographiadsethie
criticised for descriptions which justified and ignored the potentially coloneffiegts of

research (Gordon,dlland and Lahelma, 2001; Greene and Bloome 1997; LeCompte 2002).

These changes lead to a range of methods referredtbramyraphidor which there is no
single, commonly agreed definition. Greene and Bloome’s (1997) influential paper points
out thatit is used to refer to, on the one hand, an academic subject, a set of research methods
but also, at the other end of the cline, to a written product or cultural artetaetsense of

‘an ethnograph’. A number of key writers on ethnography have ietexpthe term

relatively broadly with reference to a range of qualitative methods, the most ehat&cdf
which is some form of participant observation of routine and lives (fangbe, Hammersley
and Atkinson, 1995) which | adopted after an examination of Harris and Thorp’s (1999)
ethnographic approach to qualitative study in HE. Observation involves enteringla soci
group in order to examine practices and often involves writing about the cultures ef other
(Greene and Bloome 1997, p.181) as wethasexperiences of others. The advantage of an
ethnographic approach is itontextsensitive emergent quality’ (Atkinson 1999, p.646)
adopted by those who wish to see the world from a point of view different from their own
(McCurdy et al., 2005). Faliving Bloome and Greene (1997, p.181), | see ethnography as
methodological enquiry as well as a cluster of empirical tools (Lillis 2013)dirgy the

observation of groups.
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Indeed, much ethnographic research is concerned with the increasingly coniptexoha
modern Britain (Harris 2006; Preece 2006; Rampton 1995) and therefore also relevant to the
Northcentral context. Here the view that a researcher’s gender, class and ethnicity is
important because urban, multilingual cultures are more fluid, complex and Veechany

of the'traditional cultures studied in early ethnographic accounts, also reflects ‘the
postmodernist turn’ (Angrosino and Mayes de Pérez 2000, p. 674). See for example, Stree
(2001) publication of ethnographic fieldwork on crasiltural literacy. The use of

ethnographic methods can be further justified as: ‘Since the late 1980s and 1990s
ethnography has had to find its populations within the Aayered, multiethnic, highly

diverse and often contentious groups...” (LeCompte 2002, p.287) within society. The
approach | adopted assists social and cultural understandings of literacy arniésdartiE

as one aspect of contemporary life in an urban, superdiverse centre like Lormhorgebit

offers the potential for richer alteatives to and interpretations of the deficit approach to

nontraditional students’ abilities and potential outlined in chapter two.

As well as having relevance for the HE context in Britain, ethnography has been used to
studyliteraciesin both academic and nacademic settings in many parts of the world

(Barton and Hamilton 1998; Barton et al. 2000; Blommaert, Muyllaert, HuysmariSyeers,
2005;Brice Heath 1983; Lillis 2001; Street 199Bhesen and van Pletzen, 20®hich is

why work undertaking accial practices approaches to literacy has informed my thinking as
well as research relating to the student experience in HE. Hall (2002) suggests that a general
methodological approach to the investigation of institutional settiag be ethnographic,
characterised in many ways Byice Heath’s (1983) classic study of community literacy
practices in the home and in school. Also, as discussed in chapter two, through a raview of
small selection of research papers (Lillis 2001; Harris and Thorpe 1999) sinc®fise 19
ethnography has been a legitimate means of researching student literacy practicesin HE

a method, it has been viewed as a tool with which to develop more critical and walitext
sensitive perspectives on the experieraredthe scope ofvhat is involved in the negotiation

of academic literacies

At this point | need to acknowledge, for a second time, Harris and Thorpe’s (1999) early
ethnographic study carried out in London which influenced my thinking and interest
surrounding methodoby quite significantly. The study was carried out with ‘non
traditional’ rather than ‘international’ students and looked at ‘the effectsuafife on
different cultural expectations’ (Harris and Thorp 1999, p.5). Harris and THA§89)
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approach involved ‘both participant observation and ethnographic interviews’ (p.5) Whic
chose to follow by assuming a role of teaetesyearcher which | expand on in section 3.4.1.
There were of course differences as, for instance, | was unable to embed myslad int
programmecoursedully due to teaching and family commitments and because of the
constraints of, but also desire for, ethical researching discussed later on in this chapter

However, | was able to interview and observe participants in one of their core courses.

In many ways, | followed the traditions characterised by Green and Bloome (1997) and
LeCompte (2002) of researchiimgeducation which is often carried out by teachers, lecturers
and universitybased researchers. According to Lillis (2008), research concerned with both
context and practice is often borne out of a concern for pedagogic practice, a \delatadi

in previous chapters. During the project, as the ethnographic experiences unfolded, |
focussed on the participantskaswledgemakersmore than the writing they producadd

in doing so moving away frommore textoriented approaches (see for example: Harris and
Thorpe 1999, Ivaid 1998 2006; Lillis 2001; 2013; Thesen and van Pletzen, 2006). | made
this distinction in chaptsrone and twdueto, in part,the‘untimely’ writing practices of
participantswvhich took placextremelyclose to submission deadlin@esy perceptions of
resistancen othersto sharing drafts for research purpgssasdin some caseso academic
writing at all. That said, do not see this as problematic as | wanted to remain as responsive

to the challenges and practices reported and observed.

3.5.1 Ethnography as method and methodology

Ethnography has been described as ‘... a form of qualitative research which comi@ras sev
methods, including interviewing and observation’ (Fielding 1993, p.154). This is Wit Li
(2001) refers to as ethnographynasthodologyvhich involves sustained engagement with
participants over a period of time, using a broad range of data for collection andsaaradys

a commitment to seeking out what is relevant to participants (Lillis 2008).

Ethnography as method anatimodology haveen adopted by those undertaking a social
practices approach to researching literacy in educational confeettsoriented approaches

to academic literacies, as discussed in chapterdav@gdopt ethnography as method which

is where the influence of the context of research on aims and methods remains relatively
hidden. However, the second methodological approach, according to Lillis (2008)rés whe

researchers make use of multiple data sources characterised by sustained time in the field
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argued earlier that it is appropriate to take a broad, contextual view of acaderniy liter
which incorporates not only reading and writing at university but theegadttached to such
practices.As a result, | found this distinction particularlyefisl given the complexity of

HEIs and the diverse cultural context of Northcentral in particular.

To recap, the approach to ethnography in an educational setting | developed was not
concerned with the explicit form, function and genres of text as afuaitalysis. Instead |
chose to work with a small group of students in order to explore what was involved beyond
‘talk around text’ (Lillis 2008, p.355)To achieve this, | developed an approach to
ethnography as methodology (Lillis 2008) as | explored accounts of both researchsr and t
researched (Cameron et al., 2002he next sectioexplains how the data collection

methods support my claims of ethnography as sustained research fmtithtg study In

order to achieve this, | show how varyinggectives on participants’ experiences of
undergraduate study enablethare lucidunderstanding of ways in which participants
reshaped themselves through some of the literaleged practices they engage in during

university study.

3.6Introducing the data collection strategy

| adopted a mixed methods approach which contributed positively to the thesis and following
Hammersley and Atkison’s (1995) influential work. éveral ethnographic methods were
adopted, rather than relying solely on observation or on ethnographic interviege The
methods not only have a degree of overlap with previous language and literacy research
adopting ethnographic approaches in university settings (for example, Canagarajah 1993
1997; Harris and Thorp 1999; Hermerschmidt 1999; Preece 2006; Thesen and van Pletzen
2006), but were selected becaaseh interventions were likely to be perceived as part of the
day-to-day experiences of student life at university by participants and those around them
My position is that the reflexive, argissentialist ethnographic approach | outlined has clear
application to academic literacies methodology as including an understahgiagtice,

which has helped me to conceptualise how identity and identification are linked with

discourse.

Class observations and individual interviews emerged as the more significardafphet
gualitative research strategy, although the project remained firmly commaitéechult

methods approach associatedhvathnographic methodologyhe remainder of this section
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addresses the methods for data collection displayed in Figure 3.1 below and how each
method contributed towards the overall strategy. Indeed, the deliberateovistlap across
theoval shapegllustrates my attempts to depict the concurrent, organic and soesetim

messy nature of the process.

& o '_3.6.1 The class observations

% 6 6 el dimumsion

. — —— o ——
ad ——

— F—}/'F;.ﬁ Introducing the ‘-_ 3.6.2 My observational tole

3.6.5 Formal and informal "\ data collection strategy -
“._ institutional documentation e~ e ST
e e ———_/ 3.6.3 Fieldnotes and ,
"~ 3.6.4 The interview strategy h class observation notes . .

Figure 3.1: Ethnographic data collection methods

3.6.1 The class bservations:what | did
Observation is a significant part of the ethnographic btiefvasadopted as a key part of
thisresearch strategpllowing a number okey related academic literacy studies (for
example, Canagarajah 2002; Harris and Thorp 1999; Hermerschmidt 1999; Preece 2006;
Thesen 2006). This section deals with the centrafigbservation to ethnographic method
and reflects the significance of lectures to the student experience of academic literacies
(Thesen, 2006). Observation is significant for understanding practice in the sense of
examining:

... micro-macro relationshipsiside and outside classrooms; how ways of knowing,

being and doing are constructed in classrooms; and how academic and social
identities are socially constructed ... (Rex and G&&t0, p.576).

Observation can be useful for exploring the cultural idiestinf those we are studying by
helping the researcher to form a ‘thick description’ (Geertz 1993, p.7) by ‘Gung social
situation and looking ...” (Angrosino and Mays de Pérez 2000, p.88dged, direct
participation of this kind is the basis dhaographic method, involves prolonged observation
of a group or culture, ‘looking as well as listening’ (Creswell 1998; Lillis 2@8erman

1993; Tedlock 2003) and netaking.

After discussions with my supervisor, | decided on a research stratégly im¥olved two
groups for comparison as a beginning stage of the data collection process. Classes for

observation were selected after advice and guidance froootinsdeader for the year three
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appliedsocial science dissertation course (pseudonym) | worked with. The lecturer had been
supportive of the project and suggested his own year three class for obsedati@so
suggested contacting one of the first year applied social science lecturers. | latendearn

the two lecturers occupied adgant offices in the City Hall Building (see Figure 3.4). One of
the strengths of this approach was that both the first year and thirdoygaesobserved
addressed issues of social exclusion and social policy. We have already seen from the
literature inchapter two that HE policy and issues of engagement, resistance and alienation
emerge as significant for the experiences of some wegeesented groups in UK HE. For

this study, first year and third yeaoursedrom the same programme were selectatithe
rationale for this was that it would be likely that one would emerge as the mitid fyroup

to work with in terms of participant profile and willingnessparticipateWhat actually

happened was more complex than planned and unpredictable as | became immersed in the

cultures of the classrooms through weekly observation of lectures and seminars.

| wanted to understand more about the students enrolled coutsesand therefore felt that
interviews away from these cultural encounters and knowledge making activityusétsct
and seminars alone would not be sufficient to address the research questions in any
meaningful way. Through attending lectures and seminars amongst partidipaagsn a
better position to develop an insider perspective (Hamersley and Atkinson 1998sRobe
1994) which in turn helped me to assess inferences made from observations (B88gess
Hamersley and Atkinson 1995). | fall short of being able to claim that | wasblesto ‘...
interpret the world in the sameaw as they do,” (Hammersley and Atkinson 1995, p.8) given
my teacheiresearcher role, status and inherent power differentials. | think this would be a
naive claim on my part. Yet, after many hours of observation, writing and isflelcivas

able to inerpret behaviours with greater confidence than if | had not interacted with
participants in a natural setting. This was especially important as observation helped me t
investigate participants’ identities, their relationship with Northcentral as wiathas
participants not only approached writing and other texts produced but also participated in

university life.

Non-participant observation, or nanterventionist observation, has at times been
overshadowedly researchers in favour of participant observation which has been more
widely recognised as a method within social research, suggest Adler and Adler (1994).
However, participant observation where a group of learners becomes the subject of the

ethnographic study was not considered an option by Nemtred's Ethics Committee as it
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was felt students would not have had the choice to opt out. This is why | adopted the role |
did in order to understand and know the culture of the group under study (Hammersley and
Atkinson 1995). A second more practipalpose of the observation was to make contact
with students to interview (Harris and Thorp 1999) who later be&ayparticipants.
Furthermore, observation contributed towards my understanding of why participants
responded in the way they did duringeintiew as well as provided an enhanced

understanding of their experiences of being at university.

3.6.2My observational role
Focussing on the nature of observation theoretically, there are four ways inregeenchers
can occupy the field (Gold 1957; Hammersley and Atkinson 1995):
These [researcher roles] range from the complete participant at one extreme to the
complete observer at the other. Between these, but nearer the former, is the

participantasobserver; nearer the latisrthe observeasparticipant(Gold 1958,
p.217).

Although officially | was a ‘completebserver | reject the existence of this role as | do not

see the researcher role as neutral, nor could | ever have been an abdga®t was a

member of staff with a professional history, and previous contact with lecturer Bl @s wel
some of the year three participants. Indeed, at times, | was more than a complete ‘observer
as participant’ due to lengthy and sustained class observations as well as the cyclical nature
of the qualiative interviews conducted. My role as ‘participasbbserver’, or participant
observer, during lecturers and seminars more accurately reflects how my role deveéped o
time and there is some evidence to indicate that my role as participant obkeredr a
behaviour, events and interaction. For example, during one observation the lectuter aske
me a question directly in front of the cla$3o you know Jack London?Class observation

five, year one 09/12/2008) with reference to the author. So, although | found it dguertgpr
modify my role according to the nature of interaction during observation within the group
and individuals, in practice this was often dictated by participants, reflebgrjdlectical

nature of research (Kloos, 1988ndeed, Hammerey and Atkinson claim ‘Everyone is a

participant observer’ (1995, p.125).

As a novice researcher observing groups for the first time, | drew on Spradley’sgI880,
checklist as a resource to help to make sense of the immediate comtes¢fation and

took notes accordingly. For instance, in my case the physical ‘space’ was the classroom plus
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other research sites; the ‘actors’ or the people involved were the lecturers and students.
‘Practiceswere categorised as a set of related, neudictivities that participants carried out.
The ‘objects’ were ‘the physical things present that seem to be significant, such ps, lapto
chairs and clothing. Some of the single acts or actions that people did emergedieartig
such as greeting eaother and leaving the room unannounced (FieldnoP¢$22008).

‘Time’ and ‘goals’ were significant in as much as they related to the activities people were
trying to accomplish such as organising and delivering presentations and producimg writte
assigiments. ‘Feelings’, or ‘the emotions felt and expressepigdley 198(.78), such as
embarrassment, anger and discomfort were also observed and described. An exduisple of t
is when | wrote ‘I squirm{Class observation eight, year one) in response to an exchange
which caused embarrassment and discomfort. In summary, in the early stagesvatiobser

| adapted Spradley’s (1980) checklist for ethnographic observation.

3.6.3Fieldnotesand class observation notes

The systematic construction of fieldnotes remains a major method in quatiatiaé

research and for this reasthrey are also a significant part of the core data collection
strategy. Fieldnotes are ‘the traditional means in ethnography for recordingatiose

data’ (Hammersley andtkinson 1995, p.175) and can be used to record observations after
interviews as well as to make a permanent record of participant observation after ar event
social action. Fielding (1993) suggests that writing full fieldnotes enablesdlesesato

maintain a systematic perspective. Nevertheless, | maintain that the productitectie

and ‘full’ fieldnotes is necessarily a selective and interpretive process as not everceatteran

action or interaction in a lecture, seminar or social gatherinpeatserved or transcribed.

That said, | created two types of fieldnotes which aimed to document observationg as full
possible which allowed for the emergence of salient events, action or comments from
participants as well as reported interactions with other significant actors with whom they
interacted. The first type alelass observation note¢see Appendix Two for samples) and

the second type | refer to di®ldnotes’ Although both types were created systematically as
part of the research strategy, there were differences. For class observation notes, | recorded
the proceedings of lectures and seminars as well as focussed on the behaviour and
interactions of individual speakers. | took verbatim notes of speech where posdible an
especially win | felt it was significant. | also added contextual information and descriptions
of nonverbal or extrdinguistic behaviour, supporting conceptualisations of literacy

practices involving the nelinguistic as well ashelinguistic. Following Hammersly and
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Atkinson (1995), verbatim speech was indicated by quotation marks while other
observational comments were placed in square brackets. Themes emerging from my own
experiences and thinking were written down during observation. This format allowsed spa

for the documentation of ‘observable’ data on the left hand side of the page and for a more
reflexive account of my experiences and observation in the classroom on the right hand side
of the pagewhich also contributed to my woigrocessed fieldnotes. This practice ensured a

clear separation of observation frony additional commentary.

Figure 3.2: Image of class observation fieldnotes

Handwritten notes made during observations, as can be seen from Figure 3.2 above, were
word-processed as soon @sssible after each clas3he purpose of this lengthy process was

to identify and develop themes emerging which would feed into subsequent observations and
interviews and also inform data analysis referred to as analysis in action (Hseyraed
Atkinson,1995). An example of this was when | interviewed Mary who reported that
financially moving house was hard and at one stage she and her daughter lived in a single
room for several weeks (Mary, narrative summary 09/12/2008). This helpedmadé

sense of class behaviour more sensitively. Similarly, Vera’s reference to her owagkangu

use as ‘local English or pidgin’ and being ‘unable to complete her education ifaLibe

because of the war (Vera, narrative summary 09/12/2008) was valuable when assessing

classroom discourse and comments about life before Britain.

In order to achieve the richness and quality of notes required, a certain amounttakimgte

in the field needed to occur unobtrusively. For instance, | tended to write when the students
did and listened when they did during class observation. This behaviour was less
problematic in first year lectures where my role moved along a cline towards, atdiless,
prominent role of noparticipant observer (Gold 1958; HornsBynith 1993), as | as not

visible to all students in the lecture room at all times. On the other hand, wieeaetion

84



was more intimate and less formal, the documentation of research activity hlae phetice

once interaction had ended and was therefore more relianémory.

| called the second type of notésldnotes Whilst in the field, later on in same the day,
following Swann’s (1994, p.32) advice, or during the days that followed, | added wfext | re
to asfieldnote entriego a research diary as and when tbegurred to me which | also word
processed at a later stage. These entriespredeicedsystematically although they were
less predictable in frequency, content or length as each entry reflected myeatleatsons
and significant thoughts as and whikay occurred. However, unlike the class observation
notes, | chose not to append or scan them due to the personal nature of reflections and
sensitive information written about individuals and the institution. thelito anomymise
them sufficientlywould render them unreadabilestead adopting a ‘for your eyes only’
approach following Gibbs (2007, p.29). In Hammersley and Atkinson’s words, they are
‘highly personal and private documents’ (1995, p.176).

This practice of documenting the field wadgfiel as there was some interaction with
participants which did not fit comfortably into the category of either classvais®T or
interview. This was in contrast to Hammersley and Atkinson (1995) who classify soh for
of interaction as interviews: ‘ spontaneous informal conversation in places that are being
used for other purposes...’ (p.)3%cknowledge instead that this is a grey area and the
division is not always obvious. In summary, for the purposes of this study, observati
notes and researdhiary fieldnote entries, were a useful link between observation and other
forms of data collection and recording within the setting. | have also begun to demonstrat
how my researcher role was dynamic and changed as | moved across the various s#es of da
collection (Table 3.Rin the field and as my role shifted from a Amarticipant to a more
participatory role. Fieldnotes and observation notes were an essential dimetisen to

collection of rich data through which meanings and interconnected tieanszged.
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3.6.4 The interview strategy
One aim of ethnography as methodology outlined earlier is to support an understanding of
the insider perspectivélammersleyand Atkinson 1995; Roberts 1994) of the group
identified in the research setting. Roberts (1994) suggests that:

The insider perspective is achieved through extended informal interviews or

ethnographic conversations in which informants are encouraged to describe and
account for the cultural practices of their day to day lives (Roberts 199}, p

What | have conceptualised as interview constitutes a conygegroductivepart of the

data collection strategy which is one reason why | had chosen to write about indiadiual a
group interview separately. | start by providing an overview of the general appooac
interviewing | adopted. | then detail how | conducted interviews drawing on a daseiii

of the various types of interview which developed whilst in the field. This is followech b

explanation of the participant validation pess.

Interviews help to bridge the gap between more traditional ethnographic approaches and
methals of research common to applied linguistics (Ivani¢ and Weldon 1999). They were

built into the data collection strategy in order to assist me in gathering ‘rictilededata
directly from participants’ (Sherman Heyl 2001, p.369) about their pastst their
perceptions of academic culture they find themselvesrid also to explore writing and
reading practices from their perspectives over time. ‘Interviews in ethnograpbarch can
range from spontaneous, informal conversations’ (Hammersleptiimson 1995, p.139) in
settings used primarily for other purposes where the researcher’s role of intervidwer an
participant observer is blurred, to more formalareanged private meetings. However, as
explained in the previous section, | did not treat spontaneous, informal conversations as
interview as they were not digitally recorded. Also, | did not prepare questigmempts for

exploration with participants, which occurred routinely before interviews took place.

Interviews contribute to an4idepth understanding of participants’ communicative practices
and also contributed to insights into group behaviour. Overall, they serve asrfupowe
narrative form for examining the intersection between the individual and the group
(Hammersley and Atkinsg 1995). The interviewtrategy was made up of elements which
were structured and elements which were more akin to unstructured social intenattidn b

researcher and participants following Hammersley and Atkinson (1995):
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Ethnographers do not usuatlecide beforehand the exact questions they want to
ask, and do not ask each interviewee exactly the same questions, though they will
usually enter the interview with a list of issues to be covered (Hammersley and
Atkinson, 1995, p.152).

In my case somef the interviews became ‘long conversations’ (Lillis 2008, p.362) with a
number of participant interviews lasting-68 minutes. They were also a useful way of

gaining a sense of who was being observed in seminars and lectures and who the group of
participants were. They are an important part of the suite of multgtéeghthering methods

and complenent participant observation. As Hammersley and Atkinson indicate: ‘What
people say in interviews can lead us to see things differently in observation’ (185, p.

The reverse is true in that what is said may confirm deductions made on the basis of
observation. They were also organised to generate further lines of enquiry to be explored in

subsequent interviews.

Harris and Thorp (1999) used an ogmxed questioning technique for their ethnographic
approach to interviewing university students which | adopted as a start point for qugstioni
here. | also endeavoured to display interest without appearing intrusive or judgmental, which
is important when the aim of the research is to explore a group of students in order to gain
insider perspectives. Once again, | do not claim to be neutral in my responses and
interactions with participants. Block (2000) cautions against always takingiéwees
reportsatface value as they contain elements of-pedisentation, representation and co
construction of meaning. The same is true of comments and questioning from e¥search
What this meant in practice was that, when, and if appropriate, indirect ane ragbeoh
guestioning was used to encourage more reticent participants to reveal a range & asgativ
well as positive attitudes, beliefs or experiences, for exantder do you think other

students feel about that™ doing so, they serve as a powerful narrative form for examining

the intersection between the individual and the group (Hammersley and Atkinson, 1995).

The interviews | conducted can be characterised as less structured rather than unsasictured
there was a purpose in mind to the convewsatwhich developed. The interview gtiens

and prompts that follohow how interviews were guidedily position is close to

Hammergy and Atkinson (1995) who claim that interviews are never simply conversations,
because the ethnographer has a rekegenda and must maintain a certain amount of

control over them.
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I now describe the different types of interviews conducted which were informeshapdd
by me as teacheesearcher and by participants. Data collection was purposefully open

ended ana@onsequently took a variety of forms which | have summarised in the table below.

Table 3.1: Features of the different types of interview

Type one Type two Type three Type four
Biographical Follow-up interview | Writing practice Talk around text
interview interview interview
early exploration | for participant with prepared text selected by
validation purposes | prompts for further | participants, recorded
exploration as appropriate only

However, one feature of the intervietasbe acknowledgedvhich eflectedthe thesis focus
as a whole, is that thmajority of theinterviewsas they evolved could be categorised as

writer or participanrientedand therefore fitypesone to threenorereadly.

3.6.41 Biographical interviews(type one)

Firstly, whatl call biographical interviews were organised to gain an insight into the
individuals that make up the cultural group, and secondly, to generate further larepiof
to be picked up in subsequent group and individual interviews. A further aim efiiitésd
interviews was to ‘...capture the historical trajectories of speakers’ (Mufwene 2641, p.
Individual interviews were conductéad my office (site 2, Table 3)2nd participants were
asked to sign a second consent form (Appendix three) gimengermission to record them

digitally and to use the data captured for research purposes.

The interview questions below were used to direct the initial biographical intervidey ati
the same time, allowing participants a sense of agency duripgabess. Giddens (1991)
relates ‘self identity’ to an individual biography which he sees as continualyrating
events in the world and therefore tying in with a dialogic nature of defining and riegptia
who we are and how we are represented. The first six questions were used to facilitate
exploration of the identities and biographies of the participants. Questions eighive t
were adapted from Thorp and Harris (1999, p.6) in order to explore the experiences of

participants during their time Blorthcentral as well as beyond Northcentral.
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Biographical interview guide (type one)

1.1'd like to start by firding out a little bit about you. W youare and where you’ve come
from?

2.Why Northcentral University?

3. Why applied social science (other major)?

4. Why social inclusion/social policy?

5. How do you feel about some of the subjects and topics under discussion?

6. How is Northcentral for you?

7. What assignment are you working on at the moment? How's that going?

8. What has stood out fgiou during the last week or so?

9. What sort of day have you had so far?

10.When you talk to your friends about the course, what do you say?

11.And your family? What do you tell them about the course?

12.When you look back over the weeks [year] siSeptember, what stands out for you?
13.How'’s the course going? Is there anything else you'd like to say?

It must be stressed at this point that these questions were used in a responsive manner with
each participant and as a result, questions weoeadispted, paced differently or skipped
according to the responses from participants. For example, questions eigmeavwe nai
sometimes prioritised to make them feel at ease before addressing issues of text production

alternatively challenges andmgrtunities.

3.6.4.2Constructing the narrative summariesand validating the procesqtype two)
Subsequent follovup interviews (type two) were also used as a means of gaining participant
validation for thenarrativesummaries and as a way of exploring meanings, experiences and
changes relating to the course, texts and writing practices over the months of datamrollecti
Participants’ summaries comprised a valuable and valued part of the strategy. éAfter th
recorded type one interviews took place, | transcribed, retold and reconstructed the
participants’ stories to provide a biographical account (see Appendix four) ofhelyat t

chose to reveal and how they chose to respond to open questioning of any given topic. This
section focusesn the constructionf narrativesummaries which use ‘...a participant’'s own
words from interview transcripts to describe experience over an extended period' of tim
(Miles et al., 2013, p.185).

The process became a part of the data collection strategy | particularly aathadmany
ways characterised my sustained time in the field. Here are a few words on the process |
adopted. | digitally recorded the first interview (type one), wrote an accodrthan invited
participants back for a followip interview (type two). Following Guerra (2009, p.1652),

when writing and reconstructing narratives, | edited for grammar where necessaigrito
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prioritise content over form. At times, it was also necessary to reorganise ideas that were
repetitious and which | felt may hairapeded interpretation and knowledge making or
indeed could have made participants feel uncomfortable in any way. | also tended to
highlight sections of the recording | had been unable to interpret due to poor recording
quality. At the start of the sed interview, | explained the purpose of the validation
process, and then invited participants to read the transcript | had created based on the
recording of the previous interview. | told participants to take their time and thydiddeas
much time as they needed to read what | had written. | then asked for clarificatiordsf wor
and phrases | had highlighted or underlined because: they were unfamiliar; | did not
understand their significance; or the recording itself was unclear due to backgoiseehd

so on. As an example, | interviewed Kate on 20/03/2010 and after producing a written
account, we met for a second time on 27/04/2010. | undethesbjectof the statement
people for further discussion:

. most of the time she does not have time to mvéhtpeople...
(Kate, 20/03/2010)

During our second meeting, Kate explained that she meant she did not always have time to
meet lecturers, her fellow students and expanded further adding that shigppatecby

lecturers, two students, her Mwand her partner.

In some instances, | prepared a set of prompts (See Figurel8v3, or guides (King,

2004), sometimes harnwritten on a ‘Post it’ note, for further exploration and also asked
participants how they felt readirdterthe narrative acunt. As Itranscribed used second
person pronouns in order to distance myself from the texts so that what | wroiteegtma
their words as far as possible, following Gibbs (2007). The prompts were used for
meaningful exploration of identity construatiand themes emerging from the experiences
and understandings of the requirements of the community of practice into which they had

entered.

Here is an example of notes created as prompts for a faliogession:

Notes for interview/tutorial (2)

- struggling with course work since last month (Nov)
- decided to be open rather than get upseorried

- nervous at start of course

- support from study group

- T Blair analysis of speech in progress?

- citizenship feedback

- pidgin, S.E., Norwegian

- When couse over? Where?
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Notes interview tutorial (3)
(1) changes from area studies with French to areas studies with app social science (jojnt
honours only)

(2) conclusions finding of assignment

(3) “the more | write, the more things come in my head”
cohesiongoherence and word limit

word limit without losing sense

(4) -feedback-ve;

2 assignments, politics, written in own words

lecturer, books, journals

Why? How? Which represents what you are thinking?

- Which more confortable to you?

(6) Talking about pflitics: “you need to make people know”
At this stage | can't convince them

(7) —and interview ‘I do find myself developing
expand-language, linguistically, socially, intellectually

Figure 3.3: Sample prompt notes

| am not claiming that accounts péirticipants’ experiences are neutral or vdhee,rather

that participants were free to comment verbally or annotate what they felt was sigmdfican
them,includingpoints of inaccuracy. This research activity was also a way of gaining
feedback (Miés et al., 2013) on my own interpretations. More than this, the process fed into
the broader research strategy and as explained above the first interview became the basis for
the second along with my observation notes, fieldnotes and experiencesaridtise

summaries were used for shared reflection with participants as well as my own reflection on
action. These measures provided a genuine reason for a-fgilavterview whatever

specific form it took. While acknowledgirtbe role of power imesearchnterviews | aimed

to provide a space for participants to retell their stories. It was also common with Mary an
Vera in particular for their most recent expeaces to lead on to discussion topics of their
choosingjrrespective of what | envisaged we might talk about. In these cases, the prompts
prepared were discarded because they were less pertinent than the conversations which

developed.

3.6.4.3Writing practice and talk around text interviews (type three andtype four)

Practice is important conceptually as well as a methodologically as a way of unearthing
practices in the sense of repeated, routine everyday experiences, events and actions. It helps
the analytic knowledge making process to make sense of what people do habitually, and is
useful to kelp make sense of participants’ perspectives. The project developed organically in
the field following the relatively open and ethnographic nature of the researctvieinte

type three and four are introduced in the same section because both typebis&el)y

focussed on what participants did with texts and how they felt as writers moréydhant

other types and styles of interviewing | adopted.
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Follow-up interview guide

What's communication like here?

- Reading and writing at university

- Language used (academic discourse, course terminology)

- How do you feel about some of the subjects and topics under discussion?
- What assignment are you working on at the moment? How’s that going?

To recap slightly, according to Maybin (2000), the Néteracy Studies began to
conceptualise literacy in terms of social events and practices which meant thatgrarticul
attention is given to people’s language use around texts, how this is culturaligideteand
the meanings and values attached to itpeTthree interview tended to focus on
conversations, discussions and open questioning surrounding what participants did and were
doing with texts at the time of data collection. In these instances, interviews were eit
much more opeended in ethnographterms which meant that they wererelike informal
conversations or were characterised by talk around text of the participants’ citicettais
respect had overlap with what | refer to as type four interviews in Table 3.1. This often
related to a written assignment they werafting, an academic text they were readamgl
thinking about, but not necessarily a piece of text produced by participemtse interviews

were recorded.

Type four interviews were student led and therefore only recortied Welt this research
activity did not interfere with proceedings. Student writing was saved elextly or a

hard copy stored as and when it emerged as salient for participants. For example,
participants who had already signed a consent forragadged a tutorial (type four

interview) because a deadline was due were not always recorded even though they may have
been happy for me to do so. Instead, student writing of participants’ choice was used as a
tool to talk about writing and other litengrelated practices as a means of focussing
discussions on what emerged as significant for participants. | planned for the operohatur
the interviews to make participants feel at ease so that they would be more likelthto set
agenda engendering rarly insider perspectives on the immediate research setting, but also
on the broader issues of text production and how participants felt about it. For eXx@negble,
remembered that ‘the tutor commented that some of the group were writing likelistsr

..." (Narrative summaryl13/01/2009). Mustapha noted that that the English style of writing
was different to French (Narrative summad®/12/2008)whereas Kate reported she did not
write differently for different subject areas as for her writing was ado@motional

connection to a topid\arrative summary23/02/2010).
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3.64.4The group interviews

Group interviews were treated differently as explained in the next section. tiomdali

individual interviews, a small number of group interviews tolace; see phase thrdgble

3.3 The reason for this was to contribute further to the ethnographic methodology as |
attempted to create multiple, deep perspectives on participants. For exameyéson
observed in classes (5/11/08 and 19/11/08), interviewed individually (19/11/2009; 17/03/10;
23/03/10) and interviewed as a group member (19/11/08) across two academic years.
Second, group interviews also engendered the exploration of the intersection between the
individual and the group; and third, they became part of the mixed methods approach to help
reveal strategies for communication within the group, which may also contribute to a

understanding of the group as it was constituted at that time.

Group interviews were recorded digitally and referedd parallel sessions and research
sessions in correspondence with participants and lecturers in order to distinguigtothe
the seminars and lectures | observed. There were fewer group interviews than theahdivid
sessions as they proved diffictdtorganise. The four group interviews (19/11/2009;
10/02/2009; 24/02/2009 and 19/11/2010) were not transcribed or rewritten as a matter of
course as it was not my intention to seek participant validation for these encaithtargh
they proved to be ach source of data for croseferencing purposes. In limited cases, data
from the group interviews were drawn during individual interviewsFor examplefor
Mona’s biographical history | summarised details revealed during the group interview the
sameway as for individual narrative accounts. This was to provide data for individual
interview discussion while at the same time recognising that there is no such thing as an
objective, neutral transcription. Group interview data have been stored digitdlthere is
reference to them in the fieldnotes:

I make notes from the group interview | had with Mona in Nov 2008 and the

research tutorial in March 2009. This takes rtefours and | run out of time to

type up these notes in narrative form. Instéaitk out themes and formulate

questions to ask her when we meet the following day. | plan to type up at later stage
as | have an intensive week eb4ossible interviews coming up.

(Fieldnotes, 22/03/2010)

| provided participants with some initialiglance through the opemded questioning (see
Tables 3.2 and 3.3). The strength of this approachheashe informal, participaned
nature of the interviews provided an opportunity for me to observe group interaction, whilst

taking a much less vocadle. Like the individual interviews these sessions were an
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opportunity to explore student experiences and how they engatiedary-related

practices.

3.6.4.5 What actually took place
At the project planning stage, | had envisaged exploring a @ngeting produced by
participants, \ith participants. However, | found that in some cases, due to untimely writing,
and in others a reticence to share, a necessary shift occurred away from the texts students
were reading and creating, again reflecting the open ended nature of the research process. As
a result, there were fewer type four interviews than anticipated. This was unprobiemati
the sense that there was never any desire to carry out textual analysis quite separately from
the participant awriter as this type of research activity would have contributed to the
fulfi Iment of the research aims or indeed to the commitment to empowering research
(Cameron et al., 1992). | was more interested in the reported, observed and shared
experiences of the writer in the setting. That said, the lack of drafts presented fssidiscu
during studented tutorial interviews was unexpected as this practice formed a significant
part of my professional role and research aims at the time, where talk ssgu(idllis,
2013) was a daily occurrence. However, what did os@gra discussion of lecturer
expectations, interpretations of assignment guidelines and possible approactktes to te
production, participants could potentially adopt. This practicedistitited in the short
extract which follows:

Vera and VO then talk about how she might approach this new citizenship

assignment on forced marriages.
(Vera, narrativessummary, 27/01/2009)

As a result of my sustained engagement, the conversations whidbp proved useful

for the analysis of literacy practices and provided some evidence of students’ resifiaping
ideas and approaches. At timesnversations more closely typified literacy events, defined
as discrete, observable happenings or behavieohiing texts. According to Brice Heath
(1983) and Street (1984; 1998 petitive activities involving a text can be a useful beginning
point for exploring literacy. To clarify, type three and type four interviews fdnpaet of the
research strategy ias much as they involved me working with and listening to students

talking about their writing.

What took place during these encounters was also more difficult to categorise artwrdin

the different types of interviews summarised in Table I8 \asnot unusual for a discussion
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of a narrative summary (type two), a discussion of significant critical experiences gNomb
2006) affecting participation and engagement (type andadiscussion of writing practices
sometimes with and sometimeghouttexts presenftype three and four) in addition to the
narrative created in the field to occur in the same meeting. This is an example bf what
mean by opemended, participared research and why | claim that data generated are co
constructed by researchamd participant with different worldviews, understandings, agendas
and interpretative positions. The construction ofrtaeativesummaries (Appendix four)

are one example of text-@mnstructed with participants which proved a significant data
source and are consequently referred to in data chapters, hence the detailed account here.

3.6.4.6Summing up the interview process

The direction and nature of this thesis has been influenced by the different typtesvidéw

| have characterised in this section. All interview types were similar in that they were
confidential, ethical, informal and participant led. There was also a greatee @égneerlap

and responsiveness across all the different interview types tharbtheaings suggest
However, there were some differences. The exploratory biographical intervidous; tip
interviews and writing practices interviews were digitally recorded. Interview typenfas

not recorded as interviews which fell into this category were much more partidijyeamt

and for this reason fieldnotes were created after the event. Group sessions followed the
format for type one and type three interviews. The influence of researcher intespretati
cannot be avoided which is one reason why key participants were invited back for a second
interview to comment on the narrative summary constructed on the basis of theitsccou
Thus, observation, interviewing and the construction of narratives provided the opgortunit
for the creation of rich and varied evidence of lsiwdents experienced the setting, their
relationship with fellow students and faculty, their reporting of how their liggpeactices
changed as well as the influences of institutional practices and processes on participants.
These areas of exploration are reflected in the research questions and interview gompts a
the same exploratory questions were used as a basis for questioning for both indindual a
group interviews. In fact, data gathered from all interviews proved extreitielsid

contributedto the research strategy.
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3.6.5Formal and informal institutional documentation

Woodsideldiron (2011) makes the distinction between informal documentatiorasuch

‘private correspondence’ and formal documentation such as ‘policy documents’. For this
thesis the definition of formal documentation has been extended to include dag vesit or
stretch of discourse which would have been produced irrespective of the project. This
definition, therefore, includes institutionally ratified documentatiom agccourse and
programme handbooks. Handbooks, which contained the timetable, contact weeksesnd dat
learning outcomes, details of formative and summative assessments, coursewankslead|
and weekly topics and aims, were collected and stored bedailed @onnection to
observational and interview data. Close reading of formal documentation was necessary i
order to make sense of the institutional setting | entered, the significance ofxdaante

how participants engaged with and interpretedith€ourse Guides and Course reader
booklets, crosseferenced in the observation notes produced, were supplied generously by
both the lecturers observed. Additionally, | received all class handouts distriburiag
observation which included: photocepiof PowerPoint slides, additional reading material,
amendments to assignments and changes to the timetable which was especially pertinent for
class one (see Table 3.ADocumentation of this kind has been filed, but has not been

reproduced within thishesis due to issues of anonymity.

This activity of mutual distribution and collection made me feel and behave likdbserver

as participant’ more than a detached observer as noted earlier in 3.4.1. An exaniplis of th
when | decided to reathe Juigle by Upton Sinclair over the Christmas holidays, a book
about the experiences of Lithuanian immigrants working in the meat packing industry in the
US in the early twentieth century. The novel was on the course’s course reading list (see
Course Guide, g) and was recommended by Lecturer B. | found it a depressing, hopeless
read about poverty, exploitation and social exclusion, but also at the same time felt

compelled to read it to gain a sense of what the group was undertaking.

On a lighter note, dumg interview type three and four in particular, assignment briefs as well
as assessment criteria often located within course guides were a valuable resource. This form
of documentation enhanced my crosterencing, and helped me to understand and to

interpret talk around writing practices and their potential impact on participartitids.
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Their collection and subsequent reading anckesling aided the development of a thick
description and contributed to a sense of interrelated experiences and connections amongst
the group, all of which informed data analyses and contributed to analysis in attbon a

(Hammersley and Atkinson, 1995).

3.6.6 The online dimension to data collection: emails, text messages and the VLE

As teaching through what were kmo as ‘etutorials’ formed an important part of my
teacher identity at the time of data collection, | was keen to develop online commamnicat
with participants using email as an integral part of the research strategy. Rgtarnin
Woodside and Jiron’s (1) distinction once again, less formal ‘private correspondence’
was produced during my time in the field as a direct result of my intervention &dai
text messaging had the potential to strengthen the research strategy as commuoicktio
be initated anddeveloped by participants amich as by me, further contributing to an
empowering research strategy (Cameron et al., 1992). Initially, | viewetbemditext
messages produced by participants as a potentially useful way of working witbuperg
order to stimulate thinking about emerging academic practices and changesitiesdent
However, | found that participants often chose to use this medium over phone calls to
confirm meetings which the following fieldnote entry illustrates:

| log onthis morning and there is an email from Mary who confirms a meeting next
week.
(Fieldnotes, 11/11/2009)

A second example of the role of email was when | missed the start of a morning’s
observation and | apologised to lecturer A by email. Here is the lecturer response to a

message | sent:

Hello Victoria

At least Fred came to the lecture and said he liked it after | asked him a very
determined way!!!

The group presentations were fine.

See you next week. xXxx.

(Email, February, 2009)

| suggest the exampj@ovides additional evidence to support my claim that | was
temporarily emerged in the cultural group. | also used email more formalyrtmunicate

with participants via anonymised distribution lists.
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To contribute further to the research aims and to complement the use of emailgsand tex
plans for an online discussion forum were built into the strategy using the Univewiy's

| considered an online dimension to the project important as it reflected the predonaipant w
in which staff communicatedith students, even futime studentsHowever, this was more
problematic than | had originally anticipated. Ethically, messages had to beranmio

avoid colleagues with site administrator roles being able to read posts to discussisn boar
Anonymity could have been guaranteed technically, but ethicédl it was important

to have some sense of who wassting messages in order to respond appropriately. | also
needed to know the identity of writers for data analysis purposes. Despite the obstacles |
encountered, | wanted to leave the opportunity for this form of communication with
participants to develop naturally once | became more established in the fiedg@@méd in
keeping with the ethnographic research strategy. Additional reflections attempts to

integrate an online dimension to the research strategy can be found in Appendix Five.

This rather lengthy section details the data collection methods which | suggest erabled th
creation of a sufficient range and depth of interconnesta¢al in keeping with ethnographic
research in academic literacies. | further illustrate how | adapted and adoptedagthitog
methodology to address the desire for ethical researghihgarticipants. Data collection
methods also support why | clainhad access to multiple perspectives on participant
experiences enabling a greater appreciation of what undergraduate study was léw for th
There remained throughout an underlying concern with a group efaditional students’
experiences of Northcentraketion to thenegotiation ofiteracy practicespower and

identity as indicated by the two research questions. Class observations and tlve narrat
summaries constructed as a result of interviews emerge as the more significant data

collection méhods.

3.7 Revealing the research setting

... careful attention needs to be paid to observing and making sense of the contexts
in which reading and writing activities take place and people’s perspectives on these
(Lillis 2013, p.80).

Locating a projecwvithin a setting and context is an essential early stage in the research
process (Cohen, Manion and Morrison 2000; Holliday 2002; Layder 1993). Chapter one
introduced the context of this thesis, not only in terms of its linguistic, cultudes@cial
diversity, but one which has undergone significant and rapid change in recent years. This
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next section focuses more narrowly on the research setting in order that discassion
analyses of cultural and social phenomena can be firmly and meaningfullydledttis it.

As a consequence, | present Northcentral University, which at the time of data collection was
my place of work, and the site of my research. Holliday (2002, p.37) suggests that
‘...exactly where, when and with whom the research will take piadmportant. For the
purpose of this project, *“Setting” denotes a focus on the intermediate forms of social
organisation’ (Layder 1993, p.9) in and around the university and its social andiorsait
structures as well as the social practices people engaged in. | describe the setting and then
explain how it emerged, has clear boundaries and is easily identifiable. To aclsglhe th

have drawn on Holliday’s criteria for research settings (2002; 2007): locatiem, ti
interconnectedness, appropriate size and access.

| begin with location as it can be useful to think of setting as a kind of physical space even
though it is more than this. The research project took placeinivarsity campus which can
be thought of as a clearly demarked settimighin which there were several sites of data
collection as can be seen frdrable 3.2and Figure 3.4 (Sketch of Northcentral Campus and
Research Setting):

Table 3.2: Sites of data collection

Site 1la Lecture room and seminar room year one
Site 1b Lecture room and seminar room year one
Site 2 My office

Site 3a Seminar room year three (2093

Site 3b Seminar room year three (2009)

Site 4 In and around Main Building (pseudonym)

Site 5 Year three interview room (2001D)

Lecompte (2002, p.288) sgests there can be situations where the traditional view of a
physically located site does not apply. However, the more traditional charazterfstite
do apply here as tharious sites shown in Table 3a2re ‘grounded in real geography’
(p.288), yeremained sufficiently small for the purposes of data collection.

Observations took place on Tuesdays, Wednesdays and Thursdays from November 2008 to
March 2009 and again on Thursdays in December 2010. Participants were interviewed from

November 2008 to By 2010. Time in the field was extended from an initial single
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academic year to a second year due to participantaffop had planned to continue
working and researching with the first year group as they moved into their secoiird yea
order to explae change as they negotiated their relationship with the academy. | made
several attempts to make contact with the participants | had previously observed and
interviewed the previous year. The extract from the fieldnotes below shows some of the
challengeg faced at the time:

I now wonder whether after me now sending a letter, email and text to the second

years that any further communication from me will be viewed as unwanted junk

mail although texts are sent to students from the university includingoxitxs not

unusual. | will also send out similar texts to politics year 2 students on Tuesday plus
those participants who have made contact.

(Fieldnoteentry, 17/03/2009).
| took the lack of response to emails and letters as an indication that tipeoffzarticipants
was no longer interested or able to participate. There was one exception, Mary, whose
experiences and narratives continued to contribute significantly to the thesisviilapdd.

Table3.3 providesa more comprehensive summary of wtwk place longitudinally:

Table 3.3 Three different phases of data gathering activity

Pilot phase Summer 2008

Ethical approval sought
Pilot survey with health science group (pseudonym) (See Appendix Seven for details)
Phase helpful in develogirteachetresearcher role

Phase two Entering the field: November May 2009

Institutional ethical approval gained

Data gathering commences

Contact with first year and third year groups develop differently as the grongisuct
identities and ways of working

Individual and year one group interviews conducted

Institutional documentation gathered

Observations NovembemMarch

Phase threeConsolidating data gathering: Novembdéfiay 2009

Data gathering continues

Some participant droepff

Contact with a second group of third year students studying theceamsewith the same
lecturer due to participant dreayf

Observation November 2009

Individual and year three group interviews conducted

Two participants repeat academic year
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| observed three Applied Social Science classes as part of the class observation strategy (see
3.4.1). | attempted to interview third year students (28)08ut, with the exception of two
participants who fitted the profile of being over 21 and a-@mm, orperhaps permanent

resident of the UK, this proved unsuccessful. | observed the first year cohort artii M

2009, phase two in the table above, in order to have a clear sense that saturation had been
reached (Charmaz 2003; Cresswell 1998) and to enedsarcheparticipant relationships

to develop outside the classrooms through research interviews. | also nefdfddsimme

of the essential practical tasks such as gaining written consent from everyone attending
classes. Another way of illustratimghat | did and when is to divide the time in the field by

classes rather than time phases of data collection, which is what | have done below:

Table 3.4 An overview of class observations

Class one Class two Class three
Lecturer Lecturer A LecturerB Lecturer B
Disciplinary | Social policy/ Social policy/ Social policy/
focus social exclusion social exclusion social exclusion
When 11/200804/2009 11/200803/2009 11/2009
Numbers 29 9 12
Enrolled
Mean 14 6 11
attendance
per
observation
Paticipants | Mary Mona Mr N
Interviewed | Fred Amina
(pseudonym)| James Kate
Mustapha Maisha
Vera
No. of 14 6 2
observations

Table 34 above shows the class observations schedule apdédonymsf the

participants | interviewed at least once. Wa sae that with the exception of Mona, who
deferred her dissertation submission, the 2008 third year group (class two in tlad telele
were not productive in terms of participants presenting for interviexehnically, Mona was

a member of the first third year cohort but | was able to interview her across two academi
years as she was writing up her dissertation and amenable to interview participation. The

second third year group (class three) was observed twice only but these observations were
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followed up with a group interview and individual interviews plus some limited participant
validation due to the closeness to dissertation submission dates. Further detdaieof al
participants | intengwed can be found in Table 3.50 clarify, | observed group of nine
final year students in 2008 the majority of whom did not have time or did not express
interest in followup interviews. | then observed a further twelve students in-20G8om

the sameoursewhich also corresponded with the first yeaursein terms of curriculum

focus as an alterative means of sustained access.

