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Abstract

This thesis focuses on my work as a professional member of staff in one academic School in a
higherstatus UK university (Midtown). Specifically, it explores the process of tackling the
constraints to collaboration between professional university andragag&&ff through the

medium of action research and using the case and location of my work, widening participation
(WP). The research was motivated by my desire to understand why academics often appeared
reluctant to engage with WP work, and by my intemresiction researchs a mutually supportive
approach to delivering the WP agenda. The research, therefore, was inforawidiyesearch
principles of collaboration, eoonstruction of knowledge and action for social change and

involved me, and three academics.

There were two phases to the research encompassing two aspects of WP: access to higher
education (HE) i nsionslfoesecormarynschooldpartticpationemHE: s e s
during which phase the three academics experimented with more inclusive forms of pedagogy
when teaching undergraduates. Empirical data included: meeting notes, teaching observations,
lesson plans, sessi feedback (academic-tesearchers and pupils), research project evaluation,
co-researcher interviews and my research diary notes. Data analysis was thematic and based on
action researchrinciples and the principles of inclusive pedagogy. Insightsibed generated
included finding how pedagogic considerations are common to thinking about how to improve
both the access and participation elements of WP; and how four disparate individuals overcame
considerable constraints to evolve towards a collab@atective during theesearchMore

broadly, the research contributes to knowledge by furthering understanding of how university
based professionals and academics might work more effectively in partnership in arenas such as

WP.
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The researcinvolved atransformative process of surfacing professional and academic anxieties
and accepting the differencémathindered collaborative crodsundary working. Through

affording the time and space that was needed to address the institutional and relational
hierachies,the action research approgmovided opportunities to eproduce effective taught
sessions and understand what was needed to engage students at both the abeess and
participation stages. | argue that fE professionals whose work involves collaboration with
academics, pursuinggction researcprinciples opens communicative spaces, enabling mutual
learning and development across the academic/professional divide and developing more

inclusive and richer workig relationships which yield better outcomes for staff and for students.
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Chapter 1 - Introduction

Professional staff working in universities now compasgzeable proportioof the higher
education(HE) workforce, bringing with them extensive experience, knowledge and skills
gained in a range of professional contexts. While they are not primarily employed to contribute
to the core business of universitiggaching students and researthese staff ledhon areas

such as university marketing, studsaoppot and digital learning solutions. In contemporbify,

the expertise of professional staff is crucial to university strategy and operations, yet there are
often tensions when collaboration with acadestédf is required, caused by the prioritisation of
different agendas. This problematic institutional divide can impede worthwhile areas of
university work, particularly when collaborative approaches with academic staff are needed to

deliver successful oobmes for the university and its students.

One such area of worknd one in which | am a professional member of university staff, is
widening participation (WP). WP is a governméad policy which aims to encourage and

support students who face barrieraccessinglE. WP is concerned with three stages: access to
university; successful participation at university; and equality of outcomes in terms of graduate
prospects. It is generally assumed that prospective university students will benefit fronmgngagi
with academic staff during the access stage so that they can experience university approaches to
teaching and learning.o this end, academic staff are invited to deliver content for WP activities,

in the form of subjeaftastebsessiongor school pupilsWP professional staff are reliant on the
goodwill of academic staff to contribute to the university WP actiwtyile not having the

authority todirectand shapacademicontributions to elicit the best possibbgeriences fothe

school pupils.
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This thesis describes and analysesettierienceof employing action research to address the
processesvolved in working with academics in Wihiversity work Action researcls a form

of research which aims to enable collaborative]@ionary research processes. Each participant
in the research, whether they be an academic researcher or the résdgetf becomes a co
researcher, sharing ownership of the research. In this thisgratehow, by employingaction
researchthe activity of working collaboratively to create taster sessions for local school pupils
led to professional insights about WP warikd a clearer understanding of the barriers faced by
academic and professional WP staff in engaging with pedagogy for access and for partitipation.
explorethe challenges of undertakiagtion researchs a collaborative process with academic

staff asco-researchersand the enablements and constraints that helped to uncover knowledge

about usingaction researcfor this type of crosprofessionaboundary university working.

Thefirst chapterclarifies how | formulated and understood the problem of academic engagement
with WP for the purposes of the research. First, it gives a broad outline of the context of the
research, universitfWP work. It then explains my own position in the research @®fessional
involved inthis aspect ofiniversitywork, and the challenges | have experienced of wonkirtig
academic stafin the WP arena. Next, it moves to establishing the rationale for action research
before providing an overview of the phaseshef tesearch as they unfolded. The penultimate
section sets out the contributions to knowledge of my research and finally | outline the structure

of the thesis revealing the substantive findings.
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Widening Participation

Widening participation (WP) is @K policy-driven government strategwhich aims to address
social inequity for those groups currently undepresented iRE. In 2019/20 only 43% ofthe

most disadvantaged pugilsrogressed to one of the high tatriffritish universitiescompared to
20.9% of themost advantaged pupils (Department for Education1RQ@2niversities are

required to provide a range of measures to address this inequity, including a programme of
asprationraising and skillsbuilding activities for pupils in the most disadvantaged schools in
their local area. These activities are funded via the institutional budget for university WP work,
which also includes meattested student bursaries, and aimiatget,engageand support
prospective students whose social, persandiyral,or economic background could be a barrier

to their participation irHE (Bowes, Thomas, Peck, Moreton, and Birkin, 2013

TheHE landscape in the UK is made up of more tB8d universities or higer education

institutions (HEI) HESA 2021)%, including 163 Further Education Colleges (FEC) aseleral

approved providers (AP) which include specialist institutions traisingents in art,

architecture, performing arts, business and music, and faith colleges. The access requirements for
each course within each of the©2 institutions vary greatlyffrom 72 UCAS points for a

creative arts degree at an AP to 144 for an English degree at a reagamslve or selective

HEI.

Thttps://www.advancehe.ac.uk/guidance/equalitgdiversity-andinclusion/studentrecruitmentretention-and-
attainment/wideningparticipation-and-equality

2 https://explore-educationstatistics.service.gov.uk/findtatistics/wideningparticipatiorrin-highereducation

3 https://lwww.officeforstudents.org.uk/about/measuresf-our-success/participatioperformancemeasures/gap
in-participationat-highertariff-providersbetweenthe-most-andleastrepresentedgroups/

4 https://www.hesa.ac.uk/support/providers/providersubmittingdata-hesacollections

5 https://www.ucas.com/


https://www.hesa.ac.uk/support/providers/providers-submitting-data-hesa-collections
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Universities are broadly divided into two types based on their entry requirements; high tariff or
Asel ectiveod uni vdmrsxictriuead i ammgd luow vtearsii ft fi esr, al
the sector. Low tariff universities tend to focus on WP as access by encouraging a wide range of
students to apply for aretudyon their courses via accessible curricula and pathways (Rainford,

2019). High tariff universities tend to focus on diversifying their student population through

outreach designed to enrich and support disadvantaged pupils to attain the grades needed to
access their courses. In recent years initiatives such aegredoundation years have been

embedded in many high tariff universities, enabling students with lower grades to be supported

into the degree programmes of their choice.

WP work in universities

To date WP activity has focused abutreacld a term loosely used to describe activities on and

off campus with pupils from targeted schools and colleges or neighbourhoods. Outreach can take
many forms, including campus visits, subject taster days;hool study skills or curriculum

specific sessiws. Typically, outreach is designedanagedand delivered by professional

university staff, with academic staff contributing their subject specialism knowledge to sessions
as appropriate. There is a growing bank of data and literature which documeetslarades the

types of outreach activities delivered i hstitutions (e.g. Goragdsmith, May, Thomas,

Adnett and Slack, 2IB; Sutton Trust 2019 Joseph Rowntree Foundation 201Rajwa-Patel,

Giroletti, KarlidagDennis, and Lismore&017) or offers guidance and commentary on how to
undertake the evaluation of these activities (e.g. Passey, Morris and Waldmahl2BGQE

201Q Harrison WallerandLast,2015 HaytonandBengry-Howell, 2016).

6

7 https://www.jrf.org.uk/report/how-canuniversitiessupportdisadvantageecommunities
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However, literature on how successful these activities are in tackling fundamental educational
inequality or widening access to HE is sparse. Currently the findings indicate that early
interventionghatare then sustained throughdle school career have the most impact, as do
initiativesthattake place on campus, rather than in the school or college (Garalt@006

Moore, SandersandHigham, 2013HarrisonandWaller, 2017. There is also evidence that pre
application Summer Schools have considerable impact (Hoaifédann, 2011 National

Strategy Interim Report 2083Sharp, 2018 The inconsistent evidence base for WP means that
there is no directive about tiheost usefutype of contribution academic staff can make to
initiatives, nor any specific guidance about the most effective ways in which professional WP
staff can work tesupport academic uptake of this area of university work. As a result, university
WP teams rely on the goodwill and commitment of academic staff who are invested in this type

of university social justice project work.

It might be assumed by universitiestthaademic staff will engage with outreach activity, yet,
despite the introduction of Access and Participation plans (ARRich universities qualify

how they are increasing their numbers of students with barriers to accessing HE, there is no
single WP frameworkhatcan inform or qualityassure academic staff input. This leads to
complex interactions between professiond® and academic university staff. WP work is
managed and delivered operationally by WP staff but is usually reliant on the disciplinary
expertise of academic staff, a depth of knowledge the WP staff are unlikely to have. WP staff
hail from a range of backgunds including youth work and teaching, so typically have the skills
and knowledge with which to manage and engage groups of school pupils, which university

academics may not have. WP staff are enacting a sewterpolicy which is the bread and

8 https://dera.ioe.ac.uk/17401/1/Nationaktrategyinterim-report-January2013.pdf
9 https://lwww.officeforstudents.org.uk/adviceand-guidance/promotingequalopportunities/accessand
participationplans/
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butterof their role and remit. Academic staff are engaging in WP work voluntarily as an

addendum to their teachinggsearchand administrative roles.

The positioning of WP policy within an institution is key to academic engagement in this type of
university wak. Institutional responses to the WP agenda impact on the role of academic staff in

WP, with some staff engaging with WP outreach activity as an act of social justice and others not
perceiving that it is necessarily within their remit. While, on the @malhinstitutional guidance

for the coordination of WP work addresses pro
good practice for academicso as fAoutreach sel
(JohnsonDanvers, HintorBmith, Atkinson, Bowden, Foster, Garner, Garrud, Greaves, Harris

and Hejmadi2019,p.3). As a result, professional WP staff are anxious about providing feedback

to academics about tlygiality of thecontent or structure of their contributions to WP work as

this may cause offence and potentially alienate the academic from future padticipati
My position in the research

| work as a Widening Participation manager within an acad&atiool in the Faculty of Arts at

a high tariff UK university which is part of the Russell Gr8ugf universities. For the purposes

of this thesis, | will be calg this universityMidtown University Previously | worked as a

secondary school teacher and then as a manager of regional education projects for vulnerable
young people and their families (young offenders, excluded pupils, school refugerstag
voluntary sector. My interest in those young people who were challenged by their circumstances
began in the classroom and was the subject of my Masters disséttatimneventual move to

working with schoolpupils and developing initiatives dgaed to inform them about university

10https://russellgroup.ac.uk/about/owuniversities/
1'Webster, T.D., 1996low Can Drama Benefit Disaffected Pupils in Sch@disters dissertation, University of
Birmingham).
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and the opportunities open to them was a comfortable progression in a career focusing on

educational disadvantage.