3.7.1Place, space and identity

‘The world of every day life is structured both spatially and temporallyd&eand

Luckmann, 1966, p.40)Although Berger and Luckmann (1966) are more concerned with

the historical dimension to the social world, they commented that the spatial idimisns
significant as it also has a social dimension such as the physical features of the setting which
influence where and how people ineetand interact. This was true for lectyparticipant
interaction, as well as where my interactions as teaesearcheand data gathering took

place.

o/ A x
2: My office / site ~

4 0 5: Site group interview

la: Lecturers’ office
"\/%

( The sterile zone

Figure 3.4: Sketch of Northcentral campus and research setting
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The campus map, in the figure above, helps to elucidate the links between ‘place, space and
identity construction’ (Benwell and Stokoe 2006, p.204) as well as a sense of thetresear
setting’s interconnectedness. The map relates to ‘place/spacda@=satton fordiscourse’
(p.204) and knowledge making as Benwell and Stokoe (2006) argue for a link between
‘identity and location’ highlighting the significance of how the two interact. rTp@nt

seems to be supported as the lecturers’ shared office was located in a ‘no access zone’ for
students as no official teaching took place there. What was more surprising wasdiatsst
were not allowed to meet teaching staff for tutorials in that particular bui{@itg Hall

Building) or indeed move freely through certain aretnformally, lecturers referred to it as
‘the sterile’ area or zone (per. comm.). Indeed, Benwell and Stokoe (2006) comesent t

are not ‘neutral phenomena’ and argue crucially that ‘ ... who gets to occupy spaces...’
(p.210) is a part of understanding identity and power relations. Following Benwell and
Stokoe (2006), | suggest the map, includirg Bterile zone, tells us something about the
institutional identity of Northcentral and how students were viewed as probleriaii did

not go unnoticed by two participants and Mona commented that: ‘They have locked

themselves in their offices and they look at you from afdar(ativesummary, 19/11/2008).

In contrast, the location of my office at the time (Site 2) was advantageous for ltatBoro
asthere were no physical restrictions or ‘zones’ and participants were able to seek me out
which helped the development of my teaetesearcher role. Once when | was in our staff
kitchen, Vera entered and said: 'Sorry for following you, can | come arydgem Friday?’
(Fieldnote entry, 09/02/2009)n hindsight, one criticism of the research strategy is that it
ignores multimodal aspects of discourse although | noted visual elements of deda such

spatial seating arrangements in observation notes.

3.7.2 A sense of interconnectedness

The different sites of data collection go some way to demonstrate my role withis i

noted, | was set apart physically from colleagues outside my immediate team, yet | was still
able to interact with other colleagues in a separate building. In some ways | was as visible as
the courséecturers, and certainly more accessible, which enabled me to sustain time in the
field, necessary for ethnography as methodology, emphasised by Lillis (2008). Thi
interconnectedness spatial arrangements within the research setting in conjunction with my
professional role reflects the fluidity of data collection which at times took ptansooe

than one site in a single day.
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Importantly, the setting comprises a ‘sufficiently smaHb(liday, 2007, p.34) group of
undergraduates who share goals and interests in studying social policy, development and
international politics and who share the desire to graduate successfully. Thglyaaso

other characteristics encapsulated by the taom-traditional’, such as age, place ohgp

term residence (see Table 3.5) and identification with the African diasporic cotymmaal

and imagined (Anderson, 1983) which emerged during my time in the fielt partial

access to the group from thrt through my role as writing instructor whieltilitatedthe

pilot phase. @ining initial access to the field was relatively easy as links and contacts were
already established through my work at the university, although | found that thesprases
more complex than Hammersley and Atkinson (1995) suggest. This was possibly a
reflection of the dual teacheesearcher role adopted and the sheer complexity of large
institutions. Access was latenstitutionally approved by gatekeepers on the relesthits
committee and by the two lecturers who agreed to be observed who also provided written
consent for this to occur.igure 3.5 below illustrates the process of constructing and clearly

identifying the research setting and its essential features.

Stage 1: Roleas

EAP lecturer for
Language Centre.
Contact with many
non-traditional
students.

s
Stage 5: Role as
teacher continues.
Project accepted by
gatekeepers. Advent
of dual role as

teacher-researcher.
Project begins.

" Stage 2: Embedded
"~ teachingin year 3

dissertation class.
Continued contact
with non-traditional
students.

';:_w;’.‘_w.;:'
Stage 3:
Experiences shape

and motivate ideas.
Lecturers

supportive.

Observation a
possibility.

Stage 4:
= Experiences and
. reading further
informs research
questions and
research strategy.

Figure 3.5: Constructing the Research Setting and Entering the Field

It can be seen from Figure 3.5 that the focugHinvestigation was developed from within

the setting.Initially, the setting was the entire Applied Social Science Campus (pseudony
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stage one). As | began to formulate ideas, | moved closer towards a group of students on a
small cluster of undergraduate degree programmes within the Applied SocialeSeaulty
(Stage two). As | talked to and worked with lecturers teaching gordlggammes who
subsequently endorsed my ideas (Stage three and Stage five), | began to think tfighe set
as more manageable. Research question formulation followed (stage four) althmgtoi

be said thatwo-dimensionabdiagrams of this kind teni simplify a process that was rather
complex and messy. There was a sense oflspgand focussing as the ‘research problem
and setting are closely bound together’ (Hammersley and Atkinson 1995, As38)lecturer
engaging in research at my plagfevork, my motivations for research and the setting
constructed for the purposes of research were necessarily intertwined. In otrsg2nword
long-standing institutional role of providing dissertation support on an Applied Social
Science degree rmlwed he research questions and as such the setting can be considered a
‘site of encounter’ (Rampton 1997, p.585) motivating the research, as suggesteddgyHoll
(2007).

Although | benefited from being able to adapt my place of work into a fieldsite, tleeze w
potential constraints of a different kind to consider, such as potential pressure from
institutional gatekeepers or research funders to disseminate findings @ithallyf or

otherwise. Similarly, lecturers may have wanted feedback on how their students were
progressing in terms of academic literacies and the demands of their courses. &eeuld h
been placed in an awkward position ethically had | been asked to reveal observational
evidence that compromised others. For example, at the start of student presentation
Lecturer A would routinely move from the front of the class and sit next to me atdkefa
the class in order to observe and take notes. An extract from my class observation notes
reveals that on one occasion ‘he apologises for the chaotic nature of the session.’ after which
‘| volunteer a positive and truthful comment abouissl atmosphere’ (Observatioyygar

ong to counter the discomfort | detected over the erratic nature obtiveedelivery. At

other times, participants reded more negative aspects of their experiences of their time at
Northcentral University, and | had to weigh up initial ease of access to the researcthsite wi
possible institutional scrutiny and future restrictions on my work. Des@tetconcerns, |

felt that there may not be a sufficiently well defiraedi bounded culture or degree
programmes elsewhere that | could access practically or physically as tessgsecher.

This concern is supported by Hammersley and Atkinson (1995, p.38) who suggeshtha
role of pragmatic considerations must not be wedtimated’. As ethnography involves a

researcher participating directly in the setting, | felt | had the potential smengore fully
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as an institutional insider than if | appeared as a newcomaress familiar degree

programme.

As a consequence of these considerations, | endeavoured to transform my own place of work
into a fieldsite for ethnographic enquiry and at this point | acknowledge that doing so
influenced my field role and analytstance. Rampton (2007) states that ethnographic

research of this kind, where the research project stems from concern over professional
institutional practice within a setting involves the process of the researchegnfimm the

inside out in ordera gain analytic distanceon what's close at hand, rather than a move from
the outside inwards’ and in doing goying to get familiar with the stran§€.590).

Rampton adds that the process of research involves a constant move between these two
positions especially for those working and researching in the same place of work. |
experienced moving in closer into the site of data collection within the settingigsee F

3.5) and then oscillation outwards as | began to make sense of data gathered.

In summary, | have presented the research setting, and one example of how a setting can
reflect institutional identity drawing on Bewnwell and Stokoe’s (2006) theorisindeortity

and location. | touch on my teachesearcher role within the setting in erdo illustrate

how what | saw as particular characteristics of the setting were linked to the formulation of
my research questions and methodological leanings. | gave a brief account of thd role a
influence of institutional gatekeepers and the need for ethical approval. Theeoth
expands on what took place. In fact, Figure 3.5 above can be taken as a starting point for
documenting the process of entering the field, but this time with special attentibictd et
considerations such as consentl anonymity. | deal with what was involved in gaining
consent as this was a significant part of the institutional process | went thratiglsdan
essential part given the life histories of some of the participants involvilmgvery asylum,
alcohdism, racism and the political and social dislocation involved in moving from a

familiar plae to a less familiar or unknowme as suggested by Park (2011).
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3.8 Ethical researching

‘The key to ethical researching is to minimise the harm or castraximise the
benefit’ (Gibbs2007, p.101)

3.81 Confidentiality, anonymity and consent

Miles et al. (2013, p.63) suggest ‘Confidentiality and anonymity are ugualigised-
sometimes very superficially’ and therefore it is worth summarising what | dielcieip as
participants could potentially be identifiable to others who were in the setting éme. |
removed any potential for cregfentification through use of pseudonyms. All locations
within London, the institution, names of campuses, Ingis, faculty and programme names
have been changed. In addition, lecturers observed were anonymised as well as other
teaching staff. | refer to the two lecturers | obseved by letter: A art@tiBer lecturers are

referred to by a single letter as they are introduced into the data analysis.

Additionally, the University’s Ethics Committee stipulated the need for written consent from
every student attending eacbursel observed: 29 year one students and 21 year three
students although fewer actuallyeasttied during obseation (see Table 3.4). Letters and
stamped, seladdressed envelopes were sent to all students’ addresses extracted from the
University’s student record system. Additionally, emails were sent to anonymised
distribution lists of studeston eacltourse The aim of this research activity was threefold:
firstly, to inform all students of the project and my intention to observe classamdly, to

ask for written permission to do so; and thirdly, to recruit potekéiaparticipants irgrested

in taking part in parallel interview sessions. As already stated, different teogynobhs
necessary to differentiate consent for observation from consent for reseandbwsend
discussions which were discursive spaces created specifically for research purposes. Sample
copies of this initial communication letter outlining the project and sample ddosers for

the class observations can be found in Appendix Three. It is worth noting that a simila
process for gaining additional consent from all participants who joined the group ww&ervie

was undertaken. As a result some participants signed two consent forms.

Overall, | felt confident that participants understood what the project involved, egdesrch
participation would mean for them and that the information on the forms was sulfficient

detailed and clear for those attending¢barseso make an informed choice about whether
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to sign or not. | also provided opportunities for students to ask me about my research which
many did. Although the lecturers gave verbal consent several months before abservat
began, | also needed written consent. A sample version of the form the two lecturexls sig
can be also be found in Appendix Three, while the hard copies have been stored. After
institutional consent was gained at the end of October 2008 (see Appendix Six), a number of
administrative steps had to be taken before | could begin class observations omgpntacti

individual students.

3.8.2Making contact and the beginnings of data déection

After sending emails and postal correspondences, the next step was to introducexmyself i
person. As a consequence of the year three lecturer’s relative informality, | begamgbser

the third year group a week before the first year groupadty the lecturer was happy for me

to begin observations as soon as possible as he was aware of the ethical approval delay | had
experienced due to campus relocation and the-ermg absence of two key members of

staff. The lecturer had told the group the week before that | would be attendingiharse

and asked therifi they had any objections: nobotigd apparently. | introduced myself at the

start of the first seminar, and used the following script | prepared as a prahwqigh | did

not read oud verbatim account:

Hello, my name is Victoria and many of you will have received a letigieanail from me telling you
about my research project. To recap, | am doing a research degree in LanguagevBiiedies
continue my work for English Language Support (Pseudonym) which specialises in Acsdémig
and xxx. | would like to sit in on this Tuesday/Wednesdaycoursein order to observe and take
note on communication events and talk around text. | need your permission to do this anloewoul
very grateful if you could sign and date the consent form. Secondly, | am also looking for a group of
students from all backgrounds who would be interested in participating in the research project on
language and communication at university. | am inter@stgdur experiences and in telling your
stories, and would like to meet with you on a-6m@ne and in a small group basis. What's in it for
you? There is no extra incentive or writing support in one sense. All st@deoss the university are
entited to discuss their writing with a specialist. However, what you mightigdihe opportunity to
discuss issues surrounding language and literacy and academic writing in a cahfaeimbnment.

If you are interested in participating or finding outne, please email or phone me. My details are on

the information sheet. Thank you. Do you have any questions?

Consent forms began trickling in at a rather slow pace from both first years ahgeiuis.
Fortunately, | was able to obtain signed consent from members of each group at #elstar
end of classes each week. A pattern of interaction began to emerge as one or two students
would approach me at the end of the lectures and seminars each week, during class breaks

and sometimes in the corridoutside as we had to vacate the classroom. Some of the third
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years commented that they had been taught academic writing by me in their fsstand

year students. One person asked about gaining help with a project proposal, which was
possibly a reflection of my writing instructor status rather than teaelsearcher role. Other
students from both year groups expressed interest in the project, but said tegtvesréh
employed outside the university, and would participate if they were able éxjmeissed

some doubt. However, early on, | received email enquiries about the project and what was
involved. This initial contact with students in person and via email enabled meui set

individual interviews with those students who had expressecstier

3.8.3Minimising harm

| recognise that there may have been blows teestdfem for participants during the

prolonged and sustained data collection process although not necessarily because of the
process. | built in omgoing support in order to minimise any potential harm or emotional
discomfort of any kind. For example, some of the participants interviewed mporte
challenging life events, such as eviction, which occurred beyond the Northcenimgl det

also noted challenging social encounters during observation some of which subsequently fed
into the research themebly awareness of some of the critical experiences particiaaks
undergonaneant that my teacheesearcher relationship with several of the participants was

at various timesntense, illustrated by this example:

Later at 11.45am Mary and | chat briefly in myiodf. She says she has to go to

Social ®rvices because she has drastically reduced benefits compared to the

previous year and she doesn’'t want to give up the camdgo on the bottle.’

She is upset and we discuss briefly what we will talk about the following day.

(Fieldnotes, 13/01/2009)
What this sharing and awareness meant was that to pursue my research agenda in terms of a
direct discussion of literacy practices at times like this would have been uneiichs
(2007, p.101) confirms ‘... the researcher/informant relationship is one of nhutstzhnd

one of some intimacywhich | hope | respected at all times.

Given many of the participants’ life eventseflected a number of times to what extent
participation was volunteered freely. On reflection, | felt that those who eeited to be
interviewed and recorded on more than one occasion indicated that consent was ‘strong’
(Miles et al., 2013). There was, however, one instance where | felt a student was too
vulnerable to participate despite their agreement to be interviewed, recadjdthaing

signed consent forms. | noted reasons for this in my fieldnotes (09/12/2009) and deleted

recordings. Althouly ‘High levels of trust and willingness’ (Stevens and Patel 2011, p.183)
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were demonstrated by participants who volunteered to be interviewed, in this irtktance

was not sufficient.

3.8.40penness, trust and disclosure

A researcher role should be caeterised by ‘openness and disclosure’ (Angrosino and Mays

de Pérez, 2000, p.692). | aimed to be as open as possible about the purpose of the project and
to share and discuss as much as possible. As noted earlier, by revealing my relative progress,
interests and intentions to participants was not without its disadvantages as it was time
consiming in nature, as noted by Ivani¢ and Weldon (1999). However, it does seem that that

my relative openness and willingness to share thoughts and reflections on my research aims
in broad terms was reflected in the amounts of disclosure as well as the nature of disclosur
For example, Vera and Mona informed me of family relationship breakdown priortto thei

time at Northcentral in addition to reasons for disrupted schooling. All partisipffered

some sensitive information about their background amdehlives such as racism and
discrimination. This is documented at various points in fieldnotesiamdtivesummaries

for Fred, Mona, Mary and Mr N.

| gained trust through maintaining participant anonymity and repeating what | told all
participants athte start of the project about the use of pseudonyms, the right to withdraw, as
well as my thinking underpinning the participant validation process. An examplis of t
practice is when a third year participant asked me not to include negative commeéats m
about a dissertation supervisor during interview and | didn't. Secondly, as alreabgetisc
earlier in this chapter, my deliberate availability via phone and email as well as physical
accessibility in the setting enhanced accessibility and trdstt that this level of rigour was
necessary to conform to UK HE research protocol outlined in documents produced by the
British Sociological Association (2004). Next, | present more information on the

undergraduates who became théwral group | workedvith.

3.9The participants

The participants were first introduced in section 1.4 and this next section discusgbgywh

were, their background and identities in more detail. However, first of all, @note
nomenclature is needed. When referringeople volunteering in research studies ‘subjects’

is often the term chosen by human sciences adopting the experimental method; ‘respondents’
by sociologists to reflect a pegositivist approach to methodology; and anthropologists use

‘informants’ as a lael, according to McCurdy et al. (2005). Informants may seem a likely
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choice for an ethnographic study but instead | chose participants to reflect rgcpfr
research as | attempted to engender ethical researching throygrtioipationin the

setthg as well as seeking participation from a group of students.

It may seem contradictory that the data collection strategy has clarified thatveds

number of universitglasseshile approaches to ethnography see groups of individuals as a
culturereflecting views on the complexity of the research setting and social reality.

However, | maintain that the elevkay participants can be considered members of a group
for a number of reasons. They attended lectures and seminars at Northcentraraethe s

time as each other and they all attended more than one of the lectures and seminars |
observed. Second, they all participated in individual interviews and one group interview.
Third, with the exception of James, they were over twenty at the start of their degree

course. Despite being eighteen, James was a dominant and engaged member of the group
during classroom observation and also participated in research interviews ohanooee
occasion. The participants identified with Africa in some veagn though their

identification and diasporic connections were experienced differently iefjebe inherent
heterogeneity of any group. With the exception of Kate who was born in Britavera
long-term residents of the UK. In addition, as cars&éen from Table 3.6verleaf, they were

all completing one of three possible applied social science degree pathways. This also meant
that | had some awareness of the other courses they referred to. All participants were taugh
at least one course by tacer B during their time at Northcentral, although for the first years
this was not theoursel observed. Also, all attended reasonably well which meant they were
more available for interview. We can see that despite the differences in language
backgraind, country of origin, pattern of contact with me, and degree pathway, these
students can be considered a group with shared characteristics, as well as prior and current

experiences which bound them together during my time in the field.

What is more, talesof this kind have a tendency to show, for example, languages spoken in
terms of binaries and etic categories which fail to account for the ‘complexangiidge

use’ and can mark students superficially according to their language practices (Mamigelsd
2010, p.113). For these students, we can see that multilingualism appears nboughadlt
acknowledge that the table alone was not intended to portray how people felt about language
use and literacy practices. This last point relates to how | enabled categories and themes to
emerge.lt is important to note at this point that the participants’ information displagsd w

gathered during interview angh@nquestioning. © clarify, | completed Table 3which
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follows after categories developed organically as a result of time in the field, tine aat
pace of the biographical detail revealed, rather than imposing categories into which

participants’ details were added.
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Table 3.5 Summary of the eleven keyparticipant profiles

Pseudonym Approx. | Badkground Country of Educational background Languages Degree
Age birth/countries spoken pathway
lived in
[pseudonym]
1 Mary 40s One dependent lives with her; unsure of| Rwanda / Rwanda; schooled in Kenya; English, French, | Area studies
the whereabouts of other children. Access ® HE course at another -
Kenya London university Swahili
UK Yerwanda,
Luganda, other
‘local languages
2 Fred 3040 Kenya, middle class, dependents Kenya Unknown English, others Area studies
unknown
3 James 18 Born outside UK, schooled in UK; works| Only UK Mainstream UK English L1, others| Politics
25+hours/week mentioned unknown
Lives with father
4 Mustapha 3040 From a diplomatic familytwo dependents| Various African Unknown English, Area studes
nation states Applied social
French science
France
5 Vera 38 Divorced, one dependent aged 13, recel Liberia, Norway for | Disrupted due to civil war and English, Politics
moved to London. 9 years, erratic payment of school fees,
adult education Norway. Kreyol
UK
6 Amina 20s Brother a lawyer; second brother works { Somalia, Kenya ang O levels in Ugandan boarding | English, Area studies
Somali Relief in Oxford. Father a school; A levels in UK and gap
Uganda Somai.

development worker and Russian speak|

year.
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kidnapped during conflict.

7 Kate 25 Lived in London all her life; mother Schooled in London; degree English. Applied social
English, father Nigerian; raised Bingle studies interrupted twice due to science
parenf own children 5 and almost 3; son pregnancies.
autistic.

8 Maisha 40s English grandmother and Kenyan Kenya Studied tourism at college in Swahili, English, | Area studies
grandfather who lived in UK, now Kenya )
deceased. Kikuyu, French.

Dependents, at least one son.

9 Mona 3040 Parents worked for Enalssy in Tanzania | Tanzania, UK Compulsory schooling in Swahili, English, | Applied social
and UK; has daughter in sixth form; Tanzania. Reported did not have undestands science
worked as care @rker in Peterborough; in sufficient background in English] Kyrangi.

UK since 1999. ESOL student in UK.
10. Mr N 3040 Reported coming from a poor family; Congo French system in Congo; studie¢ English, French, | Area studies
owns land in Congo; worked for a dairy i ESOL in London; completed | Portuguese.
London; has four children. year computer science at
Northcentral in 1996.
11. Sade 40s Two teenage sons;avks for CAB Nigeria Primary and secondary schoolin| English;others Area studies,

in Nigeria. Completed business

degree in at a London University.

unknown

Applied social
science
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With reference to the table of participants, | created the pseudonyms. For somps#utionyms
selected, the initial letter is the same as the actual given name which acted as a mneamilitiatéo f
data management and analysitie choice of pseudonym also often echoed participants’ cultural and
religious background or given name. One exception was Mr. N who introduced himselfyanahll
remained Mr. N in my memory. The age of participant was often revealed duringewtess part of

an extended response to the questi@an you tell me a bit about yourself, who you are and where
you have come fromAVhen age was not stated, | estimated the participants age range based on
physical appearance, reported age of children and other key events such as leaving school. The
country of birth and countries lived in were also revealed during interview. ipantis were not

asked this question directly; and hence, there is a gap for James who stated he was b®theutsid
UK, but not where. The same is true for languages spoken and degree pathway as | was interested in
how participants constructed themselves as well as what they saw as significant life events and
academic literacy resources. In doing so, | address Thesen’s (1997) criticismdityf éadegories

which are often constructed by researchers.

3.9.1 My relationship with participants
During my time in the field there were instances where | felt as though | was part of the Igicaw
on field and observation notes to provide evidence for this claim. There was quite shhiting and
familiarity with the group as my presence became familiar and was acknowledgesaFynie,
James was cooperative when | enquired into gaining validation. | was handed religieniesl mnd
Fredinvited me to a Bonfire night party. There was also evidence to indicate that | was agewed
writing instructor who happened to be doing some research which was perceptive andnnalgiest
For example, during interview:
Mary asks VOwhat a draft is and whether she thinks it is a good thing. She also asks for
clarification because she wants to approach her work in one and not two ways.’ ... ‘She is
working on two assignments which she has brought to show VO. They talk about a politics

essay which she began writing the week before.
(Narrativesummary, 12/10/2009)

Perhaps because of this awareness of my institutional role | acknowledge some of thmgdticio
called dialogic and empowering research which attempts to inclutieipeamts but does not resolve
power relations which remain unequal. Researchers own readings carry the most weight as

researchers have more shyas no exception.
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3.10Approaching the data analysis

3.101 What qualitative researchers do

| wrote earler that ethnography is a set of methods for which there is both agreement and
disagreement (Hammersley, 2008). After a review of qualitative research methtidatjmuns wich
deal with data analysis (for exampkerg 2004; Cohen at al. 2000; Gibbs 20B@rden 1992;
Hammersley and Atkinson 199Brice Heath and Street 2008; Gibbs 2007; Miles et al. 2013), | found
that there are a wide variety of approacheiser@ is no rigid framework for analysis to present in the
sense of a framework for discourse analysis and there is also no standard format. Instead | have
chosen to present my reflexive approach to data and data analysis as one of iteragiolicahd ¢
processes and practices. In order to achieve this, there is some necessary overlap witlvahapter
and earlier sections in this chapter in which | introduced concepts such as researcherdiases an
reflexivity as my dialogic interaction with the research sgttemains significant. This neséction is
roughly divided into two: what researchers do in principle and what | did as | sketch appnmach

in some detail.

Articulating relevant research processes and practices was more difficult than stantitipated
reflecting the realist stance of some qualitative research methods publicd&@mnsssing on common
features of qualitative research, what to omit, leave in and foreground areamgbtiles 2013),
even though the: naturalistic commitment to “tell it like it is” tends to force beeps of analysis to

remain implicit and undedeveloped (Hammersley and Atkinson 1995, p.206).

Miles et al. (2013) argue that although many qualitative researchers documenasvtedtem place
successfully transparent ‘procedural accounts’ (p.294) of the analysis itselfsafiredgent, which is
what | found. For example, in a chapter entitled ‘Analysis and home from the Beick Heah and
Street, 2008)their account oWhat is involved in analysis lacks detailed explanation with the
exception of comment such as ‘Later distinctions become clearer’ (p.84). Prduiselgnalysis
occurred with the exception of reading andeading is not expanded despite claims of guidance for
social practices research methods. Hammersley (1994), highly influentiaffieldhef ethnographic
methodologymanages to counter the shortcomings that “It is less specialised and technically
sophisticated than approaches like the experimenter social surveys’ (1994, p.il3 butiantion
data analysis. Similarly, Swann (1994) provides detailed guidance of observat®ambte
transcriptions, yet in a section on analysis writes that ‘“Transcriptions can als@tetplgok more

closely at qualitative aspects of talk ..." which is referred to as ‘insightful obgsTvgi.46). Swann
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(1994) goes on to highligleriticisms of ‘operended explorations of talk’ (p.46) but no further
illustration of the process of analysis is provided concluding that:

Talk may be recorded and analysed in a more -@peled way... [and researchers
frequently quote selectively fromhatfield notes or transcriptiongSwann, 1994, p.47)

This is more transparent guidance but lacks the detail or depth to assist novices. lhaesonse
qualitative researchers consider data analysis to be an art form insisting oreiajyroache@Miles

et al., 2013), and this admission reflects the findings of my preliminaigwef a selection of

relevant qualitative research methods literature (Brice Heath and Street 2008eitsenih994; and
Graddol et al.; 1994; Swann 1994). Baréod Pdmore(1994, p.208) concede, with reference to
interview analysis, that there are challenges to dealing with unstructured data infteéetesroining

‘a finite set of analytic categories’ (Barton and Padmore 1994, p.208) whichdvelekiyed as |

devisedmy own. It also seems that established researchers do not always make explicit what they do
and this taketfor-grantedness is in part due to the research genre. Like Charmaz (1990) | see the

analysis as something which emerges and the next sectiopttenclarify what | did.

3.102 An iterative process: analysis in and on action

According to Hammersley and Atkinson (1995), the analysis of data is not a distgeb$the

research. They see it as iterative and dialectical in the sense that there is a constant and recurrent
movement between data and literature. Analytic choices are made continuously (Blile3Ct3).
Reflexivity emerges as important as there is a need for ‘dialectical interaction’ betataesollection

and analysis, sudlis movement between the data and literature. The first step in the iterative process
is to deal with ‘unstructured data’ (Hammersley 2008, p.206). However, what this weeas
considerably depending on the strategy and methods adoptede @herhand there are complex
documentation matrices for specifically developed analytic operations (see Mile2@13)., What |

found to be a useful approach to the documentation of these analytical processes wasdha wr

detailed observation notesdafieldnotes following ethnographic principles and procedures.

The distinction between analysis in and on action is relevant for ethnography adotwghdecause
it reflects analysis that took place during sustained itintiee field as well as analysi$
documentation and reflexive thinkimadter time in the field. Analysing both in and on action is
important as opportunity to collect new data to fill gaps and test hunches and hypothdais ftaida
As a consequence, Miles et al. (2013, p.70): ‘... advise interweaving data collection asa dirwaty
the start.” It follows that the practice of ‘Writing is itself a form of analysis’ (Méeal. 2013, p.117)
which references not only the reading and rereading of data types, but also the wditinaftang

process.
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There were numerous examples of analysis in action which affected analysis on actioper~or
ended interviews, much interpretation occumladngthe process. For instanaghen talking to

Mary in my office one day she revealed that she had recently changed her name by deeddpoll (Fi
note, 14/01/2009). It was a criticaoment, which affected what | did and said quite significantly,
and the comment was also clearly pertinent to the research questions which explor@ ptaeges

to identity. A further example reflects the role citizenship played for gaatits who were studying
citizenship as a curriculum area but at the same time had undergone or were undeeguiocesss of
taking the Life in the UK Test (Gov.uk website, 2014) themselves as a step towards UK gftizensh
A third example of my analysis in action already discussed in some detalil is the criteszlorfand
highlighting of points for queries and discussiomafrativesummaries in preparation for addring

interviews.

Related to the data constructed in the field, an example of analysis on action tfmokitbécross
referencing across a number of observations at different times. This is one way ithehicks
between personal identity, livexkperiences ankhowledge ofdissertation topicselectecemerged.
For example, in the case of Mr N, there was a reciprocal relationship between discrimi@ation h
experienced working with migrant workers from the EU (Fieldnote, 18/03/2010) and leisatiiss
topic relating to EU employment policy. So far | have described the approdatatanalysis as an
iterative process and one which consists of both analysis in action at the time of datarcaiteatell
asanalysis on action which consists of critical rereading, highlighting and fadpdlita sources away
from the field which provides some analytic distance. The analytical work | engag@pborted
ethnography as methodology as an approach by highlighting the longitudinal, itensat@residinto

analysis.

3.103 Highlighting critical experiences: an example of analysis in and on action

My aim was to examine a range of data types ‘to compare and relate what happens at different places
and times in order to identify ‘event incidents’ (Greene and Bloome, 1997), which areveose

which have ‘sustaining influence’ (Lillis 2008 p.186) or critical experiences (Nogfi§). The next
section is purposefully illustrative. | draw on Nombao’s (2006) definition of aefiegperiences for

universiy students as something which impacts decisively or significantly on how we viselag

in relation to events and experiences. This is because ‘... critical experiences are related to th
contexts in which they occur and act as important signifiers ofdiwvidual’s identity’ (Nombo, 2006,
p.186). | documented participants’ critical experiences as | became aware of thegtioher in the
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field. It is for this reason that in addition to highlighting underlining and extradtiey | produced
event histories for participants in an attempt to avoid portraying the group ofgaart&cdescribed in
Table3.5as homogeneous. Here, however, | use one member of the group as an exemplkamaf the
of experiences that some but not all students encountered, but not because | claiticifbenpas in

any way representative of théher group members. Table 3vBich follows is one example of ‘data
condensation’ Miles et al. (2013, p.12) which refers to the transforming ofrdatdaHe corpus of

field notes, observation noteparrativesummaries, institutional documentation aadforth.

Importantly, this$ not only a process that occurs prior to analysisstartalysis and forms part of the
process of making analytic choices further supporting theoapprof analysis in and on action. It is
worth pointing out that the table and figures throughout the thesis are also part ohtheadydis

process as | condensed and represented the words and experiences of the group as well as my own.

Inevitably, Imade decisions about what to incluadel what to excludeThe aim of thigesearch
activity was to foreground critical experiences through an examining of not onilyerguéactices or
‘literacy-related social practiceéWoodsidediron 2011, p.173) batiso what was significant for
participants with reference to Nombo’s (2006) definition abdv¥ew this worked in practice was that
| examined evidence that either referred to Mary indirectly, such as fieldnotetagaybservation
notes or had been pracked by Mary more directly, such aarativesummaries and emails. To put it
another way, | focussed down on data which not only relates to the research questmmsetutly
so. The left columoverleafthighlights significant critical experiencesrfone participant which
influenced engagement with the academy including appropriate and meaningful text pnodlicgo
right hand column shows critical experiences relating to the London context but kisadet

Mary’'s sense of who she was. Detdibnalysis of this kind was important in order to help
understand patterns of activity that constituted ‘normal’ everyday behaviour fieigzarts but also
the pattern of activity which participants found impacted significantly on thpérances and
identity, following Nombo (2006).



Table 3.6 Mary's first year timeline: an example of critical experiences influencing academic

literacy development

First year Critical experiences relating to | Critical experiences relating to
academic literacies wider context

October onwards Delayed enrolment Housing and financial issues
Attending, but not engaging Identifies as a recovering alcoho
Perceived lack of effective On-going tousing issues
guidance on reflective diary
Group presentation on pawe | Moved to new area
Missed deadline for Blair Childcare issues
analysis
Politics essay Driving offense
Failed citizenship essay on Driving test
homelessness
Missed presentation due to University counselling support
driving test
On-going witing & language Contact with Alcohol Concern
support
Misinterpreted timed essay title Thoughts of dropping out
Attending but formally dropped| -
out
Misses fieldtrip to Brussels, Fails to complete first year
field report not attempted

May Formaldeferral -

Table 3.6shows how the iterative process of analysis in and on sustained engagement with
participants resulted in the foregrounding and highlighting of several criticatierpes. This
example of data condensation | present is a result of analysis in and on action which draws out
recurring themes from several data sources, some of which | found occurred across several
participants’ lives. What is key to analysis is that these critical experiences were seencdateterr
with those ofother participants; housing issues (Mary and Vera) and disappointing assignment
feedback (Mary, Mr N, Mona, Vera and Fred). These experiences contributed to the afeatio

research themes. For example, the first two rows shat\Mary identified as a cevering alcoholic
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and for separate reasons reported housing issues which fed into research theme two ddisgrigag
andDistance It is not without some poignancy that as a result of the process of analysis in and on
action pertaining to this participanwe can see that because of the reported housing and financial
issues resulting in eviction, this particular participant failed an essay ondssmets for a citizenship
course. Interrelatedness of critical experiences and curriculum content is one reasoenvesy t
explored in chapter five, emerged so significantly. To summamise, knowledge as well dde

outside the university played a key role in how participants were able to engendéipagieip with

the academy, its staff and studentsyali how they engaged in academically literate practidesle
3.6goes beyond condensation, extraction and summarisation, taking into acdicaltexperiences
within and beyond the setting which influenced opportunities for negotiation and deeatogim

academic literacy practices. The research themes are presented in the next section.

3.11Constructing the research themes

The next phase to emerge during the iterative process was the development and cribation of
research themes. Coding and categorising in the sense defined by qualtetvehers such as

Cohen et al(2000); Gorden (1992; 1998) or Miles et al (2013) were not suitable ways of approaching
data analysis for this thesis because categories were not purposefully predetdomieatr(ple
male/female, black/white) but emerged as salient through-@paed questioning, observation and

time in the field. | did not attempt to create objective categories followingguoes laid out by

Gorden (1992), for instance, nor did | codeneuically or with a symbol as | have already established

my ethnographic approach would not support this form of analytic intervention.

There are, however, steps or concrete operational procedures (Gorden, 1992) ldook. M
specifically, what | did waread through fieldnotes, class observations and narratives in order to
highlight each fragment of relevant information. This practice of analytic ingna very useful
one andeflects what | did such as underlining, highlighting and extracting datdear statement of
operational procedures and processes researchers undertook areahdlfdilbwing Barton and
Padmore (1994), | analysed data thematically. Gibbs (2007, p.31) argues ihgisassentially
the process of identifying passagmshe fieldnotes, observation notesnarrativesummaries that
exemplify certain thematic ideas and giving them a laltieé code’, but | wanted to avoid themes

becoming too fixed too early on.

What | did,in terms of how | approached data analyisisn line with an inductive oriented study

where phenomena and recurrent themes emerge as the fieldwork develops and as data analysis
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develops. Indeed, word choices like phenomena and theme reflect a unit of analysisatitéch,
than focussing on a single text, an individual or group alone, considers the broader histiitical

and social contexts of the project in addition to individual experience suggest.

3.111 The relationship between the data and the research themes

Gibbs advises tables are ‘a convenient way to display text from across the whole data setthraa way
makes systematic comparisons eag@ibbs 2007, p.88). Table 3pfovides a second example of

the data analysis process | undertook which | include here as a means afigwprtie cyclical,

iterative approaches to data | have emphasised. Gibbs (2007) recommends being seleetive in t
amount of information that goes into a table like this which ‘... can be précis, surankasge

quotations or key words from the coded texts’ (Gibbs 2007, p.88). Clustering canlongur a
thematic lines at the same time as displaying examples of what Miles et al. (281 &) eef ‘jotting’,

and Gibbs (2007) as analytic memoing. Data included in the left hand column below shows&xampl
of analytic memoing in order to highlight data along thematic lines. | also physmatked data as |
intended to follow up on words, or issues which 'deserve analytic attention’ (i&s2013, p.94).

This approach can be detected in a number of data examples where | highlighted digxifiaats.

| did this by rereading field notes, observation notes and narrative summariésritodook for

recurring similarities that might form more general themes. In essence, ¢ddoptprocess of
identifying and grouping passagegords and phrases in the data that exemplify thematic ideas which
is what | have illustrated procedurally hefghe result of this process is displayed below. Again, like
the previous table illustrating the critical experieméoroneparticipant, this table illustrates the

analytic memoing and developmentasieresearch theme for illustrative purposes.

Table 3.7: Table highlighting the relationship between the data and the research themes

Data highlighted Research theme ad

sub-themes example

Fieldnote entry: Fri."® April 2010: Theme 42:

Mona ... apologies for her asking me to switch off the | Othering, neeracism and
recorder the week before when she was critical of her| experiencing discomfort
supervisor....She explains that she is anxious and
nervous because she was abuseldask her if she is
referring to an experience at NC, but she says no, befpre.

At the end, we joke a little about my leave week and she
thanks me for not giving up on heBhe is emotional
and wipes a tear from her eye.We arrange to meet on
the 19" April.
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Observation six, year one:

Lecturer A has made an error for which he apologises

Lecturer A asks Hamdi to do it.

HAMDI:

LECTURER:
LECTURER:

HAMDI:

I'll do it, init, just to makeit
level?

Ah, you're, you're trying to
curry favour?!

How many of them [co
presenters] ... do you see?

| don't really see them, but |
can call them.

Lecturer and Hamdi then
arrange his tutorial.
(Observation six, year one).

Interconnected sutheme:

. 4.21 Currying favour

Observation eight, year one:

‘There is also further confusion as the lecturer confuse
Nancy with Mary. They are both Black African female

He is insistent antfind the exchange extremely

uncomfortable.

LECTURER:

NANCY:

‘Well, why did you come to see
me?’ ‘...Yes, you came to see me.’
[His face colours with emotion as
he says it]

[He means why did she come and
see him about the presentation
topic, if she is not in fact going to
present on that topic]

‘That was not me.’ [shakg her
head]

[He is emphatic and now her face
colours. The lecturer continues to
insist for 2 or 3 seconds more, then
realises his error and apologies
explaining that a few students came
to see him about poverty, while,
Nancy came to see him about her
PDP (Personal Development Plan).
He had forgotteriThe exchange is
embarrassing and discomforting.

Interconnected sutheme:

231,22 Mistaken identity
5.
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Mr N, Narrative summary, 18/03010: Interconnected sutheme:

There are some lecturers who want to distinguish betwdeh3 Leg shaking
the forégners but not realising that they come from a
different background. Some lecturers don'’t give foreign
students time to express themselves. They think the ones
born here have time to express themselves while those
from Africa, Asia and Latin America don’'He feels less
this way because of his accent and some people laug
at him sometimes. Mr N says that there are two
lecturers who are tough, not helpful but tough, with
students who have difficulties expressing themselves.
[His leg shakes as he speaks]

-

Fieldnote entry 18 March 2010:

‘Today Mr N mentions racism and being overlooked for
promotion as one reason why he decided to return to HE.'

Observatiorone year one Interconnected sutheme:

‘There is laughter and hilarity assated 4.2 4 Mocking, ribbing ad
with/surrounding one of male students. Unsure who headihering

at this stage but later learn it [the name] is Eastern
European. Same student explains graph and others
interject.

| was unable to hear exact words exactly but the lecturer
comments on this stient’'s name and how

unpronounceable it is. The lecturer makes light of the
fact that he has not attempted to pronounce the man’s
name and missed it off the list rather than attempt to do
so. How does the student feel about this?

The table above displays data thematically as part of analysis on, #tisdime once sustained time

in the field after the event. The aim of this analytic activity is ‘to undedstgphenomenon better by
groupingand therconceptualisingbjects that have similar patterns or characteristics’ (Miles et al.,
2013, p.279). As a result, the highlighting, grouping and categorising of data across the ratege of da
sources fed into the research. For example,s#dteted from a range of data sources contribute
significantly towards the research theme calfethering, neeracism and experiencing discomfort’
presented in the right hand column. This research theme in turn was divided intdbfthersas:
Curryingfavour, Leg haking, Mistaken identity and Humour anthering. These themes and sub
themes guide the structure for chapter four which is refleotdte numerical labelling (4-2.4)

above. In short, the themes data highlighted relate toh&ube onend represent one example of

data condensation which | argue is necessarily a selective activity.
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3.112 Summing up my approach to data analysis

The data analysis section has revealed my approach to data analysis not as one of objectiok coding
qualitaive data (c.f. Gorden 1992; Miles et al. 2013) but an iterative process of anakysdon

action. My approach to data analysis reflects my pattern of interaction wittigents. Research
themes emerged and continued to be shaped and reshapetaifted, critical and careful analytical
reading and reflections. The themes were also influenced by my biases, my refatatishi
participants, as well as the-construction of meaning during and since my time in the field. My
approach to data analysis further illustrates a reflexive approach to research which | hatedttem
make as transparent as possible. To perhagsite the obvious, rather than testing previously
formulated hypotheses, | purposefully allowed meanings to emerge wthike stme time

maintaining a high degree of systematicity and rigour through attention to detail.

3.12The research themes

To recap briefly, there is a direct connection between the example data highligimedeih hand
column of Table 3.above, tahe researctheme’' Othering, discomforand neeracism and its
associated suthemes. A more comprehensive display of all six research themes atm#sds can

be found in Table 3.Below:

Table 3.8The research themes and suthemes

CHAPTER FOUR: CRI TICAL EXPERIENCES CHAPTER FIVE: EXPLORING LITERACY

INFLUENCING UNIVERSITY LIFE PRACTICES IN THE ACADEMY

Themed4 .2 ‘Othering, discomforand neeracism Themeb.2 Negotiating dominant practices

4.2.1Currying favour 5.2.1 Competing discourses and thedeeal

4.2.2 Mistaken identity _ . Development Plan (PDP)

4.2.3 The chllenges of being ‘foreign’ 5.2.2 The critical practice of givingndreceiving

4.2.4 Mocking, ribbing and othering feedback

Theme4.3 Complex identities Themeb.3Life experiences inteesting with the
curriculum

4.3.1 A second choice place 5.3.1 Workbased dicimination

4.3.2An ascribed late identity 5.3.2The special case of politics

4.3.3 The kids versus the mature students 5.3.3 Links between social elusion and knowledge

4.3.4 Speaking Englistvith a postcolonial accent making
4.35 Changing identities and British citizenship 5.34 Lone parenthood

Theme 4.Disengagement and distance Theme 5.4The resources participants bring to the
academy
4.4.1 The Impact of life éfore Northcentral 5.4.1 Living amongst the people you study

4.4.2 The everydaypractice of norattendance

4.43 Silence and resistance 5.4.2 Poverty as eesource for knowledge making
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Barton and Padmore (1994) wrote that, for their study, ‘sonteeafesearch themes were implicit in
their interview questions, while others stemmed from the analysis of the émteranscripts’ (Barton

and Padmor&994, p.208). This is what | found as | attempted to answers the existing research
questions as well asldress new questions which emerged as salient during my time in the field and
as an outcome analysis and critical reflection. Themes implicit in the research questions aa based
the literature reviewed and my intuition, about the challenges studentat Northcentral. These are
writing as a site of struggle, the importance of identity as a dimension to acaderaads and the
significance of power relations in complex institutions. Other themes, howevegeshaer a result of
analysis in an@n my time in the research settingthering, neaacism and experiencing

discomfort is an example of this. Inevitably, there was some overlap across themes. For example,
research them#.3, ‘A Complex Deficit Identity’, emerged from the data, but was also relevant to
themes implicit in my research questions as well relevant to the theme Deficit desc@ection 2)5

explored in the literature review.

As already stated, the two data analysis chapters which follow are structured accordng$o th
illustratedin Table 3.8above. The first data chapter presents and analyses data supporting the first
three themes: ‘Othering, neeracism and experiencing discomforA Complex Deficit Identity’,

and ‘Disengagement and Alienation’ in relationte student experience and in doing so address the

first research question more directly:
1- How do undergraduate social science students negotiate their relationship with tihey&cade

The second data analysis chapter builds on chapter four and focuses on the final thake resear
themes: Negotiating dominant practices; Life experiences intersecting withrticellom, and The
resources participants bring to the acadedy .a resultthethemes explored in chapter five are more
closely related to researcheption two: How do power and identity influence the negotiation of

academic literacy practices?
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3.13Chapter summary

| began the chapter with a discussion of how my beliefs, biases and assumptions necessarily
influenced the construction of knowledge amd irfluenced by postmodern and psisticturalist
perspectives on ethnographic methodology. At the same time, | acknowledgestaeoexof the
social world beyond the one | created. Reflexivity and reflexive accountihg oésearch processes
and pocedures also emerge as significant in terms of my researcher positioning, datattomstna
approach to data analysis. | acknowledge that my biases and world views influenced tedagen

nature of the research strategy | outline here and that my field role was far frival. neu

I introduced the participants and some of their overlapping experiences to illuggrateolvement
and relationship with them in support of my claims of ethnographic methodology, etisieaiching
and multiple, interlated data collection methods. The Northcentral setting was introduced as an
appropriately interconnected and suitably complex site for the project. Dataionllaethods are
discussed in some detail in order to justify my methodological approaciisbub assist social and
cultural understandings of what is experienced and valued by a group of university stadiesgs.
observations and interview emerge as the most significant of the data collectimasnshich also
assisted understandings of ttamtext, the group, the individuals which made up the group and
implications for identity. Data gatherirgnd analysislid not focus onalk around studeriexts
production despitemy original expectations Research castill be said to have focussed e
negotiation ofiteracy-related practiceshich were instead evidenced through class observation and
extended interview | arguethroughouthat the shift irstrategy and methods away from texiented

practices was unproblematic for the osmdedess of this ethnographic research.