My background as a secondary school teaahsistane in building positive relationships with

local sclools and colleges in my WP role, but it has not provided me with prior experience of
engaging academics to work in this area. As a WP professional | am a university administrator
and therefore am not viewed as having expert knowledge. My role is to enagsity policy

pertaining to fair access and, although | may perceive this to be a socially just endeavour, it is not
the core work of a university. One of the key challenges | face is recruiting academic colleagues
to deliver sessions &choolpupils and | am reliant on the few colleagues who regularly commit

to doing so. For example, in an acadeBuhool comprising 120+ academic staff, only 20 (16%)
would patrticipate in any one year, the majority of whom came from the teacuinged, rather

than the research and teaching career path; a small distinction but one which demonstrates the

nested hieratdes within what is an immensely hierarchical sector.

To encourage academic staff to participate in WP widrkye employed a range of strategies
attending departmental meetings, appealing to individual heads of department, publicising WP
events and praising contributors via internal bulletins, reporting on annual progress and
outcomes, sharing national and institutional W&a,and offering to collabrate with colleagues
where an outreach element might enhance their research project or constructively feed into it.
This has had occasional effect but there remain only a few academics who commit to WP year
on year. One of the biggest challenges has besing myself heard. Despite my previous

career, spanning more than twenty years and including teaching, management, consulting and
training, my lack of academic status can mean that my sphere of influence is limited and

limiting.
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My experience ofenterqn t he uni ver sdattadeent tor wamepaedidn é n wa
for. The academiadministrative hierarchy was something | found challenging to navigate. | was
conscious of wanting to engage with academic colleagues on an equitable basis but equally
aware of my lesser academic qualifications and lack of expertise in any single field. | felt lacking
in the face of academia and my confidence and conviction suffered due to my sense of

inferiority. In addition, | struggled to understand why there wagtappetite for an area of

work thatprovided the possibility of transformative experiences for those young people most in
need of additional support to access HE. Before | started this research, | had no knowledge of the
barriers to academic engagermienWP work butsuspected a lack of interest or altruism. | had

little awareness of how regulated and lacking in autonomy my academic colleagues felt, nor that
there was such a resistance to what they experienced-dswappolicy initiatives, such as WP

work.

Rationale for action research

Engaging with researdhatis based around collaborative action and focused on achiewing co

operative change, made sense for me as a practiiesearcher. The research | wished to

undertake was rooted in my practice and the chgéle | faced daily. | was keemlbe
Aaddressing issues of i mmed20a3ps&0).Morathanthia,d i n m
the notion of making a link between research and practice would marry my WP work with an

enquiry into how this work was enactadd could be improved waseagerfor the research to

result in action and change in the ways in which | workikd academic colleagues. Rather than
gathering qualitative data through interviews or surveys to gain a broad perspective on academic
mindset towards WP, | wanted to work with academic colleagues to explore and understand their

process of preparing for WWtaster sessionSignificantly, | hoped that linking the practical with
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the knowing or theorising, would help to promote a deeper understanding of WP work and

thereforeenable me to harnebstter academic engagement.

Action research is designed to exama problem in everyday practice and, through collective
action and reflection on that action, resolve the problem or achieve a common understanding on
how this might be achievediction research is a wide disciplinary fielMhich also includes
educatioml action research, practical action research, participatory research, all of which cut
across disciplines and are employed in a range of community, educagianisationand health
settings Action researchers come from many different backgrounds amduct their research in

a range of contexts, from teackresearchers who saiéflect on their classroom practice to
community members working with researchers to explore and remedy a social problem. Working
coll aboratively, tihveelayi m nivse stthiagta tteh et30@08fii cro | ol wenc

p.49).

At first the research was focused on my desire to explore and understand a more collaborative
way of workingwith academic staff to design and deliver taster sessions for events with local
schools. | was motivated to develop a successful and mutually supportive approach to delivering
the WP agenda, driven by the fact that | have no authority with which totracadiemic staff

invited three academic colleagues from different arts disciplines to participateeseaochers

in the research projedt sharethe experience of planningesigningand delivering a WP

session through the action of doing so smdngage icollective feedback, reflection and

discussion about the actiomhich was underpinned by principles of collaboration, co

construction of knowledge and actifor social change.

These three principlegrovided a template for the way in which | wanted to conduct the research

and adhered to the professional ethos of transparssspectand integrity | have always tried
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to apply in my work and career. The notion of collaboration and-gbostructiorof knowledge
provided the potential to explore and even lessen some of the differences and tensions between

academic and professional staff. Explicithgtion researciemands that you reseamith

others; researcher becomes subject, and subject becoenese ar cher : fiResear ch
with each other, not by researcher s, 19 ot her
p.8).

My role in the research was that of an insider researcher as well as lead researcher. Although in
the first instanceny focus was on how my e@searchers approached tastssgmsjn the spirit

of action researchalsoneeded to examine my own motivations, behaviours and reatdioms
research as it unfolded@he learning of and about my-tesearchers was needed to enlighten my
understanding of my professional conduct amgthermy approach to engaging academic
colleagues iWP work wasas enabling as it could b€he flexibility of action researchs a

process provided the opportunity for me to reflect on my Aattetedresearcherole

throughout the research, as wellagvide an alternative lens through whichrterrogate my

professional role and the knowledge | both brought to the resaadctook away from it.
Overview of the researchdesign

The researchadtwo phases. The first focused on the original research problem, WP work or
university access and comprised two university taster half days for two groups of school pupils.
In this first phase we worked as a team of researchers. The second phase fotused on
emergent concern of my gesearchers, teaching undergraduate students, or university
participation. In this second phase | worked with eachesearcher individually to explore their

classroom issue.

Phase One (Access)
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In phase one, | recruited tlracademics (whom I shall calbward, Paul,andSarah as my ce
researchers. The focus of the research was on the process of desliginregng,and
evaluating taster sessions for two groups of school pupils and the challenges arising from
engaging irthis process. These taster sessions were part of a ragnuilarsity tasteievent

targeted at Year 9 pupils.

| wanted to include the voice of the school pupitslwaseagerto provide an opportunity for
dialogue between the academics and the pupilsavitew to promoting mutual understanding.
Traditionally, written feedback from WP sessions was provided in summary or a filtered form,
for fear of alienating colleagues frgparticipating in the future. Engaging the school pupils in
interactions during the taster sessions, | hoped, would provide an immediate form of pupil
feedback for us as a research teBgnprioritising pupil voice in this way, we would be making

the time b listen to what was being said, even if critical (Hadfield and Haw, 2001).

The fieldwork in thidirst researclphase comprised one reconnaissance or introductory session,
two planning sessions, one review session, two taster half days and an evaluation session. The
delivery of the taster half days took place in the same week, with the review session scheduled in
between. The caesearchers observed each other's delivery and we all made observation notes
which, along with written feedback and verbal questions from the pupils, served to influence any

changes each emsearcher would make before the second delivefydbgl

This phase concluded with an evaluation meeting at which we sharegperience of the

research to that point, reflected on learning and discussed the impact the experience had had on
our thinking about developing taster sessions for schoolguugy ceresearchers raised

guestions about a second phase in which all three were keen to implement some of the learning

they had taken away from this first phase.
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Phase Two (Participation)

The second phase of the research evolved from the experiemecfioét, with all three co
researchers keen to continue with #loéion researcprocess to explore issues they were
encountering in their own undergraduate teaching contexts. During this phase | worked with
SarahHoward,and Paul individually, to suppiathem in adapting their classroom practice or
introducing collaborative initiatives with students, informed byl¢aening,and reflecting we

had collectively shared in phase one. Eachesearcher had a different problem they wished to

address to impnee their own teaching experience and the experience of the students they taught.

In this phase | worked collaboratively with eachresearcher, following their agenda for

change, and providing ideas, feedback, and challenge on their plan of actiomvédleseh co
researcher once and provided observation notes which we discussed together. | also offered each
co-researcher the opportunity to observe me teaching. Once the individual delivery and review
was completed, we met together as a team of researtchevaluate the two research phases.

Finally, I interviewed each individual e@searcher on their experience of the process.
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Contribution to knowledge

Sectorwide knowledge

This research adds to the field of WP literature by increasing our understanding of the constraints
academics face in committing to and participating in WP work. It contributes to the fidk of

by exploring the ways in which the structuredd& can consain knowledge sharing across the
academifadministrativéprofessionadivides in university projects such as WP. It also

contributes to a greater understanding of the challenges ofarding researchs an approach

to research itHE and howaction researcprinciples can help to positively reframe cross

boundaryprofessional relationships in universities

Local, institutional knowledge

One of the constraints to working collaboratively with academic staff has been the lack of a
robust evidene base on which to draw. As a result of engaging in this research, there have been
multiple internal platforms on which to share the evidence arising from our enquiry, including a
practicebased workshop for academic staifid a Faculty of Arts WP symposium showcasing
ideas and research from professional staff as well as academics. Within my School and Faculty
roles, | have drawn on the theoretical knowledge of inclusive pedagogies to enhance our
equality,diversity,and irclusion EDI) work with particular focus on pedagogy for participation.
This has led to highly successful studkatt initiatives which are positively influencing a culture

shift in the perception of student voice in curriculum evaluation.

Personal, profesional knowledge

A key personal gain has been my evolution as a scholar and the developbejiséthat | have
something to contribute to the knowledge atkamiion researcphrocesses, collaborative working

in universities and pedagogies for accessfangarticipation. A historical tension has existed
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between WP professionals whose knowledge is based on undocumented-pesstte
experience and academic lecturers whose knowledge is developed and rewarded through
documented researdBngaging with thery has enabled me to have the language with which to
talk to academic colleagues knowledgeably and has emboldened me to confidently challenge

colleagues on issues of pedagogy and student support.
Structure of the thesis

Chapter two examines tlfield of literature pertaining to professional roles i& With specific
reference to WP professionativersity staffand WP worklt explores the constraints and
enablements to crodgmundary collaborative work in universitiesnploying literature fromthe
UK and the US to explore the issuesdotlaborativeWP and outreach work. Finallthe
chapter reflects on thgap in the literatureNVP professional and academic staff working

collaboratively to develop WP work.

Chapter three positions the research methodokghign researchas the most appropriate

choice for a social justice issue such as WP. The chaptianes thebroader fieldof Action
Researchlt then reflects on the ethical challengesction researgtbefore providing a detailed
research desigandsummary of the researghocessThe chapter concludes with an articulation
of the principles of collaboratioep-construction of knowledge and action for social change, and

how these will be employed as a conceptual lens for the subsequent empirical chapters.

Chapter four reflects on the principle of collaboration in our research. It explores how
successfully we @re able to enact this in the context of our ralelsitionshipsand
preconceptions about each other. The chapter describes and analyses the enablements and
constraints to collaborativesearchin particular professionaland politicalhierarchiesyoice,

ownership of the researchnd agencyit draws on the professional roles in HE literature to
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exemplify the challenges of collaborative working in universities. Finally, the chapter introduces

the second principleCo-construction oknowledge.

Chapter five reflects on the principle of-construction of knowledge in our research. It explains

how caconstruction of knowledge is interpreted in this research project and the six principles of
pedagogical practice whidrhavedevised andisedas analytical frames. The chapter then

describes and analyses the enablements and constrairtsanstruction of knowledge, using a

case study approach, with each of the four researchers positioned as an individual case. The six
principles of pedaggical practice and the inclusive pedagogies literature are employed to reflect
on each case or researchero6és experience. The

chapter Action for social change.

Chapter sixdiscusses the challenges of achieving change thractgin researchnd exlores
how our research was able to take action for social ch&irge.using reflections from all three
co-researcherghe chapteexamineshepoints inthe research at whiathange occued how
sustainable that changeaisd where change did not occwha impededt. Drawing on the
action researchnd professional staff literatyrine chapter reflects on the enablements and
constraints taaking action to change our relationshipmsesand practices in HE. Finally, the

chapterintroduces tk final concluding chapter.

The seventh andoncludingchaptermprovides a finatliscussion of the research findings and
process and outlines the contribution to knowleahgele by the thesigirst,the chaptere-visits

the issue of academic engagement in university work, reflecting on the insigatsitime
researclprocess providedNext, he chapteconsiders the issudisatconstrain and enable
collaborativeuniversitywork, such as regulatory processes, vertical and horizontal hierarchies

and the marketisation of HE, and how these can be challenged by engaging with approaches such
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asaction researchlhe chapteconcludes byaisng further questions about how creative and
autonomous spaces such as WP university work may become increasingly regulated due to the
APP, and howaction researchight provide an alternative perspective on developing university

partnership working.
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Chapter 2 - Professionals and Academics in University Professional Work
Introduction

In the previous chapteiintroducedthe challengeof working as aVP professional member of
staff with a remit for fair access to universignd the difficulties | faced in engaging academic
coll eaguesd interest in and clbaneoutliinedrow,t t o
duringthe process of working closely with academieresearchersye encountered a range of
enablements and nsetraints to collaborative working across our professional boundaries.
Employing a action researchpproachye were able tgurface these thring compémentary
knowledges to the development of taster sessions for school an@ileminars for
undergradatestudents anthvest time in reflectiomnd evaluation of the skills needed to teach

inclusively for access and for participation.

This chapter comprisesliterature reviewfocusing oncrossboundaryprofessional working in
universities.Thechapter is in two main parts. The first paaviews the field of literature
pertaining tgprofessional staff in B, thar evolving role and status in universiti@sd theissues
of nomenclaturemorale,and valueln the seondpart | reflect on @amples of successful
academifprofessional staff collaboration in university woAs part of this) review the
literature about WP professional university staith a particular focus on therole and
function | explorethe constraints anehablements to collaborative working in the WP arena
bothin the UK and the US literatusefollowed by a summary of the examples of successful
crossboundary WP workEinally, the chapter identifies the gap in the literatuv@
professional staff working collaboratively with academic staff to enable fair access to and

participation at university.

t

hi
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The role of professional staff in universities

Professional staff in HE is a small but growing field of literature, in line with the emergence and
evolution of professional staff remit and rolesimversities Since the mieBOs and in response

to the managerial direction required of universities ube marketisation of the HE sector,

there has been a significant shift in the professional support staff role and a marked increase in

the numbers of professional staff employed by universities in the UK and elsewhere (Ryttberg

2020). Universities havgrown their professional staff roles in response to the growth in student
numbers and the needs of this increasingly diverse student body (Frye and FultonT 2€x20)

is evidence in the literature tha&ere has been a move away from the binary uniyestaff

model of academics (who were responsible for research and teaching) and administrators (who
were responsible for providing a service), to a more complex, highly skilled workforce of

professional support staff, fulfilling a broader range of fumstiand requiring greater

specialisms of skillsscopeand remit (Mclnnis1998).In the UK, Whitchurch (2008, 2009,

2010, 2015) has had significant influence on our understanding of the range of boundaried ways

in which professional university staff intat with each other and with academic staff, giving

rise to the idea of a Athird spacedo professio
explored the place of professional or administrative staff in university policy and academic
literatureandei ned the term Ainvisible workerso to d

therein.

There is a broad focus in the literature, examining professional staff and policy initiatives
(Baltaru, 2019), tensions between academic staff and professional stafh{#/] 1998 Frye and
Fulton, 2020), issues of identity and nomenclature (Szek2d84 Whitchurch 2008 Burke,
2013 Schneijderberg Merkator, 2013 Bossu, BrowrandWarren 2018, morale and sense of

valug (CleggandMcAuley, 2005 Szekeres, 201 Kehm, 2015 Ryttberg, 2020), gender issues
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(StrachanBailey, Wallace and Trou013 SimpsonandFitzgerald, 204) and collaborative

work with academic staff (Chanock007 Whitchurch 2010 PourshafieandBrady, 2013

Roberts 2018). Discussions about professional staff in universities also feature in literature about
thechangingole of academic staff in universities.¢.Rhoades, 1998%Rhcades, 2012). In the

main, the literature is written by academics; exceptions to this include a study by Chanock
(2007) who draws oherexperience of working with academic staff as an academic developer.
For the purposes of thissearch, théocus of this review will be otwo key issues for

professional stafivhich have contributed to the rationale for the resepraject:nomenclature,

morale andralug and collaborative or crogsoundary working with academic staff.
Nomenclature morale, and value

Alongside the evolution ahe traditional administrativeole has beea developmenn

language used to refer to professional univesifyportstaff. Reviewing the range of labels

used to describe university administratoadleaguesBossu, Brown and Warren (2018) found

the nomenclature to be varied atainplicatedIn Australia, staff are divided into academic and
professional staff, with professional staff including managers, specialist staff simiagsand

technical staff andolleagues ul f i | i ng student suppfoncttonsor adm
with no distinction between these groupsdigzes2011).In the UKand the UShe generic

term employedor all categories of suppostaffi s fadmi ns s ppatiitwhient ah &l o
offers little clarity as to where and how staff are deploadsu et asummarised that the

Adi st i nct bemme thata primardylthfough the award under which one has been

e mp | oiy.evbether you are academicpsofessiona(2018, p.4).

12 National Committee of Inquiry into Higher Education (Great Britain), 1997. Higher education in the learning
society: Report of the National Committee. The Committee.
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The definitions are often established from a deficit perspedbvexample academic and nen
academicthus deriving status from what the staff are not, rather than what tad3icersqill,

van Barnevald anBearfieldfoundthat f staff werein ot one of the three ty
academiclassification, they are classed as having aamana d e mi ¢ ¢ (1998,81).f i cat i o
Other terminology employed for professional support or administrative staff includes general

staff, university administratomnanageror administrative staff (Sebalj, Holbrook and Bourke

2012). Sebalj et dbund, in their survey of ovel90 Australian oiversity staff,that theterm the

highest percentage staff chosevasiiuniversity administratay; with finon-academic staéf

unsurprisingly, the least preferred descripktowever there werealsocomplex gendedand
stratifieddecisionmaking processeas play, with male staff prefelngt he t er m fimanaager
Aadmi ni strator 0 an dptisghda tb fefewtheanbelveasasg her degr ees

fadmi ni.strator so

This confusion and proliferation of terminology hamificationsfor how professional staff

pereive themselved be valuedvithin the universityln herliteratureand policy document

searchto ascertain the iddity of university administrative staf§zkeres (2004) writes about

howthe staff describethemselvesa8t he 1 nvi s i bon evisitingth&field seven a n d
years laterfound that thiself-perceptiorhad not change(®011).This perceptions partly due

to the historic positioning of professional support staff wi@otlinson in her doctoral study

examining the experience of universitynaidistratorsfoundled toastrugget o A caocht e st
resist their categorisation as racademic” (2006;.1) anda demonstration dhe perceived

power wielded by academic staff wh@ academi c credi bil icdthe Aenabl

anddonacademi6the research administratorf006,p.7).

The role of pofessional support staff and the inherent tensions have been examined from the

perspective of role overla¢hneijderbergnd Merkator, 2013) or what Collinsoefers to as
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Ar ealmbi guouso professional identities (2006) .
administrative functions become blurred as workstreams converge and this has given rise to what
Whitchurch refers to as the third space professional (2008).iBgvrofessional support staff

into three categories, Whitchurch describes stafbas u n dogaled within a specific function

or area of the universityi ¢ r-lo @ $ n d aawareeofitideir location but having the negotiating

skills to work beyond that to develop strategic advantage d A u n btlatis) ltheng a

disregard for the professional boundaries in place and focusing on broad, urivatsity

projects, drawing oexternal experience and contacts (2G0883).

Thechangeinstafi f r om a wo r-l&vél dericalevorkefs tolhighdevel

pr of e s bas accuaddosraéspond teheincreased accountability, market positioning and

evolving body of studentSzekeres2011,p.6). Despite this growth of responsibility and profile

in HE, Clegg and McAuley2005)report that professional support staff are not always invited to
contribute to decision making. Examining the positionality of middle managers in HE, they

found that when universities did not include professional staff managers in decision making and

prod em sol ving, the manager s Stekeleg200d)anlherenat ed a1
literature review of professional stafbundawidespread sense fdeling taken for granted by

their academic counterparexpressed as the sensethayiiar e t he ones | eft su
student experience wh e n p683) &he sugygestsshe drmassian ofl e f t t
professional support staff voice in the literature needs to be remedied, especially as their skill set

is more developed and their role in HE is now far more visible.

Conversely, Mclnnis (1998), in his national survey of professional administrators in 18
universities in Australia reports that, overall, professional support staff morale was higher than
that of academic stafffhe exception to thiwasfeeling appreciated by their academic

colleagues, with only 28% of administrative staff reporting thatioglships with academic staff
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were fAgenerally positiveo (pl67). This is ¢
she calls OHEPROS®6 (the new Higher Educatio
staff she interviewedomplained abut a lack of appreciation for their workhe literature

highlights thecomplexities ofprofessional staff roleand thdack of clarity regarding their status
within universities These factors inevitablgontribute tevards a environment which is not
conducive tacollaborative workingWhere staff, both professional and academic, feel under
valuedor low in moralethere is likely to be mistrust and suspitihat thebthebis part of the
problem.It is evidentwhy equitable university workingelationships in pursuit of genuine

collaborationare fraught with difficulties from the outset.
Collaborative working with academic staff

Due to the increased student numbers and the increased burden of work this bringseasny
of university work have seen an overlap between administrative and academic fields of
responsibility,and this can cause tensions (Kehm, 20IBijs tension can be seen to be
connected t@onfusionabout staff roles and responsibilities. Gordon and Whitchurch (2007), in

their literature review of the evolving nature of academic and professional staff rblEs in

describe professional support staffacademnde
wor ko in which professional support staff i
academic wor k, internal Cc 0 n sWhere thegerisairole®r a n d

remit overlap, the hierarchy originating in the tradiibbinary divide can emergehich is

counter to harmonious working relationshipsr examplgin the field of teaching, multiple
stakeholders (e.g. academics, learning technologists, academic skills developers, librarians) play
a role (Schneiderjberg amdlerkator, 2013). Pourshafie and Brady (2013) recount a failed

attempt to bring together academic skills developers and academic statfégetop a module

which resul-aeadd eanchindi.e skiisbase), notviewed by the academic

or

n

rt

n h

e X
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staff to be at t he deadhiegié¢. eontenbased @ subseqentr facade

breakdown of communicatioand the collaboration being abandoned.