Ethical and noressentialist researching is something | value which is one reason why | attend to the
process of constructing the narrative summaries in detail. This is despite the facotiwde the
undergradu participants did not hold a relationship of equal status within the reseaimt) sttt

me as teacheesearcher. Instead | demonstrate how | created a variety of spaces for participants to
construct their own accounts. | explored insider perspectivorder to contribute towards an
understanding of what a small group of undergraduates do and what they see as important. The
ethnographic exploration was assisted through a deepened understanding of the context of
Northcentral. The data analysis eies are sufficiently detailed in order to both clarify and

exemplify what | did. Analysis in and on action are key as is the highlightingtichtexperiences

as a result of iterative and cyclical processes and procedures outlined, such as njettioingnd
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highlighting. Two examples of data display illustrate how the analysis in andion aicted

grouping, categorising and thematic development and vice versa. | also show how thetitbmes
subthemes emerged as a result of the @rehing iteative process. The final section introduces the
research themes which guide the data chapters. Finally, | end the chapter with a diigramm

overview of research themes as preparation for the data analysis chapters.

| argue the approach adopted supports ethnography as methodology and my interrogation of the
research questions. Indeed, my choice of chapter title emphasises sustained engagement wi
participants over time. The methodological approach documented illustratgdyadointextual,
practiceoriented approach to literacy but also elucidates what | did, the development sifian in
perspective influencing data analysis and the research themes created. The ethnographicfconcepts o
antiessentialism, reflexivity and the foregrounding ofdesiperspectives constitute the

methodological framework for the thesis. As a consequence, | hope | respected theeaamati

voices of all participants involved.
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CHAPTER FOUR: CRITICAL EXPERIENCES INFLUENCING UNIVERSITY LIFE

4.1 Introduction

Chapterfour develops the themes which emerged from the data analysis introduced irvitwespre
chapter4.2 Othering, discomfort andecracism 4.3Complex deficit identities andl.4
Disengagement and distance. | introduce a number of examples to demdmstwags in which
critical experiences at university and beyond impacted upon sustained engagememivetiséy
setting. Thus, there is close attention to data relating to participant expsrierorder to interrogate
the first research question. | argue thathelthemes are literaegelated as | discovered there was a
variety of ways in which life before and beyond the academy, as well as critical momigr&s i
university settingnfluencedknowledge making and the negotiation of academiraliies As a

result, | focus on participants’ experiences and challenges of negotiating the academatterfiding
to knowledge makingnd the resources participants bring to the academy more directly in chapter

five, themes first introduced in the litgure review chapter.

4.2 Othering, discomfort and necracism

In this section,dur dataanalysis examples demonstrate difeerentways in which the universitywas
experienced by a number of participants: Currying favour, Mistaken identity, Thenges of being
‘foreign’ and Mocking, ribbing andtloering.

4.2.1 Currying favour

The first year course observed was structured so that each student was assigned a small peer group
and also assigned two presentation topics to be delivered across the course of the acaderhie year. T
first was anintroductory ‘step one’ presentation.hd second ‘step two’ presentation (Course Reader
20082009, p.3) was a progression and therefore scheduled later in the academic year. Class
presentations were not formatjyaded but students were given verbal feedback. Students were new to
the institution, the Programme and new to each other; and each week | observed thereusias conf
over who was presenting what, when and with whés a result, the practices which demed

around the presentations became significant and run across a number of themes ipténisTétey

are particularly relevant to the first two examples, Currying favour and héistaentity.

The first example stems from an observation of the first year undergraduate classiid tf a
seminar, the lecturer and a group of students were trying to arrange a group fjwesamtal made

the following notes on interaction between Hamdi (pseudonym) and the lecturer:
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Hamdi gets out a blugilofax which has a blue leather cover. It looks a little like the
Qur'anwith Arabic writing on the front. It becomes apparent that there has been some
error and overlap with allocation of presentatiofibe lecturer has made an error for

which he apologises. Thecturer asks Hamdi to do it.

HAMDI: ‘I'll do it, init, just to make it level?
LECTURERA: Ah, you're, you're trying to curry favour?!
LECTURERA: How many of them [cgresenters do]... you see?
HAMDI: | don't really see them, but | can ctdem.

Lecturer and Hamdi then arrange his tutorial.
(Observation 6, year one)

What struck me about this exchange was that the lecturer asked Hamdi for help and then ancused hi
of ‘currying favour ‘when he agreedrather than beinthanked, the stdent was accused of doing
something rather dishonourable. At the time | felt the lecturer misrepresenmteti $liamtentions as
he was, in my view, trying to alleviate the lecturer’s predicament by ‘makiaget lin his words.
The verb choice also indexes the importance of power relations in the exchange. In ¢dvatdast,
previously observed an articulate student who, in class at least, was engaged andenbixrib
seminars positively. This is reflected in these observation notes from an earliears

Let’s not be naive here ... it comes down to the same thing...” [He (Hamdi) talks about

relativism and helping others. He (Hamdi) reads from the article more than onoceass

of supporting his point of view]

(Observation 4, year one)
In additionto engaging in seminars and the dayday administration of the courdenoted in my
fieldnotesthathe had expressed an interest in participating in my reseassnt him an email 2
weeks before which hecknowledged(Fieldnotes 16/12/2008)In contrast, the lecturer’s less than
positive evaluation of Hamdi as someone motivated byirstelfest and seeking additional favours
may havamplications for patterns of engagement: he no longer atteridedfotes, 20/01/2009;
Observation eleven, year one) the classes | obsehfednd it significant that this was the last time |

saw or heard from this student dater on in the year | made reference to this fact:

With the exception of Hamdi, who | have not seen since before Christmas.
(Observation 1, year one)

| am not suggesting that the lecturer’s response to Hamdi's offer was the reasemftw¥ hi
attendancenor do not wish to claim that the way Hamdi was treated was intentional. That said,
religious and ethnic difference as well as differences in age, status and clothing \iaige $tor
example, the fact that the ‘black’ student wore traditional shalwa kamwaée the ‘white’ lecturer

wore Western dress made his treatment all the more d#iadi’s compliance is less surprising

! Traditional dress worn by men and women from India, Pakistan and wisgia.
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giventhe lecturer’s status and relative power, tireddata highlights not only Hamdi’'s embarrassment
and discomfort but also how individuals in less powerful positions are treateburdibly. Delanty,
Jones and Wodak (2008, p.13) suggest that racism idessadirect and more diffuse’ and is less

likely to be expressed overtly in terms of hostility towards race or ethnicatitfer | do not mean to
imply that the lecturer was a racist. | observed the lecturer on 16 occasions and therewiceene e

tha this was the case. However, there is some evidence ghosmwhere, rather than intentional
othering of nordominant groups, the effects of certain behaviours and discourses can disadvantage

individuals along racial lines (Baker 1999; Spears 1999).

4.2.2 Mistaken identity
A seconddataexamplerelating toothering andliscomfort associated with the student experience
relates to two female studemiry and Nancy | observed the same lecturer conftlsetwo students
for approximately three minutevhen during the start of a class he asked who was presenting that
day. Nancy was present, but Mary had not yet arrived and | made the follow@sgonahe critical
moment:

There is also further confusion as the lecturer confuses Nancy with Mary.afiéhboth

Black African females. He is insistent ...

LECTURERA: ‘Well, why did you come to see me?’ *...Yes, you came to see me.’
[His face colours with emotion as he says it]
[He means why did she come and see him about the presentation
topic, if sheis not in fact going to present on that topic]

NANCY: ‘That was not me.’ [Shaking her head]
[He is emphatic and now her face coloursThe lecturer continues
to insist for 2 or 3 seconds more, then realises his error and
apologies explaining that a few students came to see him about
poverty, while Nancy came to see him about her PDP (Personal
Development Plan). He had forgottdine exchange is
embarrassing and discomforting.
9.47amMary arrives late.
(Observation 8, year one).

Although theexchange in the classroom was between Nancy and the lecturer, from my pergépective
seemed thdtecturer A did not recognise either Mary or Nancy, two women of African appearance
and accent, half way through their first year. This oversight is despite separatgrappts with him

on different topics. Mary talked to the lecturer the previous week (Narrative Synmi#12009)

but he had forgotten and Nancy did not correct him. Not only does the exchange causgssmbatr

for Nancy and the lecturer due to théemsity of the situation but I, along with other students present,
experienced some emotional discomfort. The two students’ ‘blackness’ and therletihiteness’
added to the intensity of the situation. The identities of these two women did natrgsstant

despite the considerable level of investment they repofitbid interpretation is supportéy Nancy
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on a separate occasiatnenduring an interview Nancy expresses her views on being a mature student
with family responsibility:

Some subjects [lecturers] forget our responsibilities as mature students amdahayg the

same. For example I've got three kids. | must work with them, do their homework and once

I've finished with them | do my own.
(Group interview, 02/2009)

Theparticipant'scommens on the challenges of being a student with additional responsibilities

echoes Norton’s (2000) research findings, which point to a high level of investmenbynauigrant
learners of Englishl found he extract to revedhat significant time ahenergy is invested into

Nancy'’s family’s education in addition to her own. Once again it was difficulintarggdifferences of

race and gender, which seemed to intensify as Nancy was accused, indirectly, of lackitity &m abi
prepare an appropriaged timely presentatiornt seemed to me thatther than being supported,

Nancy, like Hamdi, seems to have been accused of something she did not do nor had intended to do.
This second example relates tharing and, in particular, disbelief in the atiil$ of the Other

(Holliday 2011) to carry out academic matters efficiently and with integrity.

4.2.3 The challenges of being ‘foreign’

Thenext two data examples also relate to my observations of what | fettiseasnfort experienced

by key participantsluring class interactioras well abservations during my time in the field more
gererally. As | conducted a biographical interview, | noticed Mr N’'s leg shook as he recounted some
powerful experiences of discrimination and the challenges of beirggdfor The point is significant

as it relates to Mr N's relationship with the academy as his narrative indicates that!net feltturers
otheredstudents from Africa, Asia and Latin America:

There are some lecturers who want to distinguish betwreefoteigners but not realising

that they come from a different backgrour&bme lecturers don't give foreign students

time to express themselves... the ones born here have time to express themselves while
those from Africa, Asia and Latin America donHle feels this way because of his accent
and some people laugh at him sometimes. Mr N says that there are two lecturers who are
tough, not helpful but tough, with students who have difficulties expressing them§idlges.
leg shakes as he speaks]

(Mr N, narrative summary, 18/03/2010)

Thedata reproduced above originates from a much longer interview. | fberektract isolated
aboveto be particularly significant asit the time of data collection, tipdysical tremors observed
were significant enougto notealong side the participant’s recountinghig experiencesAdded to
this, the tremors alseeemd to be a manifestation of tlidéscomforthe experiencedtemming from
his perceptions dadiscriminationfrom ‘some lecturers’ whae feltdidn’t ‘give foreign students time

Mr N had been resident in the UK for over 16 years (Narrative summary, 18/03/2a%0) an
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this reason was classified as a home student by the univeEsin so, there appeared to be an
intense desire to tell his storit is also noteworthy that he refers to students from ‘Asia, Africa and
Latin America’, the visible minorities, as not having time to explain theraseHe does not appear to
suggest that lecturers laugh at his accent, confirmed later on in the interview. Atehlevias struck

by the power and intensity of what Mr N said coupled with the physical shaking.

Mr N did not know me wellyetdespite this relative lack of familiarity, he shared a great deal of what
| interpreted as feelings of being the object of discriminatory practices which aigade students
from certain backgrounds and origi He refers to this sense ahering by distinguishing ‘the ones
born here’ with those students ‘from a different background.’ He also alluded to thexgasld
being foreign with an accent during his time at Northcentral, as well as the ti#Bcals he as he saw
it, associated with being treated unsympathetically by academic staff:
He goes on to talk about a lecturer who doubted the work he pobdasehis own.They
did not trust him and added to this there he did not receive any feedback and it was only
after his exam on socialism that they began to trust hHirere are things that he doesn’t

want to say but he knows why.
(Mr N, narrative summar, 18/02/2010)

The secondlata extract shows that Mr N talked in some detail about the scepticism he encountered
over the ownership and authenticity of his own work and wheétieeacademic texte had produced
was in fact ‘his own’. Attribution of ideads an important and sometimes contentious part of
academic writing antdwanted to explorevhat seemed to be a plagiarism incident further as he said:
‘There are things that he doesn’t want to sayheuknows why Ethically, however, | had to refrain
from exploring the assertion as this was the first time we had met for interview eri@are basis.
The continual tremors, suggested he already appeared to be contributing a gesabteaklly and
physically. Mr N refers to matters of text production and expressing oneself acalfiemiwriting

in addition to the challenges of expressing himself in English. Accent, or waysabirsp, is
particularly salient for social identity (Lipjgsreen 1997). The first data extract from Mr N's narrative
account illustrated that there are complex identity issues relating to speakimghBmitlh an accent in
terms of how he sees himself as he refers to being laughed, his accent and not beingtrusted b
lecturers. The theme of socially significant ways afakfing in relation to language variety is

important and emerges later in this chapter (4.3.4 Speaking English with@owsal accent)

This student’s varied and challenging life experiences were embodied through pingsicas during
interview. This is in line with Rosen’s (1990) findinggich notedmature students in an urban

setting ‘shaking and sweating’ during interviews as they talked about the experiehiéestafly.
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The example also highlightemeptions of marginalisatiodiscriminatoy practicesand in some

instances indirecgr nearacismwhich, for this participant, was a consequence of coming from
elsewhere. Accordintp Zeleza (2009), a diasporic identity relates to a sense of belonging associated
with a place which has been ascribed a marginal or less valuable identity in compariso® to mor
‘traditional’ or ‘mainstream’ culturesDiasporic identity appears significant. It shifts between

identity rooted in London for many years and, at other times, ‘an African’ witacaent’and

someone who has difficulty expressing himself, and in doing so highlighting the complexity of
identity.

4.2.4 Mocking, ribbing and othering

Theslightly colloquial nature of the sdiitle may seem out of place, but it captures the essence of the
evert | elaborate on next: the pubfoking fun at a student’s name just over a month into his first
year of undergraduate study. The student involved was from an EU member statetl@inddason |

did not categorise him askay participant or invite hinfor interview. Nevertheless, a number of the
students | interviewed were present and this student, Mindis (pseudonym), wastlyguesent

during classroom observations. His embarrassment, as well as my own;vsrtbie During the

seminar | wrog:

There is laughter and hilarity associated with/surrounding one of [the] maéntud

[Mindis]. Unsure who he is at this stage but later learn it [the name] is Eastern European.
Same student explains graph and others interject.

| was unable to hear exact words exabtly the lecturer comments on this student’s

name and how unpronounceable it isThe lecturer makes light of the fact that he has not
attempted to pronounce the man’s name and missed it off the list rather thaot atdmso.
How does the student feel about this?

(Observation 1, year one)

As it was the first week of the year one observatibstruggled initially to make sense of what |
head and saw.In fact | searched for alternative ways of characterising what | obséecking’
and ‘ribbing’ arerather intense in terms of semantic derogation; yet, it became clear thatuher lect
and a sizeable portion of the class laughed loudly at this student’'s expense. &hfrmafowhat |
observedthe termseemed appropriate in two ways. Firstly, the phrase appeared to represent the
lecturer rapport building with the class at the expense of an outsider. Based on my knowleege of
students’ origins, my access to the university record system and reference tdiltinoted that
there were several students from Norway in the class but only one from Eastera. Eaddjtionally,
| felt the lecturer took advantage of his position of authority in the class atntieatatiher than risk
looking foolish by mispronouncing a name, something staff at the university did ritginea
context of great linguistic and cultural diversity. The student’s isolation vigistbeed as so many of
the class were visible minorities from Britain and elsewhere: he was a ‘white’ outRidgerson
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Revell's (2007) study found that humour can be a sign of collaboration and inclusion butigiso a s
of collusion and exclusionObserving the student as the butt of a joke was surprising as this class
member was an active participant in class discussiod$ad just completed an explanation of graphs
on a handout for the benefit of the class (Observation one, year one). Humourodkéads of
superiority and there is, therefore, a trade off between those who share the joke arsbthe/lpeiis

the object of derision (RogerseRRevell 2007). This seemed to be the case for Mindis aske

othered by the group.

This data example indicates that discomfort can be experienced in multiple ways. It s not
lecturer's comments alone, but the respafdbe class that was felt so intensely. This example of
what went on in a university classroom at the time of observation reveals how power toaittshif

a group. More specifically, powerful classroom discourses remained with the ldxttiedso
appeared to shift in favour of those in the clag® could be described as more established visible
minorities. On this occasion, the change in classroom dynamics was at the expense adihe stu
present, in part, as a result of recent EU enlargement policy. At the same time, | wad shaicthis
kind of event could occur in a Northcentral classroom. It seemed unkind and unprakegsrtly |
suspect as my teacher training experience emphasised stedéetdness and my beliefs in anti

essentiali; and antiracism were so entrenched.

4.25 Summing up

This theme has illustrated the sometimes intense and discomforting experiences assiticitited
challenges of negotiating academic practicegfoumber oparticipants and those around them,
which | argue resuétdfrom unintentional bias anatherforms of indirect discriminatiohcharacterise
as neeracism This occurred despite signs of engagement from Hamdi, Nancy and Mindis as they
attempted to engage with their lecturer and peers. ldlaveshown that participants’ attempts to
negotiate, in the sense of overcoming difficulties and challenges, the experienceyaithaiversity
was not always successful as at times they were assessed unfavourably and unfairly. Classroom
practices whih centred around the group presentations were not always a positive experience for
lecturers or class participants, and were also accompanied with emotional discomforersityi
These factors, | argue, influence literacy events such as oral pteEsentm addition, data begins to
reveal the complexity of classroom discourse and how lived experiences at Northcentral were
influenced by life experiences prior to university as well as during univeisityne case of Mr N,

this related to what he felt were false accusations of plagiarism, but also to the patrand

associated with speaking with the ‘wrong’ accent (LiBpeen, 1997).
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4.3 Complex identities

There were a number of examples during my time in the field where identities sedmeealscribed

on behalf of others and where these newly ascribed identities were not politisdéorm of identity
construction has been touched on in the previous sentishich | explored incidences of intense
discomfort experienced by members of theup. This next section continues to discuss identities
which shift across time and space, evoking notions of diaspora and hybeigiat the same time,
presents data which highligha complex institutional identity. | analyse five examples in turn: A
second choice place, The Late ones, The kids versus the mature students, Speaking Engtish wit

accent and Changing identities.

4.3.1 A second choice place

In the previous chapter | introduced the sterile zélace, Space and IdentBy7.]) in orde to

introduce the complex institutional identity of Northcentral and the impact | #rgad on students
who were prohibited from accessing certain areas of the campus in which the lecturers’ $icared of
was located.In this chapter, while the focuemains on institutional identity, | present data which

illustrates both particpant and lecturer perspectives.

Starting withMr N, data revealslorthcentral came second after another London universtg

participantexplained during interview:

He didn’t pick Northcentral. His ESOL tutor picked it ... He wanted to go to London
Metropolitan University because they did international development, ...
(Mr N, narrative summary, 18/03/2010)

Mr N was accepted ema similar course to development at Northcalnbuthe explained that was

not his first choice and his options seem to have been limitbdslpyevious educational experiences.

Similarly, some of the participants | engaged with viewed Northcentral as a secarel@fen
though their experiares, once enrolled, were reported as pasitivsade’s caseThis is highlighted

in the second part of the data extract below:

Northcentral was not her first choice: it was Bedfordshire, but Northcentral accepted

her first. ... Bedfordshire didn’t reply i n time so she got Northcentral... Applied social
science is relevant to her work as an [Citizens Advice Bureau] adviser and she chose Area
Studies because she is really interested in development issues. That was the link she could
see as well as a course of study that had more of a focus on gender issues and that was the
planthat really drew her to Area Studies.

(Sadenarrative summary, 01/04/2010)
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There can be said to be some similarities between Mr N and Sxge'sences if we interpret the
lack of a reply as a lack of a titgeoffer as 'Bedfordshire diat reply in time’. There are many
possible reasons for Mr N and Sade not receiving offers from their first choiaesities, but what |
see as common to these participants is that Northcentsaleparted as not being their first university

choice.

The next example supportsy view that the Applied Social Science programme was also constructed
less positively than other®uring interview Mona explained that as a result of her work experience
in health and social care (Narrative, 19/11/2068¢ applied for a course in Applied Social Sciences

after being rejected by the Social Work Faculty:

Initially, Mona wanted to do social work rather than Applied Social Sciencdéut ended

up doing AppliedSocial Science [pseudonym] as she was not accepted by the Social Work
department. She finds xxx interesting, but is wondering what job she might do.

(Mona, narrative summary, 19/11/2008)

| found that n Mona’s case the Applied Social Science programme seems to have been constructed
less positively than Social Work as dtatedshe’ended uploing Applied Social Science

[pseudonym] as she was not accepted by the Social Work department.’ The pregiaenwas

studying did not appear to be her preferred choice. Once again, options seem to hawetbddarl
these keyparticipants. These examples also have some applicationdceamuancedunderstanding

of participants’ complex identities and life experiences and how and why students iuuy tat

Northcentral andhe Applied Social Science course | observed more specifically.

The next critical experience occurred as a class was ending, although everyone remaéted s
Caitlin (pseudonym) was the only member of the class who over the monthseovation displayed
features characteristic of traditional rather than-maditional university students. As the session

ends, Caitlin speaks to the lecturer:

Caitlin informs lecturer that there are no classes next week except forcauiske

[pseudnym] because another lecturer had arranged a trip. Caitlin continues explainhing tha
the lecturer responsible for the risk course [pseudonym] said she has spoken to him [the
lecturer] about it.

LECTURERA, | am sorry, but tannot remenber her speaking tme
deliberately: about thisatall.’
[Lecturer’s face reddens, blushes and he looks
extremely uncomfortable.]
Caitlin apologises for the confusion as a trip to the UN

2 Underlining signifies word stress.



has beemrranged for the following week.’
(Observation 13, year one).

The obserations noted on this occasion would seenmdlicatethatit is the lecturer who experienced
discomfat in the presence of his classwell asme as observetlecturer’'s face reddens, blushes
and he looks extremely uncomfortabl@his incident intensified as Caitlappeared to relay
information on behalf of another programme leader, but also due to the public way irttvehiighly
experienced lecturer wagformedby Caitlin, a first year undergraduate. It shows how, for a moment,
power and authority shifted away from the lecturer towards Caitlin embodyimpgthgarity and

power of the othecourse There seemed to be a hierarchy emerging between the institutional
‘academic tribes’ (Bleher and Trowler 2001) where some degree pathways were afforded greater
prestige, student numbers and agency than others. What | also found sigaiftbartimenvas how
Caitlin, the only class member who could be described as traditional in the sense thpeahedao

be ‘white’ andwho sounded to me as thousgfiie spoke English as a first language, informed the
lecturer of a trip which impacted on his course so significantly. | am aware tihgprategories of
this kind masks the richness of Caitlin’'s background and depth of experidacertheless, this
example illustrates something of the identity afforded the entire group iistélly, including the
lecturer | knew very little about the ‘risk’ course, yet Kate’s visible identity markerdamglage

use, closer to standard prestige varieties @fligim than many of the other students in the group | had
heard, provide the possibility of a further postonial dimension to the power differentials of the
group enrolled on the programme. | suggest the incident shows how a first year undergrasmate
one occasion ‘vested with institutional authority’ (Benwell and Stokoe 2006, p.88).

In fact, additional observational data appearsigpert my claim as, while gathering his belongings,

the lecturer repeats that he must have been told the previous year but that he doesmimeréme
arrangementData shows that this was stated emphaticallgm sorry, but lcannotremember her
speaking to me about thagall.” He also comments that the Area Studies team has taken the whole of
the second yedo xxx, leaving him with only two students, so he cancelled the class:

LECTURERA: ‘I know this is an unpopular class’he says in response

to my suggestion that the UN trip may signal to students

that onecourseis more important than others for

studerts.

(Observation 15, year one)
| suggest this incident was experienced acutely by the lecturer as he raised the issnase tesp
comment | madat a later date The conversation | noted and subsequently highlighted in this
examplewas a reminder of how lecturers and degree programmes seemed to dongiatkent

numbers:
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Conversation with Lecturer A during class observation suggestthératis competition

among the major pathways for students.. as he commented that this ysardents seem

to be shifting away from area studies towards politics This vying for numbers may have

an impact on applied social science courses, students and the standing of the Programme all
the way through.’

(Fieldnotes, 10/02/2009)

Indeed, he lecturer seemed twell on this point, later blaming a power struggle between

programmes as we chatted one daghe back of the classroom

The conversation moves on to Faculty politics and how criminology and sociology spilt from
xxx and politicdargely due toself-interest. He reveals that thisourseis really a sociology
courseand not xxx, but that they cannot teach it due to the political split. He explains that
most second year students shift awayom xxx and towards development.

(Observation 12, year one)

Sunming up, it would appedrom my perspectivéhat it is not only participants who framed the
programme in deficit terms: there is evidence suahe faculty appeared to do so as well. In addition,
data also highliglstthe fact that competition among terdegree pathways (Applied Social Science,
Politics and Area Studies) had a disproportionate affect on the course | obsdmegqatoJamme’s
identity as less popular, evidence through conversations with a number of pagieiparell as the
lecturer,was compounded by the way in which the UN trip to Brussels was announced to the group,
coupled with the lecturer's own reference to the class as ‘unpopular’. It is gssiblpdhat the
conversation or meeting between faculty staff had been forgottire bgcturer. Nonetheless, the

fact that one programme could have such a negative impact on another was strikimis €Wielence

to show how participants constructed aspects of the university and programme ideafdfigit

terms. For instance, Northcentral was viewed less favourably than comparable institatéons i
number of other ways: ‘... the library closes at 10pm which is early compared to dtrersities

such at the University of xxx, which is open 24 hours’ (Mona, 19/11/2008). | canmottloéd this
second choice perspective was held by all students who were enrolled on the prograranadyfis
from observations and interview summaries indicates that a sense of deficit emergeattfirom b
students’ and the lecturscomments. We can s@éew discourses surrounding the class observed are
influenced by power hierarchies and, according to Gee (2008), how the workings of poutdraffe
people think; and | would argue some of the choices participants made. There is siemesgoim

the two data extracts above that the lecturer at least had experience of undergraduate students tendi
to ‘shift away’ from his ‘unpopular’ course, towards other programmes once they had tme opti
Thislast point isalsosupprted byevidene collated in Take 3.5 Summary of the eleven key
participant profileswhich showghat only two out of thelevenparticipantdndicated they were
specialising in Appliedocial Science (Kate and Mondyurthermoreaccording to theniversity
student record systenie number of students enrolled on the year one Applied Sai@ic® course

was 29 andjust9 and 1Zor the correponding year thresoursegsee Table 34 A downward trend
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in enrolment numbers alone does not prove thatdhee wasunpopilar, yet, arange of data sources
suggestthatit was considered the least popular optiom of thethree degrepathways (Blitics,

Area Studies and Applied Sociati8nce).

4.3.2 An ascribed ‘late’ identity and the impact of untapped resources

Here | explore how one lecturer ascribed a number of students with the essential idittityOver
the four months | observed the class, there was continual confusion and lackybukrihe
administration of group presentation topics and schedules whicimaleah class proceedings. As a
result, it can be useful to think of the discussions surrounding the group presentationstasiroggnst

part of the every day practice which informed and was influenced by the group:

NANCY: ‘Have you changed the topic for the presentation?’
LECTURERA: ‘Well, we need to work this out as a group
[Hesitantly]. [Mary looks confused as the lecturer
contirues to address the whole group.
Mary tries to get his attention once more...]
MARY: ‘Which topic?’
[The lecturemgoes over to Mary finally and they
discuss the topic which it turns out is a duplication of
today’s presentation.]
LECTURERA: ‘I remember now, you were one of the late ones
turning up.
(Observation 6, year one)

The data extract above highlights an examplieost two participants attempt to negotiate what is
required of themlt also highlights how attempts at negotiatieare challengeds interaction

between the lecturer and participasgemedo be dominated bynequal power relation€Even

though the lecturer appears to acknowledge the challenges they all face indireellyw&\heed to
work this out as a grouphealso seems blames the students who question him, referring to them as
‘the late ong. | suggest ‘the late ones’ was an essential identity category ascribed to those students
who were late starting the programme. It was articulated many times as the lectugbedtiag
organise the group and maintain control of the coutad. of context the word ‘late’ may seem
benign,but | suggest it reflects a deficient image of thesetraditional students as being unable to
work autonomously and collaboratively, skills idealised in higher education. The@mitascribing
the identity of students as ‘late’ was not restricted to Mary or Nancy as can be seen from the next
example of Mustapha, a ‘ndgraditional’ student with diasporic connections:

Lecturer goes on to house keeping matters of who presented today and who is presenting the
following week. ...

LECTURERA: ‘Right, that's group 6 sorted out’
LECTURER: ‘....Group 7, | didn’t even know | had Group 7!?’
[Jokingly]
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MUSTAPHA ‘You made it!

RETORTS:

LECTURER: ‘Yes, | remember you were very late.

(Observation 8, year one)

Mustapha attemptl to chienge the lectureyet, like Mary and Nancy he was essentialised as late
and appeared to be blamed for the administrative challenges the lecturer encountatedaanhémnt.
One reason for the problem of assigning presentation topics and students arose as anpbfitio
class were not present at the very start of the semester which presented significans fioskilen
lecturer, and hence the reference torlags However, it seemed to me that the challenge of such
organisational mattemsere, in part, a consequence of the course design rather than being caused by
‘the late arrivals’ (Observation 13, year one) alone. The continual referencdeatstaot only
starting late, but being a late kind of a person was powerful because of the higtigomayor
participants ascribed this essential lab&tided to this, | did not see the lectutake responsibility,
publicly at least, for the difficulties and challenges encountered. There is no doubt thestdlaten

caused additional logistical challengbst it seemed unfair to blame the individual.

For instance, the lecturer referred to Mary as ‘one of the latecomers’ in ordeifijotbitrshe was

one of those individuals who cause problems for themselves because they jormddHate
(Fieldnotes, 16/12/2008). This suggests that difficulties arising are seen as a frasliltidual

choices or circumstances rather than [stemming] from structural or systematic foeveis’ and

Ketter, 2011, p.135). Logistical problems become problems associated witklithéual and not the
institution. The data revesadjuite a bit about the power relations at work at particular moments in th
university classroom and howhering of this kind surrounding the organization of class presentations

becameoutinised discourse practice.

I now introduce Mustapha, one of ‘the late ones’, in order to provide an illustrativgpée of the

rich life experiences the participants | worked with brought to the academy:

Mustapha is originally from Congo but spent most of his childhood in France wherefmost
his schooling took place. As a child he travelled at lot, mainly to French speaking Wes
African countries such as Ivory Coast, Togo and Gabon. He left Congo when he was four. He
comes from a diplomatic familytis father works for the UN and his mother used to be an
Ambassador. They changed countries according to the appointments his family received.
Mustapha now lives in xxx and drops his son off at school before he commutes to xxx four
days a week. Mustapha originally elected to take Development with French as he felt he
needed to continue with French. Soon after, he realised that he needed to try gosfsshin
Mustapha started xxxcoursein week 6,... (Mustapha, narrative summary, 09/12/2008)

This extendd data example created after an extensive interview with Mustapha offers some evidence

that Mustapha had had a rich and varied life before starting university and, from weabhed,
appears to be reasonably accustomed to changing environments arescDita illustrates that he

lived and was educated irvariety of differentAfrican countries because bis family’s
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responsibilities.Later in the interviewhe stated that h&actually returned to Congo for the first time
in 2006 as he was plangito go back there or perhaps somewhere else in Afriearative summary,
09/12/2008) | suggest life experiences like these suggest that Musteghbikely to be able to

contributepositivelyto class seminars and debates and controversies in the Applied SamakeS

In contrastduring observationseveral of the students | observed were constructed antsedfsted
(Hamdi), disorganized (Nancy) and late (Mustapha, Ma#gditionally, Mustapha’s diplomatic
family background is a vivid remder of how unfavourable identity categories such as ‘late/not late’

mask the complexity of life before university and which, in this case, impactadajplidary choice.

4.3.3 The kids versus the mature students

A third example relates to how parpeints | worked with positioned themselves, and others in the
group, in less favourable ways. The focus is on the maturetraditional student profile of the vast
majority of the group observed and interviewed, who were situated amongst a somalberof
college or school leavers. Feelings of disadvantage reported relate to the comitesidérich
emerged during the study and which had implications for the identities constructeddnistn
behalf of their peers, as well as themselves. The next extract introduces James, efedsf,ttvho

| talked to as he returned to validate a narragivamary

He started in migDctober in learning week 3. He lives with his father but does not talk to

him much about uni life. James commutes up to 4sheach day to come to ‘uni’ and, as a
consequence, it can be difficult for him to arrive on time for a 9.30 lecture. He waddcha

leave home at around 7.30am to do so. He also works and recruits for the Army Cadet Force.
These responsibilities end late. He missed the lecture today for this reason.

(James, narrative interview, 11/11/2008)

The data above illustrates how from my perspectibeéame apparent during the exploratory
interview that James shared the many challenges of juggling university life andanomitments
with some of the mature students in theugy; such as Fred, Vera, Maisaad Mr N. This involved
working several hours a week and included substantial commuting across L@ekpite the
responsibilities outside the universigting he mentioned, he described himself as ‘a lost kid’ with

reference to his institutionally situated identity:

He is aware that he is one of the younger ones as when he talks to people and says that he is
18 they respond that that is pretty young. Most other students he talks to on a random basis
are over 20. This makes James feel like a lost kid.

(James, narrative interview, 11/11/2008)

After talkingto James at length on two osa@ans there appeared to be a sense of disadvantage as

James referretb himself as a kid in contrast to the mature students'arb@ver 20’. James ws not
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the only member of the group who refertedome of the undergraduate students as ‘kids’. There are

other instances where age and reference to 18 year olds as children were made:

Vera is also concerned because she believes that she is older and that some of the kids in the
class are very good. As a consequence, they don’t need to strain because the foundation has
already been built. She admits she is not the only one having problems, but that some of the
others do not come forward.

(Vera, narrative summary, 27/01/2009)

In contrast to James, Vera assesses the kids as ‘veryaymhatho ‘don't need to strain'The data
extract below shows hoonaalso comparekerself unfavourably to the younger students e
felt were better than her. The following is a paraphrase of fieldnotes taken as shirdellethe
day in my office
MONA: Before | couldn’t contribute anything.you know these kids are
better than me, so since you've asked me ... you know it helped
me to open up ... | feel | have something to contribute to people.’
VICTORIA: Who?
[I press her on which people she is referring to and she confirms

people in general]
(Fieldnotes, 17/03/2010)

Once again, a sense of being at a disadvantage emerged as Mona and Vera compared themselves
unfavourably to ‘the kids’ who, from their perspective, had superior credenitigsinteresting that
James opted to refer to himself as ‘a lost kid’ grétty young’ compared to other students at the
start of the academic year. There is also a real sense of a group identity emerging@asgbie y
students refer to nemaditional students as ‘old’ while the ‘old’, mature students refer to theegight
year old as ‘kids’. Rather than highlighting tensions between the maturetstaddrkids, there was
no real evidence of this, | suggest the data highlights tensions and anxiety surrourdi@ng@ca
study. This position is not without its contradictions as Btates: ‘The proportion of mature to Ron
mature students is fine’ (Narrative summary, 13/01/2009). However, Fredkeslanis poinfurther
during agroupinterview:

But at the same time we realise, lobk;s got more time to readhe’s, he’s got moréme

to read the assignments.
(Group interview, 10/02/2009)

During an individual interviewvith Fred | found thathewas keen not to blame who he referred to as
‘the younger ones’ (Narrative summary, 13/01/2009his experiences Reporting his gxeriences,
he admitted

‘Sometimesthe time to read is not therébecause of family commitments but it is also very
difficult when you have not been in a classroom for 15 ydBiarative summary,
13/01/2009)
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All the same, he was critical of the irtgtion for attracting nottraditional students in the first place.
The degree had a target audience of both sdbawkrs and mature students as indicated by publicity
which appears to place equal emphasibath groups

The course would appeal to sixth formers with a range of knowledgaaiude

professionalsinterested in current affairs. An A lehin Politics is not required.
(Undergraduate courses web%i010)

This point is picked up by some of the mature students during interview and gputdydy Fred

who says that the qualifier mature student ‘should not be there’ (Group interview2004dR/Those
interviewed felt that once they arrived they were treated exactly the same as other studdres.
words, participants felt there was dispensation or acknowledgement that they had family and work
commitments outside the universityheviews expressed contrastarkly with Lecturer A who stated
any challenges or difficulties were personal and brought about by the indivkéeldhptes,

16/12/2008) and thus not the responsibility of the University.

The identities the mature students ascribed the more traditicagly university students reflects
their awareness that ‘the kids’ were likely to be better prepared for university atudgll as having
more time for university study once enrolled. Here identity categories, alerggsiahge of
overlapping and interrelated data, are useful for unearthing significant disquactices despite the
complexity and diversity of the partmnts who made up the classes obser@mthis occasion,
identities constructed by the group did not appear to assist the negotiatioraof-liedated practices,

but instead reflected underlying anxiety and concern with the challenges of upiseiy.

3 URL withheld due to issues ohanymity.
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4.34 Speaking English with a postolonial accent

The title of this suiheme references Lippi Green’s (1987) bawiglish with an Accent: Language,
ideology and discrimination in the United Staf€kis section is concerned with the effects of
varieties of English on social identithiot all participants elected to talk about their language
background or Engdh language use but several digra, Mr N, Mustapha and Mona, for example.
What they reported touches on the complexity of diasporic identities which emergegittari
previous sectio 4.2.3 (The challenges of being ‘foreign’), where Mr N spoke of the implications of
his background in terms of the difficulties he encountered expressing himself and abeat tfe f
being laughed at in clagslarratve summary, 18/03/2010). This section contains two examjfles.
first relates to the challenge of speaking Swahili as a first language on familyn®ktic subsequent
text production. The second picks up some of the themes introduced bydldtiNg to speaking

with an accent, the challenges of speaking aprestige variety of English.

With reference tolte impact of first languag®&lona initiated talk about her background and, in
particular, what she saw as the significance of Swahiletqpredicament, the fact that she was
resubmitting a piece of course work:

English was used as the official language when the Socialist government came into power
when Mona was in year one. They changed the language policy from English to Swabhili.
Monafelt that her parents were okay as the educational system used English and they didn’t
have any problems. However, the problem for her came when English stopped being the
language of communication. Mona feels that, as a result, she did not have a good
background in English because she used Swabhili. Mona also speaks the language of her
parents, Kyrangi. Her parents use it and although she understands, she cannot sgeak it. Sh
is fluent in Swabhili. In Tanzania she uses Swabhili rather than Englisisaket official

language. Mona finished her primary and secondary schooling in Tanzania. In 1999 her
family came from Tanzania to work in the Embassy here. Even though she was better at
writing than speaking, she felt she did not have a good enough background in English and
decided to improve her English when she came over.

(Mona, narrative summary, 19/11/2008)

The statement about understanding but not speaking Kyrangi may seem contragitiess so if it

is seen as a statement about languagert@pe. More importantly, her first language, Swabhili, is
contrasted with her parents’ use of Kyrangrom my perspective it seemed tHagre wereclear
language and identity conflicts for Mona who was schoole8&wabhili rather than Englistas her
parents were. What is also significant is the sense of distance from her parents Mona catadhunic
‘they didn’t have any problems’ while, in contrast, she does. The outcome shag of national
language policy was deeply felt by this participanstes talked about her childhood education in
Tanzania. The use of Swabhili as a medium of instruction was problematic and despiteebéinsg
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language, she appears to view Swabhili in terms of the low prestige attaghedmpared to English.

Amina shares Mona’s view of Swabhili as being less advantageous than English:

Her father was in pursuit of a better education for his family and at the time diéinohis
children to stay in Nairobi and learn Swabhili, the native language, because he hielieved
would not benefit them.’

(Amina, narrative summary, 19/03/2010)

Although at no point during the projestid | seekto verify evidenceas a deliberate strategyona’s
experiences with regard to the impact of Tanzanian language policy are reporteliendtioee. For
instancethe introduction of Swahili in favour of English was one response to the colonial system in
Tanzania (Blommaert 2010; Mazrui 1997) and what is clear is that the use of a langyage, an
language, cannot occur outside power relatidrhere was also a sense thitsghoric connections
remained strong as participants talked about who they were, where they came froeniaapédth on

theiracademic experiences at Northcentral.

Non-standard varieties of English also emerged as significant for how participants framhechiaca
writing challenges. Vera, for instance, blamed her challenges with text productiberasalirce of

language errors on pidgin English, in doing so emphasizing the importance of standard English:

Vera explains thatlthough the medium of education in Liberia is also English, she speaks
what she describes as local English or pidgin. Only those who are able to congidete th
education or go to a good school are able to speak standard English as most of the public
schools in Liberia lack good facilities. Vera believes that she speaks pidgin Englisheand
when she writes this is the cause of her grammatical errors today. This stems from the fact
that she was unable to finish High School in Liberia. .... It was a private fee payind) schoo
and at times her father struggled to find the money to pay the fees for her andgs aibl

well. Because of this financial situation, there were gaps in Vera's education, even before
the onset of the civil war.

(Vera, narratie summary, 09/12/2008)

Vera describes herself in deficit terms on several occasions; such as, ‘a high schodl dasp ou
someone who got to tenth graol@ly, and as someone who was unable to complete her education in
Liberia because of the war (Narraigummary, 09/12/2008%he resumed her education in Norway
where ‘she learnt Norwegian as well as how to read and write for 2 years’ (Narrative summary,
09/12/2008) after which she migrated to Britain. Despite her multilinguattge, it is possibléhat
there were residual gaps in Vera’'s education which meant that she had not achievestaieyf lit
(Blommaert 2010, p.162) in English, atithtas a result all language skills were not yet equally or
fully developed. | suggest that her life experiences were also likely to be carrifadtors to the
challenges of negotiating reading and writing at university. Vera expressed ragrebaing able to

finish her education and become an independent person (Narrative summary, 09/12/2008).
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...they [Colege admissions] said thiftey could not accept what she had done in
Tanzaniaso they suggested she did a-piezess course instead to see how she got on. This
made her feel bad becaug®e had to prove that she was capable and that just because
she wentto school in Tanzania did not mean that she did not know anything.

(Mona, narrative summary, 19/11/2008)

It seems to me that both MoaadVera recognised the importance of paty educational
qualificationsbutalso standaré&nglish for their identity.If qualifications gained elsewhere and
language varieties spoken as a result of a colonial past and distant contexts areisearginalless
surprising that the students | worked with viewed themselves as lacking comparedidsthéThe
kids’, from the perspective dey participants, spoke English as a first langudge been schooled in
English and importantly had more time to apply themselves. It would seem that from what key
participants reported ging rejected by other institutions aoither programmes adds to this sense of
disadvantage. | suggest participants’ educational experiences and multilingutdirep, however
sophisticated, inevitably influenced the way in which they were able to engage andtaegitii
Northcentral. Lie experiences appeared to affect not only personal identity, but also the nature of
relationships with others with whom participants identified. These relationghipgated younger
members of the group as well as family members, illustrated in therséetiow. | suggest

tentatively that these experiences had some influence on text production. tdiwren¥era wrote

that her language background was ‘the cause of her grammatical errors today’. Deringvirthere
was some evidence that Mona frames her language background as problematic in respect of the
challenges she was experiencing at the time of data collection.

Additionally, dscourses surrounding speaking and writing ‘proper’ English with the ‘right’ kind of
accent emerged as important gonumber of participantg=irstly, Kate stated that she always tries to
speak ‘proper English’ because she was ‘the academic one in the family and it usexy toeanvhen
people said things wrongly’ (Narrative summary, 23/10/2010). This sentimezdragp be shared
by Mr N who also referred to people not speaking properly:
Mr N likes studying with different people whose words you can-doten, words he is not
familiar with, and then go and research theérhe problem is thatsome people, who are
around us, do not speak properlyand so if you stay with them you may confuse and mix
up words and he wonders why he spends time with thigran when he wants to involve
them, they accuse him of being English and of changing his way of talkivey. say k is
trying to copy the English style. Mr N admits that sometimes he changes his accest and h

friends do not recognise him when he answers the phone.
(Mr N, narrative summary, 18/03/2009)

| cannot say categorically that teerefering to ‘some people’ from the group of participants |

observedbut this does seem possibRositioning of this kind may have been for my benefit as Mr N
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may havechose to identify with or appeal to me as a teaetesearcher with an interest in language
and literacy. He may also have been influenced by his interpretation of me as somespekegho
English ‘without’ an accent and somehow different to the ‘people who are arouaicthisttime. A
different, or perhaps additional, interpretation is that he was projedéng expressed by his
daughter aboutim. | inferred, from the information he provided, that she would be likely to speak
standard forms of English as she had been @odm London:

... his daughter wants to challenge him. She also laughs at his andesdys he is an

African. She thinks ... [she] knows English and that she is cleverer than him: she does not

have an accent. However, he is aware that even though his accent is not good she is not

cleverer than him.
(Mr N, narrative summary, 18/03/2010)

Children routinely challenge their parents’ authority in different ways. Howsiggrificant to this
thesis is that he reports that his daughter ‘does not have an accent’ higdlaéent is ‘not good’. As
everyone has an accent of some kind, thesentents seem to fit notions of distancing resulting from
language differences between home and school, or home and the prestige Englishisheraicter
higher education. As a result, netandard accents, or not speaking properly are amplified as Igocial
unacceptable differenfd [italics original] (Lippi-Green 1997, p.173).

It seems that both Mona and Mr N see academic success as intrinsically tied to standard lssgguag
despite being fluent speakers of English commensurate with the lengtte gigemt in the UK

have touched oavaluative comments from participants relating to speaking Swahili, those with
‘African’ accents described as ‘not good’, and being laughed at by others who usesvaliser to
Standard EnglishiThe link between the sense of deficit associated with speaking ‘local’, pidgin or
English with anAfrican accent, Liberian Kreydbr instance, signifies the complex historical
relationship with more standard forms of English, often afforded a downgraded(Btaitliigson

1992; wa Thiong'o 1986). Participants reported this was important. Therdéf seems necessary to
stress the importance of contextual, #ioguistic factors affecting what participants felt about their
language backgrounds. | want to stress that, based on the evidence presented seffigesbéll
negotiating literacyrelated practices are unlikely to be linguistic alone. This is a view first articulated
by Street (1984; 2004), who argued it is the-lioguistic that becomes significant in literacy
practices. The examples illustrate the many ways in which language use is bound upweitagp

well as other no#linguistic factors.
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4.35 Changing identities and British citizenship

So far, | have written very little abotiieways in which participas reported or were observed to
have changeds they negotiated their relationship whithrthcentral, specifically. This is because the
other themes discussed so far emerged powerfully during the analytic prolcags.already
presented evidence that illustrates a range of critical life events significant to h@ipaats saw
themselves which occurred before time at Northcentrathis section | argue that significant identity
work occurred for many participants, but that changes were not necessarily a reswdgehssy or
successful negotiation with Northcentral, sometimes occubefigreundergraduate studies
commenced. Participants reported they were-teng or permanent UK residents and that they had
identities, which were situated outside as well as inside the UK in someAsayresult, the process
of gaining British citizenship (See gov.uk website June 2014) was a topic which araseufaber of

participants.

During an extended biographical intervieMs, N talked about his educatial experiences in France
and in Congo before th@tlarrative summary, 18/03/2010he alsoreported racism and
discrimination in the workplada Londonand later at Northcentral (see section 4.1.3), yet, despite
these varied experiencbeth inside andutside the UK, heeemedelatively positive about gaining
British citizenship:
He’s got rights. He took citizenship and now thinks like a British person because heofs par
society, living in society. As a citizen of this country, he needs to keongribute]

something, ... .
(Mr N, narrative summary, 18/03/2010)

In contrasto my own posstructural perspectives on identityyseems that, for Mr N, citizenship
represents something quite solid and tangible. tdg&citizenship’ and is now ‘paxf society’.
There was, however, some ambivalence associated with changes in citizenship expressed by other
participants:

Mary expresses a desire to go back home to Rwanda to fight poverty and she feeisghat

a British citizen will help her achievéhis. She does not want to be in the UK on benefits

and end up in a nursing home. She concludes that having a British passport is a good thing

asit will make life easier; but, it will not change her as a person.
(Mary, rarrative summary, 20/01/2009)

Interestingly, Mary is careful to state that there is an absence of change to personalasientésult
of gaining British citizenship. However, the statement, coupled with changes tcabgdwade and

voice quality observed, suggests there may be arf@guity or emotional discomfort associated
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with this bureaucratic move than articulateballyat that point. There appears to be some conflict

associated with the changes Mary was experiencing at that time:

... she should not really be doing it, buatishe has started the process which she is doing
for her daughter.
(Mary, rarrative summary, 20/01/2009)

It would seenthat Mary did it gained British citizenship that i$or her daughter’ in order to secure
identical legal status and documentationthem both Viewing the process of becoming a British
citizen as something ‘she should not really be doing’ contrasts with more digdourses, reflected
in, for example, government reform which took place in order that the processes g gaizenship
would become ‘meaningful and celebratory rather than simply a bureaucratic prbiddS© 2002).
According to Hanauer (2008, p.198):

The acquisition of citizenship, the bureaucratic process of changing the legal ktatus o

residence in an institathally defined territory termed a nation, is usually perceived in legal,
societal and personal terms as major positioning of the individual.