Professional and academic staff barriers to collaborative working@aged by hierarchies and
assumptions on both sidgShHanock2007). Writing from the perspective of an academic skills
devel oper, Chanock identifies the notion of i
teaching and theoryractice. She reports that a collaborative approach is hard to achieve when
working with academic staff indoenthé Jeboad blitdaest me m
not expect tde informedb y i t OMc(npisIPRB) found that this becomes paiticly

contentious when academic staff and professional support staff are required to work together in

what have traditionally been perceived to be academic domains. He reports that the increasing
influence and remit of professional support staff had atilgpand negative effect on academic
staff and reports a new | evel of MAundethel ying
old perhaps losing ground in authority and status, and the new making strong claims for

recognition as legitimateparte r so . (p171)

The displacement felt by academic staff is hardly surpridiinge and Fultor§2020)report that

the growth of professional staff outweighs that of academicwtaéh contributes to giew that

there isa professional staffibloaid (Rhoades, 1998Baltaru (2019) reports that the increase in

numbers of professional staff can be linked to policy initiative targets irmhgrowth of these
professional universityoles is designed to relieve academic stéfidditional duties regarding

for examplestudent suport or staffdevelopmenthowever, this strategy is not always
successfiywith conflicts arisngwh en academi c staff #Afeel that t
due t o HEPRKehm 2015,px05)t Colkns(2012jargues againshe plitical

demand for wuniversities to sepearchdparticelalgithea i me on

arts and humanitigs and undert ake (etonomic rétwninestichd conteatc t i vi t )
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professionatolleaguegemployed to embody and enact these political goals are likaljetoate
academic staffin the case of WP work, WP professional staff are employed to manage and
deliver a programme aligned to thational policy and the institutionstrategy. Requests for
academic staff to contribute to this programeraasend confusing messages about with whom

this workresides andrelikely to alienate academic staff rather than entice them to participate.

This poses a challenge farossboundary staftollaboration Whitchurch(2015)in herstudy of
administrative stdfin the UK, the USA and Australi@xploedthe tensions between the

political HE backdrop and the demands of academic rese&caldemic resistance to the

increasingly political climate manifested in a lack of collaboration with their professional staff
counterpartswho report finding the HE ethos impenetrable and experience feelings of isolation

and frustrationandfindingtheyhad t o fAforce their wayo into me
heard p13).In the more than 60 interviewesnstitutingh i t chur choés study, prc
talked about the different rhythms in professional and academic work and the need to be

sensitve to this The professional staffiscovered that they were more likely to gain respect

from their academic colleagues if they stood their ground, even on contentioug26d1t)s

Drawing on Bhabha (1994), Whitchurch describes the stagdsrity construction in cross
boundary working as contestation, reconciliat
conflict and di ff er enc eTheraauleis adlurdng of professiongp ar t o
boundaries between the roldsagademic staff and professional staff, which requires
professional support staff to work in an fAexp

even dangerous ,28008p3&p ( Whitchurch

Summary of literature on professional university staff and collaborative working with

academic gaff
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The challenge to professional statfademic staff collaboration is rooted in issues of power and
reinforced by policy; londneld traditions of a binary staff divide, the suspicion of professional
supportstaff impinging on academic domains and institutionally driven and conflicting

academitpr of essi onal staff priorities. Chanock no
means of Dbringing us intp@78dhe & adneediioa aphbrvoef nessastiio
support staff, such as WP professional staff, beginning and maintaining these conversations
would require them to be able to fAus.eandl anguag
being able to hol d t hehurch2@8m386). Thissnfiltcation iatm ar e n a
the academic arena demands a significant amou
huge investment of time and energy, and you h
Whitchurch 2015,p.5). For WP professional staff, working within a domain which calls for

coll aboration and innovation, there is a nece
staff, aswP pr of essional staff need to serfacesoattuned

shaping new fields of pr 200063 Kehma0l5,pd@5).i vi ti es
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WP professional staffin universities

Having discussed the challenges of professional/acadmitéboration and the difficulties
created by role overlap, low morale, and conflicting priorities, | will now exathméeld of
literature pertaining specifically to WP staff in universitieesearch exploring the identéyd
role of WP professional staff in universities is absent within the wider literature on professional
staff in HE.Exceptions to this includRainford (20172019 who has exploredhow the personal
experiences, backgrounds and motivationg/éf professional staffifluence how theynterpret
WP policy, and Burke (2013)vho engages theoice and experiences pfofessional WP staff to
highlightthe personal and professionaiallengs of delivering an agenda of fair access
marketsed, economicallynd targetrivenHE contextHudson and Pooye(2006) and Hudson
(2019) explore the role of WP professional staff in terms of their developitneaiming,and
potential contribution to informing WP practid&hile the voice of WP professional staff is
promotedby Rainfard, Burke, andHudson there isotherwisea scarcity of literature writteby

WP professionalabout WPpolicy and practiceHudsons u mmar i ses t he fi el

d

a

absence of any attention to widenipl@9.Prerticip

example is;a practitionefresearcher account déliveringa WP agendaco-written by three WP
professionaktaff and an academic colleague (Gazeley, Lofty, Longman and S2Q4i&).In
addition,the field includes the work of Hayton, a university Director of WPQ wiites about
the processes of enacting WP policy (2015) and draws on Bourdieu (1986) to develop a
framework with which to evaluate WP practice (Hayton and Behignyell, 2016). As a result
of this dearth of literature focusing on WP professional statie UK | will be drawing on the
US literature abouibutreaclh a term which includes university work with schq@adwith

local communities morbroadly.To position this research, | will be focusing lgarature about
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WP professional stafble, constraintand enablements to collaborati@amd examples afross

boundarycollaboratve work

Role d professional WP staff

There is little in the literature about thile of WP professional staff. What little there is
highlightsthechallenge of WP staff to gain a level of visibility to their academic and
professional colleagueshisi s descri bed by Burke (2013)

politics of misrecognitiori (p108).Burke reports thatVP staff struggled with issues of

hierarchy, identity, and credibility, descri

micropolitics of the institutionodo (p118).

me mber 6 s o-slass baakgrdundnvigich influences how they experience working

relationships at the high tariff institution workplace, describing themselves as feeling like an

as

~

A

b

Som

Aoutsidero (pl17). This reinf oroleis®changehowe onvi ¢

the university perceives and responds to WP as much as to provide opportunities for prospective

studens. In some cases, they can be seen to have been successful, for instance when a university

panel i's reported abohtave. bhlee nd é@sdidolpopiiss ender st

whenWP staff are able to influence admissions practidespite the anxiety of academic staff
about the impacht flexible admissions polianpay have on the quality of incoming UG

studetts (p120).

Gazeley et a2018) writing as an academic and practitioner tefoays on the WP

professional 6s r ebhsed resaarclyfroin prafesdiohats in thp WRfelt is ¢ e

Acontextually relevanto and fAafforded a

researcher authorghe utility of this type of contribution is emphsesil by the WP authors, who

evel

recognise the value of their fAprofessional

n
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documenting, and reporting on their professional experiences personally empowering and
resulting in changes in professional WP approachestigea,andprogrammegp5). Burke

provides a narrative counter to this and identifies the issue of WP staff working at a distance

from core university work and the i mpact of t
professionals tend to workonthep i phery of wuniversities, in se
separation means that WP professional staff h

(Jones and Thoma®005,p.167).Burke echoes thisgrawing on her work with WP manager and
staf to statethatfithel evel of power and authority of this

(2013,p.108).

Constraints to collaborative working

Constraintgo collaborative WP work are institutional rather than personal and largely fall into

the two categries of clarity and transparency, and value and incentive. In the UK literature

reported barriers include the institutional positioning of \8Ralw Brain, Bridger Foremanand

Reid, 2007 McLellan, Pettigrew and Sperlinge2016 Johnson et al, 2019) and in the US

literature include a confusion over terminology (F&wsaen, Fostdfishman and Bawden,

200% Holland, 2016), and lack @fuidancey e war d or support for acade]
2003 Ward 2003 Demb and Wade, 201 Pfeifer, 2016 Johnson et al, 20}19Both the UK and

the US literatures decry the lack of a consistent evaluative framework for UK WP and US

outreach work (Glassick, HubandMaeroff, 1997 Sandman, FostefFishman, Lloyd, Rarren

and Rosaer200Q O 6 Me a r aHolla2dD201%HHayton and BengrHowell, 2016).

The positioning of WP work as within the administrative staff realm rather than as a central
academic concern is a significant institutionafrier to academic engagemamnid therefore

crossboundary collaboratiorin the case study of a URoundation year course catering to a
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diverse intake of student8icLellan, an academic member of sta#flecs on thebenefits

gained fromengagingconsistently and intensivelyith pupilsthrough a sustained intervention,
aswidening participation israditionallyfit r eat ed | ar gel y alcLedlametad mi ni
al, 2016). Thisimposesa divide between academic and administrative or professional staff and

the perceived hierarchi@s play make for collaborative constraints, which can create historical
institutional barriers (Johnson et 2019) Shaw et al (2007) echo this, reportihgtt he way in

which WP is situated strategically by university senior management can construct or challenge
structural barriers to embedding WP and therefore developing collaborative working

relationships to deliver the institutional WP strategy. Theseeahoes of similar perspectives in

the US where the establishment of a specialis

they do over Dembamddademdeldt al i ty (

The inconsistency relating to WP work can add to the dgisitioning of professional staff,

causing frustration for WBtaff and confusion for academic colleagu&smilarly, the word
foutreacho in the US |iterature is misrepresen
way, implying knowledge fromas (the academy) to them (the community) (Fetat, 2001).

The proliferation of terms including Acommon
public engagement, community service, service
constituesoutreachand t hi s adds to the Afuzzyo and fAmes
work in the US(Holland, 2016 Fear et 312001,p.25). In the UK, the inconsistent locating of

WP in professional services, administration, recruitmentnaatketing teams is reported to

hinder interest in academic engagement and collaboration (JohnspR0stg|

The UK and US literatures highlight the challenges facing academic staff when trgingaige
with WP or outreach work alongside teaching, research, pastoral, and administrativecgiehes

when, as in the case of the University of East Anglia, an academic role is consirtictad
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deliberate focus on outreach, there is still a recognition thatdiatathe outreach portion of the

role with the academic portion of the role ca
c ost 0 ahfdHRaealgh2&lg Johnson et aR019,p.11).Blackwell and Preece (2001) note

that an academis firstloyalty is to their discipline, and this may take precedence over

institutionwide remits, such as WP. This is echoed by Johnson et al (2019) who state that
Afoutreach seldom for ms t he and articalategheir sengecoti s 6 o f
frustration at the paucity of guidance for WP work for academic staff, stating tiere s | d o m

gui dance on good practice for academicso (p3)

Il n the US outreach context, a junior academic
descri beli lals Iaat2006@&6). AltMbagh 85% of US academics interviewed
agreed that outreach was part of their univer
pursuing this line of scholarship (Demb and W& 2). Solutions proposed inclutie/orking

across discipline areas, sharing practice via online networks to avoid duplication, targeted

outreach to specific groups for ethical or pragmatic reasons and calling on formal and informal

institutional support such as student internships orakottreach teams (Johnson et28l19).

Compoundingacademic workload issuegcademic reward, promotional or incentive structures

rarely explicitly recognise or reward WiP outreach work, thus making this area of work far less
appealing. Pfeifer (2016) reports on the seetime avoidance of academic outreach where

junior US acdemic staff are actively warned against taking on too many outreach commitments

as -6dm® ever gets tenure for doing serviceo (p-:
reward systems formally recognise aeedl reward
equated to a greater academic involvement in and higher levels of academic satisfaction with
outreach (O6Meara 2003, 201). I n O6Mear adbds st

engagement were also reported when university tenure and promoimaspgave more weight
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to outreach, and Demb and Wade (2012) found this also to be the case where there was access to

grants or funding to develop academic outreach.

In UK and US literatures, farther significant barrier is the lack of consistency in agwh to or

evaluation of academic contribution to WP or outreach (Ho)l28#6). This deficit highlights

the need for a robust evaluative framework as Glassick, Huber and Maeroff (1997) report that
academics attribute valudeonly jteddguediat( wé) k t
such aramework would ensure a documented evidence base for outreach and WP work and

enable informed approaches to WP w(Blkndman et al, 2000 O 6 M e, 2003).Johnson et al

(2019) in the UK agree, arguing fbre need for wider dissemination of the principles behind
academic approaches to outreach. They highlig
innovative and organico (p4) and relate to ac
Individual appr@aches to creating such frameworks have produced alfo@nsional

framework fAthat defines quality in outreacho
evaluating UK WP activity (Sandmaret al,200Q p .47, Hayton and BengrHowell, 2016. The

US model constitutes significance (goals), attention to context, internal and extgraet,and

scholarship (Sandmaret al,2000) while the UK Network for Evaluating and Researching

University Participation Intervgions (NERUPI) framework links academic research into WP,

external WP monitoring mechanispagd proven effective practice in \Wémploying the

Bourdieuian lens of habitus (Hayton and Benbligwell, 2016). These are useful starting points

for linking academic and W&gendashowever it is uncertain whether the existence of a

universal framework would enable more academic staff to engage with WP and outreach work.
Establishingnewways in which WP athacademic staff camork collaborativelymight be better

served through exploringhared beliefs anfihding mutually agreeable starting poirits

exchanging knowledge and skills.
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Burke(2013)s ummar i ses that an fiembeddedhappwotlkhal k
(p123) is required for WP to transform practice and achieve its social justice aim. Yet the
universitysector has expressed concern that embedding WP poses a threat to academic standards
and takes academic resource away from thie onaversity business of teaching and learning

(Shawet al 2007). There is little to counter this position, with scant reference to collaboration

with WP professionals in the academic WP narrative, which reports that WP professional
relationships with academic staff are unsupportive, or need significant investment (Johnson et al

2019 McLellan et a) 2016). Office for Fair Access (OFFAjates that a collaborative approach

is Aintegral to a Memaute0l® p.2d)\but tthieis thedipifpoftleea c h 0 (
guidance. Similarly, the Quality Assurance Ag

S u p p Montacute Z018,p.4) yet no expansion on this advice is offered.

l nstitutional barriers rather than personal b
in their universitydéds WP (UK) or outreach (US
and a lack of visibility of the colleagues with whom this agdaageerceived to sit. The lack of a

robust, universal framework within which to plan, deliver, evaluate, and reward academic
contributions to WP and outreach impacts onatbiéity or will of individual academics to

commit their time to an activity whichacries with it neither tangible incentives nor career

advancement. Yet there continue to be pockets of activity in this area of university life,

particularly among more established academic staff and those staff who choose to engage, and

who report the gass to be significant and perspectiefeanging (Sandmaret al 2000).
Enablements to collaborative working

Despite the less than positive perspectivemiessional/academigorking relationships

presented in the literaturdydre are severakamples of enabling factors promoting collaborative
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WP or outreach work. In the US literatutkese includé he noti on of an acader
(Boyer, 1996 Barker, 2004)and the benefits to academic scholarship (Rice, ; \826d, 2003).

Barker describes academic engagement with the
acknowledging that this is |likely to be perce
schol ar s h20p4¢.1265)BQuirdach viewed as civic engagemestid to fulfil

traditional academic functions such as fastgficritical examination and debateelating to

social problems (Fear et al 20@127). More than thisRice (1996) and Ward (2003) report that

outreach as civic engagement enhances acadehotasshipwith benefits to both the

community and the universityesulting in learning which is multrather than undirectional.

Sandman et al(2000)argue that there is a correlation between academic scholarship and
outreach, bothof whicho mpr i se Aintell ectual curiosity, cl
me t h o d @b1p Thg GBS nfodel of civic duty positioned as enhancing scholarly practice,

provides a strong motivation for academics to engage witloMéBtreach, angresentshis

type of unversity workas a social justice concern for which a collaborative academic

professionaktaff approach is needed.

In the UK literature, enablements to working collaboratively in the WP domelunde
establishing a stake in this area of work for academic staff (HardsRidealgh, 20)6positive
experiences of teaching more diverse student groupsr{aleg, Russdl Boynton, Lefford
Chopra, and Dunkley006 McLellan et al,2016) and reducing anxiety about the potential of
lesserknownstudent groupsMcLellan et al,2016).Institutions actively involving academic
staff in widening participation at a deeply engaged level have provided more focused WP
programmes and increased awareness of the importano#aiforating inthis area of work. At
the University of East Angliagcruitingacademicstaff with universityWWP work as a core part

of their rolehas increased the visibility of WIR academic departments and built stronger links
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with professional WP stafHarrisand Ridealgh2016). The academic post holders have

increased the number of colleagues engaging in WP, thanks to the targeted support and guidance
they offer and their credibility as academic peers. In addition to this, these Faculty academic
outreach posts are reportedhave forged strong links between central WP services and the

faculty staff, thus ensuring that expectations on both sides are realistiolfwbration is more

likely to be successfifHarrisand Ridealgh2016)

Existing HE structuresn the UK, designed to enable university fair accessludethe

Foundation programme offered by many UK universjtidsich isformulated to target the most
disadvantaged members of soci€édye such Foundation programme has rejected the usual

format ofoffering places at one grade lower than UG entry (e.g., BCC instead of ABB). Based

on challenging the notion of WP as an intractable problem, the University of Bristol Arts and
Humanities Foundation year programme offers places to students without conakenti

educational qualifications. This purposefully widens the group to include mature students, carers,
English as amdditional languageHAL) students and refugees (McLellan et24116).As well

as building partnerships with local groups and charities such as those for single parents, refugees,
and young peopl e, participating academic staf
of teaching the Foundation cohort. In additionhis, the initial fear that admission of these

students to degree courses would diminish the quality of undergraduate work has been disproved
by the outcomes of the Foundation year students and challenged many of the preconceptions held
by academic stafiMcLellan et aJ 2016).As a resultfeaching orthis Foundation programme
hashelped tocounter some of theider disenfranchisement felt by academic staftheir

increasinglyregulated workplace.

Examples of successful collaborative WP work
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Thereare very few examp$of successful collaborative work in WP in the literature in which
academic and professional staff work together and share their knowledge and expeetise
such case is that ¢iie Diversity in Creative Arts (DCA) project at Goldsmiths Coll@dayton,
Haste,andJones2015) At Goldsmiths, he department of fine art was challenged toassider
its admissions practices and engage in a fift@enth programme. This programme introduced
Goldsmiths staff and students to Art students at lhwr#ier education (FE) colleges, to work in
a range of ways to support the FE students in their applications to the fine art degree course
Through their participation in this initiativehe universitystaff became more aware of the
Aexcl usi onsaroyf |caonng ueangpeo Haytonet alhightight thé nede&sifgiBa) .
collaborative approaglin which thefine artexpertiseand admissiosiknowledgeof the
academicstaff, andthe project management skills ain@in-depth understanding sbcial

justiceissues of the WP staffire combined tensure successful outcomes for all.

Collaborative working across the academic/professional divide is promoted in the literature as
the way in whichall staff increase theunderstanding and awareness of wkatvolved in WP

work. Academic staff report being pleasantly surprised by the quality of their interactions with
local school pupils and their high levels of engagement (Greenhalgl2@06). Tutors on the
Foundatim year programme found the teaching of a more diverse group of students rewarding,
gaining satisfaxddedho fgeoms & hteh ditv atl ueey wer e
classroom (McLellan et 22016,p.65). On the DCA project, through the procetworking

with a local college, staff were forced to confront the inaccessibility of their admissions
processes and the (unconscious) bias with which they selected students for the degree course

(Hayton et a12015).

These types of initiative provide themortunity for innovation and creativity shared

approaches t@VP work. McLellan et al (2016) and Haytet al(2015) engaged with the

ma k
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opportunity to challenge the WP status quo at their institutions and develop initiatives to change
academic admissions and pedagogical practices as well as promote more student diversity. This
enabled staff tadefpetxwl amal prnodeaddaenice throug
knowl edgeo ,20tbpi26NicLelan et a) 2016,p.59). The act of deeply engaging

in focused WP activity provided insight and understandirgy dif’erse group of prospective

studentsand the opportunity to refletdgetheron individual and institutional practices that

enable odisable fair access.

Summary of literature on WP professional staff and collaboration with academic staff

The evidence base for collaborative working relationships to embed WP practice into HE
institutions from access through to outcomes is limited. The examples in the section above
highlight the role professional staff can playawilitating opportunitiesdr developingnutual
understandinghrough working collaboratively with academic staff and enabling shared learning
to take place. These are useful but unusual examples of collaborative practice, which
demonstrate a keen academic commitment to WP andra tiesupport the social responsibility

of the universityThey also show how, given the time and spacestitueturalconstraints make

way forpositive and mutually beneficial working partnerships.

Working across the professional divides is challengingiplex and requires courage and trust

as well as a commitment to invest time in developing a mutual respect and a shared
understanding. For the DCA project, the success was embedded in the increased awareness of
exclusionary language and pedagogical ficas (Hayton et al, 2015). This required the WP
professional staff to have expertemad the language with which to expréssmselvesto be

credible collaborators with and influencers of academic staff attitudes and practices.

Conclusion
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The literature accentuates the difficulties between professional and academic staff and the
chasmsf understandinghis can createvhen collaborative working isequired,or shared
approaches would make for more successful outcomes for students arferstaffsional staff
can feel siddined if they perceive their role or their work is not valued by their academic
colleagues: conversely, academic staff can feel burdened by additionalehatitkg to
universitypolicy rather than to their research or teaching felethermore, where professional
staff have been recruited to roles with responsibility for specific areas of university work,
academic staff may feel confused when they are then expectdd aedsaibute their time ad
energy. In a context where both academic and professional staff report low morale and a
decreasing sense of valoktheir work and their rolat is challenging to see how collaboration

can be successfully achieved.

For WP staff, thesi s a compl ex wuniversity professional
Aunbounde dWorkingaas angirbougded professional in a university means the

potential to develop bespoke projects and pieces of work in response to local need and in
collaboration with stakeholders the case of WP work, schools. It enables ctuasdary

working so, for instance, developing relationships with library staff or academic staff from a

particular discipline to deliver targeted sessions for-fi6gtupils. This innovative and mobile

way of working is at odds with the hierarchical structures and traditions of HE and challenges the
marketdr i ven | anguage of wuniversity fAquality, o c
equality, inclusion and socialgut i ce i n hi gh e2013gpd24)cltatsa poovides ( Bu r Kk €
the opportunity tdry to create cros®oundary collaborations amaofessional/academic

relationships which manage to cut through these limitations.

As professional staff responsible fopalicy-driven agenda outside of the traditional academic

remit of teaching and research, WP staff tread a delicate line in a space between determinedly



Tara WebsteDeakin 2021 43

enacting that agenda and carefully cultivating working relationships with academic colleagues, to
ensureacademics cacollaborate otWP activity. According to Whitchurch, this space is both
Asaf e and pb)bschuseowhile & @€dobirages creativity by transcending

organisational limitations, it also threatens traditional university boundAcgasemic staff,

workingin an increasingly regulated environmemiy struggle to engage withose

professional staff whare working towards politically drivenagendaof access and inclusioh.

is a necessity, therefore, that \Wfaff can makanformed and evidenekasedconnections with
academic staff and their core work of teaching and resedirating common grounthat

connects to the priorities of academic staff is not an easy task, however, thisewalilieh

dialoguedesigned to encourage more equitable relationships towards a shared agenda.