However, the quote above, which suggests citizerigligdvesmajor repaositioning, sits in stark
contrast to Mary’s claim that ‘it will not change her as a person.’ | was also unsettaditthat
Mona may have taken the citizenship test because of my influence:
Mona says that she took the test and is now a British Citizen and that | triggered spmethin
in her when | mentioned xxx last yeéhe was aware that through her studies and
general awareness that this would become harder and the criteria and process would
change.l ask her how she feels and she repliesdtthbugh she is pleased, her heart is

with the people in Tanzania.
(Fieldnotes, 17/03/2010)

It seems that Mona also made this significant change to her identity for pragmatis reaggesting
that the bureaucratic change is as much about individual access to resources than a fieatiaenti
with Britain necessarily. Hanauer (2008) suggested that with regard to citizenshéitest

diasporic identity remains separate from this legal identity associated with nation.

Fieldnotes indicate that participants were not entirely comfortabletaiiimg about the process of
gaining British citizenship, despite a high level of sharing about other equally colifgissues. |
suggest this reluctance may be a reflection of British citizenship being seen as a pragoessity
rather than a positive choice as ‘it will make life easier’ even though, for instancerépartedshe
should not really be doing ith@rrative summary0/01/2009). Even so, there does seelmet some
complex identity workaking place not least as both participantsengareful to refer to their “first’

nation states of Rwanda and Tanzania. | deduce that there are implications for idengig as th
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women have ‘deep identification’ (Hanauer, 2008) with Rwanda and Tanzania, as well ahéfe in t
UK. Data hints at moreomplex and unsettling changes to how they saw themsehiss.of
relevance to this thesis is the discovery that participants were both studying citiz&stehivas

aware that through her studies’) as an academic subject at university and at thimedraging to
‘prove’ their ‘Britishness’ through completion of a Home Office citizenship t&kisreciprocal
exchangdetween academic subjects studied locally and individual identity and idatiific

elsewhere is picked up in the next chapter.

4.3.6Summing up

There was a tendency among some, but not all, of the group to reflect on the fattiehthe
institution or the programme they were undertaking had not initially been theirneaethoice,
further limiting their options as they saw ithe data also revesh complex and interrelated set of
deficit identities among those who defined themselves as speakersstbndard forms of English,
or speakers of languages other than English, for a variety of reasons. There is alse ¢wtlen
participants positioned themselves less favourably in comparison to other, yoositjer, students in
the group. Challenges of negotiating the academy were hindered by essentigsdanth as ‘the
late ones’ which were applied to a number of pgréints. Indeed, some participants were assessed
unfavourably despite the institutional practice of allowing ‘late arrivaisd courses several weeks
into the academic yeaAs a result, even though patrticipants were equally complex and different,
paricipant identities were often constructed in essential terms by others around thesntzesctme
aware of the challenges of undergraduate study. | suggest that challenges of univeysitsgistu
experienced all the more starkly by students like Veraya/dary and Mr N, given their rich and
complex backgrounds and educational experiences, whigdme cases were disrupted and truncated

due to financial pressures and violent conflict.

The data analysed so far has elicited very little evidensaafesful negotiationpbelonging to or
identification with Northcentral even though participants commented on the studmemd them.
Instead, belonging is evidenced through the naturalization process. Whiledéenalicates this
might be highly significant in terms of repositioning of the individual (Hanauer 208@eHDffice
2002), the data from this study indicates some ambivalence and public unease as pautadiean
about the process of gaining British citizenshiferefore, despite highly pnal and significant
legal changes to identity, the permanency of British citizenship seems to be resisted neférenpe

for more dynamic identification moving between local and more distant communities.
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| have begun to draw out a sense of distaaperted by Mr N, Mary and Mona, in particular, as a
consequence of how they constructed experiences before and during their time at Nakthcentr
Analysis haslsobegun to highlight participants as knowledge makerswuch a# doestheir

complex diasporic identities and tangible life experiemti#sencing their relationship witthe
academy.This next theme builds on a sense of disengagement, or distance from the process of study

and its implications fothe successful negotiation atademic literaes.

4.4 Disengagement and distance

This theme is divided into three sections: The imp#dife before Northcentral, The everyday

practice of norattendance and Silence and resistance. Many powerful examples emerged during
analysis in and on action and | have been necessarily selective in the process of data extraction and
highlighting. | developed the first sutheme around Mary as many of the experiences reported had

some resonance and overlap with other members of the group.

4.4.1 The Impact of life before Northcentral

| have already illustrated in the case of ‘Mistaken identity’ (4.1.2) thapiteindividual attention

from lecturers in class as well as meetings separate to the timetabled classes, there were gaps in
understanding of the natuo& personal experiences which may have impacted upon students’
attendance, punctuality and engagement. Here | present data from an extendeditabgragskiew
with Mary in order to illustrate the complexity of background and life experseoicthis ley

participant. Mary’s life before and during her time at university was rich, reflected in polverf

narratives:

She is originally from Rwanda but was forced to leave as a result of the genocide. She was
privileged to be able to study in Kenya. Mary had a varied professional career in Rwanda,
working mainly in the field as, for example, an insurance company and for an HIV AIDS
organisation. As a consequence of this fieldwork she speaks a range of languages which
include English, French, Swahili, Yerwandaiganda and a number of local languages. She
describes herself as a linguist and she had to learn the languages of local people to be to carry
out her work as a counsellor effectively. However, it was because of this work that she had to
leave her home.

(Mary, narrative summary, 09/12/2008)

Evidence from the relatively short extract above highlidyhisy’s multilingual repertoire in addition

to her variedife experienceslt is dso worth noting that although blaekd over 21 at the start of her
degee programme, it is questionable whether she identified as working class, challenginglisssent
perceptions of the identities of these students astraaiitional’. Additionally, after settling in

London, Mary reported financial worries and evicti@vealing compelling reasons for late arrival

onto the course:
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She used to live in xxx in a twlwedroomed flat but felt that she had to move away and put
everything behind her. It was mainly for the sake of her five year old daugiey. moved

to xxx with her daughter in September 2008. Financially, the move has been very hard as, for
example, at one stage she and her daughter were evicted. They ended up living in a single
room for several weeks. This took place while Mary should have been attendiag thvex
academic year began the third week of September ...

(Mary, narrative summary, 09/12/2008)

Mary alsoreportinggetting into difficultyfinancially as hehousing benefits had beeradtically
reduced unexpectedas illustrated in the following datxtract ‘She is concerned that she will not be
able to pay her rent and may have to drop out as she is unable to repasr th@yonent as well as her
rent (Mary, narrative summary, 14/01/2009ne interpretation is that Mary brought about her own
houwsing issues as she was motivated by a desire tafitesh (Fieldnotes, 16/12/2008hich resulted
in her voluntary movéo a different part of LondonNonethelesd, suggest she deserves to be
respected for her varied professional roles and critical life events before as well asrdusiagt of
her university studiesl have briefly touched on Mary’s sharing of experiences of Rwandan genocide,
her more immediate financial worries and housing challenges in order to expl@imm&trareasons
for he late start in week six of the course. Furthermore, she identified as a recovering@tpaite|
early on in the data collection phase which | later reflect on my interview with Masidndtes:

Mary seems to have invested a great deal of effont @wiotionally and financially in order

to start her degree. Mary also talks of genocide in Rwanda and her alcoholism.
(Fieldnotes, 16/12/2008)

As | learnt of Mary’s life experiences | was able to undershewd preoccupations of, for example,
worrying ‘continually about her three children whom she does not see or talk to’ (Narrativeasym
09/12/2008) and homelessness manifested in class behaviour where Maryagigeaotto engage
with others:

In fact there were a number of disruptions of this kimdich prevented her from focussing

on her studies. ... ‘and, as a consequencelthough she was physically attending

classes she was not really there as she was preoccupied with her housing issues.
(Narrative summary, 09/12/2008)

| foundher extendedharrativego displaya degree of awareness and reflexivity around her situation.
Mann (2001; 2005) defines alienation, with regard to teaching and learning in higher edasation,
distancing from what learners should be engaged in, whighinclude feking held back, inhibited,
estranged or isolated from what it is they are supposed to be doing (Mann 2005). Sucimgliatethc
isolation was something | noted on several occasi®ias instance, during class observation | noted
...Mary sits at the front with her arms folded, coat on with buttons fastened. Méanvai

other younger students chat jovially.
(Fieldnotes, 02/12/2008)
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In January, a similar lack of engagement was observed:

Mary does not seem to be taking notes and is listening with aldesifo
(Observation 7, year one)

From my perspectivéMary seemed particularly isolated and | observed little evidence of verbal
engagement with the lecturer, her peerearningbehaviour such as netaking. Thus, &hough

Mary attendecconsistentlyjt was difficult to conclude there was much evidence of engagement. It
was also difficult to determine to what extent the eosdiringwas a deliberate block or barrier, as the
practice could simply be related to room temperatralternativelyselfawarenessasshe may have
felt her clothesvereless acceptable socially in the room at the time. That said, the coat wearing,
accompanied by defensive arm folding does suggest some form of disengagemeanhatidralvas
being experienced at that timE&hese observations are supported by Duff's (2002, p.290)
ethnographic study in Canadian classrooms which found that some students remasiiedt;...
marginal, apparently disconnected and disengaged from peers, curriculumeactwidl discourse in
themainstream...”. Data indicates grave reasons for her disengagement and lack of pantiarudti
suggestt was surprising that she was able to attend university at all in many ways.

Even though | founlary’s narratives were among the most fully depeld, other students
experienced similar critical life events. Vera reported leaving ‘Liberia because whth(Narrative
summary, 09/12/2008) and Amina recounted how her family left Somtdiaredr father was
kidnapped and ‘Her mother couldn’t takeyanore’ (Narrative summary, 19/03/2010). | have already
indicated that Mona’s narratives are indicative of distancing from her fagtuse of a lack of a
common language among family members (section 4.2.4). | had been working with Mona for over a
yea when she offered an alternative, or perhaps additional, explanation for her saliesatibn or
divorce from her immediate environment:

She apologies for she asking me to switch off the recorder the week before when she was

critical of her supervigo She explains that she is anxious and nervous because she was

abused.l ask her if she is referring to an experience at Northcentral, but she says: ‘No,

before.’
(Fieldnotes, 09/04/2010)

Again, as in previous data exampéglored in this chapteexperience®f undergraduate study were
influenced heavily by life experiences outside and beyond the setting. Such expelierpes,
continued to impact on how the group of students | worked with were able to engage and nkgotiate t

university setting
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4.4.2 The everyday practice of norattendance

Erratic attendance patterns characterised the majority of the classes | observsd.tResis, hon
attendance refers to: first of all, absence or not attending; second, leaving'semehkectures
without comment, and third, being late for classes. For example, reflecting -attewndance, or
absence from clasat the start of an observation one day | wrote: ‘9.38am 10/29 present’
(18/11/2008}s this struck me as low attendance for midway throliglautumn term for a first year

group. In fact, | did not meet one member of the first year class until January:

Nancy and another female student | do not recognise is sitting at the back. ...

| introduce myself and why | am in her class. She is Florence (pseudonym) and shatsays t
she was asking Nancy who | waShe confirms she received a letter from me before

Christmas but has not attended this class although | understand she has been present in othe
course. She signs the consent form.

(Observéion 9, year one)

Despitelengthyperiods of norattendancéor some participants as indicated in the data extract above
| was unaware of any formal consequences being applied fotdomgabsences of this kind for this
participant, but | was aware thate lecturer did not seem to notice that a black African female

attended for the first time in over three months: | found this surprising.

Secondly, | also found the practice of entering and leaving the classroom without venbartt or
eye contact unusual given the size of the claséésle there may have been compelling reasons for

doing so, it was generally disruptias the extract below illustrates

Vera’'s mobile phone goes off and she runs out of the class to take a call. As Lecturer talks,
Maika [pseudonym] appears outside the ddde.beckons to Fred/Mustapha (?) to come.

Fred then also leaves the class and this leaving agoteeing becomes disruptive especially
given the squeaky [door] hinge.

(Observation 4, year one)

On more than one occasion, | found tlnet tlisruption and sense of chaos (Observation 4 and
Observation 8, year one), which resulted from-atiandance of this kind, could not be overlooked.

Both teaching and learning were affected:
9.53am Nancy’s phone goes off ard Tracy turns round and frowns at her briefly. Nancy
leaves the room and takes the call. Lecturer stumbles vocally as she does this but does not

comment.
(Observation 9, year one)
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However, | would like to put forward an additional interpretation. Despite the dsmuotd chaos
highlighted in the data, the classroom practices of entering and ldavitmgssed may have been
attempts at engaging and working together as class members located in othertpansiversity
setting sought out their garesenters by phone or text. What | found poignant was that collaboration
of this kind was also made far more challenging by the other forms edttemmdance. Hence, rather
than collaboration and preparation occuriogjoreseminar presentations wereegthis activity

seemed to occur simultaneously, affecting all member the classes quite siggiisatdh be seen

from the data extracts above.

Thirdly, the following data example illustrates how raitendance in terms of lateness disrupted class

proceedings as the scheduled seminar presenters did not arrive:

LECTURERA: ‘Where are they*?
LEILA from | spoke, eh, texted (?) one yesterday and she’s in the library
Norway [Another 23 ss supportthe)travel difficulties explanation
responds: and whythey're late. Solidarity]
ANOTHER ‘Some people think it's reading week because there's a
STUDENT: reading day in anotheoursé
[Laughter from majority and they look back at me and
laugh]
LECTURER: ‘Any presenters here ye@od’ [under his breath]

(Observation 2, year one)

Theexampleabove highlights the lecturersense of frustration, as well as a sense of group solidarity.
Another exchangbelow,this timebetweerLecturer Band a student called Berailsodisplays some
evidenceof a sense ofjroup solidarity around the issue of Rattendance as class members provide
detailed explanation for absences. MNatendance does not appear to be problematic, for the more
vocal group members at least. This in many ways is surprising given the high femgtsstment
many participants appear to have made in order to attend the classes themselves:
LECTURER B: ‘So whereis everyone?’ [Shaking his head
[Ena explains the travel issues and expense many have which
may have caused lateness.]
BEMI AGREES: ‘People will be late.” [Declarative statement]
(Observation 2year three)
The final statement, from Bemi, suggests-attendance in the form of absence and lateness became
part of the every day practice for the classEsat is, normal routinised practice which became an
integral part of doing seminars and was therefore set to contikhs=nt members seem to have been

given a legitimate identity by those present on this occasion which contributexildohesiveness of

4 Underlining indicates word stress.
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the group, despite frequent nattendance. | also argue that raitendance was legitimised by the
institution as there was no obvious penalty, despite class registers being signedibntedisiach
week. The practice of nesittendance is reflected in attitudes towards punctuality despite considerable
investment from the group, reflecting the complex and dynamic and, at timesdmotyanature of
social practices and social relations. Nevertheless, despite evidence of solidarity attny ¢ongads
each other’s lateness, realised through phrases such as ‘travel issues and expensedittbeiig
buses’ and ‘'some people think it's reading week’, the group was also quite fradthiecheant that
the group’s social arrangements became maa#leriging for engagement once they were required to
work in groups together:
LECTURER B You do need to talk to each other. Find people you get on
and do the work together. Don't worry about plagiarism
(Observation 1, year thre@5/11/2008
There was an assumption that the-file students woulteable to work together and talk to each
other | see this as a reasonable expectagienkey participants confirmed that this did not occur:
She [Mary] was aware the lecturer had changedriegeptation topic but the second
presenter was not aware of this. She had not been able to meet witkphesarder before

the morning of the presentation.
(Mary, rarrative summary, 20 /01/2009)

| have already illustrated that Hamdi confirmed his lack of contact wiffresenters when he agreed
to present, before being accused of currying favour: ‘I don't really see thengri@ben 6, year

one). Mona indicated that working collaboratively would be problematic: ‘I don’t see aaigae
apart fran here’ (Observation 1, year thre&learly the disjointed nature of the classes affected
seminar presentations, which | argue were central to academic literacy developmbattartst
produced by these students. There seems to be a clash of éexpebitween student’s ability to

talk and work together collaboratively, a dominant model and way of working amohgteaad
learning pedagogy (for examplk&anterbury Christchurch University website, 2014). The reality was
that there was often littleontact and much less time for collaboration. fttendance in its various
forms was a form of disengagement which became péneajroupsveryday practicedespite the

inevitable impact it had on other members and on matters such as seminar poeger@sration.

4.4.3 Silence and resistance

There were numerous instances where members of the group struggled to be hearcebsy. lectur
However, | have chosen to focus on what | argue are more strategic or oppositional silenkesy T
around themeaning and significance of silences developed as | began to make connections between
what was said during interview and what | was able to obsdive.next example relates to

disengagement from the practices of classroom learriihg.observation notese from a year three
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observation the day after Obama'’s first election victory. The seminar was scheduleftoeonr9.30

11.30am and at the start there are five people prekemas teaching week seven of the academic

year:
10.05. Anoher latecomer.
LECTURER B: ‘Can we start at 9.30? It's now 10.10?
MADDIE: ‘It was the trains. It wasn’t me. | tried my best to get here on

time. I've got a headache.’

[Maddie folds her armsas she finishes her explanation. She

appears unapologetic atite exchange has beetense]

The lecturer continuesie seems slightly annoyeds he

explainshe only sees them for 2 hours a week.
LECTURERSB: ‘You need to be here.’

(Observation 1, year thre@5/11/2008

Maddiedid not offer an explanation for her lateness. The lecturer did not ask why thetsuad late

nor did he enquire how she was, which seemed odd given the smallness of the class. Class relation
did not seem positive which also surprised me at thegdiwen my professionaklationship with the
lecturer,who to meseemedextremelycommitted. Thesen (2006) theorises ‘a silence’ as that which
remains unsaidResearching in the South African HE context, Thesen (2006) suggested that non
linguistic modesnay serve as communicative resource for members of a diverse audience which

seems applicable to Maddie here.

| made contact with Maddie after the class and she came to see me in my office the following week

We talked about her dissertation proposalrafteich | make the following notes:

... Maddie explains why she was late. She stayed at uni. late to prepare her presentation
because she did not want to let the gretips group- down. After this she went to the gym.
Because she is staying with famitysouth London, it takes her two hrs to arrive home. She
reaches home at midnight, stays up late to finish off some uni. work for anothiee Her
boyfriend is arguing, but it is not clear whether with her or someone else. Shetigesto

bed until3.30am and then has to rise at 7.00am to commute to Northcentral on the
overground and Northern line London from xxx.’

(Fieldnotes, 12/11/2008)

Like James, Maddie’s daily commute was a fhaor round trip. At a later date, Maddie explained
that the tain was stuck in a tunnel inexplicably for 20 minut€ne passenger nearly fainted and
another had problems with her eyesight and, consequently, ‘She had a headache whradwors
during the seminar’ (Fieldnotes, 12/2@08). The previous 12 hours seemed to have been an ordeal
for this student. Maddie later validated the fieldnote entry, correcting a mitad ddich suggests
someconsistency in whdtad beemeported. These two contrasting pieces of data, from the class

observatior(Observation lyear 3) and from a latémformal conversatiof12/11/2008)reveal a
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mismatch in expectation and lack of understanding on both parts. The lecturer expeetets $o
arrive on time and be suitably prepared, which is entirely reasonakkemed to me thate lecturer
alsoassumed the studeruld have arrived on time had she made the effort. At the same, there
appeared to biesufficient recognition that the student did in fantleavouto do thisand hat,
despite the tense exchange with the lecturer, Maddie was in fact éeatinss studentAs a result
suggest that what remained unelaborated and unsaid had significant implicationdda’'$1a
opportunity to discuss and negotiate ideas for her project proposal. Moreover, | argue that t
strategic silences were representative of distancing from the process of study aadtitespr

surrounding text production.

What follows is a longer than usual extract which | feel is necessary to show the lscamge of
guestioning andommunicatiorstrategies employed to extract information from Mona, as wélieas

silences from the group.

LECTURERB ‘Students reallyl need to accelerate this process.
DELIBERATELY: So, Mona, what are you doing ...?"’

[silence and shuffling of papers]
LECTURERSB: ‘Have you got a topic? ... which is..?

[silence and shuffling of papers]
Students are directed to an assignment brief on page 5 of the
Handbook.
Lecturer B is engaged in talk and text whilst students listen.
He then diects question to entire group:
Student 2 respondsthers remain silent.

LECTURERB: ‘Surely globalisation and labour?’

LECTURERSB: ‘Trafficking is a result of globalisation, isn't it?
Lecturer raises a number of questions rhetorically. [He]
answers them, [and] ... a minorityf[ihe questions being
asked are] open to class at this stage.
Question to entire group who are silent:

LECTURERSB: ‘Do you not find it interesting, that this is an area that is
ignored?’
[silence]
LECTURERB: ‘Anybody got any more ideds?
Later on he seems to pick on Mona again:
LECTURERB: ‘Mona, can you talk to the group?
LECTURERB: Mona, if you are going to say something, can you please

talk to the group?
Mona'’s response is inaildie and lecturer looks annoyed:

LECTURERB: ‘No, you need to find a policy area
After general questions about how they work together, Mong
volunteers:

MONA: ‘I don't see anyone else, apart from here’

(Observation 1, year thre@5/11/2008

| wrote ‘silence’ eleven times this during actlvour observation and | was struck by the general lack

of response from the five or so students presAhbnepoint in the observation, | focus on Mona as
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the lecturer spoke to her directiyore than ongavhich can be seen from data abowder silences are
most noteworthy, although the lecturer spoke emphatically more than once tenapt &b engage the
whole group. Determining why the silences occurred were more complicated to.ukjoaakver, |
was fortunate that in a later interview with Mo offers the following explanation for the silences:
The topics she is studying are interesting, but she feels that she could learn mone from t
class and did not feel that she can contribute a lot because of the way x is, because of the
teaching methodslf she asks a question, x will ask a question back in return when she is

looking for an answer.This put her off asking questions in class. ...’
(Mona, narrative summary, 19/11/2008)

This is a perceptive comment from Mona as | note from the data eadh@ot the lecturer does in fact
respond with questions: ‘Surely globalisation and labour? Trafficking is a ofgltibalisation, isn’t

it?" At the time of observation, | interpreted the lecturer’s frustration as ppss#shming from an
assumption that the lack of communicativeness was because the students were bored, which did not

seem to be the case for either Maddie or Mona.

It does seem that Mona’s silences were an attempt to phatefrom humiliationn the classroom
setting, an interpretatioalsosupported byuff's (2002) ethnographic studyHowever, | suggest that
thesilences belonging to marginadi$ students like Mona should be seen as one response to the
deficit discourses they encountered. It would be easy to claim the silencetueeoethe cultural,
educational and linguistic backgrounds, implying causality, but this would be asioy®ification
which focused on the individual at the expense of the institutional practices and platvens at
work. Individuals like Mona, wh reflected on how she felt she had changed while she attempted to
complete her dissertation, support more complex, tacit reasons for silences teldiagporic
identity:

... She feels more confident. She adds that she never contributed in class or lecturers and

seminars becausas a result of her background ...
(Fieldnotes, 17/03/2010)

It seems that Mona made a deliberate choice not to seek help from Faculty expesg®ocagion.
Successful negotiation of the inevitable challenges of text praduetiich in this instance related to
seminar presentations and project proposals does appear to be challesgggest the silences also
provide some evidence for the significance of an emerging oppositional identity at tiieeflected

in Maddie and Mona'’s lack of elaboration and why | suggest Mona was inaudible even amorig a smal
class of five or six. Not all classroom behaviour is necessarily a reaction to guthwmitertheless, |

suggest participants attempted to challenge the authoritgamer of the lecturer in subtle and
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indirect ways, which, nevertheless, had consequences for the amount of guidanert pitbduction

sought and received such as the dissertation and final year project proposal.

It is at this point that | wish to maleeclearer distinction between, on the one hand, what | observed to
be an emergence of an oppositional identity, and, on the other, evidencealf i@#istance or what
Giroux (2001, p.165) refers to as ‘oppositional practices’ towards academiecodite generally.

For me, the oppositional stance taken by students like Maddie and Mona should not be seen as
evidence of either a ‘collective identity’ (Ogbu 2004, p.3) for the entire groupemidence fothe
‘abandonment of Black identity’ (Ogbu 2004, p.24) by those engaging in the academy and doncerne
with what is sometimes known as ‘acting white’. Instead | suggest the silences and a lack of
elaboration relate to disengagement in as much as participants attempted to hesisgbrhtities as
worthy people. That is to say, more than ‘late’ and more than someone who knows sgmiethi

value, despite being schooled outside the UK. Thus, ratherahistingacademic culture, as Ogbu
(2004) found in the classic ethnographic study of Back studletiie US, there is an attempt to

recreate more positive identities as individuals who have invested a great deasioftetudy hours,
financial commitment, travelling time and lack of sleep, in order to come ® t@tadoing so, they
attempt to chigenge deficit discourses and ascribed identities.

4.4.4 Summing up disengagement

There is evidence that students experienced discrimination and marginalisationiefdamn@e at
Northcentral, but also as a result of experiences at Northcentrahg2gpement and distance from the
process of academic study takes a variety of forms: being absent, leaving classes bebdfiei#tgy
ended, as well as through distancing, social isolation and a lack of elaboratiemcessil

Referring to the reciprocal exchange between participant identities, life experienbe applied
socialscience curriculurrearlier | noted that participants were aware of their rights as citizens and
made pragmatic choices about their own citizenship status, partially influenceg a®thestudying
citizenship at degree level. A similar point can be made here. The Course Guide stated the course
examined social policy with the aim of introducing students to the processes responsitde

creation of social exclusiorStudents were studying the causes and processes of social exclusion yet,
at the same time, reported feeling social excluded as a result of ‘background’ anideotaetols.
Evidence for this stems from ‘second choice’ deficit discoursesatiendane and silences, as well

as more explicit comments from Mona who: ‘... feels socially excluded because she only sees the

lecturer when they are in class and that’s it' (Mona, 19/11/2008). It was suggtsit, from my
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observations at least, there were apptagaps in application of the more abstract theorising from the
course. An awareness of some of the processes of inclugisidethe academy was evidenced
through, for example, citizenship test taking. That said, | noted many insteineesboth letrers
attempted, sometimes successfully, to engage the €as= again, hinting at more complex and
subtle forms of social processes, taking place. Indeed, one lecturer may also haem&tdichind
disengaged as he referred to ‘being screwed umwiseussing concern and stress over redundancy’
(Observation two, year one). There is no doubt that this may have impacted orutiee lect
profoundly, yet he was unlikely to be have experienced the same material strégs@s of

unexpected withdrawalf financial support and housing issues.

4.5Chapter summary

The overlap across a number of ¢hbmes is intentional and shothe textured nature of the day

day experiences of participants. The data examples show that attempts at negotiatiootelgre a
bound up with unequal power relations between student and lecturers. In Burr's\Womistine the
world or a person in a way that allows you to do the things you want is to exercise power ..." (1995,
p.64). There waalso evidence of less dire¢hering through unfavourable assessment of these
individuals as seeking advantage over others as well as being disorganised and ill pDeptared
support the view that some groups of people are constructed as less able. ... totibaily chie
autonomousto speak out, and to plan and manage’ (Holliday 2011, p.77), cited frequently askssenti
‘gradude’ skills by universities (for exampl€anterbury Christchurch University website, 2014). In
contrast, there was some evidence of engagement which emerged as strategic, oppoadticeal p

in order to avoid further humiliation. | suggest that marginalisation, stemmingdismmminatory
practices, however indirect or unintentional, can be considerechnist. This is where, according to
Spears (1999.21), ‘behaviour which indirectly or directly supports the inequality of racial

hierarchy’, within the context of my research.

Furthermore, the chapter has shown that participant identities are subtle and cordpertinually
resist easy categorization. ‘The late ones’ is an example of an identity category ascribecturgm |
to students whose problems were their own responsibility to rectify. The kids versuattire
students dichotomy in some ways is an illustration of how participants atteroptedké sense of the
challenges they faced and anxiety they felt. Interestingly, the reference tovkisls label used by
many participants. It seems that it is not only the more powerful ingtialtdiscourses which
position students in less fanrable ways, but a complex interaction between the two, supporting
podstructural notions of identity (Harris and Rampton 2003). Powerful life expesaran be said to

contribute to individual identities and the ways in which Northcentral was expetidRelated to the
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experiences reported, there were concerns over the differential assessment of those wheilgad a fo
accent’ and | gave examples of how perceived discrimination caused ‘hurt’ and ‘pppi-@reen
1997). The chapter also highlights evidence of ‘linguistic insecurity’ as a resubafdénation and
devaluing of individual language use resulting from discrimination surroundingtandard ways of

speaking and writing.

The narratives helped to construct an alternative image of thimguilal, ‘nontraditional’
undergraduate and the potential resourcestiagg In addition, Marshall and Case (2010) foulnait
coping strategies developed in a ‘disadvantaged’ social background could be productivety used f
successful navigation of the higher education context students enter, thus promatiagj\adteto
deficit discourses and ascribed identities, such as the emergent oppositional dgentihstrated
through silences. This chapter has shown how sustained time in the field providedasigimifiight
into the depth and complexity of the students’ experiences. At the same time,ati@assttated that
life challenges were not considered by the institution in obvious or transpargst This is
problematic for negotiating a constructive relationship with the academyarilyishrough
understanding and respecting difference that a diverse range of students will be abiepatpaand

engage more successfully.

Growing up indifferentparts of the postolonial world, enduringritical life experiences and
discriminatory practices within the institutional setting inevitably affentgagement angxt
production. Chapter four has illustrated how participants’ sense of identity asas@ristic of a
complex and messy process rather than an end state as it was constructing and construoted with t
help of identification with local contexts and those more distant contexts and commuunisiele the
UK. I now return to the first research question, how undergraduate social science stiateygsash
they negotiate their relationship with the academy. | foundhleategotiation of the inevitable
challenges of text production for seminar presentations and project proposalsdfpbare
particularly difficult for some of the ptcipants. A second significant feature of this chapter is that
academic literacies, in the sense of situated text production, has not featurechsidyes a result of
my exploration of participardritical experiences which coincided with my timetfre field. That is

not to say that writing and the negotiation of academic literacies was notcsighifinly that

additional more powerful themes emerged | had not anticipated when constructing tiesdiasch
guestionlssues around text productiarerenot wholly absent from the data and chapter five tackles

the influence of power and identity on the negotiation of academic literaciesdirectly.
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CHAPTER FIVE: EXPLORING LITERACY PRACTICES

5.1 Introduction

The second data chapter reflects the second research question more directly:doowercand
identity influence the negotiation of academic literacy practices? There isaliigysome overlap
with the first: How do undergraduate social science students negotiate their relptioitisitie
academy? | continue to consider the potential implications for participartitids as they engaged
in the negotiation ohcademiditeracies which | previously defined as the associated practices
surroundingstudentwriting. Building on chapter four, the chapter explores the complexity of
participant life experiences and how they impact on student writing and personal knowéddgg m
Remaining consistent with insider perspectives, | examine how participant backgdmmity and
the processesf migration, intersect with the institutional setting, the curriculum and assignment
topics. The chapter is structured according to three themes whicheshaer the most significant: 5.2
Negptiating dominant practices; 5L¥e experiences interseoy with the curriculum; and 5.
Resources participants bring to the acadefiyese are followed by a more general sungmip

section (5.5

5.2 Negotiating dominant practices

The first theme presents and analyses data which relates more specifically to challengesdassociat
with student writing. More specifically, | take a closer look at some of the takgnafioted social
practices embedded within the written assignments that participants encoufita@setheme is

divided into two sections: Competimgscourses and the Personal Development Plan (PDP); and The

critical practice of giving and receiving feedback.

5.21 Competing discourses and the Personal Development Plan (PDP)

In chapter four, | explored the significance of silence in the classraguingrit indexed complex
identity work relating to the diasporic backgrounds of participants and oppositgpainses to
institutional power. In contrast, | begin with a data example which highlightiemhges with
academic writing | associate with fiaipantsnot being heardather than remaining silent. This
example focuses on doubts and questions surrounding a Personal Development File, known

institutionally as a ‘PDP.’

The extended data example is an extii@eh my final observation session beé the Christmas break
in which there were six students out of a possible 29 present. The lecturer began ke wlagstup
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early, after an hour, due to the time of year and low attendance. There are qfrestiaghe group

about the PDP and how itlages to an end of year assignment:

LECTURER'A’ ‘Thank you, you've given us a gloomy Dickenson Christmas!’
ROUNDING [He them moves to the desk at the front to the right as the class
OFF: faces him and says that he looks forward to next term.]

‘Are there any questions?
MADOOD: ‘Regarding the PDP[Personal Development Plan]
LECTURERA ‘The great PDP... it causes me more grief than the course and it's
INTERRUPTS: nothing to do wittmy course, it's been grafted by pedagogic

genits...” [mild sarcasm]
‘It now seems to be ... an epidemic, reflective learning. We don’t
even offer feedback on the PDP.’

MADOOD: ‘What | really want to know is do we have to do it twice...?’

LECTURERA: Readthe document ... has anyone read the document?’

NANCY: [Nancy attempts to clarify]

LECTURERA: You're meant to give an autobiographical account of your learning.’
[Lecturer asks whether students have any problems with their
learning]

MARY: ‘Yes’

[Lecturer does not hear her as she speaks weakly and quietly]

MADOOD: ‘Well, yes, actually, ...’

[They talk about motivation and Nancy seems bored]
10.12am Margaret [pseudonym] arrives.
(Observation 6, year one)

The lecturer’s physical movement seemed significant at the time as | wrot®wes'to the desk at

the front to the right as the class faces him and says that he looks forward to néxSfmoe is

never neutral (Benwell and Stokoe 2006; Blommaert 2008) this occasion movement towards the
desk was in fact closer to the dodnieh appeared to signify his desire to leave, despite going through
the motions of rounding off the session and offering help and support with: ‘Are there atigregi®
Despite the direct question to the grouman be seen from the dathovethat, tre lecturer did not
answer the questiaviadood posed about the PDP: ‘What | really want to know is, do we have to do it
twice ... ?’ | interpretMadoods reference tGwice’ as referring to a formative and a summative
assessment for the course which cqdtentially have been seen as a duplication based on the
guidance provided in the Course GiidRather than answéine questiorirectly, the lecturer

interrupted Madood, circumnavigated the question and talked hlsmancerns with the assignment:

‘it causes me more grief than the course.” The comparative marker ‘than’ suggests hepaasagom

it, ‘the great PDP’, to the entire course. However, | suggest an alternative inteprstttat he may

not have seen it as an integral part of the coairsd.

5> Full reference omitted to maintain anonymity.
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Data also shows that there seemed to be an assumption that the students who raised the quiestion abo
the PDP hadn’t bothered to read the necessary document&éatthe document ... has anyone

read the document?et, as Nancy attempted to clarify the group’s concerns, this suggests that she

has at least done some reading up on the summative assessment. There seemed totbersuptle o
taking place which involved openly asking the group for questions, but then not addressing them.
found no evidence of additional guidance shared or discussed with class participants wtiher tha

section of the Course Guide reproduced balaving observation or interviewAs | saw it, the issue

was further confused as while it may have been an accurate reflection of redaise practice to

say: ‘We don't even offer feedback on the ‘PDP’, the ‘reflective diary entry’ was a hlgisst

assessment constituting ‘50% of total numeric score’:

50 % of total numerical score. A reflective diary entry dd@%vords regarding the student’s
own part in the production and delivery of the two team presentations (SO) [stgmdne]
(ST). (Learning outcomes:Zinclusive). Submit ONE WEEK AFTER (ST) [step two]
PRESENTATION.

(Course Guide, year one, p.3)

Althoughnot apparent from the data presented here, as a result of my knowledge of the research
setting, | was aware that it was usual practice to provide both written and numeric feedback f
summative assessments of this natuneleed, gidence for some of thehallenges participants
encounteredvith this assignment emerged as significant during an intemvidwMary which took
place the following term:
Mary is unclear what assignments she has to do or what she should be working on. For
instance, she is unclear what she is supposed to write about for the reflective diarghalthou
she can see the relevance of the logbddhlry is unsure how to begin work on her PDP

and feels that she has not made any progress yet.
(Mary, narrative summary,4/01/2009)

Data from the narrative summary above and class observation on the previous peges thdt some
members of the grougt least appeared to remain unclear of the relationship between ‘a personal
developmenfile’ (Year One Course Guide, p.2), a personaktimentplan, known asa ‘PDP’, and
the written assignment referred to as ‘a reflective diary entry’ (p.4). The leainrdre other hand,
seemed to resist the plementation of the PDP on the Applied SociekSce course | observed
stating: ‘it's nahing to do withmy course.’ (Observatiof, year one). | suggest that these

contradictory labels and statements from a variety of sources potentiallysedrdarticipants further.

The lecturer also seemed to assess those present unfavourably and the initial respadsedts M
question (‘...do we have to do it twice...?’) indicated the lecturer's assessment of thesstiesteh

of engagement differed starkly to mine. Lowenthall and White (2011) refer to stademis
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necessarily having the language to make themselves heard in a new setting. In teuntrgsst that
Madood, Nancy and Mary did, even though after several weeks of observation | was awhey that
each presented themselves differently from each offrem what | know of Mary, afteseveral

hours of interview and conversation, oral communication in English was not an issuarlgimil
Madood'’s challenges of making himself heard were somewhat surprising as | had preassasked

him as an engaged, and even dominant, student &sdahssrvation notes indicate:

[There is a virus alert as he (lecturer) attempts to load the ppt.
presentation]

MADOOQOD: ‘May I...?’
[Madood with the help of Mindis debugs (the computer) and lecture
begins.
While they sort out the ICT, lecturer lookistés watch in a rather
theatrical manner.
When they finish (with the computer), Madood suggests that the
lights are too bright and that it would be better if the lights were
dimmed.
Lecturer agrees readily and switches off the front row.]
(Observatio 9, year one)

Additionally, earlier in the observation in which the PDP was raised, Madood hadetedal
presentation during which he was able to field presentation questions with confiksmite some

phonological issues:

LECTURERA: ‘Who’s not convinced by Wilkinsdt?’
[Lecturer talks about the psycisocial].
MADOOD: I think it's quite good and important that [the] interview proved ...

[unclear words] there’s really...’
[Madood continues and talks at length using the interviewee as
prooffor Wilkinson’s theory. He maintains eye contact with the

group.]
(Observation 6, year one)

To return to Madood’s question about the PDP, it is possible that the lecturer siampéd to end the
session early as it was the week before the Christmas break. Yet, at the same time as opening the
floor for questions, the lecturtw mesounded sarcastic and used what seemed to me to be a
dismissive tone as he referred to the assignment agrglaePDP’ (Observation 6, year one). Rather
than offeringhis studentlarification or assurance, he seemed to verbalise his own frustrations.
From my perspective, this was problematic for the group of participants passidrey appeared to be
aware that it was a compulsory component of the course which theégchepass in order to gain

credit for the degree course. It clearly mattered, in other words.

8 The class discuss Wilkinson, R. (1998hhealhy Societies: The affliction aiéquality(pp.211224),

London: Routledge.



5.2.1.1Analysing Learning Outcomes

TheApplied Social Scienc€ourse Guide lists the relevant learning outcomes for ‘skills’ and
‘knowledge’ separately:

LEARNING OUTCOMES - KNOWLEDGE

On completion of this module the successful student will be able to;

Demonstratein essaysdiary entries and tearrbased presentatiorisarning [and]
understanding of the following;

1. Selected concepts of welfare and the sicgniice they have in both developing and
develop worlds of international capitalism.

2. Some of the main social and political changes over the past two centuries that
have, or have not led to the development of “welfare states” in the contemporaty worl
industrialisation; déndustrialisation; urbanisation; capitalism and nation states.

3. Awareness and some understanding of some key social welfare issues diGeatRiy
as they affect Britain and selected cases in the developing world.

LEARNING OUTC OMES — SKILLS

1. Search and select information on a specific social policy topic from a variety efrdacad
sources, including books, journals, and reports but EXCLUDING electronic encyclapaedi
and all other sources in which authors are not clearly anelic

2. Present information including quantitative information verbally, written formats
includingacademic essay writingand power point presentation techniques.

3. Manage own time in order to successfully complete the assessment requirements of the
module including regular and active participation in workshops.

4. Work with a small group of students to achieve stated aims.

5. Compare and contrast in essay writingand or presentation forms, different approaches
to the knowledge outcomes specified a@ov

6. Prepare a Personal Development File (see separate instruction for this).

(Course Guide, year one, p.2)

Although meticulous in detail, after careful reading of the learning outcomesd that the
relationship between the PDP and ‘the diary entries’ remained unclear. In the Gkitisines

section above it can be seen that there is reference to ‘academic essay writing’ and ‘Codnpare an
contrast in essay writing’, but no reference to what the lecturer referred to as atolaaogaaphical
account of your learning’ (Observatiof, year one). There is also reference to ‘diary entries’ in the
‘knowledge’ sectiorof the Learning Outcomes for the couesewell as the foregrounding of to
‘demonstrate ... learning’. However, adding to what can be described as anitnsiijotactice of
mystery’ (Lillis 2001, p.58), where tacit practices remain hidden, there sf@@nce to reflection,
reflective writing or thinking in the course learning outcomes above. ‘Diaresndre written in
pluralform, but there is no reference to a single ‘reflective diary entry’ which is whaitiswin the
‘note on the summative assessment’ reproduced kieltve same Course Guide. There is reference
to a ‘separate instruction’ for the Personal Developriéet Yet, the only additional information |

found was on a later page of the Course Guide itself:
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NOTE SUMMATIVE ASSESSMENT = The Reflective Diary Entry of 1500 words.
Each student must complete a personal diary of 1500 words in which thelgsdgiibe and
reflect upon their own work whilst preparing their part in a Step Two Presentation.
(Course Guide, year one, p.4)

The lecturer may have been referring to a handout as he instructed the cReadthe document’.
However, it remained unclear whether the lecturer was in fact referring to a separateanstitiun

the Course Guide or an additional document distributed much earlier in the sérafstemy
observations began. The participants interviewed did not make referernsgpjgemetary

document at any time during class observation or interview, nor was it clear tgbiédén received

by the participants present, or whether the significance of the document had bestoaddét is

also possible that the instruction had beentachias there was a corresponding page providing details
of a ‘Learning diary’ in the corresponding Course Guide (p.34) for third yéargygestit is likely

that thecourserelated discourseonfused participants and prompted Madood’s initial question

After careful analysis, the sum of the information available did not strike méfasesit guidance on
what participants would need to do to ‘describe and reflect upon their own work’, whaitthg of

an autobiographical account might involvetlwe relationship between this instance of text production
and the group presentations. There did not appear to be any associated reading or gutidant® on
doreflective thinking and writing. Admittedly, there was brief reference to ‘asbéadraphcal

account of your learning’ which struck me as a challenging form of acadenigviat students new

to HE to unpack. It seemed to me that rather than acknowledging that reflectikirglaind writing

was new to the group, and therefore more likelpe challenging, the real questions from the group

were not heard.

Indeed, the lecturer asked participants about problemstivéhr learning’ (Class observation six,
16/12/2008)notwriting or critical thinking,in doing so framing the ‘problem’ irtms of motivation,
located within the individual learner and ‘individual pathology’ (Giroux 2001, p.107)rréthe
institutional practice Yet, it seems to me that the questions from the group were concerned with
learning, but also concerned with urtaenty over what was required for a specific written
assignment. Deficit discourses surrounding students and their abilities are beident heard a

small group of students ask what | considered to be perceptive questions about how to go about a
written assignment and what was required of them. | also found evidence to indicate thatghe gr
doubts and uncertainties were not solely concerned with individual motivation, despitéramed

as such.
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It seemed to me that what Madood, Mary and sofitbe other participants were seeking was
dialogue and guidance surrounding how to engage with academic literacy practiceshesm to t
Mcmillan (2000, p.161) found that a lack of dialogue could lead to disappointment dgpelcei
studentsattemptsto engage with otherwise unfamiliar academic literary practices’ are ignored, and

in some cases ridiculed, as the data extract below illustrates:

MINDIS: ‘In our opinion, we think it's too much’.
LECTURER ‘It's too much and who are you tochallenge my authority?!’
‘A [He (lecturer) then explains how to write up the reflective diary]

‘I am not budging on the 1500 wordand suggesyou budge and
do a bit more work.’
(Observation 15, year one)

Mindis voiced concerns about ‘the reflective diantry”: ‘...‘In our opinion,wethink it's too much’.

The lecturer appeared unhappy that his authority was being challenged by the group and responded:
‘...who are you to challenge my authority?!” which resulted in unsuccessful negotiation as he
confirmed: ‘I am not budging...’. The final observational data example from thi®sgmtvides

further evidence of egoing attempts at negotiating requirements for the written assignnievds |

the penultimate teaching week of the year and uncertainty over the reflective diargoatinues:

CAITLIN " ‘We're not sure what to write, that’s all.’
‘Do we write our mistakes down?’
[The group is now silent and attentive.]
LECTURERA: ‘There’s no right or wrong answelt’s not an easy task. I've
called it a reflective diary but it's a kind of report... you
cannot write in bullet points, need to write in prose.’
NOOR: ‘Can you compare them [the presentations] to each other?
LECTURERA: ‘Yes, that's a good idea. Yes, of course ... in fact your problem
is therearen't sufficient rules ..it's your problem now.’
[The class seem to realise now how the presentation fits in with
the reflective diary and how the diary fits in with summative
work but it is the penultimate week of the year.]
(Observation 15, year ope

Caitlin and Noor ask questions and the fact that the group fell ‘silent andvattentjgests the issue
was important to all present. The lecturer is supportive: ‘It's not an easy tasks a.kitid of report’
and ‘Yes, that’s a good idea. Yes,aoiurse.” On this occasion the questions and the lecturer’s

responses had the desired effect of providing the transparency sought by the group but, in the

‘penultimate week of the year’, | suggest it may have been too late for some.

7 Caitlin and Noor (pseudonyms) reeobserved but not interviewed.
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5.21.2 Pedagogic Gafting

I now address the lecturer’s characterisation of the ‘PDP’ as having ‘been grafted by aigedagog
genius’ (Observatio®, year one). It seemed to me that assignment could be described as ‘grafted’ in
the sense that reflective writing as a genre seems to have been applied inappropriatelysto a cour
according to the Course Guide as heavily reliant on interrogating social policy and tleeafause
societal inequality (Course Guide). It woaldoseem that as a result of input from outside the faculty
there was some resistance, even resentment from within it, which resulted in theveetihstis being
described as ‘an epidemic’ ‘grafted’ onto twurseby a ‘pedagogic geniusObservation 6, year

ong. In the case of the PDP, power struggles apjpdaave been mutlimensional: between the
lecturer and undergraduate participants on the one hand, but also between the apglieciesces

faculty and those responsible for institutional strategies for teaching anthégan the other.

According to Russelllea, Parker, Stree andDonahue (2009), institutionsare constantlytrying to tie

down new genresfor assessmenEor example,undermandatefrom the governmentuniversities

have developedgid assessmentriteria basedon thosewhich havebeen associated widssay

writing and applying the same criteria uncriticallyrtmre personal aneflective genres of writing
which were originally conceptualized as formative writing spaces. This practice tEhinore
generally seems to have indloced the written assignment and learning outcomes under analysis on
the applied social science course | observed. Indeed this ‘grafting’ of one genreathty &
complicated further by the reference to the reflective diary entry later in themaicaear ‘as a kind

of report’ Observation 6, year ohel suggest that, experienced subject specialists are not all equally
placed to advise students on newly emerging ‘hybrid genres’ (Ellis and Lazar 26 @ssormally
assessed reflective diary entries. Data also provides some evidence for a lack of timdly studen
writing influenced by dominant institutional practices and the need for studdigsre it out

themselves. In the lecturer’'s words: ‘It's your problem now’ (Observation, 2003).