The few examples of successful collaborative working in the literater®oted in approaches
thatchallenge the status quo of oppositional professional/academicrestets,and agendas.
Exploring the issues of fair access in partner#iimipugh undertaking a project together
academic, and professional staff were abldéatify how each could bring congohentary

skills and expertise to WP wofkayton et al, 2015). In addition, the experience of interacting
with and teaching school pupils was reported to be a positive experientteeegfdre more

likely to encourage stiato seek out further opportunities for collaborative working in the WP
realm Greenhalgh et al, 2006Finally, making the connection between work with learners
outside the university and future studeatthe university provided shared focus for WPnha

academic staffNIcLellan et al, 2016).
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Chapter Threei Action Research

Introduction

In the previous chapter, | hadescribed the issues professional staff encounter in their university
roles and explored the enablements and constrairgsofessional/academic staff collaborative
work. | haveshown that theiniversity WPproject which reports successful outcomes with dong
term, systemic change in access practices, possgtaffeollaboration and action for social change
firmly at the forein its approach (Hayton et,&015). A methodological approach which had the
ambition for shared ownership of the problem with the goal of sustainable change, aatbras

researchwas an appropriate choice for research aiming to explore collabaratisgaints.

This chapter positions action research as the methodological framework for my doctoral research
project.First, I explain the origins and principles attion research:ollowing this,| build on the
argument thaaction researcts the most appropriate approach with which to tackle a social justice
problem such as WP work. Nextreflect on the challenges ah action research approaemd
howthese can constrain or enablesearclproject. The chapter offers an articulation of #nxetion
researclhprinciples of collaboration, eoonstruction, and action for social charagel how these

relate to the focus of the research: collaborative professional/academic WA tirerkexplain
thedatageneration methodsr the research, including the composition of the researchaedm

range ofdata sourcedsinally, | describehow | employed the threprinciplesasthe conceptual
framework to analse the subsequent empirichlaptersaddressing issues of etharsdresearcher

positionality.

In chapter one, the introduction, | hastated that¥WP is a social justice problem, which requires

close examination dflE practices and policies to tackle it in a sustainable way. | have outlined in
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chapter one that my choice of methodology was also personally driven. Based on the professional
roles | have inhabited, the young people with whom | have worked and my perdaialadees,

| was politically motivated tdry to influence positive change in academic engagement in WP
work. While there were alternative qualitative options for the research data collection (for example,
case study, ethnography) that | might have usddng a collaborative, shared approach to our
enquiry into WP work such a&stion researcprovideda unique opportunitfor usto work as ce
researcherdrawing on a wide range of data.q.,diary, research notes, interviews, planning,
review and evaluation sessiopsipil feedbackresearcher reflens), | aimed to captutththe

mechanics of thprocess and the perspectiveabfparticipantshroughout that process.
Action Research

The term Aaction r es e@arnahAmericapsyahblogistivobkingire d t o L
the 1930s and 40s in the US. Lewin was a behavioural psycholdgisievelopedhetheory

that a humands behavi our inesvirothreg (8946l Henthen on an d
developed an interest in group behaviours and group dynamics which became the focus of his
subsequent researcto@8. Driven by the desire to find a way to challenge sodiabfgms such

as interracial group relations through documented acti@win was revolutionary in

advocaing for an approackhatmarried elements of psychology, sociology, and cultural

anthropology as the solutioHe became interested in the need for an alternative and effective

social science research appro#iwitwas both practicable and theoretical aadr mathematical
scienceagvor ki ng in tandem with social sciemce tow

(1946,p.36).

Lewinds wor k o, nesegrchanto pocial gctieedhis gpisal of steps linking

planning and reflection to action hsisaped and informed the field of action reseddifideas
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abouthow group dynamics impact amdividuals and his shift away from individualist

psychology to group psychology has influenteel field of education as well as organisational
developmentTo develophis research into group dynamics, he engaged groups of participants in
discussions, ceding a dialogic approach to reseavdhich now forms the bedrock of action
researchapproaches. Lewin's spiral of stépsan, act, observe, refleqijovides a robust

framework for undertaking action resegralith many scholars developing variations on the
original format €.g.,CarrandKemmis,2003 Hattie and Timperley2007, Kemmis, McTaggart

and Nixon, 2011 The selfreflectiveprocess leading to informed actibas been used widely in

practitionerclassroonresearchn teachingElliott, 1991).

As well as the spiral of steps and ideas about socialised research provided byactom,

researcthas a rich range of histories and descriptors, atdesise body of literaturd@ he fieldis

often described as fia f ami |Reastnreadradosryg20@3i i mes a
p7) and fAa | arge family, onrey iogr envhti,lt§80 b(eNad feff kse
p.306).In India, South America and the US, participatory action research (PAR) with oppressed
communities works towards their education and empowerment (Borda and RaBstiall,

1993 Brydon-Miller, 1997 FineandTorre, 2004, 2006 Swantz, 2008). Internationally,

collaborative action research (CAR) has enabled teachers and university researchers to develop
conversations, examine practices and | earn fr
(Ainscow, Booth & Dysa, 2004;Jaipaland Figg, 2011Riel, 2019. In Europe, critical action

research has evolved from the Frankfurt school of critical theory, set up during the Weimar

Republic and rooted in the work of Habermas in the 1960s (Kemmis, McTaggid&etallick,

2004 Carr and Kemmis2005).

In the UK, participatory research has been developed to support the field of human geography

research, while in the classroom, educational action research gteadbers with the tools to
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reflectsystematicallyon and adapt their practice (Stenhqu€¥5 Elliot, 1991 Pain 2004)

Action research also appears in HE in a range of guises: for example, pedagogical research
(Norton, 2009 Weber 2011, Greenwood2012), teacher training (Orlari®arak 2004 Katsarou
andTsafos 2013), staff development (Johns@00Q HerbertandRainford 2014) and E

learning (FletcheandZuberSkeritt 2008).Action research is consistently used in educational
settings, drawing on the core principlesefwi n6s wor k and research
solve social problemsinforming education policy and classroom practice through a shared,

rather than an individualised worldview.

The various branches of the action research family share common goals of democracy,
empowerment, and the drive for positive change. There are also differences; for instance, the
inhabitantsand workerf a small rural village in India whoserced labouis controlled by

those with wealth and power may be emancipated through engaging i{R@ARan, 1983

The primary teacher in Milton Keynes, UK, however, is focused on solving the problem of poor

literacy skills in her year 4 class through undertakingséesnatic process of education action
research into her own practidg&npowermenbccurs in botlexampleshowever, it can vary in
size and scale of transformational charijg researctbegan with a focus on how to engage
academicdetterin WP work positioring my research within the HE action research literatitire.
wasfuelledby a desire to work collaboratively across the university binary divide of
academifprofessional staff, sthe research alsiraws on the collaborative action research field
Through the process of uncoverirggearcltonstraints, issues of pedagogy camin&fore, so
the research also straddles pedagogical actsmareh/staff developmem/hat the research
eventuallyexploredand tackledveremultiple challenges of empowermethtrough collaborative

workingin HE. Seefigure 1below.

nt
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Action Defining elements Literature Resonancewith my
research research
branch
Participatory | Work with impoverished | Paulo Freire (1970)| PAR is politically driven,
action communities dating back led by activists or by
research to the work of Paulo Freir¢ Borda &Rahman researchers embedded ir
(PAR). (1970) in South America. (1991), the life and culture of

Freireds wor BrydonMiler those they are crusading
characterised by themes ¢ (1997; 2001), for (Tandon,1988).
liberation,dialogue,and . —
cooperation. Hall (2005), The ideas of emancipatio
) and empowerment linked
Fine and Torre to our initial research
(2006) focus of WP, a political
Swantz (2008), drive for quality in
access to higher
BrydonMiller, education. | was drawn tg
Kral, Maguire, the idea of a crusade for
Noffke and social justice as the
Sabhlok,(2011), motivation for my
research.
Collabostive | Predominantly rooted in | Oja & Pine (1987) | CAR positions teachers ¢
action schoolteachermprofessional | . agents of change in their
research development (PD) or Ainscow, Booth & | i qjyidual teaching
(CAR). professional learning (PL) Dyson (2004) contexts and reports
often facilitated and Jaipal & Figg personal and professiong
supported by university (2011) growth through the
researchers. process of undertaking
Locke, Alcorn & | research with others (Ojg
O6Nei I I (]&Pine, 1987).
Bleicher (2014), | The challengesfo
S To) (e e I developing coI.Iz_iboration
Martinez Granada | between practitioners
(2016), (teachers) and researche
_ through dialogue and
Riel (2019) il earning h
from differ
resonated with our eo
researcher interactions,
roles,and relationships
(Ainscow, Booth &
Dyson, 2004, p131).
Pedagomgal | PedAR focuses othe Norton (2009, 2013| PedARenables the
action professional development 2014) professional developmen
of teachingstaff in of university teachers
universitiesthrough Ahmad (2012) through reflection on
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research
(PedAR)

systematic investigation o
theirteachingpractice
Less commonlye.g.,
Ahmad 2012),PedAR
provides the framework
for developing student
teachers.

Cormack, Bourne,
Deuker, Norton,
O6Siochru
Watling (2014)

Arnold and Norton
(2021)

Huxtable and
Whitehead (2021)

O6Siochru
Pilkington, Parr,
Anderson & Maslen
(2021)

practice leading to
pedagogical
improvements in the
teaching and learning
experience for teachers
and students as the two
experiences are ditult
to separate (Norton,
2020).

Pedagogy played an
unexpectedly important
role in our research and
required me to draw on
my pedagogical
knowledge to support my
co-researchers. The
PedAR elements of
dialogue about, reflection
on, and change within
teaching contexts and
experiences link to the
pedagogical knowledge
we generated as a
research team.

Personal
action
research

Personal action research
(sometimes referred to as
self-study action research
concentrates on the actiot
researcher 0s
positionality, enabling
deep reflection on their
actions.

Zeichner (1993)

Feldman, Paugh &
Mills (2004)

Zeni (2009)
Casey (2012)

As lead researcher and
facilitator of the research
had to account for my
biases, motivations,
beliefs,and actions
throughouthe research
process.

The personal learning |
derived through the actio
research process was a
complex element of the
research and one which
had not foreseen would K
as significant.

Figure 1: How my research connects to a different branchestan research

As the research drew on multiple branches of action research, albeit with strong participatory
intent, the term 'action research’ is employed to indicate and encompass the range of influences

from the action research field.
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Action research in HE

The role of action research within HE is seen as partirafergraduate angostgraduate
programmes, as a reflective practice or case study approach in teacher training, or as a form of
curriculum or course development (Kemlagid Gow, 1992 Greenwood, 201,X5ibbs Cartney,
Wilkinson, Parkinson, CunninghandamesReynolds, Zoubir, Brown, BarterfSumner, and
MacDonald,2017). Action researchs a toolin teacher training helpstudentsto develop an
awareness of how to use research as a form esalf in the classroom (Katsarand Tsafos,

2013 HerbertandRainford, 2014Morales, 2016). Action research is also employed as a tool for
self-reflection or evaluation of teaching in H&Edhratz, 1992BurchellandDyson,2005 Walser,

2009). The dual potential of action research within the curriculum as a form of enquiry for students
while simultaneously engaging lecturers in evaluation and adaptation of their teaching is also

explored (OrlaneBarak, 2004Serpa FerreiraSants,and Teixeira2018).

Action research focusing on pedagogical development in universities has evolved as part of
activity within the curriculum or as a form of course assessment. Pedagogical action research
(PedAR) aims to Asysdemawncta¢edyghi mykesaciglait eaor
of Ai mproving that practiceo while also contr
(Norton, 2009,p.59). PedAR therefore encompasses multiple elements of action research in HE,
including refective practiceresulting in action for changénduction of new academics into HE

teaching and learning practices and continuing professional development (CPD) for established
academics (Norton, 200Arnold & Norton, 2021). My research waiitially interested in

engaging academics in the process of planning and delivering taster sehsioce leaned

somewhat towards pedagogical action research. Howevenitgent and more substantissue

becaméow to straddle anskek talissolve the multiple professional/academic boundanibgh
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prevented us from working collaboratively to deliver these sesdioasthe collaborativeand

participatory elements played an equally substantive role.

Action research therefore looks diféert in universitiesn the global northfrom the ideas of
liberation and emancipation which spoke to my experience, beliefs, and values. Rather than the
call-to-action present in PAR wittleprivedcommunities outside the universiggtionresearchn

HE has the potential tohallengeboundarieshrough interdisciplinary work or research, designed

to question the limitations of academic departmental silos (Greenwood, 2012). Empowerment
occurs when students can make connections in theinitgarwhich help them to grow
educationally and personally, or when lecturers are able to make positive change to their classroom
approaches which fignite their enjoyment of teaching and engaging with students (Schratz, 1992
OrlandBarak, 2004). In theaxt section | explain why | chose to empkition researcto enable

the empowerment of all the research participants.
Rationale for action research

In my experienceat conferenceghe action research community is a welcoming, nurturing one,

with novice researchers encouraged and informally mentored by experienced researchers. As a
community, we share a common purpose yet may describe our affinity as with one strand of

action resealtrather than another. Actionreseaach d L ewi n 0 s prevpgadtheal of st
framework within which, as a research team weseeenquiing into the processes of preparing

taster sessions for school pupils. | instinctively align myself with RARve acommitment to

social justice which drives me in my choice of work and in my political affinities. | see those

choices as fundamental to who | am; they do not exist as separate to me. In this sense | aim to

live my values (McNiffandWhitehead2009) Thereforetheidea of participation as part tie

approach to the researalasimportant to me. | drew particularly on the origins of P#R
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ensure all voices, both the privileged (academics) and the less privileged (school pupils) are

heard.
Actionresarchi s fiabout c¢creating forms of inquiry tha
their | iveso and, as a practitioner first anc

inquiry, in examining how | worked and might improve the wawdrk with academic staff

(Reason an@radbury 2008,p.698).Self-awareness and selflection are important qualities for

an actionresearcher, and | wanted to learn more about approaches to working with academic
colleagues and use this opportunitytcleme mor e attuned to their wo
2015 p.5). To do this, | needed to be positioned within the research to create equity in researcher
relationships, rather than looking in, as an objective observer, from the outside. | hoped tthis woul
pave the way for a cooperative research process in which we would be negotiating our professional

differences (Kehm, 2015).

Secondly, | was keen to research with academic colleagues collaboratively. My experience of
working inHE had beemfi t h(theracademicgnd ugprofessionalstaf) and | st ruggl
navigating theHE hierarchies | encounteredwas charged with a vital role in enacting a social

justice HE policy yet, aseflected inthe literature in the previous chaptent facking in either

visibility or impact,and this experienctielled my interest in an equitable approach (Jones and
Thomas, 2003Burke, 2013). | suspectedatmany academic colleagues were reluctant to engage

with outreach initiativeshut | did not knav the reasomor was | conversant with their views on

WP as a form of educational social justice. It was important, as a starting point, for us all to gain
and share insights into what motivated or hindered academic staff to engage in WP work (Burke,
2013. Inactionresearcht i s | mpd&r theemwt qtue sit i ons, question
2007,p.330). Co-researching with academic colleaguessvintended to offesin opportunity for

developing a mutual understanding of individpatspectives and embedded practices, shining a
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light on the wider problem faced by university professional dtathis way, our research strived

for a collaborative action researapproach.

Knowledge generation or emreation througlaction researchffers researchers the chance to

listen to and value the ideas, experiences, and knowledges of all partidfaatitspatory ation

research ej ects the Adomination of the massesodo whi
undocumented and therefore, powerless (Rahman, p¥85, The knowledgehad been

seeking to eliciait the start of the researalas knowledge abouy academic coesarchers

motivations and approaches to participating in WP w@dntrary to traditional PAR, my €o

researchers were not the usual research particigacksng neither in education, nor status
Nonethelessthe few successful collaborative professional/academic university WP projects had
reported the need for listening to and learning from each otheacéiod researctvould

provideme withthe principles to enable this (Hayton et al, 2015).

At the start of the researdnwas keen to include pupil voice. Swantz writes about engaging the
voices of those who are habitually excluded o
knowl edge of the gr as p33pAigneg witroideastf BARarda d e my 0 (
emancipation| believed it was important that the pupils informed the research process. Without

the active and engaged participation of the school pupisuld not know whethehe

approaches to WP work were pitched and delivered accessibly. | was keen thatwleel¢@o

generated through the research process by the school pupils was given equal ctediialityf

the academic coesearcheras informed by the work dfineand Torrg(2006). Positioning

pupils as the experts of their learning experiences supported my drive for social justice and pupil
empowerment through improving the ways in which universities developed and delivered subject
taster sessiongligning with research oé inclusion of pupil voice such &adfield and Haw

(2001).
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Finally, WP as a social justice problem required more than collaboration axmhstruction of
knowledge; it demanded action for change. There was a need for change atdottalpnal,
andnational policy levels if WP was to enable fair access to and participatdi. iMy sphere

of direct influence was my WP work and that of my academic colleagues. If, by engaging in a
collaborative and participatory process involving school pupils, we algle to make positive
changes to our practice, then this might inform wider institutional policies and practices relating

to WP, and to collaborative professional/academic work in universities.

Challenges ofaction research

SavinBaden and Wimpenny (2007) list four key challenges to successfah researchall of

which relate to balances of power: sharing processes, ensuring all voices are heard, issues of power
and control, shared ownership of findings (p340). Workiagdparently withmy co-researchers

to share and agree processes crucial to enabling full participation of all research participants.

A lack of understanding of the sustained participation requireatioyn researcban leagin some

casesto particigant withdrawal or inconsistent engagement (Colfer et al, 20¥hgn a research

project is conceived, planned, and led by a single researcher, as was the case in this doctoral

research projecthere is a need for consistent communicationcdenity of purpose.

Imbalances of researcher power are common widtition researchusually due to research
projects being led by university researchers with experience and credentials which imply their
higher status, and lead to reticence on the paheoteresearchers (MasandBoutilier, 1996).

In thisresearch context, positions were reversed in terms of institutional hierarchy, with the status
power in the hands of my academicresearchers. Rather than failing to allowresearchers'
voices tobe heard, | had anxieties about my status and voice in relation to the expertise and
standing of my caesearchers. As | outlined in the previous chapter, professional staff reported

experiences of working with academic staff as combative and confrowtiaticequiring
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professional staff to make a concerted effort to be heard (Whitchurch, bil$)was also my

experience.

Issues of power also affect the concept of ownership of the research findings. One community co
researcher was unimpressed at thik lafcshared ownership when, after working in the field with

the academic researchers for eighteen months, the university researchers conducted the data
analysis in isolation at the university (Sandwi€line, Greene, Stoudforre,and Patel2018).

This wasa tension of which | was increasingly awaf@wever participatory the research process,

the writing up and therefore the interpretation of the findings would be a solo undertaking for my
doctoral thesis. Ensurirtge researctvas fully paticipatory from the outset to the point of writing

up raised several challenges in this instambere are instancéisroughout the thesishere | refer

to knowledge or experiences gained throwgh t h
to reflectwhen participationwas interactive and democratiather than when it was merely
instrumental (for example my @esearchers as sources of data for my doctoral res¢aaciops,
2010).Despite the progress we made agesearchers antbllaboratorsduring the researclat

the writing up stagd found myself still largely constrained bymy impostor syndromend

thereforeuncomfortable abowgharing drafts of my thesigith my coresearchers.

There are also morgiversalcriticisms ofaction researctvhich are highlighted in the literature.
One widely reported vieuws the public perception thétis too unscientific to produce research
that is valid and reliabl¢Greenwood, 2002 Arguments include the struggle to validate its
findings due to the unreliability of contesith outcomes (Rapoport, 197Gustavsen, 2003
Huang, 2010). This means that generalising any findings can be an additional huedigofor
researchers to naatg, particularly when each set of data is highly corgpgtific and cannot be
analysed within a static frameworks such, | needed to be conscious of how my research into

WP work might have resonance for professional and academic staff in univensiteeroadly.
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Nonetheless, as this research was a high stakes activity for me, since it would be generating
knowledge and data for my doctoral thesis, | needed to ensure that | was aiming for collaboration
and not retaining too tight a hold on the procegdi Similarly, | would need to be comfortable

that my research plan might be subject to substantial revisions as it progressed if | planned to
implement the principle of eoonstruction of knowledgelo help provide a structure to my
understanding of whdtad occurred during our research, | drew on the ethastimin researcto
formulate three principles with which to analyse the research data. Tiesles arise from

action researchterature and are articulatent explainedn varyingways My articulationof the

principlessynthessesmy interpretation of the key moments in our research.
Principles of Action Research

The three principles of collaboration,-constuction of knowledge and action for social change
provided the conceptual framework within which | analysed our actions, comments, and
behaviours. These principles served to illuminate and chaltnmgmactment ofhe researchnd

the analysis of that enactment. In this section | will summarise what | understand each principle to

mean and how | draw on the principles for the subsequent empirical chapters.
Collaboration

Collaboration asraaction researcprinciple governs thevay in which the research team work

together to conduct their research. It aims for the converging of disparate and individual agendas

into a mutual and reciprocal understandamglisd e scr i bed as fAbringing pe
toget her f or dGoodla, KnendzandQGhristiapsen200HPp3 25) , A mutual g
and respect occur amo angWaad 1983,p4a6G & )i ca mpda nfi srmod g rTs t
the wor k of onvess&GoaringhHertel) Lahat, ILeomakd, Robbins, Russell,

Templin and Waschd,996,p.196). This allows for the inclusion of multiple perspectives, types
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of knowledge and lived experiences and encourages the dismantling of strpcofesisional,

or individual barriers which may historically have limited tlyige of collaborative approach.
Collaboration as a way of working is of fundamental importane@etion researchs it enables

the researchers to navigate a change process and to be transformed by this process (Goulet et al,

2003).

| had deliberately choseaction researctor its focus on collaboration as it was the lack of
cooperative WP work which had given rise to the research project, and | believed it was only
through a shared process of WP session delivery that | might wartetee barriers to engaging

in WP activities felt by the academic staff in my School. Purposefully removing the hierarchical
barriers which divided us through working collaboratively was a way to circumvent the
difficulties created by toglown policy diretives such as WP, which were in direct tension with
individual academic priorities. | hoped that this experience of working closely with one another
would enable us all to understand, learn and change and | harboured this ambition despite the

many difficdties to achieving true collaborati@uch as those reported bgrre (2010).