‘The great PDP’ created tensions and uncertainty for the group as participants who atemztee
sense of what was required of them. | argue that doubts did not arise due to proldeemer
motivation or lack of reading about the assignment al@malysis of ‘the PDP’ shows how literacy
practices are far from neutral and can be obscured by power relations in the acadengngectuall
those new to the academy to unpack. Atthe same time, there appeared to be evidence of resistance
from the lecturer towards institutional power and decisi@king and | suggest these tensions were
projected onto the small group of learners on this occasion. As a consequence istEfinisels of
students and their abilities appeared to have influenced howdgeyiated appropriate practices
associated with the reflective summative assignment. So far, my desire to understeipdmtatt
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perspectives of literacy practices has revealed competing institutional discoursesding the
assessment of ‘knowledgahd ‘skills’, as well as contradictory guidelines which seem to have been
conflated in one of the compulsory assessments for the course. Questions raisdmbutethee

written assignment; yet, they can also be seen as attempts to negotiate tacénuaidgssof what is
involved in ‘essay’ versus ‘reflective’ models of reading and writing. Theseetimgpdiscourses
influenced class proceedings, guidance on the academic task which | suggest also influenced

participants’ text production.

5.2.2 The critical practice of giving and receiving feedback

This section focuses on the everyday practice of giving and receiving written feedbackrdsrand
grades on student writing and how it was experienced by participants. As several ptaticipan
commented otthe feedback they received, | have been selective in terms of the range of data

examples presented.

During interview, Amina reflected on her time at the university, her experiehted production,

the importance of feedback and how it worked forihgaractice:

She likes her tutorsandall of them have been quite helpful in terms of feedbaclsome
more than others. For example, Amina submits her assignment before the deadline and gets
feedback. This is more so for Applied Social Science.

She found F and E are quite helpful. In her first year her two tutors, in her sezond y

mostly E, and in her third year W and K. K is amazing because her points are comstructiv

and you know exactly what to do rather than receive a million ideas with lotaibicting

feedback and therefore you do not know which part to take. Amina hds-ones with K

and she takes notes. B is stricter and although Amina knows she a nice person, she has not
developed a similar relationship with her. She is not vepyagehable and a lot of students

feel the same. This could be because she has a tight schedule. E emails feedback which she
likes as she lives in xxx and cannot come to university every Slag.leaves documents

open and rectifies what she needs td&he prefers E to email her as then she knows that is
important as everything she says is so interesting that if they meet face to face she takes a lot
of notes. It depends on the lecturer. ...

She asks for feedback on an assignment which is due or fowtlelp question she is stuck
on and really doesn’t know what to write.

(Amina, narrative summary, 19/03/2010)

Amina was positive and stated that ‘she likes her tutors.’ although the additimasé ‘some more
than others’ suggests she had found feeklpeactices to have been varialtieat is from her
perspective'some [tutors have been more helpful] than others’. Although she does notitdado

great deaét this point Amina seems to reféo beneficialformative feedback providesh
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assignmerg which were ‘left open’ and then revised. It seems ttearethat not only was timely
feedback important but that it needed to be the right mode of feedimaigded, the adjectives
‘helpful’, ‘nice’, ‘strict’ and ‘approachable’ used by Amina to describelbeturers suggest that the
practice of seeking and receiving feedback is a socially significant practice. Overtlieezes
were reported positively and data shows that gaining feedback from lecturers onwaiiagout

more than written coments on text production.

Mustapha was in the early stages of his degree at the time of data collection aaltedsabout
‘feedback In contrasto the instances of largely positive reporting ah@t¢he time of data

collection, Mustapha’s indicatl the experience of receiving feedback had been challenging:

Mustapha already submitted three assignments before the citizenship assignmertt akhoug
has not received any feedback for Area Studies [pseudoriyenis disappointed and

unhappy with the feedback he received for Politics although he wasn’t surprised as he
did not know what to expect when he started the course. In fact, he wslsaking a lot

when he did his first essayMustapha is also aware that style of writing academic writing in
English is very different to FrenchHe still doesn’t know what they [lecturers] are

expecting from him and other students, only that they want more and moreHe has

found that in general when you begin to think alibisfexpectationsyou end up doing it
incorrectly. Mustapha commented that he had observedniisg his colleagues’ writing

for Politics who, like him, have received comments that their writing is poor.

(Mustapha, narrative summary, 09/12/2008)

The extract would seeto indicatethat Mustapawasin the process of deyphering what was
required of him by a number of lecturetdound the comment that: ‘He still doesn’t know what they
[lecturers] are expecting from him and other students, only that they want mebmneoae’ to be
significantas it indicated a degree of uncertainty and challenge surrounding expectations over what
was required The emotional dimension associated with his text production is evident as he
commented that he was ‘shaking a lot’ when he did his first essay aeli faestppointed and
unhappy’ with the feedback he received. He ends with ‘his colleaguéke him, have received
comments that their writing is poor.” Mustapha appeared to identify with Isis glate strongly
referring to “his colleagues’ writing” and experiences of receiving feedback as well as higoomm
Mustapha'’s perspective, there seemed to be a general sense that there were challengesupathe
he saw it associated with unpacking what was expected of thenggest the extract exemplifies the
challenges of negotiating academic literacies more geneata. analysis highlights not only the
importance of individual feedback on writingthe case of Aminaut alsohow, even though the

feedback was based on individual work, theigadimension emerged as significant.
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The importance of the social dimension to writing and feedback received is supported fogrdat
Fred’s narrative summaryHe refers to the class as well as what he had:done
In terms of feedbaclEred was expecting work to be returned to them to discuss in class
He feels it is marked in a negative way, in terms of what you can’t do, which highlights what
is poor and what criteria have not been met. He questioned the lecturer about this l®ecause h
wanted to knowvho had done the best so he could read his/her work to pick up what was
required. He felt he could not see exactly what he had done wrong and this would help him

change and improve it. The lecturer replied that none of them had done any good.
(Fred, narative summary 13/01/2009)

From the extract above it can be seen Roegd commented on the approach to assignment marking he
felt had been adopted: ‘He feels it is marked in a negative way, in terms of what you ceainictio,
highlights what is poor angthat criteria has not been met’. As a result ‘he felt he could not see
exactly what he had done wrong2ne issue that emerged from Fred’s narrative was that while he
appeared to seek more detail and specific explanation in order exaet®what hehad done

wrong’, this level of detail was not forthcoming from his perspective at leasteguhdck practices
were reported as relatively unhelpfls a result, | would suggest that the negotiation of classroom
feedback practices appeamdthllengingeven unsatisfactorfpr this participantAlthough there was
some diversity of feedback experiences reported, when participants commented on tuk fitedis
oftenframed negatively in the sense that what they had done was inadequate or insultstansal;
that ‘their writing is poor’ (Mustapha, 09/12/2008) and that ‘none of them had done any Igeatj’ (
13/01/2009)

There are similarities between Fred and Mustapha’s narratives as both participantsattéieg th
were unclear what to expect in terms of faculty expectations and the processes and practices of
receiving feedback. They also reported expecting to be able to discuss work in cldss io gain

an enhanced understanding of what was required. This seemed to be a reasonable réqeakitand
points to the value participants attached to feedback they received, a desire frediafal the social

dimension to reading and writing at university.
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5.2.2.1Reframing feedback
The next data example focuses on Mona, who was working aser@ition resubmission at the time
of interview. It illustrates further that feedback remained problemati@lbothat Mona had begun

to develop aense of ‘what the problem wdsdm her perspective

Mona says her feedback was really bad and she is aware that she definitely has to improve.
The whole assignment was poorly done. She says that the feedback stated this was because
English was not her first language, but she feels she had a problem understanding the
guestion and Mona accepts this may béane and why she got poor grades. She said to

‘S’ [lecturer who marked her work] that the problem was not her English as she has been
doing other assignments and has been getting good grades. She tioddgneblem might

be that she misunderstood tngestion.

(Mona, narrativesummary 24/03/2010)

The general tenor of Mona’s comments resonates with Fred and Mustapha’s commentgabout th
feedback they received. However, in contrast to the previous two participants, Mona'sritdhan
‘her feedback was really bad’ refers to the quality ofdvemwork rather than the quality of feedback,
or classroom practices surrounding feedback more generally. Her explanatcniavime seems

quite plausible, was that her ‘problem’ with the assignment veadilesly to be one of language

alone: ‘...the problem was not her English ...’, because ‘she had been getting good graddzeif
assignments’ in other subjects. It can be seen that while she did not appear to dispatdttheter
assignment was ‘poorly done’, she seemed to question the nature of the feedbadktieseltingly,

the problem with her writing is reframed as ‘a problem understanding the queathar than a

problem with English alone. Mona appears to have thought carefully thieasignificance of the
feedback she received and her assessment of her own work reminded me of Hermerschmidt who
found that * ... students who do not get their essays “right” get constructed as haviggag&a

problem’ (1999, p.9) and judged accordingly to be ‘linguistically incompetent’. (3193.lecturer
concerned may have correctly interpreted the problem with Mona’s writing asstiogyet this

seems unlikely to have been the sole issue given Mona’s complex linguistic and educationa
backgroundNarrativesummary 19/11/2008) discussed in the previous chapter. Overall, | found
Mona'’s responses to her work and feedback received during interview measured as wellreedsuppo
by comments from other participants (Amina 19/03/2010 and Mary 14/01/2009) who commented on

the challenges of understanding essay type questions.

Even though Mona reframes the feedback receiediata exampleabove (section 5.2.2 and
5.2.2.1)highlight a reemergence of deficit discourses surrounding participants’ abiliti write and

get ‘good grades’. Analysis shows that discourses surrounding individuals with ‘largyolaganms’
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and learning problems are persistent for the group of participants. That saidf lhe acknowledged
that negative comments may have beederstood and remembered more readily. | am not claiming
that languag@sewas not an influence on text production, it always is, rather that participants did not
report it as th@nlyissue for themLike Hermerschmidt (1999), | found challenges fabgdtudents

to be complex and to relate to institutional practices and power relations as mudividsal deficit.

5.2.2.2Codeswitching, crossing and coping with feedback

In thefinal examplan which | explore the critical practice of giving anade#&/ing feedbackl link
classroom behaviour relating to the effects of feedback processes and practices. During an
observation, the lecturer set a reading task. However, rather than participate, acmaif gtudents

discussed the feedback in teraisiumeric grades they received from a lecturer on a different course:

The class read quietly.

10.00 am Mustapha arrives.

Lecturer and | chat at the back of the class
while students read and discuss the article.
Vera and Leila discuss essay grades.]

LEILA: ‘She can't speak English, the lecturer.’
[Vera says she got ‘a f&or an essay]

VERA: ‘Can you speak French?’

TASHA: ‘Can you speak French?’

[They joke about Frenain French, that is to
say switchiig codes and talk about a French
speakindecturer’'s marking. ....

Caitlin has yet to collect her grade and says
she is scared and hence the jokes about
speaking in French.]

(Observation 15, year one)

Vera and Leila discussed the essay grades they received and ‘Vera says she got “a 168%&y an e
which is the minimum pass grade. The butt of the joke, on this occasion, was a lectarar fr

different class. Leila seemed to accuse the lecturer who provided the disappointiagHkesti

grade of not being able to speak English: ‘She can’t speak English, the lecturerl’fédimal striking

was that participation in the joke was dependent on being able to speak and understandlRenc

joke about Frencin French ...". Vera and Tasha then took up Leila’s indirect criticism of the
lecturer’'sfeedback and grading by asking each other whether they spoke French in French, as well as
in English with an L2 accent: ‘Can you speak French?’, they asked each other focahettect as

well as | suggest to evoke the second language identity cchedr. Other class participants code
switched from English to French which had the effect of intensifying the joke. Théoquiagtated

by Vera (‘Can you speak French?’) was not a neutral one.

8 The minimum pass grade.
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| found this to be a fascinating example of classro@uoourse practices not least because of the
diversity and number of students who switched to French: Vera, originally fitmerid. (Narrative

09/12/ 2008), Tasha, unknown, Caitlin, ‘white, UK’ (Observation 16/12/2008), Mindis lfeduia
(Observation 10/02/2009) and Leila from Norway (Observation 18/11/2008 and 02/12/2008). A
group of multilingual speakers who in some cases received feedback that they had |esgeagnd

that their writing was poor appeared to accuse one of their lecturers, a French languageaspeaker
having language problems. The discussion of feedback on writing occurred at an unpeedictabl
moment as Vera and other class members moved away from their usual language codssnto a |
familiar one used by a second language speaking lecturer. | was aware of the lecturexggelangu
background as | had met her before entering the field. This instance of linguistingsessined

more than coincidence and instead | suggest may reflect institutional poviens=ehich in turn
affecthow the group navigated literacy practices. Despite Leila’s initial commerd ¢&iit speak
English, the lecturer’), the small group only felt able to criticise indire®lgmpton (2005) found

that crossing of this kind was not uncommon in urban environments defining it as ‘the use of language
varieties associated with social or ethnic groups that the speaker doesn't nornaily’ ‘tuel

(Rampton 2005, p.28) and is not uncommon in superdiegrgeonments (Creese and Blédge

2015; Harris 2006)Crossing from one code to another was used as a tool for fostering group identity
as well as minimising anxiety associated with negative feedback rec¢igeglie my observations

reflect some of the effects of context and how the linguistic and culiveabkidy of the group

intersected with participant experiences of receiving feedback.

5.23 Summing up negotiating dominant practices

Tensions and confusion arose as a reflective approach to academic writing and lzpeargd to
have been implemented on a course which, based on data analysed, did not have a tradition of
reflective genres of writing. Data analysis from the covetsted documentation appears to support
this assessment. The application of one dominant model of writing onto arsthiéed in a
hybridised text type that the lecturer appeared to relsigial resistance resulted in a key written
assignment being described as grafted onto the course rather than having attaintd thiebstang
integral to its epistemology. | argue that the implementation of models of wattanginstitutional
level affected participants’ ability to negotiate what was required at a moredoehl At the same
time, participants’ attempts at negotiation highlighted a desire for dialoguertmmeauncertainty
associated with text production. Unfortunately, the desire for dialogue wasgfterd, and the
‘problem’ was framed as individual rather than institutional. From particippatspectives, it would
seem that feedback had a tendetacgrticulate what participants needed to do to improve or pass

rather than engender dialogue. For instance, participants reported that thesfivke@aing what
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they had done was unacceptable as a result of written comments, but less clear wttathaltenge
practices they found were unhelpful to them. The final example suggests thapgatsitacked the
power to contest or challenge the evaluation of their wlodctly which resulted in the crossing from
English into French, something which | had not previously observed, in order to temaexitig
associated with submitting written work and the potential negative assessment\ofithejr

Overall, I have also presented data examples which highlight the significance of the academi
preactices of giving and receiving feedback from lecturers. This section also higlilmkisormany
of the participants | worked with, the practice of the giving and receiving feedbackfiuesced by

unequal power relations as well as key to how academic tasks and texts were understood.

5.3Life experiences intersecting with the curriculum

| continue by picking up a theme which first emerged in the literature review andpieictaaur.

Here | explore the relevance of some of the curriculum topics fine course | observed to
participant life experiences, identities and diasporic connections, thisgjpherng my thinking to

text production and personal knowledge making more directly. | present four examiples o
illustrate the complexity ahe group and how the individuals within it were not all the same: Work
based discrimination; The special case of politics; Links between social exdusi&mowledge
making; and Long@arenthood.

5.31 Work-based discrimination

Several participants repted experiences of discrimination in the workplace before and during their
time at Northcentral. | begin with Mona who talked at length during interviewsporese to the
question: ‘Why Northcentral?’ In this data example, Mona reported on her exgsrigineorking in

the health and social care sector:

She wanted to go to university and so instead she did level 2 and 3 in Carefdnd an
Assessors coursand completed the course successfully. ...

Mona has an Assessor’s qualification for care work and remembers when she went for an
interview at xxx College. The job was f@alNVQ AssessorThere was one other candidate
who was a lecturerandMona was disappointed as she was greeted by the interviewer
with ‘So, who is the carer? She realised that she would hget the joband that perhaps

the college thought that it was too big a leap even though she would do the job very well.
Now, she feels that she is exploited in her workplace as she has qualifications and
because of this, they give her extra responsiHiles.

(Mona, narrativesummary 19/11/2008)

The data shows that Mona talked in some detail about what she perceived to be discriminatory
recruitment practices when applying for a job as an NVQ assessor at a college in greater London

Data also shows hoghe felt that the question ‘Who is the carer?’ captured somgiggenent over
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her suitability for the position. Even though the ‘other candidate ... was a lecture, tigst have

fulfilled some essential criteria for interview selection in the first place. &umtbre, Mona was

careful to state that she had the appropriate qualifications for the position as shedesdfully

completed an ‘Al Assessors course’. | am not suggesting the reason Mona was unsuccessful was
because of direct gender or racial discrimination, particularly as the other candidateontaslisep
adequately qualified. Nevertheless, the ascribed identity as ‘carer’ sits uncoipfatitalsomeone

applying for a role involving the assessing of other carers. A sense of role dxquiditdhe

workplace was foregrounded as Mona commented that as a consequence of her assessor gualification
she was ‘exploited’ and given ‘extra responsibilitilsfound thata sense of exploitation emerged

powerfully from Mona’s experiences aride experience®f other student®o.

Fred reported that he left work in the hospitality industry before attending Natrthideecause he felt

exploited:

Fred also felt that he was looked down upon as a black person and spent some of his time
training whie, less experienced people who after six months became managers earning more
money than him elsewhere. Fred felt that he was the one doing the hard work and that they
didn’t have a background in hotel and catering like him. Fred feels that this wasmgrieexa

of nepotism. That is to say they went to similar schools and were looking aftesvimeir

Fred worked in three hotels and then left as he felt he was really being used.

(Fred, narrative summarg3/01/2009)

From Fred’s narrative it can be seen tgieriances ofwork-based discrimination was significant as
he felt that ‘he was looked down upon as a black person’. Reference to ‘nepotism’ gesissthat
he may have felt excluded from the culture of the workplace as a result of his blackyjadenti
possibly because he presented@sally or culturally differenfrom otherdn that context Indeed

his expeiences reminded me that being blagkbout more than physical appearamddach has been
reported elsewhere (Ademayo 2009, Block 201i0p¢2002). Like Mona, Fred felt that ‘he was the
one doing the hard work’ and left employment in the hotel and catering industry as Heeigls

really being used.’

Next, | outline some of Mr N’'s experiences of wdr&sed discrimination which sleastriking
similarities with Frets. The data which follows is pertinent to my thesis aisexperiences of

negotiating academic literacies influenced Mr N’s choice of dissertation topic:

Mr N began his first job working for a dairy company ... which employed around 3000
people.Many of them were from Eastern Europe. The employers decided that Mr N

should take on a supervisory rolevorking with employees for whom English was a

language barrier. They needed to fill out forms and Mr N was there was tinelp them

as he spoke English, French, and Portuguese. He acted as a translator to help the company
and they gave him a good position, rather than being a machine operator.

Mr N was more educated than the white English people he was training as herht bee
university in his country. He was team leader and he had a team to manage but he also
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realised the company was using him. The money was good but when there was problem, for
example, a machine breaking down, he had to help his team members and stay away with th
machine until the problem had been sorted out. The money was good, but what he did not
like was the racism. He had been working there for seven years and he trained up people
who became managers. When there was a problem he was wonderful, but he felt like he was
doing the job of someone on more monéle decided it was better to go back to school, to
university. (Mr N, narrativsummary 18/03/2010)

Data highlights what appeared to be troubling work experidna@sultilingual, multicultiral dairy

for this participant, echoing Fred’s experiences in the hospitality industrN fdported that: ‘what

he did not like was the racism’ and being discriminated aga#ist similar to Fred’s account of
work-based discrimination, Mr Keferredto his role of training other employees who became

managers, a privilege he states he was not awarded, despite in his words being: ‘... more educated
than the white English people he was trainingound hereto bea strong sense of discrimination
andexperiences of disadvantage emerging from the data. Yet, at the same, time there is a sense that
Mr N othered the Polish workerstheycame to work hard arttieyhave now left. The Polish work
12-hour shifts which is whyheywere preferred by managemeénin contrast, later in the interview

he later adds that:

...the British did not accept such long hours of overtime. Before this, many who worked
there were asylurseekers, and so he has chosen the topic [EU enlargement] to explain the
impact.

(Mr N, narrativesummary 18/03/2010)

Pasitioning is interesting at this point as Mr N appeared to identify more cloiklithve British

[who] did not accept such long hours of overtime’. At the same time he also appedetifp with

the asylum seekersith origins outside the EU. | suggest the migrant workers who ‘came’ from the
newly enlarged Eland ‘left’ were positioned as other, in a way that asylum seekers were not. This
last point reflects the complexity tife multiple identities constructed, but also the instability of
participants’ identities as a result on this occasion of the culturally ricdjg@tminatory work
environment. The complexity of diasporic identities and implications for knowledgagnate taken

up in the final section dhis chapter.

What is significant fothe negotiation of academic literacisghat Mr N, like several other

participants (Mona, Maisha and Kate) used their experiences as the basis for their dissertation
projects. In short, acism and discriminatory workplace practices influenced his choice of dissertation
topic:

He selected his dissertation topic because of his experience at the dairy. Firstly, there were a
lot of Polish people and, since Enlargement, the whites were preferred over the blaels as t
were not seen as foreigners like before as they are part of the EU, and prefer to work hard.
(Mr N, narrativesummary 18/03/2010)
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| discovered that Mr N’s dissertation addressed the impact of EU enlargement policy whichtwa
only relevant to the cougsaimsand curriculum, but also linked significantly to his own highly
personal experiences of weblased discrimination. Baker argues that ‘an ethnically diverse
workplace, by itself, does not constitute a change in the structural power relationstoahpawer
is culturally significant’ (1999, p.116). In spite of working in a culturally and lisiizally diverse
place of work, | suggest Mr N’s choice of dissertation topic reflects how: ‘... experienassonr
and disadvantage are still intense fmany people with minority ethnic backgrounds’ (Hardsung
and Rampton 2002, p.35).

Indeed, both Mr N and Fred who were interviewed at length on separate occasions commtrged o
exploitation and racbased disadvantage they experienced and howbelewved their career
advancement was stymied because of a ‘black’ as opposed to “i#ntgdish’ identity. More
specifically, workbased experiences illustrate that although ‘black’ identity was significant,
additional categories such as professionanhiily were also foregrounded, once again highlighting
participants’ multiple identities. | argue that what is significant for ttesighis that experiences of
discriminatory work practices prior to Northcentral influenced student writitgyims of tle direction
and emphasis of dissertation topic once at university, illustrating how litgierpes intersected with
the curriculum.Experiences and practices such as thaskethe complex way in which they intersect
with the applied social science curriculum is in essence what | refer tolieeipacal exchange

contributing to knowledge making.

5.32 The special case of politics

This example continues to build on the theme of the relevance of the curriculum fopaatsias |
unpack the partular challenges the academic study of politics presented. Even though | observed
applied social science rather politics classes, the latter emerged as significantidizriagalysis.
Politics as a disciplinary area was constructed as problematialternding more so than other degree
pathways by a number of key participants. Vera, for instance, had to ‘redo’ espadisignment
(narrative, 27/01/2009). Mustapha was ‘disappointed and unhappy with the feedbamkives ror
politics although he wasn't surprised’ (09/12/2008) and Mary reported that she fel tmabl
communicate with the politics lecturers (09/12/2008). Expressions of doubt ppaiistnent are

part of the every day practice of being a university student, yet the number oénsnafyout politics

was striking. In order texplorepossible reasons why, | begin by presenting two data examples.

Firstly, | revisit Northcentral’'s website for prospective students:

The course would appeal to sixth formers with a range of knowledgaatude
professionals interested in current affairs. An A level in Politics is not required
(Northcentral University website, 2010).
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It can be seen from this extract thagtitutional publicity appeals to both traditional and-non
traditional studentaccessing higher educatiokRurthermore, #éack of academic qualifications such
as ‘A’ levels on entry was presented as unproblematic for a target audience comprisisgtheth *
formers’ and ‘mature professionals’. The implication from the wordingaisah interest in current
affairs and life experiences outside mainstream education would compensate for ddatialof
academic qualifications. The second data example originates from an extendeglnrdaring
which Mary compared her knowledge and experience of politics with some of the otharanorric

areas:

Politics put Mary off the year before because she has no political backgnootiiing-

which is why she is reading a lot now and it is very, very interesting. Last yeacspwliis

a threat as there was no way Mary could see herself passing because she has no knowledge.
This is different to the things she is doing in citizenship or Area studies, which are
straightforward. ... Before she wasn'’t interestedutside politicsand, althouglshe had been

here for ten years, did not want to and would not vote. Now, however, she will dgfinitel

vote.

(Mary, narrativesummary 12/10/2009)

The extract from Mary’s narrative is interesting for a number of reasons, not |dastchalienges
she articulated contrasted starkly with the university’s online marketing for tgre@eourse included
above. Mary referred to politics as ‘a threat’ which | interpeetelating to challenges of text
production and her academic success and progression in her first year. At the tieriefnn‘there
was no way Mary could see herself passing’ which contrasaekly with themorepublic

institutional position on politics recruitment.

Next, | focus on Mary’s assertion that: 'she has no political grackd- nothing’. It seemed that

Mary framed her knowledge and life experiences negatively. Nevertheless, lreudjtical
background’ seemed less likely given Mary’s field work in Rwanda before coming td<the U
(Narrative, 09/12/2008). | suggestgb experiences can be said to have been influenced, at least to
some extent, by political decisianaking. Yet, data presented so far suggests that neither Mary nor
Mr N saw their life experiences as a resource to be drawn on for academic advantage. (2008)
argues different capital, or what | refer to as resources, should be recognisiat ito @assist the
enrichment of student experiences. It also seems to me that while institutiblictypappeared to
recognise the value of informal knowlexdip the form of qualifications as well as experience, this was
not in fact how politics was experienced by the key participants interviewedlitidp] was a

threat.’
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Next | explore, how tension between life experiences on the one hand and thectionsf
academic knowledge on the other leads onto a discussion of ‘outside politics’. Theninglarlthe
data extract above indicates that | had marked the phrase ‘outside politics’ for discussi
Unfortunately, as there is no reference to iy fieldnotes, | infer that other more pressing points for
discussion with Mary were taken up in subsequent meetings. At first, | assumed it waswaatolloq
expression used by Mary, possibly influenced by her wide language repertoirév@atnamary
09/12/2008). However, the fact that Mary was studying politics at undergeddual offers the
possibility that her use of the term was a deliberate choice of sgpjecific terminology. For this
reason, | interpret the term cautiously as refergnparticipation in more formal political activity,
such as voting. Indeed, Stephenson and Papadopolous (2006), writing on the importance of
experience for political change, refer to ‘outside politics’ as ‘forms of owdrigpand political
engagement’ (2006, p.434) and how everyday experiences, what | refer to as practices)s=d to
inform political activity. | argue that the term ‘outside politics’ may have beefoged quite
deliberately by someone who had undergone the process of migratias ansult, now felt more
able to engage in the political process of her ‘new’ nation state. Mary explains:

For ten years, she did not want to and would not.vistaw, however, she will do it [vote].
(Mary, narrativesummary 12/10/2009)

It remains achallenge to say categorically whether Mary was referring to such a heavily theorised
terms or using a more colloquial one from her idiolect. However, | would like to suggesntthis
occasion language use reflects some awareness and thinking around dominant discocistes asso
with her degree curriculum. The phrase struck me as a sophisticated use ofspdujifict
terminology and, as a result, | conclude cautiously that, despite the challengesitivithexpressed

by Mary (12/10/2009), thelis some evidence for the use of highly situated academic language.

This section explores threciprocalexchangédetween life experiencesn the one handnd the
curriculum on the other | argue throughout the thedksat this reciprocal linlkmergess significant

for the negotiation of academic literacies. My final example centres on an analysslohy Blair
legacy, a formative assignment, the group were asked to complete early on irotjr@impne. Fred
commented that he had ‘to evaluate Tloay Blair’ speech, Mustapha stated that he was working on
‘the Tony Blair legacy’ (09/12/2008) and Vera informed me that she ‘had to redo ihespmie on

the Tony Blair speech’ (27/01/2009). Mary also referred to an essay which requdenats to
evaluate Blair's ten year leadership of the Parliamentary Labour Party:

They [lecturers] talk about Tony Blair. They would like us to talk about theyegfahim.
Read, read the website. | haven't even visited itve just read the handbook and bought
his biography. And there | am [rapid spefechdidn’t even bother about Tony Blair in the
past because | was busy drinkindquiet laughter].

(Fieldnotes, 09/12/2008)
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Data illustrates that while she attempted to engage in appropriate literacy practices, sadimgs r
courserelated texts, she was finding the process of academic text production challerggng. T
number of references made to politics and this assignment in particular suggestgahabnsidered
problematic by a number of participantsven though the assignment was formative in function,
rather than contributing towards final marks for the course, there seemed to destéesiveen the
diagnostic function of the ‘low stakes’ academic writing tasks participants choseuss) ande
ways in which these taskisey reported. This contradiction was not dissimilar to the practices
surrounding the group presentations which emerged as significant in the previous chapier and t
discussion of the PD@ection 5.2.1) It seems to me th&arning outcomes for so called low stakes
writing without numeric scores or credits attached were often perceived as ‘higs $Elkow 1997;
Lillis and Scott 2007) for the individuals involved.

This section has focussed on some of the challengesoamplexity surrounding how politics
intersected with participant life experiencd$ere seemed to be tensions between the experiences
and perceptions @fcademic text production and the idealised institutional discourses which indicated
that an interesh current affairs would be sufficient for highly situated reading, writing and
knowledge making. In contrast, data from narrasiveymariesuggests that this was not how the
study of politics was experienced. Through the process of data analysis, key elsdibeng
participants emerged stemming from the complex ways prior knowledge, experiencelagrdurad
intersected with the curriculum. One challenge to be negotiated and overcome reladddk of
knowledge of ‘outside politics’ which in tumffected participants’ approaches to political analysis
and subsequent text production of the Blair legacy. | suggest a lack of engagementai pciitiity

in the UK had the potential to affect not only text production, but also infludrmedperceived

lack of knowledgef, or first hand experiences of, Britigolitics coloured how participants viewed

opportunities for academic success.

5.3.3 Reciprocal links between social exclusion and knowledge making

Social exclusion was touched on ir ffrevious chapter (sections #42and 4 4.3) where | argued that
there were discourses of inequalities surrounding classroom participation and exgagdere |
illustrate how, during classroom observation, some members of the group observexhnmedéns
between the texts they read and their own experiences of ex¢lpieidingevidencefor a
reciprocallink, or exchangebetween the ta. What follows is a slightly extended data example from
a seminar olervation of class three in thaufumn term btheir final year. There were approximately

ten attendeesn this occasion
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LECTURER B ‘Can we have a quick discussion about immigration and its

importance for analysis?’

[More (students) respond!]

The master of the means of production will makeergrofit.
Importing labour =you don’t need to invest in your own
citizens = strong argument against immigration.See section
Il on Reich and section ofsymbolic analysts’

MAISHA: Student with glasses (Maisha?) picks up on the 'we’ as referrini
the more wealthy among us. [All students speak with ‘African’
accents.None sound like London born ethnic minorities]

KATE: ‘This kind of, of reminds me of the uni., the way they’ve
created a them and us, the way they [the university] kegin‘th
[students] out of your [teaching staff] offices ... it just seems,
like, kind of, impersonal.’

[Brief friendly discussion lecturer, Kate, Maisha and one male
at front on right abougxclusion.
Text about excluding immigrants, but the group relatts
university excluding students and keeping them away from
staff].
(Observation 1, year three
The data extract selected focuses on a seminar discussion of a book chapter by Reiftoi 9494.)
Course Reader. Reich (1991, p.283) predicted thagé¢conomic inequalities will increase in the
labour market due to new, highly skilled ‘symbolic analysts’ which the leatua&es reference to in
the class observation extract above. What proved important for the direction of itha sem
discussioris that Reich questions why:

The fourfifths of the population whose economic future is growing more precarious has not
vociferously contested the disengagement of thefitthewhose economic future is
becoming even brighter (Reich 1991, p.282).

As | listena to the seminar proceedings, | nhoted a connection between the group of students observed
and Reich’s (1991) thesis with regard to immigration and its effects on the labdetsnarhe
direction of the discussion at this point seemed significant gi\aih tioted: ‘None sound[ed] like
London born ethnic minorities’ (Observati@nyear three). This may seem like an unnecessary point
to note, yet despite the cultural diversity of Northcentral Campus, it Wwa®ktilvely unusual for an
entire class ttbe made up of individuals from London’s ‘migrant’ communities. It also seemed to me
that, as a consequence of this cultural diversity, the lecturer appeared to engendendibate o
widening income gap and insecurities surrounamgyationand reducedpportunities for
employment with a group ehigrants For instance, one point made by the lecturer was that,
according to Reich (1991), migrant labour has a detrimental effect on the econaition pdshe
domestic labour market: ‘Importing labour = you don’t need to invest in your owmnesitizetrong
argument against immigration’ (Observatibryear thre). Interestinglyfrom my perspectivehe
participants present subverted this thesis even though, or perhaps because ohi, exiteption of
Kate, all had migrated to the UK. In Kate’s words:
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‘This kind of, of reminds me of the uni., the way they’ve created a them and us, theeyay t
[the university] kept ‘them’ [students] out of your [teaching staff] offices.’
(Kate, narrativessummary 2303/2010)

My own notes seemed to be supported by Kate's observations as | wrote:

‘The text was about excluding immigrants, but the group relate it to universityding’
students and keeping them away from staff’ (Observdtigear threg

| see thischange in direction as an illustration of how assumptions made about the potentia ways
which a group of individuals might respond to a seminar reading were challehgedmed to me, as
an outsider, that the lecturer may have presupposed thauasistand the potential impact of
migration on the labour market would be taken up, thus inadvertently restricting oppesttoniti
knowledge making. This did not occur, on this occasion at least. Instead memhersashinar
group (‘Kate, Maisha andne male’) applied Reich’s thesis to their own experiences dis@n on

the university campus, asserting themselves as knowledge m&kemsnaert (2013) associates
diversity with unpredictability which he sees as a ‘knowledge issue’ in the sendesénsity can
cause ‘ ...us to perpetually revise and update what we know about societies’ (p.6) or indeed m

smaller groups or cultures.

This example of classroom discourse practices is significant as it shows diversitytétigioup not
only in terns of levels of engagement at a particular moment, but a degree of unpredictatslibgsn
of how members of the class, a largely migrant group, responded to more thedisaticssions of
exclusion. One consequence of my seminar observation and emgagéth Reich’s thesis was
confirmation of how personal knowledge making cannot nor should not be predicted without
sustained engagement with the individuals concerned. Data illustrates that fromeamiacad
literacies perspective, not only was meaniegehdent on context but on participants’ reshaping of
the texts they encountered. | argue classroom practices are significant feedgewmaking andat
the same timeaelevant to literacy as practices of this kind involve doing things with textisin
instance, participants were able to apply a seminar reading to an area of theixfiegdnces they
found meaningful, and in doing so provided a tangible alternative to being constructed in

unfavourable ways.
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5.34 Lone parenthood

This exampledllows on from the last to illustrate further the ways in which life experiences
influenced the nature of curriculum topics selected and, as result, text ppaduatine parenthood
was a topic within the undergraduate curriculum which emerged as significantuforeer of
participants. Vera reported that herlaxsband and daughter were in Norway (Narragivmmary
09/12/2008) at the start of her degree course. Mary stated that she was ‘a single MrativéNar
summary 12/10/2009) while Kate was broughtinpa singleparent household @trativesummary,
23/03/2010). Kate’s narrative illustrates that her trajectory through sitiveras not without its
challenges:

Kate has started uni. before and this is her final attempshe.restarted once but ha
deferred and then come back to her studiesin 2003 she completed 6 month of a nursing
programme but fell pregnant with her sd®he then returned to do xxx, but then had a
second break when she had her daughteiOn her returnthe programme had changd

to applied social sciencavhich is what she is doing now.

(Kate, narrativesummary 23/03/2010)

In addition, during interview, she revealed that ‘Her son has autism and does natesle@fate,
23/02/10). Thus, despite being the only participant who reported being born in the UK, data shows
that Kate was a netraditional student with an equally rich background and set of life experiences.
Kate talked about her childhood experiences of being brought up in a single parent household, he
own experiences of motherhood and how she felt they related to the course she was studying. T
extract reproduced below is highly relevant to the development die¢heelone parenthood as a
resourcdor knowledge making

Kate's dissertation is on lormaenthood and its constructs surrounding Ipaeenhood.

Her mother was a lone parent and she is now able to draw on her experiences into her

dissertation that she had during her upbringikgte hasfond memories of having a lone

parent, which provide anadditional angle to the social constructs because most of them

[her memories ofiaving a longarent]are positive. This enables her to broaden her view.

Sometimes her life experience makes her cackle to herself whénrshading something

about longparenthood as she can now see how much of a general statement it is and not at all

representative of all singlgarents. Kate can envisage her own upbringing and use it to her

advantage. It helps her to take the texts with a pinch of salt and theio fieek t

things/evidencevhich support her understandings and experiences of growing up in a single

parent household. It makes her more determined to disprove some of the negative stigma

attached to it.
(Kate, narrativessummary 23/03/2010)

The extract idongerthan some of the earlier data extracts as Kate responded in detail to open
questions about hdife experiencesknowledge makingndliteracy practices. Data illustrates that
Kate felt her background and upbringing was a resource that she Imeab®éo draw on positively

during her time at Northcentraln her words: ‘She can envisage her own upbringing and use it to her
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advantage.'Data illustrates further how ideas from her course, as well as her own life experiences,
were used for personmhowledge making: ‘She hdsnd memories of having a loparent which
provide an additional angle to the social constructs because most of them ave.pdsitihe same
time, she reported taking the texts she read with a 'pinch of salt’. It is@septf this kind which
relates to the course learning outcomes, one of which is stated as the interrogateasénd
evidence in order to develop a critical perspective to the subject area’ (Course Guittaegear.3)
Kate drew on her life experiences to ‘provide an additional angle to the social constoattsdomost
of them[her memories ofiaving a longarent]are positive’ as well as ‘to disprove some of the
negatve stigmas attached to it [loparenthood] (Narrativeummary 23/03/2A0). As a result,
despite the ‘negative stigmas’ attacheder childhood circumstancaadthe inevitable impact of

her own parenthood, Kate was able to draw on the experiences and relate them to heraulitical re

and writing and knowledge making pties for academic advantage.

Later on in the same interview, Kagpanded on why she chose lone parenthood as a topic for her

dissertation and the importance of the personal dimension to her writing:

Kate feels thaanything you write has to evoke some kind of emotion in order to do it
well. If you are writing about something you are not keen on, you will not be able to write
well and no one will feel your emotion from what they are readihgs is what draws the
reader in so Kate tries to make evemyng she writes about afterest to her. For her, for
example, she has mixed emotions over the issue of singé&enthood: fond memories,

but also anger over the way in which single parents are demoniseshe feels it is really
important to take a starahdprove people wrong. Kate is aware that there are probably
plenty of people for whom single parenting evokes similar emqgtsmshe tends to write

the way she feelat the time.

(Kate, narrativessummary 23/03/2010)

For Kate, theséfe experience influenced not only what she wrote in terms of topic area, but how she
developed approaches and practices associate with writing: ‘Writing the way she feelsSsupsit i

‘of interest to her’ and the need ‘to evoke some kind of emotion in order taved’it She reported
thatthe approachf drawing orwhat was of interest to hér.. enabled her to broaden her view’ and

our discussions she was able to demonstrate awareness of disciplinary knowledge and skills. As a
consequence, through her writinguggest that Kate was able to negotiate a more positive identity
for lone parents based on her own experiences and desire to ‘prove people wrong.” During the sam
interview, Kate commented that her mother ‘and all her [mother’s] sisters &kéavor the same shoe
warehouse in Holloway [pseudonym]’, thus providing further evidence of howXexeeriences
intersected with the curriculum; but, in addition, how her own upbringing and socititydeas used

for academic advantage. It seems to me thakdite, writing was an act of identity as it involved:

° Full reference omitted to maintain anonymity.
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‘reproducing or challenging dominant practices and discourses and the valwds,avaliinterests
which they embody”’ (Ivanic 1998, p.32). Being brought up in asingle parent household meant that
shefound that she had many of the resources to challenge the stigmatisation which cdntribute
positively to her dissertation writinglhis second data extract illustrates how dissertation choices
were closely bound to life experiences in complex ways fusingporting the view that writing is a

socially significant practice.

5.3.5Summing up life experiences intersecting with the curriculum

The theme explored different ways in which life experiences intersected with the appléd soci
science curriculum, erk-based discrimination, peigs, social exclusion and loparenthood, which |
argue influenced how a range of texts from seminar readings dissertations were vieveettladd t
The theme also provides some evidence for a recipeachlngdetween tk curriculum content and

participants’ diasporic connections.

| introduced this second theme with an examination of data highlighting instances dfaserk
discrimination and exploitation reported by three participants. Racial disation and a sense of
otheringand disadvantage reportedly stemming from participants black identity in aatultur
complex work environment emerged as significant. Narratives provide eviaerwaif challenging
life experiences of this kinds well as the effects of wider context, such as EU enlargement,
influenced text production in the form of the dissertation topic selected. Wittd tegaolitics as a
disciplinary area, analysis highlighted ways in which a number of participamisate that politics
was particularly challenging. This was, in part, because of life experiences priovacsiipistudy
which did not allow for full participation in political activity. Mary, for iasice, acknowledged that
for many years she was ‘outside politics’, drawing on personal resources foelkgewhaking even
though text production remained challenging-déapth analysis also highlighted potential challenges
for an institution appealing to ndraditional students who may not necessarily possess degree
specific qualifications or indeed experiences of academic text production on. ardsd illustrated
how the group of undergraduates | worked with made connections between the texts thag read
their own experiences of exclusion relevant to the context in which they were locatedraethmnti
doing so, | argue they subverted seminar proceedings in a way that was morgfoeamthem.
Finally, Kate’s childhood experiences of loparenthood were used for academic advantage in order
to develop a more sceptical dimension to her thinking and the more successful negotiation of

academiditeracies providing evidence for the reshaping of ideas around texts.



5.4 The resources participants bring to the academy

This next theme extends the latter as | contindimkagparticipants’ life experiences with the
curriculum and knowledge making practicesoking areciprocal, dynamic exchange between tine
There is also a deliberate focus on the resources students bring to the academyghfltéingling a
deficit appoach to students and their abilities. Rather than focus on knowledge rimagindent
writing, | focus on processes and practices surrounding personal knowledge making evidenced
through the data analysed. There are two sections in total: Living antloeg&ople you study; and

Poverty as a resource for knowledge making.

5.4.1 Living amongst the people you study

This example begins with a focus on one key patrticipants’ reporting of experiences sug@undin
local field trip for an Area Studies, whitltlaim provides evidence for a critical stance towards
research practices and the construction of meanings. During an extended intervieaviatad
about aield report assignment which seenggghificant to her and her cohort at the time of data
collection:

The day before the interview [with me] the group went to Manor Park [pseudonym] for a
field trip to take notes and pictures of immigrartdot of her classmates are immigrants
and wondered what the point was and they felt that they could jugbok at Northcentral
Campus. ... Some of the group felt uncomfortable about it, but would never voice their
concerns to their lecturers. However, afterwardsome quite liked it and taking pictures

of ethnic minorities and immigrants was not necessarily what seemed Those that

went, and who were from ethnic minority backgrounds, found it beneficial. Aminarmagblai
that initially they were to take photographs but they did not have the necessesyatinis
completed, and so they took notes instéadina did not go as she was preparing for her
presentation.

(Amina, narrativesummary 19/03/2010)

Amina described the field trip for her Areas Studies course as one consistirgngf fiectures of

ethnic minorities and immigrants’ which served as prejmrdor a written field report the group

were undertaking at the time of data collection. It seemed to me that the grougingradied to

apply ethnographic methods of going into a culture or environment and looking in order to make the
familiar strage. The narrative also seemed to indicate that the group may have felt disempowered by
the prospect of notaking and photographing people who they felt were just like them. Indeed,
Amina reported that some of the class: ‘wondered what the point was’. Yet, at the santeetime, t
‘would never voice their concerns to their lecturers’ and significantly appearacktthe resources to

do so. ltis likely that Amina was experiencing pressures of academic work and deadlihes, but
suggest the field task, as it appeared to be experienced by Amina and those she identiiadseith,
some discomfort. | also wondered to what extent it was Amina who felt unable to voicad¢ennso

and instead chose to stay away. It seems to me that some resistancehydhdalroupincluding
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Amina, which may have occurred as members of the group identified as ‘immiguashtsith those
‘from ethnic minority backgrounds’ more closely than they identified with theeusity faculty

responsible for the course.

There isa certain amount of conjecture as Amina did not participate in the task. Yet the assessmen
was clearly significant to her, not only because it was a summative piece of work that ndezled t
passedbut alsoas this participant elaborated upon the valaied challenges it seemed to evoke in
such detail. The unease seemed to stem from the nature of the field activity the geappeeted

to engage in, the localised context of this activity, but also due to the identities@ppats

involved. Céaire, citing Gobineau, stated: ‘It is the West #taties the ethnography of the Others,
not the Others who study the ethnography of the WEssgire 2000, p.71). Amina was firmly
located in ‘the West’ as a UK resident, yet | see the quote as retevaie conflicting identities some
members of the group may have experienced as well as evidence of the dynamic natureraf diasp
identities. | also se€ésairés (2000) quote illuminating how the university students may have
identified with those theperceived to be the object of study more readily, that is, the Other. As a
result, | argue one explanation for the resistanceotiraingemerging from the data was that the

approach to field methods appeared to clash with the groups’ sense of idétotification.

An additional interpretation is that the task may have caused some participantseiagehathat they
knew about the diverse north London neighbourhood as Amina stated that: ‘... afteavaedsuste

liked it, and taking pictures of ailt minorities and immigrants was not necessarily what it seemed.’
Yet, Amina’s use of ‘was not necessarily what it seemed’ to me still indicates a sense of unease and
distance on Amina’s partAs a consequence, there is some evidence that Amina adapttdah

even oppositional stance, which emerged in the literatureweamd the previous chapter (4.4
Disengagement andifdance). This time it appeared to be directed towards the research practices and
tacit values which underpin them. According to Holliday, Hyde and Kullman (2004, ptEsSy

critical means that: ‘... one may find that one is not in agreement with the way expected or
supposed to think about something’. It is possible that what Amina shared with othersstvateat

sense otliscomfort with the field task which seemed to have been experienced differentlh&om

way in which it was likely to have been conceived by faculty. Therefore, even tAouigh did not
participate fully, she can be said to have engaged in what was involved and potentiaiyas/at

stake in the production of the field report. van Pletzen’s (2006) study of univeusignss in South

Africa found that some students felt they lacked the power to challenge reading nfaerial t

conflicted with their avn sense of identity, even though the cultural representations were problematic.
Similarly, Amina’s background, identity and personal circumstances at thepipear to have shaped

her understandings of the field report activity.
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5.4.1.1Benefits of living amongst those you study

As highlighted in the previous examptbere is evidence to support the view tAatina identified
closely with ‘ethnic minoritiesnd immigrants The next example takes the notion of close
identification with London’s ethgiminoritiesand immigrantgurther as Amina acknowledgdse
benefits of actually living among the people she was studying:

It is quite interesting to live among people and to know why their situations are likarthey
She feels that this ability tolede makes her academic work easier although she
acknowledges there are points she may not see if you live among the people younséudy.
way it is easier than if she came from a privileged background and was reading about it
theoretically. (Amina, naative summary 19/03/2010)

Amina reflected on how what she has learnt academically has been enhanced not only by her

experiences of her ‘living among’ residents within her culturally diverse London meigidnd, but
also her social identification as beilegs than privileged: ‘In a way it is easier than if she came from
a privileged background and was reading about it theoretically’. She acknowledgesarthpoints
she may not see’, which | suggest highlights Amina’s critical awareness of the sodibsinerl
inhabits, central for the reshaping of ideas. It seems that she assessed her livedeg@ariesocial
identity as potential resources for the negotiation of academic literacies whiclustieefthanced her
ability ‘to relate’ to some of thgocial phenomena under investigation on the programme. Data
reveals that Amina felt that she had additional resources to draw on for effective kreomigkigg

practices which ‘make[s] her academic work easier.’

During the same interview,asked Amina about the topics under discussion in her classes and she
reflected on both her background and personal circumstances as a resource for her acalesnic st

Sometimes she can relate to the topics such as migration as this was the process her family
went through, althouglit is not as complex as some of the stories she has heard about...
butshe can still relate to ifmigration]. When she talks about social policy and housing

she lives in an area which is predominantly inhabited by ethnic minorities and wheshe

looks at it, she can relate.

(Amina, narrative summary,9/03/2010)

Data suggests that, for Amina, living in culturally diverse London contributeddeviar disciplinary
understandings: ‘When she talks about social policy and housing she lareaiiea which is
predominantly inhabited by ethnic minorities amigen she looks at it, she can relat&his statement
would also seem to support my argument that Amina'’s social and cultural idemtifiapfear to

have made a positive contribution to her knowledge making.

An ability to relate taand reflect upomhe processes of migration, as well as living amongst the
objects of analysis seemed to have advantages whictawienrdatedoy Mary as well as Amina. For

instance, Mary explained that slvas able to relate to some subject areas more than others:
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She has had firdtand experience of poverty and development. She has been an-asylum
seeker, she is a single Musg she can relate to it
(Mary, narrativesummary 12/10/2009)

| am not claimmg the narratives are a ‘true’ reproduction of the interview conducted as meanings are
constantly being constructed and reconstructed. Yet, what is striking is that alemtiseicphrases

‘so she can relate to it’ (Mary, 12/10/2009) and ‘she can riddte(Amina 19/03/2010) appear in

both Mary and Amina’s narratives which | see as indicative of a sense of shared experience and
perspectives. Amina saw her contact and identification with ‘ethnic minoritedvasitageous. In a
similar way, Mary reported her first hand experiences of poverty, migratid asylum as an

advantage for knowledge making on the programme. Interestingly, Amina appears to take the
position further and sees her background as not only an advantkgevidedge makingctivity, but

also potentially an advantage over someone who ‘came from a privileged background’e Despit
position, she was careful to acknowledge that her situation: ‘... is not as complex as dwne of t
stories she has heard about’ with reference to her family’s move to the UK from Semadianya
(Amina, rarrativesummary 19/03/2010), which | suggest echoes Amina’s claims that academic work

was made easier.

Maisha, another key participant observed and interviewed, also seems to support thatview t
badground and identity can be utilised as an academic resource:
For area studies, she is lucky as a mature student and being born in Africa as some of the
things she is learning she has seen in reality, and so she is lucky that way. The new version
that shds learning comes from the West, but she is very much aware of what happens on the

ground.
(Maisha, narrativeummary 01/04/2010)

Maisha reported that: ‘she is lucky as a mature student and being born in Africa as dwntbiogs
she is learning shieas seen in reality’. Like Amina, Mary and Kate, it would seem that past
experiences were viewed as an academic resource for knowledge making. Maisha continues: ‘it’
probably more challenging for the young students who don’t have the experehtiey have to

think of it (Maisha, mrrativesummary 01/04/2010).

Analysis reveals diversity among the group as participants’ experiences of povertgiahd so
disadvantage were experiedddifferently. Kate (5.2.4 Lone parenthood) and Amina locate their
experiences of living among the socially less privileged in London which they repatitastageous
for academic literacy practices. Amina, Maisha and Mary, however, refer to theiaficst h
knowledge and experiences of poverty, migration and asylunrdtirsy how diasporic identities, life
experiences and the university curriculum intersect in complex and not alwaysnuwidys. Not

only did participants appear to be aware of and acknowledge discursively the limkerbéteir own
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identities and exp@&nces, but they saw them as an advantage over students who may have come from
‘traditional’ backgrounds or indeed younger students ‘who don’t have the experienigidMa
01/04/2010). Here | suggest an alternative to the ‘diversity as deficit’ (ldadiRampton 2006)
discourses surrounding naraditional students from a variety of backgrounds, and their ability to

write and think, is emerging.

5.4.2 Perspectives on poverty

This example builds on the previous as several participants articulatesbaeds and an ability to
relate to the disciplinary content they encountered. Experiences of poverty sedie&ings in
Africa was a common thread running through a number of narratives as webtwagh observational
data analysed. As a consequence, | exaduate highlighting the personal relevance of poviaty
several key participants.

Mr N, for instance, reported that:

If he is in this country it is because he has worked hard which is why he obtained a loursary t
come and studyHe comes fran a poor family, ... [and] ... He tells his children he will go
back. He tells his daughter that people are suffering in Africa.

(Mr N, narrativesummary 18/03/2010)

Fred, on the other hand, came from a more affluent family and admitted that,lds lzechadooked
upon the poor less favourably arederred to the as:

“chokora” [Rubbish scavenger], a derogatory name for the poor. He remembered that whe
he was young he used to fight with them as they as they were poor and he was middle class.
(Fred, narrativesummary 13/01/2009)

After spending several years in the UK, Fred was confronted with poverty when he retunegao Ken
as an adult: ‘...where he saw a lot of poverty. He found that people congregated outsidelyhe f
house because they had problems. ... This is what he remembers ..." (Narrative, 09)0I/B6re
were additional references to poverty tddary expressed: ‘a desire to go back home to Rwanda to
fight poverty’ (Narrative, 20/01/2009) and, finally, Mustapha expressed a desirdravel to

another part of the world to tackle poverty’ (Narrative, 09/12/2008). Thesestata extracts
highlight a range of experiences of poverty as well as diversity among the group #sqpéstialked
about the world they had experienced andvk. Mr N appeared to have experienced poverty first
hand, whereas Fred was confronted with the poverty of others around him as an adulindary
Mustapha, offer a different perspective expressed through a desire to tackig ppveavelling

‘back hane’ as well aso other parts of the world.
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What | argue are importaimtdividual perspectives on poverty, and poverty in Africa in particular, are
further supported by observational data. | observed a serfiibaelvation 1, year sixjuring which
theclass engaged in talk around text oa #tiate of the world’s welfare by Deacon, Hulse and Stubbs
(1997). The lecturer explained that the seminar paper under discussion argued for edsiaation a
meandor countering povertyMore specifically and after closer readimadthoughl found this to be

an accurate statementliscovered that the authors painted a bleak picture eEatlran Africa in
comparison to other world regions. To give two examples, Deacon et al. (199 Nestaigion is
hindered by ‘unfavourable climatic conditions’ (p.33) and a table depicting perfoemalating to

global Gross National Product refegsit as simply ‘poor’ (p.37) without elaboration.

Vera identified as African: ‘Africans like myself who leave Africa for a bidife... we move to
Europe for our children’ (Observationyear ong, andl noticed that the constant reference to Africa
as ‘poor’ in monolithic terms appeared problematic for her. Data reveals thahtmast to some of

theviews ofother members dier class, Vera was adamant that Africa is not poor:

Vera corrects [the clas$}veryone keeps saying Africa is poor.ilis not poor.

[underlining signifies emphasisShe goes on to talk about resources and corruption
Other students disagree (Mindis, Niha and others), however, and they counter [\fethgwit
claim that they mean economically poor.

(Observatiorb, year ong

The data extract provides evidence to show that Vera challenged a commonly held viewaohidri
Africans as essentially poor and little else which was ptedethrough a number of counsdated

texts, such as the seminar reading, and what seems to be a view held by other membegessf the cl
Instead Vera offers a rather more complex analysis of the situation as: ‘She goéslloatout

resources and corruption.’ | later interview Vera who affirms her position for adséoun

As she is leaves my office, | thank her for agreeing to be interviewed and | acknowkadge th
questions about back home may be difficult. She agard comments thahe and other

students in the class are like her and have migrated for various reasons.

She also refers to a comment she made the previous week in class. She does not like it when
other younger students say that Africa is pods ot poor.Its situation is due to poor
management- but it is not poor, she reiterates.She also thanks me for the opportunity to

talk and adds that she is learning through talking about her situation and experiences.
(Fieldnotes, 09/12/2008)

While Vera appeared to identify with the: ‘other students in the class [whikareerand have
migrated for various reasons’, she seemed troubled by the position held by some ofshéngeer
lecturer and the text under discussion. Through her struggles to challenge dominardnuidgssof

‘Africa,’ | suggest a sense of African identification which is associated with some formaédey,
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such as poverty, loss and exclusion, begins to assert itself as a potential resoumelémigm

making as indivduals like Vera engageith courserelated texts.

The data exemplifies key participants’ experiences of poverty as well as strong tiasesitbe of
back home, commonly associated with diaspora. Indeed, Maisha articulated thang®gofther ties
with the ‘Third World" well:

Maisha feels it [working with deprived people in the First and Third Worldidee or less
the same, but feels that she could relate more to Area Shatiaase she could go out to
the Third World and work and give back to socety whatthey have given her.
(Maisha, narrativeummary 01/04/2010)

Although Maisha’s degree study was motivated by an interest in social work and socialtbarg K
(Narrative, 01/04/2010), the extract above shows a closeness with the ‘Third ¥watld'desire to
‘give back to society whaheyhave given her.’Maisha appears to reframe what she sees as Western
practices while drawing on her diasporic background. There is also some evideiMaishatmay
have taken up a more critical epistengi@l position (Lewis and Ketter 2011) which is in opposition
to dominant thinking in her disciplinary area. Maisha continues:
The new version that she is learning comes from the West, but she is very much aware of
what happens on the ground. She knows about poverty, the mechanisms of it and how it

manifests itself but now she is learning more.
(Maisha, narrativeummary 01/04/2010)

| suggest the claims present in the data extract above creates distance from the West as well as
supporting her desire to ‘go out to the Third World’ as, like some of the kelygrarticipants ‘she is
very much aware of what happens on the grouhdiould be argued thMaishawas simply

replicating disciplinary knowledge presented duringArera Studiesourseas $e refers to the
mechanisms of poverty. However, | woaldjuethis is less likely given her diasporic background
and life experiences. This last point presents data which | suggest highlights a raffgecait di
stances towards poverty reported by ipgrants which result from a range of prior experiences and a
sense of diasporic connectedness and engagement with-oelateed texts. What | found to be
noteworthy was that although poverty and a desire to effect change in differentsoeneained a
common theme for a number of participants, there was considerable diversity #ra group.
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5.4.2.1Subverting preconceptions

The previous chapter explored complex deficit identities of participants whigheavere both
ascribed and seHscribed4.3Complex identities). However, in this section, | approach the
complexity of participant identities from a different angle. Whilst lehenade strenuous attempts to
avoid essentialising or absolutising culture (Gilroy 2002), as well as acknowledgiag/n

inevitable ethnocentrism, | felt that reference to ‘Africa’ and ‘Africans’ across aewofb

participants, across time and across research sites was significant for how meanings wecéedonstru

and therefore worthy of more-gtepth analysis.

The next example illustrates further how participants talked freely about povegtgtion and their
own experiences in relation to texts read and shared in class and therefore cergnaégmtiation of
academic literaciesIn one class observatiomaticed a diverse group of students discuss a class
presentation on Lalor’'s (1999) article on Ethiopian street children. During kherdaind text

activity, there was intense classroom discussion and dissent among the group:

JAMES ‘So, what you're saying is modernity is causing, .egseryone,
QUESTIONS children who go on [the] street, is in effect ...what you're saying is
PRESENTERS: we should all go back to being a third word country?’
PRESENTER: ‘No. That's not what we are saying...’

[Overlap]
JAMES: ‘Oh. Ok, I just wanted to be clear ...’

[The presenter (of African origin) talks about the experiences of
African migrants who end up cleaning in hotels. The Africans
around the class laugh.]

(Observation 4, year one)

What struck me about the data extract above is that there appears to be evidence of nejotiatio
meaning in relation to the text but also in relation to the group. James challengedehtemes
‘...what you're saying is we should all go back to being a third word country?’ bus#esned to
accept the presenters’ explanation quite readily: ‘Oh. Okay. | just wanted to be clehiext, one of
the presenters appeared to link Lalor's (1999) text on the exploitation of strde¢rchid his or her

own experiences of hotel work ingttJK: ‘The presenter (of African origin) talks about the
experiences of African migrants who end up cleaning in hotels.” However, ratheethaet tom

the groups’ engagement and knowledge making, the point appears to resonate with the group as |
notedlater that: ‘Students continue to laugh’ (Observaéipogear ong It seems that the discussion of
poverty and extremes of income inequalities are highly relevant to the groups senesedf

experiences realised through humour (‘The Africans around the class laugh’) buamtipdhrough
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disagreement and negotiation of meaning: ‘No, that's not what we’re saying ..." as faqmoint
James was rebutted. Later on in the observation | wrote that:

One speaker says: ‘I've actually experienced this, and | spoke to them [street children].
(Observatiors, year ong

The admissionrbm my perspective suggests thathough thedayto day negotiation of knowledge
can be an intensely personal experietioe influence of the grougmained significantGee (D92)
argues that how we think is located in socially constructed practices, rather thanvideahdand

the previous data example illustrates how discourse practices surrounding a pees@atation
assisted the construction of knowledge. The examipteoffers some support for my earlier analyses
where | argued poverty, deprivation and exclusion were socially and persoralnteio

participants.

Continuing with a focus on knowledge making practices surrounding poverty, the final example
centreon an email communication with Lecturer B. | had been a teaebearcher for eleven
months when | contacted Lecturer B by email over a series of seminars that were dubab run t

semester. | enquire: And how is xxx this year?’
xxXx is really good besuse | knew them all in year one and they were very nice then. Totally
different from last year: they talk and are enthusiagtiod being nearly all African | have
asked them to start investigating all the processes that cause poverty in the UK but

which, like enclaves, are forgotten.
(Email, 16/10/2009)

The lecturer’'s enthusiasm and positive regard for the group was evident: ‘| knewltlieyear one
and they were very nice then’. Interestingly, the lecturer wisctrreferring to the group wHhaefer
to as class three (see Table)3otf the purpose of my own data gathering which included four key
participants (Mr N, Maisha, Kate and Amina). However, the statement: ‘And being nearly all
African’ was unexpected in spite of my knowing that several participants had alreatifyeides
African or with Africa in some way during my time in the field (Vera, 09/12/2008;tafi
09/12/2008; Mary 12/01/2009; & Mr N 18/03/2008). Initially, | felt that the use of thesph{fAnd
being nearly all Afrian ...") reflected some prejudgment over the group which | felt may restrict
opportunity for a dynamic learning experience later on in the academic year. Arlexémpat |
mean at this point might be less opportunity for participants to engage in effectiviatimgot
surrounding the two written summative assessments for the course, a critical revievoboyd a p

analysis project (Course Guide, ppy
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At the same time, | remained optimistic that there may have been an intergidovert unfavourable
characterisations of Africans which earlier analysis has shown was important to participarts su
Vera One reason for my optimism was because | was aware that the lecturer was a specialist in social
inclusion with relevant publications cited in theutge Guide. As a consequence, | was more
persuaded that he was aware of less favourable characterisations of migrant communities., However
on reflection a more curriculworiented, and contextually driven, interpretation is likely as there
seemed to be @esire to encourage students to draw on their own experiences of poverty in order to
once again enhance disciplinary understandings from the start of the academic ysarati@uthan
seeking taonfrontunfavourable representations, or myths surrounding the continent (Keita 2014),
the lecturer may have been referring to what he had already found out as, he ‘...knel imgear
one’. To put it slightly differently, it seems to me that diasporic cormestvere being drawn on as
means of interrogatg ‘all the processes that cause poverty indKewhich, like enclaves, are

forgotten’ (Email, 16/10/2009). Indeed, this second interpretation can be maithddesxcourse
learning outcomes, one of which is to demonstrate ‘a critical ability to distiog flaws within the
conventional wisdom’ (Course Guide, p.3) and second to engender critical thinking gouerty in

the UK through the analysis of ‘some of the central processes that reproduce social exclukian i
areas’ (Course Guide, p.3%till, my concern is that these ‘Afriegentred’ discourses further feed into
the ascribedleficit identities, illustrated in the previous chapter (Section 4.2). Approaching the
curriculum in this way, though wethotivated, may continue to influence thays in which students

on the course engaged with lecturers and the curriculum, particularly if theyaedviis African

first and foremost and somehow different to faculty or the more traditionpligsented groups in

HE.

That said, there is some evidence that this approach of drawing on the intellectuakresou
participants possessed caused some reshaping and reframing of ideas, although | apkitasvied
more difficult to determine to what extent this was a result of an active approaclekmpdey
understanding ‘some of the processes that reproduce’ poverty in Britain. An exathpledmments
Mary madewhile preparing a presentation on a chapter from Rowntree’s (1902) study of English
town life:

Mary found it interesting that poverty issdesussed on York anshe expressed surprise

that there were poor people and homelessness in the citghe commented that poverty is

a social issue everywhere.
(Mary, narrativesummary,14/01/2009)

Mary’s surprise that thhe wasstill poverty in Englandndicatessome estaping ofideas in relatiorio

the curriculum Mustapha, howevetook a different view opoverty as * ... he feels it [poverty] is
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more of a social problem elsewhere than here in the UK (Narrative, 09/12/2008).dg$pite being
characterised as ‘nearly all African’ perspectives are diverse, and data from this thesis would seem t

indicate that Africacentred discourses are both multiple and complex.

This section presents a number of different perspectives on poverty which | arguedosigtitoct a
view of participants as complex individuals who are able to articulate a more criticahelpp
towards the curriculum, and the texts they encountered. In addition, there is ewidsunggest that
some participants challenged domindnimking in the field. Lea’s (1999) study of ntraditional
students is relevant as Lea found that learners adopt two broad approaches to learnihg and tex
production, one which replicates knowledge and another which challenges it: “The probieamnjor
[mature] students is that merely reproducing academic knowledge can feel invgladsadi
constraining as well as in conflict with other more familiar “ways of knowing1@@). While Lea
argues both strategies are restricting, | suggest that data analysed for this thesis presents so
evidence of a challenge to the taken for granted understandings of Africa and poverty gnetbe de
programme. This section illustrates that the group of participants | workiedhadta variety of life
experiences before their time at Northcentral and as a result developed ways of knoating whi
intersected with the curriculum through seminar texts and diasporic idemtittlifferent ways. |
argue, therefore, that this reciprocal relationship between curriculum codésmityi and diaspora
can be viewed as a resource for knowledge making, which in some cases contributedpargatrtici

own text production.

5.4.3Summing up the resources participants bring to thacademy

This final theme presents evidence for how participants constructed disciplivtaviekige critically.

| began with the example of the field report activity which illustrated not only the egitypbf the
Northcentral student profile, but also how participants felt they connectedltoritden enviroment.

| also illustrated how social scientific methods employed on the programme etengperienced
uniformly ornecessarilyn the way intended by faculty. Participants felt their sense of self as well as
what they ‘knew’ sometimes conflicted with tdty and other participants on the programme with
whom they appeared to identify. There is overlap with the previous chépt&igengagement and
Distance) as it seems to me that power relations influenced engagement as, ratherlémagye cral
criticise faculty directly, participants chose to stay away.

Data analysed also explored how participants were able to construct meanings thiayugh pr
knowledge and experiences of the world. For some participants, there were beindgisiiying

and living among the less privileged reported and doing so enhanced the ability to relate taucurricul
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topics which emerged as significant for disciplinary understandings. However, iastaatan

earlier theme in the chapter (9\&gotiating dominant practices), | have argued that life experiences
and the ways in which some participants ‘know’ and see the world are viewed not only as & leverag
for knowledge making but an advantage over younger, less experstndedts. There is evidence

for a reciprocal exchange between reading texts theoretically, background and life ergesibith
contribute towards disciplinary understandings and, significantly, whatipartis felt they could

utilise as resources for text production.

This theme highlights how, although a number of participants reported first hand ecgeié
poverty in diverse settings, it was experienced differently. For example, aiostsuof Africa as
‘poor’ in essentialist terms were challenged by one participant in particular wérighe contributed
towards the reshaping of disciplinary knowled§fica-centred perspectives on poverty remained
‘contradictory, contested and fluid’ (Cooper and Morrell, 2014, p.2) in the senskdraias
evidence of how, for instance, ‘Africa’ is gitioned in relation to ‘the West’, both highly contested
constructs. For this reason, | argue that critical engagement with celatesl texts, can contribute
towards individual knowledge making, but also sustained critical engagement whish offer
paricipants the potential to challenge what they felt were less than favourablaladpresentations.
This final theme presents data illustrating some of the practices and processes whizldredfract
and reshape commonly held assumptions abouta&nd Africans and the implication for

knowledge making.

5.5 Chapter summary

Throughout this chapter analysis moves away from dominant literacy practicesanfig

participants’ own text production towards discussions of knowledge making. | bahamaiysis of

a range of data which helped to foreground literacy practices surrounding dominant models of

academic writing. For instance, tensions and confusion arose as a reflective approachnic acade

writing and learning appeared to have been implemented on the course | observed which, based on

data analysed, did not appear to have a tradition of reflective genres of whtrggconsequence, |

argue that the implementation of dominant models of writing at an institutional flacted

participarts’ ability to negotiate what was required of them at a more local level. Pantigip

attempts at negotiation highlighted a desire for dialogue in order to overcome inbcagaociated

with text production. Analysis also highlighted how attempfestering dialogue and negotiation

were sometimes unsuccessful, with ‘problems’ with writing and learning framediaslual rather

than institutional. Data also confirmed that the feedback gained on written asdigmasimmportant

for participants, ad, when discussed, was generally framed as problematic. For instance a number of
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participants articulated questions about what was expected of them, but were not alwaysusirccessf
gaining appropriate and timely guidance over what was an examplehadthlges autabgraphical

writing (section 5.2

What is common across the data examples is that participants tended to construct thamgeoe's

as they unpacked the feedback they received, which | suggest reflects gaps and lacksionaistitut
practices, as much as individual deficiency. Data also suggests that participants lackeatthe p

contest or challenge the evaluation of their work directly. As a result, this chagtights how, for

the participants | worked with, the practidetoe giving and receiving feedback was influenced by

unequal power relations, yet at the same time was key to how academic tasks and texts were
understood. Feedback practices do seem to be bound up with values and beliefs (Gee 1987; 1990) and
notions ofwhat is acceptable (van Pletzen 2006) writing. | am, therefore, able to characterise my
analysis as exemplifying how discourses surrounding the practices of feedback anditidgn

‘problems’ as related to the workings of institutional power whidiuin affect how feedback on

written assignments was experienced and understood.

The second theme @Life experiences intersecting with curriculum) explored different ways in
which prior experiences influenced and were influenced by salient topics from tteel sogial

science curriculum. | introduced the theme with an examination of data highlightiagces of
work-based discrimination and exploitation reported by three participants. Disafion and a sense
of otheringand disadvantage regedly stemming from participants’ black identity in a culturally
complex work environment emerged as significant. Narratives provide evidericaaf challenging

life experiences of this kind, were intersected by wider spolitical context. Analysislao

illustrated that workbased discrimination and exploitation influenced not only the timing of access to
HE, the choice of institution or the programme selected as | argued in the préndpter cbut also

the nature of texts and topics selected.guarengagement with texts influenced how a range of texts
from seminar readings to dissertations were viewed and tackled. The theme aldespsonie
evidence for a reciprocal link between the curriculum content and participantsiriiasgnnections
which is also taken up in the latter part of this chapter (5.3 The resources participaub tinie

academy).

Politics as a disciplinary area was constructed as problematic more so than otheratbgragsby a
number of key participants. There seent@ete tensions between academic text production and the

idealised institutional discourses which indicated that an interest in current affaldsbeasufficient
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for highly situated reading, writing and knowledge making. In contrast, data anatiisites that

this was not always how the study of politics was experienced, which affected not only text
production, but how a perceived lack of knowledge of British politics coloured particCipits of
their opportunities for academic successdépth aalysis also highlighted potential challenges for an
institution appealing to netraditional students who may not necessarily possess dggeedic

qualifications or indeed experiences of academic text production on arrival.

| also illustrated how group of undergraduates made connections between the texts they read and
their own experiences of social exclusion relevant to the context in which they were &idhied

time. In doing so, | argue, the class subverted seminar proceedings in a wegsthatre

meaningful to them. For instance, talk surrounding a text on social exclusion and thelpotpact

of migration was taken up and then subverted, illustrating that rich experiences thésidesersity
classroom were drawn on for academigaattage for several participants. This provided one example
of how knowledge was subverted throdgiowledgemaking practices and through a prioritising of
participants own selinterests. Additionally, experiences of lone parenthood were used for academ
advantage in order to develop a more critical dimension to academic writing. tBaceédeing

brought up in single parent househoidant one participant found shad the resources to challenge
stigmatisation which they felt contributed positivedydissertation writing. Indeed, there is evidence

to indicate that personal experiences and diasporic connections were seen as resources to be drawn on
to support personal knowledge making in certain curriculum areas, such as development atid dome
sodal policy. Thus, for some members of the group, diasporic connections, lonéhparkand

diverse culturally and socially diverse London neighbourhoods were drawn oasamsiecefor

negotiating academic literaciesthe academy

The final theme (8. Resources participants bring to the academy) extends the latter as | continue to
link participants’ life experiences with the curriculum and to knowledge makinggaacti began
with an example of a field report activity which illustrated not onlycbmplexity of the Northcentral
student profile, but also how participants felt they connected to the London enviroriPaetitipants
felt their sense of self as well as what they ‘knew’ sometimes conflicted with faculty and other
participants on the pgrpamme with whom they appeared to identify. Data analysis also explored how
participants were able to construct meanings through prior knowledge and experieheesmfd.
Some participants reported there were benefits of identifying and living atmetegss privileged, and
in doing so enhanced their ability to relate to the curriculum topics which emerggdifisamt for
disciplinary understandings. Building on previous themes, | have argued that lifeegperand the
ways in which some of theon-traditional undergraduates ‘know’ and see the world is viewed not
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only as a leverage for knowledge making but an advantage over younger, less experienaesd stude
There seems to be evidence for a reciprocal exchange between reading and talkitexisboutthe
one hand, and background and life experiences, on the other, which contribute towaplitsedisci
understandings and, significantly, what aspects of participants’ own lifeibsstbey felt they could

utilise as resources.

Once again, analysis revealed the complexity of participants’ identities. For instameeidentified
positively as immigrants and ethnic minorities, which also became a source of disadfanease

as participants engaged in fieldwork preparation. Similarippted earlier in the chapter, Mr N
identified with the British and at the same time as an asylum seeker with origins dwdiéi€ &t the

same time as expressing distance from other migrants groups. What the data mmtsense of
multiple, dynant identities which intersected with the curriculum as well as the social, cultural and
political complexity of Britain at the time of data collection. The importanakasiporic connections

has been a recurrent theme remerging at various points thraubisaiesis. Through this research
project | have uncovered a sense of connectedness to Africa which on the one hand is associated with
poverty, loss and exclusion for some participants, but which alsosatssftas a potential resource

for participants on the programme. However, | need to stress that rather than Africa presenting as a
unified geopolitical identity, something rigid and unchanging, | see it as exceedargptex

following Zeleza (2009). Indeed, during the process of data analysis, | found thapaatriiiasporic
identities interacted with the curriculum and academic tasks in complex ways. Bocé&some
critiqued Western perspectives on African poverty, while others, quite legitynatieipted them

more readily. For thiseason, | argue that critical engagement with a numbeswEerelated texts

and courseaelated practices can contribute towards individual knowledge making and literacy
development.At the same time, sustained critical engagement with the curriculaoityfand other
members of the group also offers the potential for individuals to challenge lessvibiaralfde

cultural representations of Africa, which was important for a number of partisijpa@atviewed.

To sum up briefly, practicaafluencingpaticipants’ ownreading writing and knowledgeovide

some evidence for the reshaping of ideas around texts, but also provide evidence for some of the
challenges participants encountered when attempting to unpack tacit practicesatiegets not
alwayssuccessful, in other words. | argue that diasporic connections can be seen as a potential
resource for knowledge making which, although not related to participants’ text prodiictictly,is

of relevance to this thesis, and in particlilaw power reléions and participant identities influence

the negotiation of academic literacy practices. One challergaito deploy these resources for the
development of academically and personally relewaiting practices which may have relevance for

a greatenumber of undergraduates, explored in the final chapter.
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CHAPTER SIX: A RECIPROCAL EXCHANGE - IDENTIT Y, KNOWLEDGE MAKING

AND THE CURRICULUM

6.1 An introduction to the discussion of key findings

| have argued throughout this thettiat the Northcentralorntext is one of great complexityhis
chapter discusses thajor themes whiclemergedrom the ethnographic study and is followed by a
final implications chapterThe title of the chapteeferences eeoccurring theme throughout the
thesis whihis the notionof acomplex and dynamic relationship between poststructural notions of
identity, students as knowledge makers and the applied social scigricalum Keita (2014
describeghe ‘reciprocal diffusioh of knowledgemovingfrom Europe to Africaand fromAfrica to
Europeas quite separate phenometa contrast see the flow of ideas and identities to be in constant
flux. As a resultthroughout thehesis | refer to this compleiky as a reciprocatxchange More
specifically,while the grop of students | worked with was assessed in a number of unfavourable
ways, theyalsodisplayed a range of resources for knowledge making stemmingafreniprocal

exchange between diasporic identities and the applied social science curriculum.

The chaper is divided into five sections: 6.2 Subtle and complex forms of othering; 6.3 Students
negotiating the challenges of text production; 6.4 Life experiences contributing ttekigevmaking;

6.5 My thinking on identity and diasporic connections; 6.6 Change, reshaping and revisiting the
research questions; and 6.7 Chapter summary. | acknowledge there is inevitableaovesiahe
sections and themes dictated by the open nature of this ethnographic study. | bednedsiray

some of the factors inflieeing how students negotiatadademic literacy practicethat is,reading
writing and knowledge makingyith fellow university students and faculty. | move on to a discussion
of dominant literacy practices and my thinkingmmwer anddentity as | aljn my discussion of

findings more closely to the second research quefitiow do power and identity influence the

negotiation of academic literacy practices?)

6.2 Subtle and complex érms of othering

A comprehensive review of the literature indicated that the experience of HE was not alwatys smo

for nontraditional students for a variety of reasons often associated with increased enitural

linguistic diversity (Harris and Thorp 1999; Lillis 2001; Lowenthal and White 20&&apRet al. 2001;

Read etl. 2003; Rose 1990; Thesen 2006). Nonetheless, the powerful reoccurring theme of othering
was something | had not anticipated. First of all, a senséhefing, discrimination and disadvantage
reportedly stemming from participants’ black identity in a culturally compleXwovironment

occurring before enrolment at Northcentral emerged as significant.
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Some participants reported instances of direct discrimination resulting iflezlijtd prospects and a
sense of differential treatment outside thartNcentral setting. These practices influenced not only
the timing of access to HE, the choice of institution and the programme, but alsettieriand

nature of dissertation topics and other written assignment topics selected. There waspatSaa r

of perceived discrimination surrounding rstandard ways of speaking andtimg. For example, a
sense of othering stemming from challenges of expressing oneself in English as welllag comp
identity issues associated with speaking English witacaent as explored extensively by Lippi

Green (1997). Within the university setting, there were reports of disationjnpractices centering

on academic integrity and unsympathetic treatment by staff which appeared t@uiagd some
students. Discases surrounding speaking and writing ‘proper’ English with an ‘acceptable’ accent
emerged as highly significant for several participants during a study in wfgahd there were few
generalisations | found | could make. These powerful discoursesesulhdividuals with non
standard accents and language backgrounds perceived as somehow less desirable. Experences in th
setting inevitably had some influence on text production and influenced the way in which they wer

able to engage with and negédidhe university context.

In the example of Re sterile zonésection 3.7.), athering appeared to take on a spatial dimension as
participants drew attention to the ways in which students were barred from certain pdpesiesl in

the university. Thigxample also tells us something about how students were viewed in problematic
terms, as well as how the identities of who people were, was closely linked to the physicahgyaces t
were permitted to access. Physical space, as well as time, becamewarntrgpmension to contex

and has been informed by poststructural and postmodern thinking, as found by Benwell and Stokoe
(2006) in their exploration of place space and identity construction. | arguedha gihvering also
affected the discursive spaces students were permitted to enter, which in turn affediatiaregb
appropriate text production quite significantly. This claim was supported bgipants who

articulated a physical, but also social distance which did not match their exgectatpast

experiences of studying.

Despite changes to student populations, Canagarajah (2002) argued issues of poifferearad
remain and that power is deployed more subtly. Related to this position, | also fagrte of

indirect dhering thraigh unfavourable assessment of these individuals as seeking advantage over
others as well as being disorganised and ill prepared. In contrast, Holliday g2Z2argued

‘cultural belief in the @her is the perception that the cultureaaf/teacher ostudent to be a
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resource,” a view | support. My findings are supported by research in a cultoralex urban
university environment. For instance, Read et al. (2003) found that some studertsachrantaged
by an institutional culture which placéitem in a position of other. It seems that even though
culturally, linguistically and socially diverse groups of students were and amettibmed into HE,
institutional practices do not always fully support successful participatittis (999; 2003, or may

even work against it.

| take this position further arguing that due to the complex linguistic, cultural and btduokground
of the participants | observedthering, however indirect or unintentional, can be considered neo
racist. This new or nemcism, according to Spears (1999), is behaviour which sugherts
inequalities of racial hierarchy either directly or indirectly. Even thougt hdi set out to focus on
race, or any other specific identity category for that matter, | have illustratediible wynarkers of
difference such as race, gender and “iéestern’ dress are bound up with the workings of power and
difference (Aykag 2008; Delanty et 2008; Kubota 2003). Repeatettheringsuggests that these
particular students were viewed as problematic with significant consequences for havertheple
to negotiate a constructive relationship with the acadaMyat | also found significant was that the
participants often perceived themselves as outsiders on the periphery and ddféhenohes born
here’ (Mr N, narrative summary, 18/02/2010) in the UK. This was a result offeseirtumstances,
a sense of being less than privileged as well as complex multilingual backgrounds dw@hoing t

complex fams of dhering reported.

6.3 Students negotiating the challenges of text production

6.3.1Hybrid genres

Time in the field also resulted in the foregrounding of certain practices surrourmtitigacht models
of academic writing. For instance, tensions and confusion arose as a reflective agpacademic
writing and learning appeared to have been implemented on the applied social scienogldolyse
based on data analysed, did not appear to have a tradition of critical thinkingativeefienres of
writing. As a consequenckargue that the implementation of dominant models of writing at an
institutional level affected participants’ ability to negotiate what was redwif them at a more local

level.

Russell et al. (2009) assert tharecurrentlytwo influentialmodek of academic writing present in
higher education. The first is regarded as a personal act of knowledge making wHithtfedis

was reflected in discourses surrounding the reflective diary entries and autoficejrapcounts.
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The second model of riting (Russell et al. 2009) sees writing as a demonstratidheofcquisition

of institutional, subject or disciplinary knowledge. | found that confusion doog®rticipants as the
autobiographical piece of writing was a hybrid version of both apphesget this washot necessarily

clear or fully understood by participants. Indeed, Stierer (2000) and Lazar sn@E&LO) state that
complex and hybrid genres are not always recognised and Lazar and Ellisqg@@ti@)e thahew

genres are not always as established as sometimes thought, often reflecting cultural and
epistemological differences across academic specialisms. While autobiographicglwas

privileged in the sense that it was the required form for a highsstakemative assignmerguestions
articulatedby the groupwere not always addressed by faculty, resulting in failed negotiation. It seems
that the Applied Socialcence programme had adopted and adapted new genres without necessarily
communicating their sigficance to students and faculty. Thigersightadded to the challenge$
negotiatingacademic literacpractices

As a consequence, many participants found tacit expectations were difficult to undattis dresis

has furthechallenged some of the taken for granted and often neat dichotomies such as presentation
skillsand collaborative learningkills, on the one hand, versus a demonstration of disciplinary
knowledgeon the other. Thus, even though the discussion and analysis of participants own texts was
less entral to the direction of the thesis than | had originally anticipated, dominantsnodaehat
constituted good or acceptable writing remained important, supporting the situatedafiditeracy.

Indeed, | found that the local and highly contextualegggroach to reading and writing in the form of

the nature of texts students were required to prodioevs how writing on university courses is

deeply embedded within disciplinary epistemologies as well as institutionakpsaciihis is one

reason fothe largely deficit discoursesd othering | observed surrounding the complex relationship
between an individual reflective diary entry, collaborative presentations amdativa assignments

for the course.

6.3.2Uncertainty over formative and assessm# and feedback practices
Coffin, Curry, Goodman, Hewings, Lillis and Swann (2003) in a publication designed to help
university teachers explain simply thahlike summative assessments, formative assessments are
designed to help student improve their omniting and are not normally graded. Formative writing
for diagnostic purposes and associated feedback was valued on the degree programme.it&’et, desp
some assignments being labelled as formative and therefore low stakes by tlaeyiliyere
experiened differently by participants. Indeed, analysis led me to question the pedagodis béne
the label ‘formative’ and its purely diagnostic function as, from my persgeciime of the tasks
categorized in this way were as challenging and anxiety provoking as those labelled gammati
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Sustained time in the field, therefore, challenged the usefulness of such dichotainetaidéspite

their aim of making writingagndassessment practices more transparent.

The giving and receiving of feedback emergagthaps less surprisinglgs a dominant literacy

practice important to participants. | found that the feedback gained on writtgnrassis was

important for participants, and, when discussed, was generally framed as prabldrabsth noticed
participants seemed to lack the power to contest or challenge the assessment of their work directly.
As aresult, chapter five highlightsow the practice of giving and receiving feedback was influenced
by unequal power relations, yet at the same time was key to how academic tasks and texts were
understood. Thys contendmy researcltomplementshinking in academic literacies research which
recognises that that feedback practices are likely to be bound up with values and®edetf9g7;

1990; Lea 1999) and tions of what is acceptable (Thesen and van Pletzen 2006; Street 1995). Street
(1995) was influentialin part as he advocated an overtly critical approach to socially situated reading
and writing practices which marked power relations surrounding ‘gmddcceptable’ writing

explicitly. In line with this approach, | characterise my analysis as exemplifying how diesou
surrounding the practices of feedback and student writing ‘problems’ as relating torkiregs of
institutional power, which in t affect how feedback on written assignments was experienced and
understood.With reference to the workings of discourse, Gee (2008) wrote that powerful dissour

can be less empowering for those individuals from diverse backgrounds and ethnicities.

6.3.3Institutional lacks and gaps

A number of researchers (for examm®wl 2003; Gee 2000a; Preece 2006; Read et al. 2001; Tomic
2006) have suggested that there are tensions between the expectatioisstifutien and theange

of cultural backgroundom which students have come. An alternative to a deficit approach to
students and their abilities is a ‘gap’ framed in terms of ‘faculty expectations aedtstud
interpretations of what is involved in student writing and in terms of institutiati@r than an

individual approach’ (Street 2004, pp-18). In my view, the metaphor is not always successful in
not stigmatising the netraditional newcomer. My reading of what has been referred to as a skKill,
knowledge and sometimes awareness ‘gap’ is that it has, at times, been presented euplyemisticall

something which students new to universities lack and need to acquire: gaps therefoeelbekam

Rather than gaps between students and tutors’ understandings and expectations, | fouredafaidenc
distance between institutional practices surrounding assessment practices itapa@igstained time

in the field demonstrated that life challenges were not considered by the stitudibvious or
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transparent ways which was generally problenfatiparticipants attempting to negotiate a
constructive relationship with the academy. The thesis also reveals the significance af poegu
relations as attempts at negotiation highlighted a desire for dialogue (Lillis ib9®@er to overcome
uncetainty associated with text production. For instance, | have illustrated how ttainipstering
dialogue and negotiation were sometimes unsuccessful, with ‘problems’ wtitigvand learning
framed as individual rather than institutional. What iswswn across the data analysed is that
participants tended to construct themselves as ‘poor’ as they unpacked the feedbagetheg,r
which | suggest reflects gaps and lacks in institutional practices, as much as indleifiti@hcy or
‘pathology’ (Giroux, 2001). | argue it is only through understanding and respecting diffe¢heta@ll
students will be able to participate and engage more successfully. Indeed, negotatisguctive
relationship with the academy remained a challenge for some as problems were constryicigd as |
with individual study habits in terms of poor collaboration, learning problems aruiedéfanguage
use as opposed to those practices dominated by the institution. As a consequence ofrtke tensio
between the individuand the academy, | observed that distance, and even alienation (Mann 21001,
2005), from the process of academic study took a variety of forms: being dbaeinty classes

before they officially ended, a lack of elaboration or silence and crossingdifterant language.

6.3.40ppositional practices: challenging deficit discourses and ascribed identities

Closely tied to the unfavourable positioning of some participants as Hadinglual problems
coupled with my perceived lack of dialogue, were observations of distance and silencealydis an
showed that there was a range of different responses and strategies adopted by partgiahts w
referred to earlier as oppositional practices and identities. However, in contrast ®Bimhat(2001,
p.165) refers to as ‘oppositional practices’ towards academic culture in general teroppdsitional
stance taken up by participants should not be seen as evidence of either an essential group or
‘collective identity’ (Ogbu 2004). Instead | see instances of silence as relatfogesample,
distance felt which was also influenced by a desire to reassert more positive and legi@ntitesid
often in contrast to those ascribed to them. That is to say, more than ‘late’ &t dvldenore than
someme who knows something of value, despiééing schooled outside the UK. Thus, rather than
resistingacademic culture, there was evidence of attempts to create and negotiate more positive
identities as individuals who invested a great deal in terms of btud's, financial commitment,
travelling time and lack of sleep in order to come to class. In doing so, they atiezhpliénge

deficit discourses and ascribed identities.

Indeed, some forms of oppositional practice were used for academic advdrtagestic crossing
(Rampton 2005) from English to French and back again, which | suggest reflected the svofking
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power as a small group of relatively powerless students felt unable to criticiserinemtialogue
with a lecturer overtly. A secorekample is distance and abstinence from the seminars while
participants were in many cases working hard outside the university settinglidlipuaries or at
home, out of sight. Such practices highlight how participants’ engagement contribuheds thwir
literacy practices whilst at university, but also helped to counter deficit discaunsesnding literacy
and a lack of criticality of the @er. Indeed, | noted through sustained observations atepith
interview, some of the effects of cort@nthenegotiationof academic literacies as well as how the
linguistic and cultural diversity of the group intersected with the universittegt. Analysis also
showed that attempts at negotiation were acutely bound up with unequal powensdid¢iveen
students and lecturers resulting in essential labels ascribed to students by fa@ifiy by each
other, reflecting the complex workiagf power. In summary, | found evidence of oppositional
stances which were at the same time subtle and complex, and which went some way towards

countering deficit discourses and reshaping ascribed identities.

6.4 Life experiences contributing to knowledge making

There was also evidence to indicate that personal experiences and identjtesldgoropose

should be seen as resources to be drawmander to support personal knowledge making in certain
curriculum areas, such as area studies and domestic social policy. Thus, despite theesdessti
than positive identities ascribed to participantd€’lda kid’, having language and learning plers,
gaining unfair advantage and podround that there wasvidence in the ability of thet@er. Kate’s
positive reporting of experiences of text production and takirijieal stance against deft

discourses surrounding lone parenthood is an example of this as she reported being ablento draw
and apply her own experiences of lone parenthood to her academic reading and writicgspract
Thus knowledge makingractices emerge as significant, as does a sense of a recipraiyalaovig

exchange between life experiences on the one hand and the curriculum on the other.

It may seem an obvious point to state that the seminar reading texts on povertyiarekshision

students encountered on a Wgdbasis (for example, Deacon et al. 1997; Lalor 1997; Reich 1991,

Rowntree 1902; and Wilkinson 1996fluenced participantdisciplinary understandingdndeed,

this perspectivés supportedby the learning outcomes for tikeursewhich refer to not ol

‘academic essay writingand‘compare and contrast in essay writibgt alsoto different approaches

to knowledggCourse Guide, year one, p.dlowever, medimension tahis thesis that | had not

previouslyconsideredn detailwas the central role the semimaadingtextswould play in my

analytic understandinggOn reflection this malave beemueto anunwarrantegreoccupation with

text productiorwhich at times | hadet apart from reading and knowledge makind in doing so
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skewedmy undersanding of'what’s involved’ (Lillis and Scott, 2007, p.9) Bcademic literaciesTo

put itanother wayduring the process of analysis in and on a¢tmad throughmy own readings and
interpretations of the comeminartexts | was able talistance myslf fromwhat | now consideto be
familiar, everyday practiceend perspectives academic literacieis a university culture in which |

was embedded, following Rampton’s (2007) guidance to novice researcheisar3enris were
significant in their ra@ in the construction of knowledge on the programme as | observed and listened
to participants make sense of and reshape the texts discBasedmembers of the group observed
made connections between the texts they read and their own experienced ekshusen and

poverty in the UK as well as in distant contexts. These findings tie in with ottieralaesearch

which found that more resilient learners were able to challenge authoritative texiatenew as well

as challenge authoritative readsngf themselves (Hoult 2009).

In addition, the field trip report for areas studies provides a complex,wymeintting, example of how
life experiences and identity contributed to knowledge making. i€ltetfip reportas a genre
although complmenting knowledge construction in the field of area studies, seemed to indicate that
experiences of taking notes in a London neighbourhood were shapadibipantsidentificationin
addition todominant practices within the acaden®heform thefield repat took on this occasion
waspre-determined by facultywhich is to be expected, yet the research actitgglf took place
beyond the academyPerceptions of distance from facuiterecoupledwith apparentdentification
with the‘ethnic minoritiesunder observationyhile a sense of belonging tbe institutionwasnot
refered ta It was abo a further example of subtléhering, as the discomfort reported illustrated the
complexity of the ‘nortraditional’ student profile, potential distance froield methods but also how
participants felt they were connected to the London environment. It seemedrtltgpants felt their
sense of self, as well as what they ‘knew’, sometimes conflicted with faculty and oti@paaits on

the programme with wdm they appeared to identify.

Participation in the fieldesearch activity was reported as problematic which | suggest reflects the
complex and not always comfortable identity work going on as a result of closdicdéinta with
London’s visible ethnieninorities. Knowledge making practices which appear to work against black
students specifically have been referred to as ‘epistemological racism’ (Cooper aetl R0dr3,

p.180). The term has been theorised as a tacit and unintentional form of desttoinmivhere
knowledge about researching the world is restricted and thus works against minoattr@ditional
participants in HE. This interpretati@fso resonates with some of the experiences of participants
who, | suggestmay have seen themsehas ‘culturally black’ (Sutcliffe 1989), encompassing visible
markers of difference as well as culture and identityscontribiting towardsa more nuanced

understanding of the student experience in culturally diverse settings. Alithooge research
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practices may work against black students, with regard to this study, this persjsestivewhat
misleading asomeparticipants saw their diasporic identities as a distinct advantage. For instance,
some participants reported there were benefits of fg@rgiand living among the less privileged,
which they felt enhanced their ability to relate to the curriculum topics such estiong social
exclusion and social policyit would seem thatultural and ethnic identification can benefit, as well
as potatially hinder, disciplinary understandings and dominant epistemololjiessfor this reason

that | arguenot onlydo identities and life experiences intersect with the curriculum being studied

quite strongly, buthatthere is also evidence foreciprocal link betweerthem.

6.5 My thinking on identity and diasporic connections

6.5.1Possstructural identities

There seems to be evidence for powerful institutional discourses which positlentstin less
favourable ways, but also a complex intei@tbetween the two, supporting poststructural notions of
identity (Harris and Rampton 2003) and the complexity of context. | have illustrated how
participants’ sense of identity was characterised by a complex and messy process ratharttian an
state ast was constructing and constructed with the help of identification with localxteraed

more distant contexts and communities outside the UK. Furthermore, $linawve that participant
identities were subtle and complex and continually redesisycategorisation. For example, Mr N
identified as British and at the same moment identified with asylum seekeis appéaring to

position European migrant workers as the Other. These multiple and unstalite adeegories

proved salient to my findirggbut also relevant to other work in applied linguistics which sees identity
as a continual state of flux, according to the social and cultural contexts they (Breaviell and

Stokoe, 2006; Blommaert 2010; Cameron and Block, 2002; Gee 2000b; Harris and Rampton 2003;
Omoniyi and White 2006). Thus, this thesis provides support for the view that in aggdbali
interconnected and rapidly changing world, the notion of a unified and stable, core ickmtiog be

sustained.

6.5.2African identification
Throughout this thesis one reoccurring theme was the importance of African id¢iotifior the
group of participants. | have already stated that the academic study of poldicsieawritten
assignment in particular, was reported as challenging at the start of they year as it wastedrast a
threat through lack of exposure to ‘local’ Britibased political activity. In contrast, a number of
participants reported some affiliatiavith the study of poverty and development as a result of a
variety of life experiences and connections with Africa they could relate to. | remairfiurtimat
reference to a group as ‘African’ provides the scope to reduce the potential of iiduabkimembers
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to one shared essential characteristic, despite their diverse social backgrowgidssrelation states,
linguistic repertoire and life histories. However, what emerged from ohgesmid talking to
participants was the voluntary foregrounding of African identification in agmenhial environment.
This enphasis struck me as a potentially important part of the group’s shared historyieislemi
experiences. Offering furtheupport for poststructuralist and postmodern thinking on identity, |
interpret African identification to mean multiple and unfired ways of representing one’s own
identities. It also conveys a sense of ‘group’ among members as well as to those loeitpidaf,
and as such it is more than a physical space. Its complexity is characterized by Zeleza (2009):
... Africa is as much a reality as it is a construct whose boundayasgraphical, historical,

and cultural have shifted according to prevailing conceptions and configurations of global
racial identities and power... (Zeleza 2009, pg333.

Zeleza's point seems to be thatee though identities ‘ ... undergo constant transformation’ (Hall
1990, p.225), they come from somewhere and, | argue that, that somewhere wasirfgrorta

participants.

| do not mean to suggest at any point that participants deployed the term tatheflegthnic identity

as fixed, instead there was a sense that participants aligned themstivaembers of the group
through the use of ‘African’ or ‘Africa’ in doing so constructing and reshaping icksofi

importance to them. As a result, some participants encountered disciplinary textshetiehged

what they knew as well as their sense of who they weoe this reason, although academic

knowledge is created within the academy, | suggest for this thesis it is also construttbe Wwélp

of identities and social identification which lie elsewhere, often outside the UK. Tibubgssis

offers further eudence for poststructuralist conceptions of identities as hybrid and dynamic (Omoniyi
2006). The same can be said of culture and a nuatflieeorists and researchers now see culture as
far from homogeneous. Instead it is seen as something negotiated, and contestediarttyeons
(Atkinson 1999; Block and Cameron 2002; Hall 1990; 1997; Holliday 1999; LeCompte 2002) which |
find to be aninformative position from which to reflect on the significance of Africa and Afric

identification.

6.5.3Diasporic connections as a resource for knowledgaaking

Zeleza (2009) also wrote that diaspora involves a sense of culture, which is oftetecisachby
marginalisation and a sense of belonging to a nation or place that is differeoddadferred to as the
majority, traditional or mainstrean©ne intersting phenomenon this thesiasuncovered is that a

sense of connectedness to Africa coomly associated with poverty, loss and social exclusion, began

214



to assert itself in complex ways as a potential resource for participants on the progfaonme.
instance, some critiqued Western perspectives on African poverty, while otherdegitimagly,
adopted them. It is for this reason that | have argued academic litmextgare local but, as with

the field report activity, citizenship essays, tbased discussion of poverty and social exclusion,
textual meanings often have origins elsewhdneh evoke the idea of diaspora. What emerges quite
strongly, then, is a reciprocal exchange between participant life experiences intessotthg
curriculum and knowledge making practicésdeed, aeciprocal exchange one way of
characterisinghe shifting identities of participants as they move from the university settimigi¢o
context and back agairit is for this reason thatsuggest this thesextendsexistingpoststructural
understandingef identity atwork which appears to take place between the individual and real and

imaginedgroup located beyond the physical setting.

Data generated from this thesis shows that this flux,-o1g@nd freing, between the local, global

and back again cavperateboth positivéy and negativiy in relation to the negotiation of academic
literacies | argue these processes are heavily contingent on the disciplinary interestEipbpést
theirlife experiences and diasporic connections. For instance, in chapter four | noted umolvea n

of paticipants were aware of their rights as citizens and made pragmatic choices abawirtheir
citizenship status at the same time as studying citizenship, while remainingt@zhimtheir first
nations states. For others, this meant text production isragted and formal university study
interrupted. Not only did participants appear to be aware of and acknowledge didguhg links
between their own identities and experiences, but also they saw them as an advantagesat®r stud
who may have comedm ‘traditional’ or ‘privileged’ younger backgrounds. What also became
apparent was that lived experiences associated with poverty social exclusion, migkhtiwoare
inequality were central to knowledge making on the degree programme. Addeditstaislity
surrounding participants’ identities, cultural identification and ‘the statue@f/ledge’ (Lyotard

1979, p.3) further evokes postmodern perspectives on a world becoming increasingly complex and

superdiverse.

What the data points to is anse of multiple, dynamic, diasporic identities which intersected with the
curriculum as well as the social, cultural and political complexity of Britairlthegun a reciprocal
exchange between identity, the curriculum and knowledge making. It isfoe#tson that sustained
critical engagement with the curriculum, faculty and members of the groupffex potential for
individuals to challengeome of thdess than favourable dultal representations of Africhey
encountered. For other members of the group, diasporic connections, lone parenthoodiartyfam
with culturally and socially diverse London neighbourhoods were drawn oreaswcefor the
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negotiation oficademiditeracies. This knowledge resource wasnstructed througtie repaeting of

the benefits of identifying and living among the less privileged and in turn further edhithecability

to relate to the curriculum topics which emerged as significamti$oiplinary understandings.

Finally, this reciproal exchanggoints tostudents as active agents in the construction of disciplinary
knowledge as well as more individual knowledge making as they made connections bettyeen te

diasporic background and identity.

6.6 Revisiting the research questions
| first introduced thevtro research questions in thrbductory chapter (section },&nd | now return

to them in order to sum up my key findirgsd direction of this thesis:

Research question 1: How do undergraduate social science students negotiate theghiplatith

the academy?

Research question 2: How do power and identity influence the negotiation of acatbraty li

practices?

As already stated in section 1t6eresearch questions reflect a desire to explore situated academic
literacy practices from a studentiter's perspectiveand, at the same time, they reflect a desire to
understand participants’ identities and unearth salient issues and events whgs tnoeigh the
ethnographic research process itself, in doing so maway from textbased academic ditacy
research orientation® further aim was to provide insight into what transformation might likek
over time and across contexts, which relates tedhnstructionisview that meanings are subject to

change and interpretation

The longitudinal element remained important while the significance of negotiptior and

identity increase during the research procesko recap briefly, &hange in focusccurredthrough

the ethnographic research process necessitating revisions to the rgaearahs. The questions
aboveforeground the workings of power and identity in the negotiation of academic literatiggsac
andreflect what the thesis offein terms of understandings of how dominant conventions and
practices suppogdnd constrain knowledge making.

Research question 1: How do undergraduate social science students negotiate their relatidpsh

with the academy?

From the outset, | stated that one motivating factor for the thesis was to chdllemgeninance of an
essentialist deficit model of students and their abilities which focuses on gaps awks$heoln
traditional students may possess. This ethnographic study has confirmed thetsimpiistic view

of communication in the academy, or students and their ahilgiesitherjustified, nor sustainable in
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a dynamic educational context where widening access, participation and retention resiresTiee
nontraditional students | worked with were viewed at times as problematic and assessed in fa range o
unfavourable ways which meamtgotiation of literacy practices, engagement and participaiien
restricted. Additionally, thering within and beyond the institutional setting affected how patrticipants
were able to engageith the academy anttieir experiences of understandimigictices associated

with academidext production.

A further key finding was that participant identities did not appear static. dmviih recent
poststructuralist and postmodern thinking, | found that change beuttiaracterised as being in
constant flx, yet remains difficult to pin down. As a consequence ottimeplexity of context,
identity and diasporic connections, | fousmme evidence for change and shaping which occurred
prior to as wells during university enrolmeas participants found ttiexts they encountered had
deep resonance with life experes.At the same time, | gathered little persuasive evidence to
indicate that change, reshaping or repositioning occurred as a resiviobEngagement with texts in
the physical setting alonmy interviewing and extended conversations with participants; or as a
result of my entering the culture and looking. However, and more in keeping with recembqberst
thinking, change appeared to occur during the process of diasporic identificatadn fehowing
Benwell and Stokoe (2006), represents the identities of those moving between cultures.

Research question 2: How do power and identity influence the negotiation of academieticy

practices?

The second research question was formulatedamitimtention to explore ways in which participants
negotiatechcademiditeracy practices. Through my teacheresearcher roles well as a result of
extensive readings, | became interested in how poweidantlty have the potential tshape equality,
access and participation in institutions and according to Rex and Green (2010) infl@slereia@nd
social knowledge constructio.he question was also formulated with an intention to explore ways in
which participants developed an awareness of acadiéenacy practices. In other words, | was
interested in howower, identity andliscourss, plus other contextual factors, potentially shaped
access to and participation in institutipasd how varied and complex practices influenced text

production and knowledge making.

As already stateadthanges to identity seem to be experienced by participants in terms of the flux
between identities situated in London and communities real and imagined, asetheatensively by

Anderson (1983). Therefore, witbference to the research questions, it is more difficult to conclude
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with certainty the extent to which the shaping or chatgélentities which emerged were a result of
attempts at negotiating literacy practices whilst at university. Marshall (200%) fbat multilingual
students were ascribed a ‘deficit “remedial ESL” identity’ (2009, p.41) whiep adopted during the
process of becoming a legitimate university student. | found, instead, tiettratn taking on new
identities along a trajectprof learning, reshaping seemed to be a product of the complex and messy
context students found themselves in. Evidence of reshaping and change remaineddraagignt
onlife experiences before university and critical experiences and events dhiésidaversity setting.
There was evidence of participants’ critical perspectives with regard to dominantdiséioiirses
surrounding lone parenthood and access to welfare, for instance. Thedsavaswever, less
evidence that these positions weodely or even partially a result of the development of academic
discourse or engagement with course related texts. This uncertainty is perhaps oneatittigesh
of adopting awriter, rather tham textoriented approach to academic literacies resear

What is clearer is that life experiences before and beyond the university setting regedfiedsi if
incomplete changesReturning to the notion of a reciprocal excharigerewas a sense that change
and reshaping remained ‘work in progress’ through engagement with the bureaucratimbnd le
changes to identity as a consequence of the asylum process, as much as through engalyehgent wit
applied social science curriculum and academic discourse practices. Thus, rather thesitohang
identity during my time in the field, which in a sense is what | anticipated, this analysis reflects

significant changes to identity which occurtesfore during andbeyondhe research setting.

6.7 Chapter summary

The successful negotiation of the challengescademic literacy practices appeared to be particularly
difficult for some participants. Some of the challenges which emerged stenonediéntities being
ascribed by others which | found were not always fully recognised or wel¢gsmadasbeing ‘lae’,

‘a kid’ or someone with poor English. In addition, | suggest tensions between dominautypest

not onlyhighlightedconfusion and consistencies over knowledge making and dominant drrires,
alsoinfluenced the nature of student writiimgterms of what participants were expected to do

remained unclear.

| also found evidence of critical social practices, such as the every day practiceattemaiance
which influencedstudentengagement as well d@ise negotiation of aclemic literacies, in ays | had
not previously anticipated. This last point resonates with Collin and Blot (2003) who tsuggescy

can be extended to areas which have little or no connection to text. For these stuskattss that
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expressions of social identity and geopolitical identification were constructadythend constructed
throughtheir relationship with disciplinary content, but also through an often comtisniglationship
with academic writing and dominant academic genres. Rather than revealing a greaiutehkbab
processes and practices of students’ own text production, this thesis has revealeitgaiitte
power involved in social practices and institutional relations. The thesis aldighig the
significance of diasporic connections and iiteas for more individual knowledge making and

disciplinary knowledge construction.

The complexity of background among London’s visible minorities was also apparent. tHatnd
participants’ diasporic identities interacted with the curriculum and acadeskgitacomplex ways.

For instance, there seemed to be evidence for a reciprocal exchange between readinggatdatk
texts, on the one hand, and background and life experiences, on the othénteldependent
relationshipcontributes towards disciplinary understandings and, significantly, what aspects of
participants’ own life histories were utilised as resources for their academic literaglpgiment. |

have argued that life experiences and the ways in which some of ttiedibionalundergraduates
‘know’ and see the world is viewed not only as a leverage for knowledge making but an advantage
over younger, less experienced students. There is also some evidence to suggest thaidifeesxper
contributed positively to the developmearftknowledge making as well as having a negative effect on
text production. Thus, while the group of students | worked with were assessed in a ofumber
unfavourable ways, they displayed a range of resources for knowledge making steromiag f

reciprocdexchange between diasporic identities and the applied social science curriculum.



CHAPTER SEVEN: IMPLICATIONS AND CONCLUDING COMMENTS

7.1 Introduction

In the previouswo chaptes, | discussed my research findings with emphasis on theoretical constructs
such as thering,knowledge makingdiaspea and identity as well as pestuctural and postmodern

views of the social world in an attempt to unearth the complexity of context and insisjeeqives.

In contrast, this chapter discusses some of the imgilications of myresearch findings for practice

and reflecs on my approach to the research methodology (7.3). This is followed by a concluding

comments sectio(v.4).

7.2Implications of research findings
The primary aim of this thesis was to foragmd the experiences of a small group of-traalitional
students and to explore changes to identity as they negotiate academic literacy pragticesntidn
was not to make explicit recommendation for academic practice, EAP or writingtitsiru
However, according to Burr (1995, p.162):

The goal [of research] becomes a pragmatic and political one, a search ndahfbut for

any usefulness that the researcher’s “reading” of a phenomenon might have in bidoging a
change for those who need it.

Burr's comments point to the potential usefulness of research findings for changs,aresult |

have made the following recommendations based on my ethnographic experiences.

7.21 There is a need to dillenge deficit discourses andtbering experienced

| have argued that diversity and difference should be viewed as a resource rather éfiait iarchs.

With regard to subtle and complex forms of othering and participants’ desire for diatogue i
particular, | have argued that there is a needreatgr responsiveness. This might include responding
to the needs of students who enter HE with a varied linguistic, cultural and educatonisies and
constantly evolving literacies, more sensitively than this thesis has indicatesbmatimes take

place.

Discourses surrounding under represented groups of students in the academy havewttende
construct students in terms of a lack of preparedness for university and gaps iatexypsebetween
faculty and newcomers. Scepticism towards studabtkties and willingness to adapt to university

life and faculty expectations needs to be challenged and it is important that uewargtnot let off
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the hook in terms of where the burden of responsibility lies. Instead, complexityfi@nendiecan

be looked upon as a resource, thus suspending disbelief in the abilities of the Otharay@h

achieving this would be to acknowledge more openly that despite, or perhaps because of ever
increasing diversity, nemacism and old racism do exist (Aa&2008; Delanty et al, 2008and what

some of the effects of direct and indirect discrimination might look like instefrengagement,
participation and retention for black studerfirther with reference taitilising theresources

students bring tthe academy, a further means of challenging deficit discourses would be to recognise

whatundergraduatesnow and the potential contribution tbe academyhey make.

7.2.2 Problematising identity categories

| was struck by the range of social classes diasporic backgrounds participants reported. Some
identified as middle class while others identified as working class. For others, therefeemeces
to socialbackground as less than privilegatithe same timasidentifying as middle class. As
result, the complexity and range of experiences masked by the lab¢taddional’ could be given
greater institutional exposure. The rich insider perspectives exposed in thiswsjgegt that the
discourses associated with being mature, blacknamkiing class are only partially helpful in terms of
how we attend to the needs of a diverse student body. As Read et al. (2003, p.262) poaitadut:
mature students are working class, nor are all black students working class’. Theidheteijnals
the complexity of experience and knowledge is masked by the nemtraditional. One implication
of findings is that identity categories in common use in HE discourses ought to be ptisiele mad

not taken for granted.

A number of writers haw previously problematised identity categories (Block 2010; Brandt and
Clinton 2002; Harris and Thorp 1999; Miles et al., 2013; Thesen and van Pletzen 2006xtermei
Thesen (1997) found gaps between conventional categories and those studentdasseibéotheir
own identities, arguing that developing identity categories needed to be a ‘jointspnditestudents.
| could have referred to participants as ‘novice writers’ ‘migrants’ or ‘social scgriigtthese terms
were not volunteered, while, as already noted, ‘African’ and affiliations withc&fthrough the
process of diasporic identification were used on a humber of occasions by a numberearitdiff
participants. While | argue an ‘objective’ approach is not possible, | also waraedidomy own
prejudgments of what students might be like; in other words, to avoid essentialising aotygtege
Students from a range of cultural linguistic and social and backgrounds deserve abelevith
respect and one way of respecting difference is to unpack essential labels ascribed toubthlecs,
to involve students in developing more emicallyven identity categories for public or institutional
use. Additionally, according to Brandt and Clinton (2002), dichotomous labellingthexmegh the
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practice has moved away from the literateliterate divide, continues to influence the ways in
which literacy is thought about and talked abdtiseems to me that we need to problemadtise
identity categoriesisedin universitiesthe effect they may have studentngagement as well as

academic literacies development.

7.2.3 Students need more curriculum space to contribute

Van Pletzen (2006) argued for the importance of a curriculum space in which studerdstchute
prior knowledge. This study has shown that diasporic connections and strong identifidth life
beyond the more immediate university context remained signifior participants. One way
promotea perceivedafe place to contributaight be to draw on lifexperiences, identities and
linguistic repertoire more systematically in assessment practices, and in daitinewledging the
valueand potential contribution @& postcolonial student body. For instance, writers could be
encouraged to include reflection on, not only what was learnt over an academiaiyabso how life
experiences and identities impactedtlois, drawing on, for exampléAfrica-centred knowledgés
(seeCooper and Morrell 2014), in doing so referencing the priorities of the gnwagked with. An
alternative learning outcome for the course might require students to reflemivadentities and

prior experiences influence collaborative learning or oral presenting more dypiliat is, in

addition to focussed reflection on peesation skills and compare and contrast essays (see Course
Guide, p.3). This would seem appropriate for the programme and the assessitieme stltis
possiblethat an approach of this kind, implemented sensitively with ggpeeific guidelines and
assessment criteria, might also go some way to challenging the decontextualisedfiiteracy
which Street (1984; 1999) has argued can be viewed as problematic rather than as a rEsisurce.
approach might also go some way to shifting perspectittitsides and behaviour, however small the
change. Indeed, some students may welcome more space to contribute and challenge at an
epistemological level particularly fhey recognise thatersonal anghast experiences are valorised

andhave the potentialontribute to learning.

Insider knowledge gained from this emically driven ethnographic exploration inwieiot prevent
the challenges of negotiating a new academic culture or cultures, disciplifargriies or ways of
knowing. Yet, universitiesould respond in future by attempting to know the student bodywhere
they have come from the outset, even though at times this may be unsettling c&8itpjfi
participation has to mean more than physical access and attendance and must inclulittepdesib
productive dialogue with faculty for all students. Approaches of this kind which offier wisible
and sustained attempts at programme and at the institutional level may ieftrgagement
positively.
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7.24 Academic writing provision needs to reflect the complexity of the institution it senge

| introduced this thesis by explaining that | chose to observe students in ‘eain'stiegree lectures
and seminars rather than other forms of academic support classes and seminars. Huis tpipeo
research strategy was intended to help me to understand the student experience bestetpbut al
understand what the implications for academic literacies might be. | agree withafliLowenthal
(2011) who argue that the importance of academi@tites at university is sometimes overlooked as
a core component for full participation. | would like to return to the issue of how bektresa
academic literacies development in the academy, and what this provision mighomisamnhany

students wit diverse diasporic connections.

One solution towards the challenges of text production would be to insist thdtadlaronal’
students seek help from language support units and academic writing cemdbdgdsalswith
responsibility for all kindef academic text production and learning problems located within the
individual. However, | remain uncomfortable with this as a monolithic interventian @istitutional
level as it can feed into deficit discourses of the ‘n@stern’, ‘non tradition&other while
institutional practices remain untouched. Indeed, there may be the perceatiahite the student
population is dynamic and increasingly diverse, the academy has remained staticlingdoo
Soliday (2002), this feeds into the viewtltds the students alone, with their varying language and
literacy needs, who have changed. Yet, academic communities of practice are no more fixed or
homogeneous than any other. It is for this reason | argue a mandatory, sepgmaiestrato reading
and writing at university for students, p@strolment, perpetuates deficit discourses surrounding

students and their abilities.

However, rather than individual or institutional responsibilities being mutueatiysive, 1 would
advocate a shared responsibility for developing academically literate practices. One elegvi® a
this might be to embed the development of reading and writing practices withiricsgegiee
programmes (Bernaschina and Smith, 2012; Lazar and Ellis 2010), supported by ditivadta
forms of generic academic language and writing support. In this way, respon&ibiitudent
literacies is shared: firstly, between programmes with specialist knowledge ofidéssjpecific
epistemologies and genres; secondly, between English language and writing developmiithunit
specialist knowledge underpinned by applied linguistics and EFL/EAP pedagogiesjraihd,with
individuals negotiating and exploring the sometimes unsaid literacy practicemitmynter. In this
way, alhough writing and language development is likely to remain a site of struggle for most
individuals, an increase in visible, shared responsibility for academic text podoey reduce
feelings of stigmatisation associated with the so called remediatidnof/language support units.
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Finally, a more discipline and contextually sensitive approach has the potentedte @pportunities
and discursive spaces within the university curriculum in order for a range oftstuedgreriences to

be valorised through writing and assessment practices.

7.25 Faculty awareness raising and continued professional development

My recommendations have clear implications for staff development. | wrote sttt of this thesis
that it was important for me as a le&uin EAP to better understand the influence of the linguistic,
cultural and social diversity of students accessing and participating in the ilpigsatswhat this
diversity might mean fathe negotiation of academic literacieSimilar recommendatiortan be
made to the majority of university teachers, even though their application magrigatisie for
everyday teaching and research. The final implication section from this stuégsekithe need to

re-examine university teacher development along side individual literacy development.

7.2.6Variation in linguistic repertoires can be better understood
| have already stated that recognising the significance of diasporic backgroungharienee is one

way to understanding the complexity of students in urban universities like Northcentral

Reaser and Adger (2010) highlight the importance of sociolinguistic knowledge, ardatitsship

with wider contexts for teacher preparation and curriculum courses. It is impbdatiie complex
linguistic repertoires of a diverse range of students are better understood in order that feedback
practices on written work become as responsive as possible. Related to this, | see@stioling
awareness as important for understanding something of the contextafiioh students have come.

| also see it as significant femeways in which linguistic repertoire may impact on academic text
production Here | include less privileged ‘native’ varieties of English, as well as more and less
privileged nonnative vareties. Faculty involved in making judgments over students’ text production
may respond more appropriately and more frequently with sensitive awaresggsaad training on
studentinguistic diversity. This might include some awareness raising of the potential influences of
postcolonial varieties of English in relation to university assessment practieed| ahe impact of
language planning and policy on individual linguistic repertoires. Vera’s childhoodtemuand use

of pidgin as well as Mona’s complex family history and linguistic arramgesrare two useful cases

in point.
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7.2.7Awareness of new and hybrid genres of writing

My research findings also suggest that even though faculty may have considerable awaremass in t
of their disciplhary specialisms and associated written genres, reflective forms of writing may not
have a strong tradition across all academic fields. As stated previously, Lazar su2I0ED)

highlight that newly emerging hybrid genres can place additional demanéstorers. The sharing

and discussion of different genres, and | would add their relationship with knowledge ncakilialg,

be a useful starting point. Stierer’s (2000) rratalysis of genres is a relevant resource in this regard.
Knowledge of dominargenres and models of writing could be shared among, for instance, Post
Graduate Certificate in Higher Education educators in addition to appliedsliicguiesearchers and
writing practitioners. At the same time, there is a need to emphasise that writing ags@saatices,
the genres and dominant models of writing have never been fRatsearch in this area could be used

to inform pedagogic decisieomaking as well as testiased pedagogy and research.

7.3 Reflectionson my approach tothe researchmethodology

At various points throughout this thesis | have offered commentary on the resededy €iee
sections 2.9.1 and 3.8hd the importance @thical and empowering research (see section 318
aim of this penultimate section is fteflect onthe ethnographic methodologdopted and the extent
and ways in whiclit wassuccessful antimiting with regardto my research aimsf exploringstudent
experiences of universistudyandthe negotiation ocdcademic literacy practices. | also conmnen
future research directiomghich may complement and build on the contribution to knowledge this

thesis has made.

7.3.1lInfluences of my teacher researcher role

One aim of this ethnographic research project was to give a vaioertoaditional urergraduates
who would otherwise haveadlittle chance of expressing their own life histories, identities and
experiences of academic literaciesilst at university The rich nature of the dagamergingirom
classobservation and interviewthe two mairdata collection toold suggest illustrates a high degree
of opennesdrust and disclosurigom key participants during my time in the field. In this regard my
claims of engging inanempowering researgtroject asadvocated by Cameron et al, (1998)ring
which | attempted tonaintain analytical distanaghilst engaging Wh participantshas been
strengthened as the majority volunteesggreaterolumeof information and morsignificant
information than | had anticipated.alsoacknowledge thais teacheresearcher | was in a position
of relative power within the setting both in relation to participants and teetidin of the research

strategy. Nevertheless, adrew on Cameron et al.’s (1992npowering researahodel quite
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heavily in theconstruction of the research strategye aiseful point of reflectiorsito what extent this

was achieved

As previously noted initially considered the lack of studdskis presented for discussion to be
problematicfor this thesis and somehow ‘caused’ by my inexperience. As a consequence ddeflect
on the fact that there wagnificantdisclosure orthe processes and practices of academic wriiag
well as otheprofessionabnd personaksueswhich contrasted with thiemited instances of atdent
writing volunteeredor research purposed hese tensionm thedata collectiorstrategy raised
guestionsabout my teacheresearcher role and the sometimes contradictory ways in which | was
viewedby others | wastreatedas a member of the grodpring observation as | was given handouts,
included in classroom humour and used as a sounding board: but there were restciiiigsis
critical for identity construction (Iwaé¢ 1998), and I argue that there was a great deal at stake for
participants. This magxplain why, although | was trusted witkrsonal and indeed powerful
experiencesf discriminationandasylum,the actual tex@accompanyinghe talkrecordedduring

interview werenot forthcoming, despite my sustained efforts.

One approach to collecting student writing | adopted to work intensively with one or two key
participantssuch as VerandMary, in the hope that tegivould be volunteered or emergaturaly
during thecyclical interview processThere is some evidence to supportfiajed endeavours
reported earlier in section 3.7, such as Mary’s reluctance to show her work p(Maciy narrative
summary 20/01/2009)lus additionabccasios where paticipantsagreed to send work for review
which, unfortunately, was not forthcomingrield note entry10/11/2009).As | became increasingly
aware that this element of the data collection strategy was not developing in waystidipdted,
theapproacH employed lateonin the academic year was makemoredirectrequestgor student
writing as | constructed research tutoriaRlease bring two copies of your draft alon§ie{dnote

entry 3/03/2008 | was aware that ‘ .the group have a number of imminent deadlines looming and

this may be my final opportunity to gather data of this k{ik@ldnote entry 3/03/2009).

I now accept it may have bedifficult for participants to show their writing to someone they saw as
an Englishor acadend writing specialist Reticence oftiis kind was not something | had anticipated
while devising tle research strategy and it seemi#liistrateone way in whichmy professional role
coupled withmy assumptions about sharing drafiswittingly affected the scope and shape of data
collection | return to tle issue ofthe lack of data from thialk around text interviewis section7.3.3

In the meantimé, suggest theeservatiorn detectedbn more than one occasishows how power
shifted awayfrom me as tea@r-researcher towards paipants in the Foucauldian sens&shwin

(2009) wrote that it is important to think about how these unexpected and unpredictatdesproce
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reflect on research outcomesn €@flectionl concludethese tendencies influenced the nature and

direction of the thesis quite significantly.

7.3.2The interconnectedhess of thedata collectionmethods

As previously notedsection 3.5, the overarching methodological approach provided a sense of
interconnectedness stemming from diverlgoping and longitudinadlata collectiormethods
implementedacrossvarious sites Perhaps unsurprisinglgilatagatheringand analysis was both
complex and time consumingndas a consequengckacknowledge the research process itself may
have been shortéiadl restricted opportunitand scope for data collection across the research sites
anddata sourcesAt the same timd argue quite strenuously that telnnographic researdtrategyl
developedvassuccessfuas the datandrelatedresearch themesgererich. Datachapter fous ‘An
ascribed “late’identity and the impact of untapped resour¢é<3.2) is an dfectiveillustrative

exampe in thisregard.

Class observations helped me to foregropadicularcurriculum themes, power relations asotial
practices impadatg on the negotiation of academic litdezc The class observation notes and
fieldnotes created assisted systematic erefessencing and thematic development across and between
participantsacross classess well as across timegsificantly. | also noticed tensions betwetre
curriculum assessments, reported life experienaed,participantsknowledgemaking practicesAs

a result, | wasnuch bettepositioned to develop an insider perspective than haddbs&rvedand
interviewedparticipants in the setting was also able to note interactj@tempts at negotiation, and
importantly unsuccessful negotiatiaf for instance the PDRriting assessment and seminar
presentationgroupsthat | would not have been aware of had | only interviewed or carriextitcal
reading of courseelated documentationAt this stage in the thesismay seem anbvious pointo
notethat thekey participantsnterviewed weralso members of thdasse®bserved.At the same

time sudh overlapillustrates how the mixed methods approach adopted provided the opportunity for
datato be collectedvhich shed light omultiple perspectives on participants as welbawviding

opportunity for crosseferencing.

The inteview strategycontibuted to more informed understanding of what | have arguad

dynamic interface betwedheindividual, thegroupof undergraduates, their diasporic connections

and applied social sciendésciplinary knowledge Whatwas oftenvolunteereduringinterview

helped me tgain a sense of the identities of participants being observed as well as helped me to see
the clasproceedingsnore lucidly an example ofvhichis Mona'’s silencescritically discussed in

section 4.4.3 A further dimension to the research strategy which tteitributedsignificantly



towards my understanding of identapdpowerinfluencingacademicliteracyand other social
practices, wathat ofthe narrative summarie€®-constructedvith participants who were amdria to
the proces (seesection 3.64.2). Reference tdlustaphés (narrative summary 09/12/2008jd
Mona’s (narrative summary 19/11/2008pbringingand their respective parenthkassy work and
travelwithin Africa as well ago Europereminded mef the divesity of diasporic backgrounds
within the grop. These eferenceto participant background and sense of who they aleaienged
my own preconceptions anddgementoverreferencedn literature reviewed to, for instance, the
working classackground of non-tradtional diverse learners in some of tliteraturereviewed see

Bowls (2003, for example

| must abo acknowledgéhat perhapsnevitably, notall narratives were validated ang hallenges

with this partof the research strateggemedo beencumlered bythe practice of no@attendance and
sense of disengagementoted during observation ataterdevelopedas a thema section 4.4.That
said,ten out of elevelkey participants returned on more than oneason and thre€Mona, Mary,
andVera on more thariwo occasios. On reflection, the participant validation processtributed
positively b the research outcomeshen participants returned feurtherdiscussios for research
purposes. Theycleof interview and validation provided an opportunity for feedback on the student
experience of academic literacy practja@sd also provideteedbackand reflectioron how my
teacheresearcher role was perceived frtm participants’ point of view. Rther, what | saw

initially asa threat to the data collection strategy, that is the laskudint writingbecame a useful
means of exploring concerns about academic literacies and text production in particthe words

of Miles et al. (2013, p.307): ‘The more emic the study, the more usafulfeedback is likely to be’.

I do not wish to claim that the participants had full or equal ownership over theves@ainstructed,
yet| do wish toassert that the process of gaining agreement provided alternative perspectives on what
had been saiduring interview and observation in additiormtbat! had noted | found that the
validationand cecreationof the narrative summaries helped me to construct an alternative image of

the multilingual, nortraditional undergraduate and the resources plosgess.

Insitutional documentation in the form of course guides beaaoresignificant for my own,

analysis and knowledge makitigan | had anticipated which illustrates the b#seff an approach
which purposefully adopted a relatively low amountohtrol. My critical readings of a variety of
courserelated textsincludingcourse guides and assessnigidfs remained secondary the
observations and interviews. Even so thly helpedme to make sense t#Hcit institutional
practiceshybrid genresof academic writingind aspects of the student experience reported as
significantin ways | had not anticipated. Notable exampletensiors between the formative and
summative faction ofwritten coursework assessments and, irkstantrast first hand experiences of

homelessnesOneadditionalform of textwhich became the focal point of my analysis was the
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weekly seminareadings Two examples which stand out aemadingand knowledge making around
Sinclair's (198% The JungleandReich’s thesi®n migration and soal exclusiorwhich fed into my
thinking aroundnotionsof reciprocal exchange between diaspora, identity and knowledge making.
Looking back, mycritical readings of the seminar texepresens one highlytangide way in whichl
becameembeddeadithin the research setting, not only physically as | observed seminars and, classes
but alsoepistemologically as | engaged with some of the samedextscial exclusioas tle

participantd observel. This sense of shared experiendthin the groug assisted my own

knowledge makingor this thesis

So far this review section hademonstrated how the overlapping data collection methods created
opportunity for an ethicaksearch strategy which providscbpe for understanding theperiences of
participantsand howduring my time in the fieldtheyattempted to negotiatecademic literacy
practices Despite theositivetoneof thesereflectionsand myacknowledgmentof the usefulnessf

a range ofmethods andrange oftextswhich fed productivelyinto theanalyticalprocessoneaspect
of the methodologyelating specifically to th&alk around texinterview strategysection 3.6.4)

remainedunderdeveloped attempt to fill the gap iterms of possible future researoéxt

7.3.3 Plugging the gaps: the need for future research

In the introductory chaptdrexplainedthatthis thesis wasntentionallyoriented towardan
exploration of undergraduagxperiencesf university study(sectionl.?) in order to buildon writer-
orientedacademic literacies researfthillis 2008; 2009. | found thatonestrength of the
methodological approackasthe unearthing oemicperspectivesvhich develped my thinking
around identitydiasporaknowledge makingndthe student experiencgiite significantly After
furtherreflection lacknowledge tha thesis whicltlaimsto approach literacies from a critical social
practices point of view (see section 2&@)phasisings | have donbehaviours shaped Ipcial
situationsand wider cuural contextswould be strengthenatiroughcloser analytic attention to text
production An additional focus on the texts produced by undergraduzgselp toreducethe
distance betweetie academicexts producegdthe @ntextof writing and for this thesisthe ce
constructedharrative summariesAn approach of this kind would go some waytiknowledgeif

not fully satisfy, one of the challenges ethnographic approaehkto literaciesresearch.A challenge,
accordingto Blommaet (2007) is thatresearch of this kind often takimto account broader contesxt
yetfailsto return to the more localThisthesishas shedight ona range of social practices
influencingtext production, yet falls shoof increasingunderstandingef ‘... regularyy occurring
ways of doing thingsvith texts’ (1995, p.21kpecifically. Further exploration of the practices of
knowledge making, text construction and ttaues attachetb them through a more detailed

exploration of student text productiamuld contribute to an understanding of ficaditional
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students’ negotiationf academic literacy practicesn approach to research which considers both
student text and context might mean that the negotiation of academic literaciessitithied

academic contexts can be evidenced even more persuasively.

An additionaldirectionfor researchvhich buildson my findingsand at the same timeaontributesto

how academidliteracies mightbe understooatould interrogat@artidparts asknowersas well as

writers Futureresearch whiclutilises talk aroundhstitutionaltexts, such asthe PDP with specific
reference to this thesis addition toother éhnographic methodsiight provide alternative
perspectives othe processes and practices involved in knowledge makimgdirectly. | maintain
thatresearch in this veimay have the potential tdrawtogethemwhat goes on at the intersection
between power, identifknowledge makingndwriting. Cooper and Thesen (2014, p.178) state that
‘writing is essentiato the making of new knowledgeFuture esearchmight meld themes from the
current thesisvhile complementingethnographic approaches to academic literacies in order to

constructively and productively articulate theademiaesources participanssses

My final point moves awajrom ethnographic literaciegsearch specificallsit the same time as
referencingmy ownresearch conclusiomaitlined in chater six. Fricker's(2007; 2012)deas around
silence and institutional prejudice would be a usedsource to enhance understimgs of individuals
who seeminghpossesa ‘credibiity deficit' (2007, p.20)echadng the classroomexpeiences of
severalparticipantsn this study | would, therefore, like to engage in future research whigifds on
the traditions of academic literacies research in the UK, South Africa and elsewthitseremaining
mindful of the key findings of this thesislowever, what | suggest is negtinost of allis research
which continusto challengedefict and essentist views ofdiverselearners and theacademic
abilities by building on students prior dwledge and ‘ways of knowing’ iwhat Zamel and Spack

(1998, p.xi) refer to as an ‘ongoing process of negotiating academic literacies’

7.4 Concluding comments

This thesisexploreshe experiences of university students with African diasporic connections, an
underresearched group in UK HBBuilding onethnographi@pproaches to academic literacies
researchhe thesis has constructed an alternative image of thigimgual, ‘non-traditional’
undergraduate and the potential resources they have. The thesis is also concethedvatder
and less distinct phenomena of globalisation and migration and their impact on currenandoeyst
of contemporaryJK HE, who our students are and the influent@ower and identitpn the
negotiation ofacademic literacieskindings evoke a reciprocal exchange between disciplinary
understanithgs, knowledge making and poststructural conceptions of ideiitye specificdy,

while thestudents | worked with wergssessed in a number of unfavourable wiaydoing so
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foregrounding power relationthey displayed a range of resources for knowledge making stemming

from acomplexexchange between diasporic identities and the applied social science curriculum.

This thesioffers a complexeading of the student experience and an enhanced understanaing of
group ofundergraduates as knowledge makirs richresources they bring to the academy and,how
at times, they areessefialised andhositioned by otheras they negotiate what is required of them
Contextually sensitive approaches to literamw the social practices of reading, writing and
knowledge making as valuable, but do asyet have a fully developed tradition of drawing on
global, postmodern or diasporic perspectiiesnhance empirical understandingsannot clainthat
thisthesisis unique in this regard but, at the time of writing, | was not aware of a great deal of
research in the field of transformagiacademic literacies or applied linguistics which attempts to
bring these two areas together in this waihe thesis makes a contribution to knowledge and
understandings of the scope of academic literacies research, what it means to-taditiwral

learner in HE and critical persga@s in higher education in the contemporary world.
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APPENDICES:

Appendix One

Class One Observation Schedule

Site one

Year One Observations

Ob.1.1

Ob. 1.2

Ob. 1.3

Ob.1.4

Ob. 1.5:

Ob. 16:

Ob. 1.7

lecture room

seminar room

lecture room

lecture room

lecture room

seminar room

lecture room

Date: 11/11/08 11/11/08 18/11/08 25/11/08 02/12/ 08 02/12/08 09/12.08
Duration: 9-3010.30 10.3011.30 | 9.3011.30 09.3009.35 | 093061030 11.3612.30 9.30:11.30
Key Vera Hamdi Mary Session Fred Vera Fred
participant Other names | Mary cancelled James James
attendance unknown Other names Mary Mary
Pseudonyms unknown Mustapla Mustapla
Vera Vera
Ob. 1.8 Ob. 1.9 0b.1.10 Ob. 1.11 Ob. 1.12 Ob. 113 Ob. 1.14
lecture room | lecture room | lecture room | lecture room | lecture room | lecture room | lecture room
Date: 16/12/08 13/01 09 20/01/ 09 27/01/09 10/02/09 Ob. 13 Ob. 14
Duration: 09.3011.30 | 09.3610.30 | 10.3011.30 | 10.3011.10 | 9.30 1030 03/03/09 17/03/09
9.30-10.30 093011.30
Mary Vera
Mary
Mustapta
Key James Fred Fred James Fred Mary Vera
participant Mary James James James Mary
attendance Mustapla Mary Mary Mustapla Mustapta
Nancy Mustapla Mustapla Vera

Vera




Appendix Two

Sampleclass observation notes

Class observation one: year ond,1/11/2008

10 students

Pleasant room, ground floor xxx Building.

Chatty, jovial atmosphere among some members before class begins.

Discussions over group presentations for following week. Interaction involving youngdrenseiib
would seem @ students.

Lecturer begins. ‘I'll explain today, from now on the programme starts to go intcegediffpattern.
Next week we don’t have to meet at this time.

‘[Laughter as seminar at 10.30 not 9.30]

‘We don’t have any more lecturers after (here?) [Unclear]
Question from student who is unsure at this stage ‘Oh, why?’
Lecturer ‘Well, that’s the way it's structured.’

Lecturer goes on to explain university structures and how he and colleagues have added in 2
additional lecturers after Xmas: ‘It's not a hormal lecture pattern but that’s Bimgehat's been
imposed by management if you like.’

[Separation/dislocation of self from management & university strestpartly as he is p/t/.
‘Okay...’

[Lecturer prepareAV equipment.]

‘We’re going to do health inequalities’

Latecomer 9.37am

[Lecture format with ppt overheads. All students facing Lecturer seated at single desks.
‘I'm just going to start talking’

[Reflection: perhaps a good point at which to start observing as lecture format changing]

‘...how rich counties still engender inequalities... poor people, bluntly, live degsthan rich
people... 1find this staggering’

[Clear assertion of own viewpoint]
Goes on to provide egs from US ‘like a bolder’

Lecturer continues to lecture without ppt as had some difficulty getting system up and running
Students have handout. Lecturer talks and they seem to listen

“I've got it on the handout, | may’s well read a bit of it now’
Lecturer proceeds to read quote frppt handout.

9.40am: Latecomer apologies ‘sorry’
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Now 12/29 students.

9.41am: another latecomer. Door squeaks loudly and intrusively each time it is opeiligd.us in
this, and later in the workshop to talk about this’

Reads & quotes definition ofhlth.

Students seem younger and or two of these who were present in the previous week who seemed 21+
do not seem to be present.

Male & 11 femals present. [1 Asian; 2 Asian/Arabic; 4 black & others white but difficult to
determine as | look around theorol].

[Referring to the problem of health inequalities:]
Drags with it like a bolder & Lecturer repeats dragh tines]

| am sitting at back of class. Students can’t see me but know | am there as they pas me athandout
the start.

‘There’s another dimeitn to all this and you'll get this next term.’
‘Some people disagree with Wilkinson, don’t think I’'m giving you something thategaac’

9.52am One of male students yawns. Lecturer animated and stimulating & studemts iisé note
taking going @ but students clearly interested

Lecturer jokes about own smoking habit (in relation to topic of health) and one or 2 stadghts |
You're going to find that's our biggest problem a social scientists’ cause effect.

[Burden of equality = subjesipecific language.

Interaction: 'what's it called?’

St 1'Supersize me’

[That's a strong e.g. of capitalism and health my paraphrase]

M ‘you don't fool around with these guys’

St 2: 'head scalp? [Unclear] male laughs

‘There’s a global war on the drugs by the good old USA’

[Lecturer makes links between capitalism and health]

Lecturer ‘there’s another area of research which should really scare the pants off everyone’
Lecturer talks abut influenza pandemic of 1918.]

[There is also noise at the back of the classroom in corridor & 8 students distracted]

Reading from ppt slide handout ‘so why we go on to [unclear] social inequalities ardiheatich
society’ [reads from ppt slide handout].

Lecturer talks about Acheson report 1980. ‘Sorry my grammar’s terrible inahtout’ as he reads.]

[1-2 students laugh politely and quietly. Lecturer later makes ref to ethnograpleyresisused for
study for research reviewed for seminar presentation.
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‘Let’s look at some figures. We're now looking at the lower box on p 3’ ‘so you cancsedlfe
stats. That people live different lengths’

‘...it's quite spectacular’.
[A security /estates man peers into class and looks around.]

Lecturer 'Here’s our censor. Do you think he’s recording what | say? Is he the théoldo
away?’

[Laughter from maj. of group as ‘security’ person counts the no. of students]

[Eastern European young white male the only person who glances behind and to themgght at
during lecture]

Reflective notes: on the whole Lecturer’s talk char@ssdrby content delivery and instructional
language, but also some other forms of-spantaneous talk as Lecturer reads & quotes from handout
with lang such as ‘and the really do]. Reads & then comments & evalaatgsmentation but
intellectual activity not made explicit or linked to expectations of them remaiitls ta

to return to proceedings of day: Lecturer continues to make links between poverty andiealhof
[Language of discipline: auspices of US hegemonic power]

for the presentation

Stucknt: ‘Could we be excused quickly to do last minute preparation for the presentation?
Lecturer: No. [firmly] because we have plenty of time’

Next as M struggles with technologys3students mainly female, mainly black. Spreads to a quiet
discussion of eire right side of class. Friendly, supportive atmosphere.

Some silence & a pause.
10.10am 13 students. Male student looks behind at me again.

10.11am Lecturer continues ‘one of your articles the K[unclear] article talks glbbalisation
article

[My refection. It is at this point that | realize | can use empty classroom when therseisimar
discussion. | discuss this with M at the end of session today & he is happy for me téndesd, at

then end of ? week as he is wrapping up he says that Victoria needs students to interview but still no
no-one comes.

Lecturer repeats thesis of the day: ‘The problem is we come from a country whichrgt
enormous inequalities in health.’

... recognize that others want get off and get this presentation done he says this asadini¢e r
from ppt which summarises Wilkinson (1996).

‘You are being given an opportunity to talk about stats and causal relationshipmlrssience...
you haven't read the book, I'm not asking you to, it's quite a niok batually.’

Lecturer’'s f use of rhetorical questioning technique:

‘What does he mean about thesteeialising effect of markets?... I'll tell you what it means, but |
want you to talk about it in the workshop’

[?? another rhetorical question:



‘Don’t you believe it. It doesn’t work like that...this is what | want you to find out.
[Lecturer reads some more]

‘That’s important, go and have a look at it’ ‘there are a lot of gs that presargegsing to have to
address.’

‘Wha’s doing the presentation? ... Because you'll need to... [unclear]
Lecturer breaks early for preparation time and break time]

St responds ‘It's pretty close, it's nearly done’

10.45am break over. 9 students present but presenters not there.
Lecturer talks to {2 students about ‘psycksmcial I'll suggest some reading.
St. ‘Shall | text them to see where they are?

Students share mobile phone numbers, some do at least.

Lecturer ‘Good idea!” [Laughter]

[l take the op to gather one more form. Other students chat socially and one or two snack]
‘...Did anyone else look at the article from today on Nicaraguan families?’
[No-one looked at it seemingly]

‘These things are difficult to do and challenging fSygar students’
[Lecturer justifies why the Wilkinson text]

‘I'm getting rather distressed abt this situation’

Student ‘they haven’'t answered my text’

Student: ‘Can | go to the toilet?

[laughter]

Lecturer decisively: ‘So what we do is start.’

Lecturer asks for title and student reads it out.

955am 4ss preparing for presentation.

[One studentecognizes me fromashop and we exchange smiles, another of the presenters is Vera
who | have quite a bit of contact with over the next few weeks also ref to step 1 and step 2
presentation on the course. | am unclear of meaning or significance but staltlseém to be clear].

‘I'm going to get off and so you the presentations. OK are you ready?’

A mature student begins to talk and raises some questions, mainly reading rapidigrizen.
St 2 has a slower pace.

St 1 interrupts in order to correct seqoiag’.

[Reflection: during the break, Lecturer comes to me at the back of the class toeffdramdout. |
explain | already have one (offered to me by one of the students). He then continuesndtexplai
format of session. | volunteer a positive & truthful comment about class atemesgtdo this at this
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point to counter his apology & poss. discomfort detected over the erratic natogsddelivery. |

also ask whether my presence might bepoiiting for presenters. He agrees it might dhd [?]

agree to ask them about my presence. This does not happen on this occasion as the presenters retu
late and due to my observe role | feel unwilling /unable to interrupt the class ingnwthis point

| feel slightly uncomfortable about netaking as they can see me and | am aware of their

nervousness.]

[As they read from screen Lecturer also notetakes. % L2 speakers, one with phonasisggsaMera.

Last student has difficulty reading from screen and stumbles over some wordssratimifew
others too. | see one student shake her head. Others appear to be listening but songegiiiggtbn
too.

Overall students share reading of presentation delivery.]

Lecturer ‘that’s a very comprehensive response to the g. | hope everyone gmiteofat and key
points were made very well.’

‘A step 2 presentation allows you to take this presentation and expand out [i.eisevighother
sources] Lecturer also compliments use of the visual.

Lecturer is very positive:’ you're well on the way.i$ls a platform for you to build on.
‘You've accomplished development in this one, which is a good start’

Reflection:what is my role if | feel students may be dyslexic. Pronunciation & phomalagsues
affect understandability in my view. Preserdatdescriptive, and not analytic yet.

‘Oh, one thing you need to [unclear] and reduce the amount of text’

[Issue of ac discourse and subjegpecificity; some students reading words possibly not understood
or felt comfortable with although stumbling cdde lack of rehearsal and /or exposure.]

[Lecturer provides advice on optimum amount of text’]

‘Any other feedback? Come on. | would appreciate it, if you engage.’

Students

A positive comment is made and students engage and discuss them e.g., ‘| always likerhtae fact t
1-2 students nodding and appear visibly interested

M: ‘I think what we should do now is try and take this discussion a bit further ..., *

[Students have to pack up and relocate to a seminar as opposed to lecture room in anatiger build
which has been allocated by timetabling centrally.]

[l also notice Block Ganistan SEISE20 graffiti written on many desks]

[We wait outside the new classroom for incumbent class to finish. | take the opp to spesdetders
and a few other to reassutein | do not have to be present if they prefer]

Lecturer ‘We are not getting much support today’ [reference to lack of projectenkcre
‘[The seminar begins to discuss to be added from course reader [Rodgers p.396 fig 1 TBA)

There is laughter & hilaritassociated with/surrounding one of male students unsure who he is at this
stage but late learn it is Eastern European. Same student explains graph and etjeets int



| was unable to hear exact words exactly but Lecturer comments on this studentac&ime a
unpronounceable it is. Lecturer makes light of the fact that he has not attéonptedounce the
man’s name and missed it off the list rather than attempt to do so. How does the stldduit
this?

Lecturer: ‘Where are we?
‘Sorry, the trangles are male and the circles are female...’
‘This is a standard method to do it’ [ref to layout of Rodgers p.396 Figure 1]

Lecturer: ‘Oh you need it, oh dear’ [a response to students comments] sthdarggilains and
describes figures on househotfisups. There is some discussion but tables are in reSvgonger
females look round at me as I'm sitting in the same position as in‘ttlask back row to the right,
this time by window.

There seems to be more interaction now. Lecturer askga aduguestions and different students
respond with responses from at least ¥ class. Some remain silent, however, buity iriones
there appears to be instances of IRF exchanges in place. E, g., Lecturer: what about gender?

St: response.
Lecture: extends response from students.

There is also a move from rhetorical to actual questions. Students respond ektamsiF either
challenges or changes this.

Reflection: how much are nduK based students with less knowledge disadvantaged? C.f.
comments from Xxxx.

All talk is a bout Rodgers seminar paper which for me is problematic as it is alldalidaa text.]
Lecturer ‘So, what happened to that household?
[There is some movement on from IRF framework as more than one students respond.

Soundpoofing an issue as there is much talk and noise from class in next room, back of class separat
by wooded partition only.

An extended response from one student:

Lecturer A: ‘This is good, this is really good. Can you hear at the back? Bingeaut thdact
that...’

Isabel substitutes ‘more for themselves’ Lecturer corrects with ref to the lit and eHelstb their
own’

11.45am discussion now dominated by presentation with one or two others reading dakiimgte
[There is continual ref to stepahd step 2 presentations]
[Lecturer’'s eye contact not universal as whole class addressed]

[Discussion of sexual orientation, race and prostitution. One or 2 students look
shocked/surprised/disgusted. While one or two others laugh and giggle a bit. | catchsindémds
eye and she smiles.]

‘And another thing that caught my attention was that ...." [Extended response from one]

[There is notdaking, nodding. Listening, contributing verbally]
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‘Has anyone in the class read it? Read it. Read these thingsigly]

Lecturer: ‘Can | encourage everyone to be a browser? In this thing [course ieadeollection of ...
think this is a theme... there are some themes.... It's about methods...’

Lecturer returns to compliments about presentations. Lecturer: ‘Next week'’s frecpgnize that
it's challenging ... but | still think there is something you can talk about.’

Lecturer: is it working?’
St'...like now, | hope you consider that | get very nervous...

Lecturer: The reason you're doing this in yout tdrm is tkat you've got 2 terms to do it. Another
question? No, no, a wdbalanced thing.... You haven’t said anything?

St: ‘I'm observing! [Laughter]

The lesson ends with chatting and lecturer expand explains forntatuicea third time. Lecturer
answers questions from students and others arrange a meeting to study togetheredidekevade
did need to come in...’

Lecturer and 3 late arrivals. He comments on the difficulties of getting them énpoatbentation
format and appropriate tasks. He introduces the step 1 and step 2 format for prasentatio

Lecturer: ‘you haven't got a step 2’
St ‘no, we had a step 2 in week 2’
2 more students renter the room. ‘We’ve already done this already, sir.” St claims.

At the same time in the room. At the endesfson 2 students ask about meeting (Hamdi & possibly
Mary). | explain | will use the room we’re in as the 3hr format has changed.

Once all students leave | have a brief discussion with Lecturer. Discussion with Lecturersabafut u
2nd room. H is finelaout this and characteristically supportive He also says that they were a good
group and how he ‘felt proud’ of their performance in discussions and lecture, wibhnef

observing for 1'time.
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Class observation two: year three04/11/2008

As | arive Ena present plus caretaker loading room up with chairs from Quad. | ask them to stop
explaining room booked throughout term. They stop.

Two more ss. arrive and Lecturer B.

[09.40am 3 ss present at 9. | enquire over 2 more consent forms]

Lecturer B So where is everyone?’ shaking his head.

Ena explains the travel issues and expense many have which may have caused lateness.
Bemi agrees ‘People will be late.” [Declarative statement]

Lecturer B: ‘So, can you do your project? [Ref to the proceedings for the morniegprét}
St: 1 1 didn't know that?

St 2: What? You want us to talk about... or...our projects?

St: 3: 1 didn’t know that!

St: Oh!

St: What? You want...

[Overlapping talk]

Lecturer B: ‘I want to hear how you've constructed your $tlea

[Brief pause, but no responses forthcoming. Lecturer B proceeds to talk aboutweki@overty,
poetry and reports on the papers as there is ref to literature reading relatingltexadgsion for
course

No response from students.

252



Appendix Three

Project Information and sample consent forms
Dear lecturer,

| am conducting a research project for my MPhil/PhD study in applied linguigtick aims to
contribute to an understanding of the relationship between language, identity awog [ercttes
within a university setting.

Following ethnographic principles and approaches to research into literacylenditia collection
methods will be employed. More specifically, this means that | intend to:

conduct group discussions and individual ivitews with participants which will be recorded with
permission;

use email correspondence as a means of developing dialogue with participants;

observe selected lectures and seminars after which fieldnotes will be produced.

To this end, | am seeking peission to attend lectures and seminarsfurseskxx and xxx during
the academic year 2008/9 in order to carry out observations of literacy eMentbe purpose of this
study literacy events are occasions when a piece of writing is central toiscedtion.

Some of the field observations may be used as research data and reproduced in wriieg stoaé.
However, coursewill be referred to as Applied Social Science year one and Applied Social Science
year three only and names or anyesthersonal information will not be disclosed. Any information
that is obtained in connection with this study which can be identified with spewmifises, staff or
students will remain confidential and will be disclosed only with permission or aiseedpy law.

If you consent to my attendance in lectures and seminars for xxx and to fieldnotetakem please:

Sign the consent slip at the back of this letter

Return the signed consent slip to me in the envelope provided

Keep a copy of this letter.

Best wishes,

Victoria Odeniyi

Consent slip
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I understand the nature of the research project outlined above. My questions have beed answer
my satisfaction, and | agree to participation in this study. | have been given af¢bis form.

Printed name ofoursdecturer

Signature otoursdecturer

Date

Thank you very much for your time and-operation.

For more information, please contact me onext.or v.odeniyi@.nc.ac.uk
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Student letter of invitation and courseobservation consent forms

Invitation to participate in a research project

Dear student,

| am writingto you to invite you to take part in a research project | am conducting and to ask for
permission to attend one of your classes.

Who is carrying out the research?

My name is Victoria Odeniyi and | work faxx which is part of Learning Resources. | otinate

xxx for Applied Social Science students and work closely with staff and studentstakidgrthe

level threexxx course(xxx). For the last ten years, | have worked with many mature students with
rich and varied backgrounds in order to develgasaiof their academic writing for essays and
dissertations. Many of these students enter university with rich life experiencasamgk of
gualifications, as well as more the more traditional ‘A’ levels.

Why | am conducting the project

1- 1 believe that good writing at university is more than correct grammar, spelling and giorctua
am, therefore, interested in learning more about language, literacy and contion@taniversity.

2- In addition, | am hoping that the project will contribute to an understanding of whantstuideto
become successful graduates.

3 -1 hope that information provided will inform and improve the work xxx provides across the
University in future years.

In seeking students to participate, | am contacting those who are:
enrolled on the BAdonoursxxx Programme
over 21

are a home student based in the UK.

If you feel you fit these criteria, | would like to invite you to participate in tlogept. Participation is
entirely voluntary.

What's involved?

1 -1 would like to observe one of your classes and have written to you separately about this.
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2 - I would like to invite you to take part in some group discussions and individual intemvisals
will be recorded with your permission. These will continue uhélénd of the academic year next
summer.

3—1 would also like to use email to communicate with you and, with your peomjssiay use some
of the messages as research data.

4 - This is also an opportunity for you to meet with other social science stunteatregular basis
who may share similar interests.

5—You can talk through experiences with someone who kxew&ampus and has workedatx
University for thirteen years.

Interested?

Please contact me by phone on 0209x&lor 07707 xxx or email.odeniyi@nc.ac.ukor an
informal chat.

Thank you for reading this letter. |1 am very enthusiastic about the project andhabpeu will
consider participating. However, you are under no obligation to participate, edinelpond to the
letter.

Best wishes,
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XXX courseobservation consent

Dear student,

| am writing to you to tell yoabout a research project | am conducting and to ask for permission to
attend one of your classes

Who | am

My name is Victoria Odeniyi and | work for xxx. For the last ten years, | have workednany
students in order to develop areas of their academic writing for essays, dissertatiotheand
assignments. Many of these students have entered university with rich life experiehaearage of
gualifications, as well as more traditional ‘A’ levels.

About the project

I am conducting a research project for my MPhil/PhD studies. The project aiom#ribute to an
understanding oftadent experiences at university with a special focus on written and spoken forms of
communication.

Why | am conducting the project

1- | believe that good writing at university is more than correct grammar, speiiihgusctuation. |
am, thereforeinterested in learning more about language, literacy and communication at university

2-In addition, I am hoping that the project will contribute to an understanding of whanistadeto
become successful graduates.

3 - | hope that information provided will inform and improve the work xxx provides across the
University in future years.

What's involved

One important part of the project involves me observing and taking notes in one firshgeare
second yeatourse | would like to do this because | am interested in communication in a range of
university settings.

Before | can do this, however, | need written permission from all students ageéhdtourse With
your permission, | will sit in ogoursexxx and take notes. The notes will be written up and some of
the notes will be used as data for my research project. | will allow any student to seegtst tign
end of each session if they wish. If you or anyone else is unhappy with what is doitterat any
time, | can delete it &m my records permanently.
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Consent is voluntary. This means that you can withdraw your permission or consent aedny tim
contacting me. However, by giving permission, the project may help contributeltokveowledge
of the student experience at x¥xiversity.

Ways in which findings can be disseminated

Notes will be used as data for my research project. Specific sections of the notes may benguoted
repeated in conference presentations and in research documents.

How | will protect your identity

Your name, student number or any other personal information will never be disclosedorBsns
will be used.

Coursecodes will not be disclosed. Class observations will be referred to by date andeaanipte,
‘the first year social sciena®ursé.

A pseudonym for xxx University will be used in formal documents that are to be readig pe
outside the university.

If you are happy for me to observe communication patterogursescxx, and for some of the
information being used in a reseaqroject, please:

Sign the consent form at the back of this letter

Return it to me in the envelope provided.

Keep a copy of the form and this letter.

Thank you for reading this letter. | am very enthusiastic about the project andhabpeu willgive
your permission. However, you are under no obligation to do so, or indeed respond to tle®tetter.
more information or an informal chat, please do contact me.

Best wishes,
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Consent form

| understand the nature of tbeurseobservationsutlined above. Any questions | have, have been
answered and | agree ¢ourseobservations taking place.

I have been given a copy of this form.

Printed name

Student number

Signhature

Date

Thank you very much for your time and-operation.

Victoria.

For more information or an informal chat, please contact me on 020107707 Xxx or
v.odeniyi@nc.ac.uk



Student letter of invitation and parallel session consent forms

Invitation to participate in a research project

Dear student,

I am writing to you to invite you to take part in a research project laarducting.

2 - 1 would like to invite you to take part in some group discussions and individual intenwigials
will be recorded with your permission. These will continue until the end @dha@emic year next
summer.

3—1 would also like to use emdid communicate with you and, with your permission, may use some
of the messages as research data.

4 - This is also an opportunity for you to meet with other social science studenteguia basis
who may share similar interests.

5—You can talk through experiences with someone who knows xxx Campus and has worked at xxx
University for thirteen years.

Interested?

Please contact me by phone on 0209xxlor 07707 xxx or email.odeniyi@nc.ac.ukor an
informal chat.

Thank you for reading this letter. | am very enthusiastic about the project andhabpeut will
consider participating. However, you are under no obligation to participate, edineipond to the
letter.

Best wishes,
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Consent form for xxx parallel sessions

| understand the nature of the project outlined above and any questions | have, have been dnswered.
have been given a copy of this form. | am happy to participate in research inscavié\yroup
discussions and for sometb information being used in a research project:

Printed name

Student number

Signature

Date

Preferred form of contact (e.g. email address or phone number)

Thank you very much for your time and-operation.

Victoria.
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Appendix four

Sample narrative summasie
Narrative summary: ‘James’ from group two (11/11/2008)

James is studying a BA in International Politics but is unsure of the title oteacde He
started in migOctober in learning week 3. He lives with his father but does not talk to him
much aboutinit life. J commutes up to 4 hours each day to come to ‘unit’ and, as a
consequence, it can be difficult for him to arrive on time for a 9.30 lecture. He waddcha
leave home at around 7.30am to do so. Hewats&s and recruitfor the Army Cadet 6rce.
These responsibilities end late. He missed the lecture today for this reason.

J as noticed that the amount of information you have to absorb in lectures is very different

A levels. As the lecturers are constantly talking, there isn't reallfirtteeto think about what

they are saying and you just have to write it down. At unit he is told new and differént stuf
Nevertheless, he feels that the lecturers speak as if reading from a script so that when
guestions are raised, they are not always ablespond as if they were seeing things fnign

point of view. At the same time, | do not deny the inevitable issues of power argdastelt

the influence or the creation of texts. There is a sense that the lecturers just want to do what
they have talo and get out. During A levels, teachers would help out mtrey wanted you

to pass and succeed and so if there were any questions or queries they would respond to it
straight away, clear it up and then move on. There was mof®-@me tutoring. Despite

this, he is learning a lot and is being taught a lot of new skills and from theskegtur can

see how knowledgeable the lecturers are about their subject.

J has noticed that the first years seem to have formed smaller groups and heatfeels t
everyone seems segregated. They appear to developed their own circles, or faroiligls, th
for example Fresher's week when you don’t have to do a lot of work. They formed small
groups, which means that he doesn’t always get the most out of his learning. As a
consequence, you don't always have the opportunity to work to the best of your ability as
you're not working together. As a consequence, when J does go to unit it feels like a drag, as
he doesn’t really know anyonéle doesn't really enjoy comirg to unit apart from the fact
that he is doing a degree. At the moment he writes down what he has to in lectures and
then leaves as everyone has their own little circle§o for example if there is an
assignment or assessment to write, they will tell eglclr what they are doing. | try to listen
in and | feel a bit ‘ugh’. 1find it hard to bring myself to talk to them as they Heeady
established themselveddeel like an outsider.

Despite this, he is learning a lot and is being taught a lm¢wfskills and from the lectures
you can see how knowledgeable the lecturers are about their subject.

J missed the lecture today but he met a friend on the bus, which was good. She is in her
second year and the talked about how much course work sl tinexfirst year. The friend
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also advised him on to start talking to people to prevent him from being left behind and
acknowledges that this is the right thing to.

J feels as though he is behind and although he has not been so explicitly, he alse fesl
though he doesn’'t know what is going on as all the other students are talking about
coursework and presentations. However, when he does go to lectures, he writes down a
lot.

J has noticed the amount of different people around the univedigrand young, for
example.He is aware that he is one of the younger ones as when he talks to people and
says that he is eighteen they respond that that is pretty young. Most other studerite

talks to on a random basis are over 20. This makes J feel like a lost kidowever, at the
same time, it makes him feel as if he is in a working professional environment which h
contrasts with school. At school it could be quite daunting to be at the top of the school, as
there tended to be rane else to look up tor go to for advice other than those in the same
year. Whereas here, everyone is older and has something that they are doing and you can talk
to them when he actually gets round to talking to them. It is a large univarsttyebe are a

lot of activiies such as the Students Union and sports. J has not yet participated in these
activities but has some leaflets. Finally, J does not feel he has communicated much with
other students and lecturers yet and so is unable to comment on the nature of cationuni
although everyone seems friendly.

Narrative summary, ‘Mona’ 19/11/2008
[Extracted from group interview]

English was used as the official language when the Socialist governmenntampaver
when M was in year one. They changed the langualigygrom English to Swabhili. Mona
felt that her parents were okay as the educational system used English and theydedn’t h
any problems.

However, the problem for her came when English stopped being the language of
communication. M feels that, asesult, she did not have a good background in English
because she used Swahili. M also speaks the language of her. pdegmarents use it and
although she understands, she cannot speak it. She is fluent in Swabhili. In xxx she uses
Swabhili rather than English as it is the official language.

M finished her primary and secondary schooling in Tanzania. In 1999 her family rmame f
Tanzania to work in the Embassy here. Even though she was better at writing than speaking
she felt she did not have a good enough background in English and decided to improve her
English when she came over. When they left, M decided to stay to study and bettdreher. S
thought it would be good idea to start afresh.

M began to look for a job, but the only work she could find was care work. She did not mind
as she wanted to remain here and study and eventually go to university. M went to xxx
College to study hairdressing and ESOL, level 2. She gained help to do EAP and the tutor
suggested she go to university because sheeatly good. M applied to go to university

but Admissions said she couldn’t attend and needed an Access course. M was determined
and felt that nebne could stop her, but she also felt that the teachers from xxx College ¢
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help her because they dahat she could not do ESOL and then go to university. Next st

went to back to xxx College to study but they said that toeyd not accept what she had

done in xxx sothey suggested she did a ffxecess course instead to see how she got on.

This made her feel bad because she had to prove that she was capable and that just because
she went to school in xxx did not mean that she did not know anything. She wanted to prove
that she could do something so she attended thadeess course. She did weltlahinks

she got level 2. She didn't do an access course because she didn’t quite get the grade in
sociology. This was because she had not studied it before but M did not feelstinadainit

she was not good enough for the access course. They wantedlbex Tec rather than an
Access course. M rejected this as she wanted to go to university and so instead she did level
2 and 3 in Care and an Al Assessors courses and completed the course successfully.

Then she applied for university. M was determined because she knew she had other
qualifications and decided she would do what she wanted to do which was to apply so, she
applied and got into Northcentral. She got in although she was not sure she knew there was
Learning Resources and she could study reasgly than back home. By this she meant that
there are insufficient booksack home in comparison M was determined to do well.

Initially, M wanted to do social work rather than social policy but ended up doira soc

policy as the social work deparémt did not accept her. She finds social policy interesting but
is wondering what job she might do.

M has an Assessor’s qualification for care work and remembers when she went for an
interview at Harrow College. The job was for a NVQ Assessor. Thereneasther

candidate who was a lecturer and M was disappointed as she was greeted by the interviewer
with ‘So who is the? She realised that she would not get the job and that perhapsdiee col
thought that it was too big a leap even though she wouldediwb very well. Now, she feels

that she is exploited in her workplace as she has qualifications and because of thigethey g
her extra responsibilities. She works for xxx whenever she can in xxx.

The topics she is studying are interesting, but she feels that she could learn mohe from t

class and did not feel that she can contribute a lot because of the way x is, because of the
teaching methods. If she asks a question, x will ask a question back in return when she is
looking for an answer. This put her off asking questions in class andpsttifig. She finds

out more by herself outside the lecture. For example, M wanted to see him for her
dissertation proposal but she thought that there was no point and that she would just try and
do it hers# and wait until she gets a supervisor whidl understand that English is not her

first language.M feels that she does not know that much about this country as she just came
and that x needs to understand this. M feels that she enjoys xxx’s classes more than anyon
else. She comes prepared and she knows what she is doing. She finds them really interesting.

M’s concern is with Learning Resources as people don't study there and they make a noise.
She feels it isn’'t possible to study there. Peopledthlthe time and continue even when she
asks them to stop. If students complain to the library staff they will not hetffhay ignore

them. So, after hetassshe just goes home and finds somewhere else to study. Another
thing she wanted to meati is that the library closes at 10pm which is early compare to other
universities such a the University of Hertfordshire which is open 24 hours. She firesa

quiet time to study, as there is no way she can study during the day.

Another significahthing for M is that she is now able to read the dissertation handbook. It is
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now clear to her at what she is doing although before this she did not know. She thinks
will be able to do the dissertation without any problems as long as she has the handbook.
Previously, for example, she did not know what to do or how to choose a topic, policy for
analysis or her dissertation.

She went to her tutor for the first time who said that she could not do her topic anddeddeci
she would not go and see them again until she found a topic, whatever grade she would get
because she did not get support. She did not know how to find a topic, but surprisingly she
was able to do this without any help or support and got a 9 for her proposal at the end of her
second year, which wasn't too bad.

M was excited when she was told she was to Hendon but she realises it was better when she
was at xxx campus. She could get help and support from the lecturers there, whagever ti

she neededHere, she feels socially excluddoecause she only sees the lecturer when

they are in class and that's it. They have locked themselves in their offices and they look

at you from afar. M wonders if it is like this at other universities or whether this is

Northcentral university. For exaoie, she really wanted to speak to x and he was walking
towards her. She was relieved when she saw him but he just looked at her and turned around
and so she wondered how she was going to get hold of him when she needed to speak to him.
She wishes she were aixx campusThings have changed and it is difficult to get help.

M tells her friends and family that it is a disappointing experience and that they sbould

even bother applying. Her niece was thinking of coming and she advised her to apply to
another university. At xxx campus she would have recommended anyone go there. She does
know not know where things are, while at xxx campus she knew where everything was
located. She used to use a lot of journals when she was at xxx campus but sheveannot e
locate a dictionary at Hendon.

Narrative summary, ‘Mona’ from group two (19/11/2009)

M brought an assignment she was working on for discussion because she was struggling to
resubmit it. She asked for a little help with it in order to help heerstand the question. She
originally completed the assignment two months before which was: ‘Critatigltyiss any

one recent piece of immigration legislation or policy document highlighting the main
measures including the extent to which it represegtsfgiant changes in policy.’

M says her feedback was really bad and she is aware that she definitely has to improve. The
whole assignment was poorly done. She says that the feedback stated this was because
English was not her first language but she fekshad a problem understanding the question
and M accepts this may be an issue and why she got poor grades. Sh&Satidaiothe

problem was not her English as she has been doing other assignments and has been getting
good gradesShe told hethe poblem might be that she misunderstood the question.

M feels that she ought to redo the assignment even though the lecturer did not suggest she
arrange an appointment to see her. M has not seen the lecturer or tried to arrange an
appointment to see her and decided she wanted to try and understand the finsé&tedare
making an appointment to see h&t.now understands the question is asking her to discuss a
policy or white paper to highlight the measures the government has taken in tackling
immigration control because in the first place policy changed to put measure in place 1
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people coming. M chose to discuss the Secure Borders paper and feels the emphasis
change of policy between 2002 and 2008 when the govt stated that refugee status should
become temporary whereas before people used to gain permanent stay once they gained
refugee status. They began to favour British interests.

The basic policy tries to reduce the number of people coming into the UK because they don
need thenanymore. For those granted refugee status, they will have to leave when things
settle in their country. They used to take people who have skills but now theresaaadier
people are graded. If you are from the first tier and qualify here at uniyewsityvill be a

higher rank, whereas if you are unskilled you will be at the bottom. They need pé&aple w

will benefit the country as well.

You also have to do tests to get things like citizenship to put people off. The Secure Border
Act is significant beause it did not allow people to come in any more. The number of people
whose application has been accepted has declined.

M reported that she did try hard to pick out the changes she thought might be key issues.
There is nothing positive about her essglye has been told she should attend classes for
people for whom English is a second language. ‘S’ did not offer M an opportunity in order to
book an appointment and to sit down and to see where she went wrong like other lecturers.
She felt like she was left by herself. M says that she finds it difficult but that sheyveitidr

do it. She has joined the class and hopefully she will have something to contribute when she
resubmits it. She felt like the bit she missed was the point of view of othdmsii®igiven 18
points wasunfair as she had tried. M went on to say that she can see that there is a
contradiction between the Home Office and the New Labour policy because there is no link or
communication and they seem to work quite separately. The change in direction from
welcoming people to controlling measures is significant. M has picked this out and the
assignment is 1750 words but can be up to 2000. She is also aware RS wants more
referencing to support her ideas.

M included the citizenship exam as a change in policy and says that even though she is
studying citizenship, she still has to do it if she wants to become a British citizémgingve
that that she is sufficiently integrated. M feels that this is a kind of segrebstiaeping
children out of mainstream education.

Towards then end of the tutorial, M comments that she thinks she did not understand
‘significant changes’ which is what she is unclear about. After some discussion, she
comments that the Geneva Convention was not used until recently for temporaryhath
permanent residence. It has been recently reinstated.

M likes reading but thinks she missed how to read critically. This is what she usedith d
Lecturer B: read a complicated text and pick out importantgoid asked VO for helpful
handouts and ends by saying that she did not expect VO would give her the chance as she is
such a busy person. She continues that she thinks VO is a very important person to her and
VO is able to connect things which M must bawissed in her childhood. M took the
opportunity to thank VO and she also remembers when VO said ‘It's not too late’ when M

had already given up on the sessions. This comment remained in her mind whiclsiewhy
tried to join a least a few sessions @thivere still running. M is in the library most of the

time and is available for future meetings.

Narrative summary: ‘Maisha’ from group three (01/04/2010)
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M did a Diploma in Tourism in xx in a college called xxx and worked in the industry for a vfike.

first came in 1994 and has stayed in the UK since. She had always wanted to come and see what the
UK was like and her grandmother lived here, although she was Kenyan. Her grandfathetisias Bri

and they have both since passed on. At the time of her visit, her grandmother convincedyer to sta

and she used to care for her grandmother who had had a stroke. In the process of caring, she began to
work for the social sector and the NHS.

For a long time M considered going to uni and doing a social work degree, but then at some point she
realised that she did not want to be a social worker. Instead, she wanted to work withddegope.

M feels it is more or less the same, but feels that she could relate more to Development bsea

she could go out to the Third World and work and give back to society whahey have given

her.

Northcentral and xxx have always been close to her home and she had to choose one of the two. At
xxX, they don’t do Development Studies and so she ended up coming to Naoahcédrthcentral

has been a good learning experience being a mature student. Maisha has learnt a lot ofitbimgs a
thing she has learnt is that she used to assume a lot of things. She now critiques ancaksbe's th

has to read a lot of stuff et the facts right. That’s the main thing she has learnt. This has changed
her as a person in terms of what comes out of her mouth and how she communicates. Shméas beco
a thinker in the sense that she thinks before she talks and has to get her facts right befote she st
throwing accusations or before giving ideas. She must have some basis for this.

She has changed in the sense that she reads a lot hand has done a lot of research. If theregs somethin
she wants to know about, she’ll go on the Net and look for books. Often she’ll be doing sgmethi

and then she’'ll just sit down and write. She does a lot of that. She’s the sort of persoiti siho w

down. She is that way inclined. She’ll write a prayer or write about how she feels anifresmet

how her life is and she is the sort of person who will go back and reflect. Funnily enough, the other

day she was going through her stuff and was amazed to discover stuff she wrote in 1984ewhen

came here. M was amazed just to reflect back and tryrternder what was going through her mind

and what was happening in her life and what drove her to writing. This is verytintptedook at

what she has put away and not gone back to look at for some time. Also, M thinks she has become
more inquisitive.

It's also quite challenging writing an essayiting is not easy. She probably writes more about the
things she likes and the things she knows about. She has learnt a lot during thegttsrebeyhas

been here. She has learnt a lot at Northcentral. She thinks her personality has changesiskebefo
would just not talk, just argue on the basis of nothing and stick to what she knows. Howevédre now s
is more laid back about other people’s opinions. She might not agree with them btg #tente
speakand explain their point of view while before she would just force what she knew on them and
keep forcing and forcing!

M is writing about gender, which is a topic she loves writing about as gender is crub&l to
development procesd.he ideas are thee and she knows what she wants to say but probably
what is most challenging is getting her ideas down and coming up with a cohergheme(?),but
her ideas are there She knows what she is talking about and she knows what she wants to say.

It's amazing as sometimes when she is asleep she-sgbiously awake and her mind is trying to
work. Sometimes she wakes up at three o’clock in the morning and she just gets ugsaddistar
stuff because her mind won't let her sleep. This has always beeasthebut not all the time because
when you have an assignment there is a sense of urgency. M feels that she has something inside her
telling her that she has to do it. On the other hand, if she is just coming for letttaresfie is more
relaxed because she doesn’t have those assignments to do at that particular time. I8sitenthi
she has an assignment or an exam, which is when these things start working, and she gets ideas and
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feels she just has to get up and try to write a passage. That'sheoworks and after putting
everything down and she later returns to it to do the structure, although, with gréatms, which is
7000 words and she is used to writing 3000 words, the challenge is trying to put her iée@snin ¢
places and makes sense of it all. M thinks she is getting there slowly and she thinkshératfor
the days move on and that is if she does try, things will fall into place but she is rat thfe [gerson
for whom, if she started a year earlier, things woulbditer. At the start she is not challenged and
feels the closer you get to the deadline, the more of a challenge it becomes and the itinim&.you
She is not sure but it seems to work that way for her.

She always produces something at the end of the ltfa hard for her to judge her own work and
perhaps someone else who has read her work could comment better thHao fagrshe has

managed to get good grades which is sort of positive feedback on what she has beeingdsuch

as structuring and shas always done well in that area. So maybe it's not such a big problem. Of
course, she would like to become a better writer and become more fluent at Englisliswiot her

first language. Sometimes she thinks of a word and what she is trying to say aret whetishe

says will come across in the way that you want and can become a challenge.

M speaks Swabhili which is the national language of xxx but M is not sure whether she dchalkdly

in Swabhili as it is not her mother tongue. Swabhili wesdominant language in the place where she
grew up but M has her mother tongue called Kikuyu, her Mum’s language. M did a bit df krenc
xxx but she cannot remember much of it. She thinks she-hdar§juages. However, she tries to
think in English because she feels that if you are writing in English there is no okmghin other
languages because if you are trying to think in other languages and then translattyititdideesn’t
make sense. M sees tinspeople from her countgnd sometiras she reads things they have written
and can see they have made the mistake of translating things directly. An examglevotikth have

to be a bit complex, with a bit of a twist in it, because if you just say ‘I'm goinghibrmvould be the
same. Sheannot think of an example, but it happens quite a lot.

M is taking xxx, which is the other xxx course, the xxwxrse Hercourss are very muclArea
Studiesand for her dissertation she is focussing on gendery much so. In her first year, she did

xxx and there were differeaburse in her first year. They were all different. She can remember that
she used to reference in the same way but it didn’t work for somsea and in the process she learnt
what was expected of her.

She finds it easieotput her thoughts and her references together and then put the reference at the
bottom. She finds it challenging to say: ‘so and so does that’. She tends not to do thatparid jus
them together at the end. For Development she has to reference taoigediveen them, but with

xxx you could put the reference at the end of the paragraph. The words are diffeBartial xxx

and you are learning things to do with the welfare state; whereas for xxx you&learning things

to do with other countries. She finds this more sometimes when talking to lecturer B, as he tries to
give her ideas; however, she can only associate him witiMiaedsm and Marxists and he cannot

get it when she tries to explain something in development terms. She will undeistard say,

yes, yes, yes, but it's quite different. In xxx you are mostly dealittgimternational organizations

like the IMF as well as dealing with the feminist critique side of things. Theraamg things which
change over time whereas with xxx she has found that there are many things to raléte fro
beginning to the end of the course. The mechanisms and the polices tend to form a wtgobsitcy
for xxx it is different and she is learning that it is mainly the First World and tiné World and

that the policies are made in the West, yet for xxx she is kind of learning aitaut &1d the class
system. For xxx she is learning about the cepémgphery, which is different.

With xxx, M was lucky in the sense that she worked in the social sector in this counsy simel
understood that the welfare state systempbtias much as she does nowrasst of her
understanding was it is based on assumptions and mostly she thought that the welfass shate
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benefit system. So,lven she came to start learning she found that there were many things that she
had probably come across and many thingsléde¢o what she saw in her dayday life. For xxx,

she is lucky as a mature student and being born in Africa as some of the things she is learning

she has seen in reality and so she is lucky that way. The new version that she is learning comes
from the West, but she is very much aware of what happens on the ground. She knows about
poverty, the mechanisms of it and how it manifgs itself but now she is learning more. As

mature student, she’s been lucky in this way and thinks that it's probably more challenging for

the young students who don’t have the experience and they have to think of it. M knows how it
works in practice to some extent.

In development, B talks about-opting xxx into it but it is still from within a different context. It's
different because you are talking about a third world context in terms of difteriéumtes and
countries but here you are just talking about the British welfare system. Of tiers are ethnic
minorities but it's still different because we have a welfare system here and yetay&sfu cannot
say that we actually have one, a functional welfare system. It's totally diffeezat tr is Asia or
South America for that matter. It all depends on the context from which you are looKingla¢ i
context is different bit it's all to do with improving the livers of the poor and thikgshat.

What M has found challenging is social research and writing about methodology because the
terminology is quite complex and you have to find out what each word means becausesyoot ha
come across it before. That's another thing that has been challenging, but M nthat gdyas been
good because she has had the opportunity to read more and understand it. She admits and
acknowledges that may be she does not know everything, but that she has a bettendimgersta

M has been lucky because her lecturers have been good and have been approachable. Bam particul
is very good and has made xxx Studies very interesting for M as the way she delilectuhes is

very good and she is easy to understand. She is very good at delivering the lectureesyssopte

can lecture and you cart there and not understand. They’ve all been good and helpful. She can’t
pick out one and say they’'ve not been helpful in any way. They've all been wonderful.



Appendix Five

The online dimension
Reflections on developing an online research strategy

To date, | have receivealfew brieftextsandemails from4-5 studentsand,so far,havebeen
unsuccessful in my attempts to initiaiey kind ofmeaningful online dialogue using emaih

my limited experienc®f conductingonline writing courses, susted engagemewan be difficult

to achieve. For examplel have run three-8veek online writing courses during the academic year
2008/9 and typically around 28D% of participants post regular, asaperficialcomments and
reflectionson tasks onlinel imagine this may be different when assessment and credits are involved.
Based on this kind of experiencajdcidedio postpone attempts to sep an onlinediscussion until
after | had a sense of who the group of research participants | would be working with feéri.
was important tohave some sense of who wassting messages in order to respond appropriately
online. This meant conducting initial biographical interviews with sufficfast years before online
discussions were attempted.

An apposite time for this seemed to be February 200@g efforts to set up thearallel research
discussion seminars with the first years. During the observation immediately hefoeséarch
meeting, | noted that all the participahtsad contacted the week before, had texted, emailed
phoned me to cancel that day or were present indhesdecture which preceded nggssion with
them. However, relatively soon after this tinomursedeadlines, school half term, snow and an
organised tp to the UN seemed teemorrhageny field role and relationship with participants. In
addition, my attempts to initiate email discussions after individual researchiemtewith Mary and
Vera have been unsuccessful.

Thus, to date, deciding on an appropriate online environment has been surprisingly complex and |
have considered a number of options summarised in Table Five below:

A summary of appropriate VLES options considered for research purposes

Option Pros Cons

1 - setting up a discussion in It's quick to set up and in  Postings will be visible to al

the university’s VLE using a theory students should be staff associated with he

closed group in the social  familiar with this VLE coursewhich will be

science course inhibiting for sudents and
will as create ethical
concerns because f this

2 setting up a discussion in Participants would feel less Postings will be visible to al
the university’'s VLE using a inhibitedas social science  staff associated with he
closed group in the English lecturers would not be able courseand as all students

Language & Learning to view their discussion (25K) are automatically
(ELLS) supporicoursel am  group. enrolled on theoursethere
associated with is a far greater number of

staff than average who are
associated with thigourse
so coursewhich will be
inhibiting for students and
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3 setting up a discussion in  No ethical implications in
the university’s VLE using a terms of confidentiality and
closed group in either the  anonymity

soc.science xxxcoursel am

associated with but

anonymous postings

4 - Using a commercial
discussion forum

5-Using an IBM forum Free, anonymous

(setup by my husband but
which | could then own and
manage

6 - Private discussion in JIS( Free, anonymous and

mail. After some negotiation, confidential and hopefully

| have received the go sufficiently distant from

ahead to set up a private  the university setting to be

group with xxx students onlyable to initiate a discussion
in the short term

will as create ethical
concerns because f this

After discussions with
technical staff there seems to
be no way of tracing back
posting to a named
participant. anoymous
postings would remain just
that.

The free ones have intrusive
and inappropriate
advertising characteristic of
social networking sites.

The ones that charge, that |
have seen cost a minimum
of £160 irrespective of the
number of students and level
of use.

The steps you need follow
to enrol seems extremely
labour intensive ah
complex to follow and
assumes quite a bit about
the computer literate CoP
you are attempting to enter:

Participants might give up
half way, as | did.

| intend to return to the possibility of setting up an online discussion with participahtsr second

year.
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Appendix Six
Entering the field narrative

This document outlines the process of negotiating institutionategers and entering the research field.

On June 10th ZWB | submitted an ethical clearance form to the Social Sciane&thics Committee (SSEC).
Prior this, | had had discussions with the Programme lead&ofial Policy who is one of the two lecturers
involved and gatekeepers for the project. He hadesspd both support and interest for the project and we had
had a number of informal discussions since the proposal wastsdas we work relatively closely. The
lecturer confirmed he would be happy with class observationkémtace and did not fesee any issue with

this from him or from the students concerned. Before submidsidsn sent the form to the Director of
Programmes and Head of Department to make them aware ofengions as they were departmental if not
institutional gatekeepers.

The old social science campus in North East London closedatlffiat the end of June and Faculty from the
School of HSSC entered a transitionary and unstable period Wweitexew accommodation was being
completed at the new campus in North Westdamin time for September. During this period, | became
increasingly concerned that | had not received an email acknawvhedg from the SSEC, nor from a courtesy
email sent to the Head of Department, a key gatekeeper, thh bredote. | decide to contatte Director of
Programmes and we met in temporary accommodation.

By mid-July 2008 the Programme leader was able to idetvtifiypotentially suitable social scienceurss.
The first year is taught by another lecturer whom | know ohlawe had veriittle contact with and the third
yearcourseis taught by the Programme leader. The Programme leader aigteksto the Director of
Programmes, responsible for a range of social science degreeissoes of gaining ethical clearance from
both Middlesex and Canterbury. Meanwhile, | make contact with thieyiearcourseleader who also
expressed interest in the project and who also at the time didresée any problems either.

Towards the end of July, | received an email from the DirexftBrogrammes who also sits on the SSEC. The
application for ethical clearance has been rejected. He wrote exgltirineasons for rejecting my application
in the first instance and concluded that: ‘In essence theatesethnography is not somethirat would be
likely to get ethical approval.’ (per. comm. ME 18/07/08)tekdt transpires that this is due to, among other
more minor objections, my use of the term ‘participalogervation’. | chose to refer to my field role as one of
participantobservation, rather than neparticipant observation, given as given my professional role within the
university. It felt unrealistic to view my role age of passive observation. However, the Commiigite
students on theourses would not be free to givaformed consent if | were also teaching them, which is how
the word ‘participant’ was interpreted. This was not in faetdase. | teatteach on a different third year social
sciencecoursewith the same Programme Leader and for whom the observat@esunproblematic. The use of
the term ‘participantobservation’ was to signal deliberately the faet tivhilst present in lectures and seminars,
observing and nottaking, it is likely that my presence may influerthe nature of the data collectedn fact,
there is field evidence showing that both lecturers and studemsfsth classes initiate communication with
me directly and regularly during observation.

Initially, this rejection felt like a significanes back as it seemed unlikely thatduld be able to observe
mainstreantoursa as opposed to more peripheral support classes, or as theugygasted by creating my
own classes: ‘... we feel that perhaps the best way for yowte@d would be via a series of parallel sessions
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outside of he lectures and seminars that form part ofcthese.’ (per. comm. ‘E’ 18/0708). The aim of the
research project is to explore changes students undergo asgoggteahe institution and its discourse
practices; and therefore observational data ondtadents interact with lecturers and other studsrdsntral to
an ethnographic study of this kind. Followitvgni¢ (1998, the focus is on a group of social science student’s
language and discourse experiences in their subject areas ratheritimg in skills or support classes only.
Nevertheless, | thank the gatekeeper, the Director of Progrenfiondnis suppa but | do not revise the
application form straight away.

Unexpectedly, at the very end of July, | receive an email fhenChair of the xxx Ethics Committee. He had
just been forwarded my original application which was sent tadin@nistrator in the middle of June: she had
been on extended leave. The Chair is positive and supportivbenefjister of the email is very different to the
one explaining reasons for rejection by the-saimmittee:

I've read the ethics form and don't see a probletm itvi However | was wondering whether Victoria hasn't
completed an ethics form in her supervising university@hich caselo we need one completed at xxX®
problem either way!l suggest that | speak to Victoria on my return from lesfter 18 Augist. (per. comm.
29/07/09)

| felt encouraged by the email.

The ethical clearance form was resubmitted with amendments b8eptgmber. Now, however, there are
delays due to staff and students adjusting to the new campuseaintpending campus induatidor new
students. | am aware this is a busy time for xaff stnd decide to make contact with the Chair diyesfter two
weeks.

While delays became an issue in terms of the timescale for daetioollby mid September, | felt unable and
unwilling to follow up the Ethics Committee members for a secomel &s | was aware they were key
gatekeepers and the project as it stood hinged on their approvadrtiiddess, after several emails and phone
calls | arranged a meeting with the Chair who waseagain supportive. He suggested the best way forward
would be for him, me and one other member of thecaubmittee, the Director of Programmes who rejected
the application to meet in order to work though the objectioreemdt is now mieOctoberand the start of
teaching and it proved difficult for three academics withedéht schedules to meet and, as a consequence, a
further three weeks were lost. During this time, howeveo, ihanage to meet with the Chair and he advises me
on ways in whicto amend the ethics application form. For instance, | athatpart of the draft methods
section in support of the application in which | describe myseliasng aQuasicovert participant

observer's role’ | was told emphatically to remove woed ‘covert’ as | would never get approval if it were
present in any of the documentation submitted.

After two or three meeting cancellations and subsequent resitgedhé Chair, the second member of the
Committee and | meet to go through thdaghclearance form and associated consent forms for distnibtatio
students. | was advised to make two further changes which wesxdlsion of participant observation in one
of the associated documents and to indicate on the form that therg#ekeepers to negotiate. Initially, when
first completing the form, | had not thought of my colleagues a&eggpers to my research or indeed students
as | already had a role within the University. Verbal approvalthes given by the Chair and | was esko
resubmit the application form formally for a secamde. It was now the middle of October and therEday
before reading week for botlourse.

Emails were sent to students explaining who | was, what beiag and why | needed signed conseoitrfr
them. | posted letters with Selfidressed envelopes to all students on tmtinses and also gave my contact
details, including mobile phone number, and although there wemaits or phone calls at this time, the
consent forms began to trickle in slowly. Both lecturers sigmeid tonsent forms without delay.
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Now early November, | arrange with the year one lecturer & the class and to distribute hard copies of the
information about the project and consent forms already sentdyamd by mail before | began observations
the following week. This was important as two or three studBdtsot have term time London addresses
entered onto the student record system. Contrary to my akipast this group seemed the more wary of the
two. Fa instance, one member of the group emailed me requestthgrfetarification:

| am interested but on the other hand curious about you been preseatof my seminar, thereforevould
like to know the purpose of the project and how badinefit me per. com. BA 1/11/09)

In contrast, the year three lecturer had a different sore melaxed approach towards gaining informed consent:
‘| did ask but no one objected’ (per. Comm. 22/10/08). Inddeat, laold him | had received verbal approval
from thecommittee and his consent form had been signed, he was happg forbegin observing and
expressed surprise when | failed to turn up the followingsweges | did expect you in the session today: didn’t
realise the bureaucracy dragged on’ (per. Con#fi®08). | was reluctant to begin as, despitdithe delay,

| had only had two or three forms out of 11 returnedjdneral the year one lecturer seemed less concerned
over the SSEC practices surrounding informed consent exprestea saypcommittee in July.

As a consequence of this informality, | began observing the thatsya week before the first years. After the
two-hour seminar, one or two students chatted and came ovéete Wwas seated. Some of the year three
group had been taught by me in their first and second yearsasReé about help with her project proposal
(MW) and apologised for not completing the consent form as shénbagtt that | was ‘just a student’ in her
words; a second (MG) told me that she would seek a tutotialmeé; and a third (DO) completed the form and
returned it to me straight away. Yet, another student @x@jessed interest but said that she was employed
outside the university and would participate if the project did lashowith this work. 1 as surprised as | had
expected the third years to indicate they werédotgy writing dissertation proposals at this time.
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Appendix Seven

Languages survey pilot
Rationale for language background survey

Street (1995, p.136) literacy viewed critical social practicewhich means that we need to take into
account the historical backgrounds and contexts as well as linguistic backgrounds wdeniisst

This may help us to locate our ss. lit practices according to Street

Languages & background survey- operational instructions

The class was invited to take part in a research project on Northcentral/Social Sciende’ studen
language use.

In order to find out more and understand which languages you speak write, when and to whom, |
would like to ask you a few questions about your background.

If you are happy for me to use some of the information you provide in future for atptesg then
please sign the consent form and add an email address. If you do not wish to take paid, yoen a
name and stient number but do not sign the consent form.

Please remember to put your name (later removed), student number anchestigileces of paper.

Part Two: Languages survey prompt questions
1. What languages do you speak?

2. When did you learn them?

3. When do you speak them?

4. How important are they to you?

5. How is Northcentral for you?

6. Is there any thing else you would like to say/add?
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Part Four: Survey findings from one participant

Sri LankanTamil, alsospeaks Sinhalese and English.

1styear Diploma Health Studies (pseudonywtgrch 2008 intake
Esollevel 1Literacy

Daughteratxxx [highly prestigious state school in North London]

Now naturalised and hamssport, interview days before interview

Tamil, mother tongue used exclusivelyhame

Also personal investment as language of children as theseatdo Sunday school ¥arite and speak
Tamil

Singhalese in school, language medium of formal education

Now only speak3amil with sisters and friends

Medium Englishacademic and strivefr languagesite ofstruggle and possiblsomefrustration and
shame in contrast with Tamil asofessionally expressed sens@uofle as she has the rolevedird
interlocutor

Unusuallylearntto write Tamil in order to maintain long distance relatiopshith then
boyfriendwho was inUK while shewas still in Sri Lanka.

Reflexivity - saysexperiences at Northcentral are fine and that people are friendly and supportive yet
she haslready failedvork due tdack of preparednessDoes this reflect our kationship
and/orhervaluing of education adaughter aprestigiougrammar (?) school in north London?
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