Co-construction of knowledge

Co-construction of knowledge, also known asproduction of knowledge, is the collaborative

process of learning which shapes and informs the actimasmating from the multiple iterations

of action researclcharacterised ahefir eci pr ocal exchanglidlemadndi deas
OrlandBarak 2006,p6).Forcoconst ructi on to be successful th
people and for the knowledge and exp&ilar,ence t
GreenwoodandMaguire 2003,p.15). This builds on the principle of collaboration, siribe

research conditionseed to be negotiated, agreed, and established before researchers can

construct knowledge which is developed through a dialogic process. Researchers learn about

how action researctvorks in practice through listening to and working with, for example,
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memlers of the public, a local community group, yoyrempple,or a minority culture. Thus,
knowledge is caconstructed about thection researcprocess as well as about the focus of the

enquiry.

| believed o-constructiorto bea democratic process whieimedto equalize and value the

knowledgeof all participants with the aim of developing a shared knowledge base and a deeper
understanding of each OMeboestricted opcecatdthoveetidei v es an
whenwe discusged, exploral, and reflected on oyrersonal and lived experien¢gsluing all
coresearcherBas experts of t ha007mp.284)Whroughthe engageament ( St o u
with participants and enquiry as a shared experiaaatgn researchims to equalize the value

of mode 1 and mode 2 knowledge: knowledge generated through theory and knowledge

generated through practice or experiemckd not anicipate how integral the concept of

knowledge would become in our researely initial concerns about hierarchies of knowledge in

our interactions gave way to understanding which knowledges were necessary to developing

taster sessions or UG teaching &od both pedagogical and disciplinary knowledge were

equally necessanAgyris (1993) refers to the knowledge that is pertinent to the organisation or
community in which the research is taking pl a

that is create and shared during the research becomes the catalyst for action.
Action for social change

Action is a distinct aim oéction researcht is, simultaneously, the focus of the enquiry, and the

process through which we enquire. The actionthef researclis desirous of making a positive
change to oneds own practice or taking acti ol
communiy for whom change leads to empowerment. The change can take the form of problem

solving as part of a process of s@dvelopment or action that has a-feaching impact for a
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community or a political context (Kemmand McTaggart 1981, McNiff, 2002). Lagerscale
change through activism and protest and action taken locally can lead to global change, while
exploring a single issue in an individualised context leadpetsonalchange which can be

transformational as well as rewardifdaguire 1987 Kemmis 2008Fine, 2016).

Action for positive social change is part of both the methodologythaideology of action

research. It ensures that research is purposive, and change is a clearly identified ambition, one
which helps to direct research teandactivity focus. In our research | was ambitious for lkarge

scale change while cognisant of the fact that the changes might bessal@land personal.

Katsarou argues that transformative personal change can be as emancipatorysaalaae

global change when it impacts on our interactions with work, school or community and the
relationships therein, leading to social change. She sees personal change and social change as
Atwo compl ementary concept 9D17{pbB8B)tAsIswilishow,d uni t e
evensmal or individual changes transfordthe ways in which we thoughdcted,or behaved

within our institution and with students or school pupils.

Summary of Action Research

In this first section | have argued faction researchas the most appropriate methodological
approacho explorethe constraints to professional/academic staff collaboration in university work.
Issues of power in professional/academic relationships are articulated in the literature in chapter
two and the chance to atevelop knowledge about approaches to WP work preden
opportunity, throughaction researchto explore these issues. Therefas,a set of principles

action researchffers the opportunity to confront and negotiate differensgsaat of the research

process.
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Action research in HE tends to focus on formal academic staff developineeas (part of a HE
teaching qualification), a form of curriculum assessment with or without students, or reflective
practice for students on teachtaining courses Kember and Gow, 1992 Johnson,2000
Greenwood, 201,2Gibbs et al 2017%. While partnerships between academic researchers and
external groups to undertake action research are commdmuge action research across
professional/academic university boundaries is less so. Emplsyaigan approadh a distinctly

unsafe apprazn to this research, and one which, positioning professional staff as lead and
academic staff as e@searchers, has the potential to exacerbate rather than alleviate the constraints
to collaborative university workvly experienceof feeling frustated when my coesearchers did

not wholeheartedly embrace or agree with my plan for the research had the potential to create a

chasm of understanding between the opposite outcome to successittion research

Whitchurch (2008) maintains that univigyswork on the fringes of academic/professional
boundaries requires staff to work in an fAexpl c
report that employing a participatory approach to review apeséion fair admissions processes

allowed a | staff to fAexplore processes in deptho
was unlikely to be a linear process, nor troufsée, engaging in dangerous or messy explorations

with academic ceoesearchers allogd us to interrogate our roles, ouwelationships,and our

practices. The ambitiowas that collaborative research relationships redurdt collaborative WP

work and practices thatere embedded and sustainable (Burke, 2013).

Research Design

The secongbartof this chapter provides the detailstioéresearcldesign The researchomprised
two phasesan initial phase exploring how we worked together developing taster sgsgioch

thenevolved into a second research phasewhich | supported mgo-researchers to address
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issues in their UG classroomisoutline how the caesearchers (academic sjadind research
consultants (school pupilsyere recruited and the ways in which | worked to create conditions
amenable to participatory research. taduce the range of sources which constitute the empirical
data and explain the data analysis processes | emplbgeahalytical lenses | drew on, including
those related to issues of pedagogy in HE. | also explain who was involved in the analyses and th
minimal role of my ceresearchers thereiRollowing this, | reflect on the ethical issues of working
with school pupils and with colleagues and of employing a participatory approach for my doctoral
thesis. Finally, | consider my role as an insidetsder researcher and the enablements and

constraints mylualrole created.
Recruitment of ceresearchers

Central to my research design was the need to equitably with academic staff to exchange
perspectives, seek insights and develop shared understanding and approaches to WP work. As |
work in an Arts & HumanitiesSchool comprising three departments, | wanted to recruit a
colleague from each departmestaceresearcher, to ensure that our learning would have
resonance throughout the School. | deliberately decided that | wanted to work with colleagues
who were familiar with WP work and had some experience thereof. | wanted us to spend time
understandingpow academic staff approached their WP work and focusing on the constraints
and enablements to that process, whether they were emogpicaical,or professional. There

was not the time in the doctoral research timeframe to allow for an earlier stagaating
colleagues into an understanding of WP policy and practice. While | was open to the research
taking its own direction, | had to impose a certain amount of strutdumake itmanageable and

meaningful for us all.
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After a universal staff emailadl-out proved unsuccessful, | targeted specific colleagues who had
shown a sustained interest in or commitment to WP work, by posting a message in their
pigeonholes. Four staff responded with interest, and | followed up with each in person. One
colleaguenad a largescale research project underway so had limited availability, so we agreed
her involvement was probably not feasible. Happily, the remaining three colleagues each
represented a department of the School, so Hov&ahand Pauf agreed to participate in the
research as my three-cesearchers. As eesearchers, they would work with me to develop the

research project, influencing its direction and participating throughout the process.

Of utmost importance to me and to the essefcey socially motivated research was the

inclusion of school pupils, as their perspective would provide the input which would influence

our approaches to WP work. Once | had gained ethical approval from my university ethics board,
and using my usual dr#bution list, | sent an email to local state schools inviting Year 9 pupils

to a halfday event at the university, positioned as an Introduction to Arts subjects (Apfgndix
Three schools expressed an initial interest and of these, two committedgiad @ pupils

each to a halflay universitydastebevent.

| asked the schools to select pupils to attend thedaslftasters as those who were not

necessarily thinking about university study at this moment in their school careers and who were
positioned as middle attainers with potential, rather thanfhyghs with ambition. | deliberately
selected Year 9 pupils as the age group for the research, as this is a transition year ahead of
GCSE courses and a transition year in terms of pubertgdarelopment, both physical and

mental. The school pupils were of an age and stage whereby they were articulate enough to

provide feedback and unsophisticated enough to be honest in doing so. The role of the pupils was

13 These are pseudonyms for the purposes of this research.
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to be research consultants rather tbamnesearchers due to curriculum constraints and therefore
pupil availability. Pupil research consultants would provide feedback on their experience but

would not contribute to shaping the research process or evaluating the research overall.
Incentives

| wasconscious that my ecesearchers were invited and encouraged to participate for the sole
purpose of generating data argdly, co-creating new knowledge about collaborative WP

work for my doctoral thesidVhile ethics for the project had been approved and all constituents
were happy to participate, this did not change the fact that | was likely to be the main beneficiary
of our research. To make some amends for this and to communicate the valueasgacbers

were bringing to the research, | ensured | provided drinks and homemade cake at all our
meetings and, once the fieldwork was fully completed, hosted a dinner for the research team and
their partners at my house by way of a thank you. Similarly,Jigeol a catered lunch for the

school pupils and my eresearchers on both taster half days. This would not normally be funded
as part of a WP event, but again | wanted to convey my gratitude to thegngpiisy ce

researcherfor their time,effort, and emgagementThese were simple ways in which | tried to

minimise the tensions in our researcher and collegiate relationships
Timeframe

In the first research phase (WP wortkpJanned my research to follow the action research

process or spiral of PlaAct, Observe, Reflect (Lewin, 1946). The spiral of steps offered me an
anchor for the research and a framework within which | could develop research relationships and
review progress. I n addition, I Apl aasureedo f or
that the research did not have a-getermined direction or solution; this would be developed by

the research team throughout the research. Le



Tara WebsteDeakin 2021 64

guide to the process but that there would always be afamdrtainty regarding the route the
research would take: fAexactly how to circumsc
frequently not too cl ear o ( p 3 foychandebda directioar at i v

and adjustments @mbition in response to what the research process was revealing.

The purpose of running two taster hdHy events was designed to accommodate time for

review, reflection and adaptation of taster content or mode of delivery. The feedback from the
pupil regarch consultants at the first hdly taster event would be key in thesteaping of the

taster sessions before the second-Hajf taster event. Taster sessions are a WP university staple,
designed to introduce school pupils to new disciplines, mod&sidy and university academic
staff. Historically, the event would be plannedoprdinatedand evaluated by professional WP

staff, while academic staff woultbntribute a disciplindocusedsession. The purpose is a) to

ignite an interest in a disciplirtarough short, focused sessions and b) to introduce academic
staff in a lowkey and accessible way, therefore enabling the pupils to visualise themselves at

university.

Ahead of the sessions in which we wouldptan for the taster events, time was buito the

research plan for an introductory or reconnaissance session. Reconnaissance is described as
opening a communicative space (Kemmis and McTaggart, 1982). It is the first stage of action
research projects, enabling researchers to meet, discudsasedheir understanding about how

the research may unfold and how they might work together as a research team. Where
researchers are drawn from a variety of backgrounds and are unknown to each other, this early
stage is crucial for forming as a researdnt. Issues of professional language and terminology,
timing and format of research meetings and the roles anerelégionships of the researchers

are discussediebatedandideally, democratically agreed. These form the terms of engagement

for the regarchers and provide a mandate to which individuals can refer should they need to.
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This stage was crucial to start to develop a common understanding of each other and the

professional or academic barriers to working together.

Following thereconnaissance session, | scheduled plan, review and evaluation sessions
positioned around the halfay taster events. All research introductory, planning and review
sessions took place at the university in a building away from our academic school sddve co
ensure there were no work interruptions or distractions. The timeframe for these was March
June. The two haiflay tasters took place in the same week in May, in a typical university

seminar room such as | would usually book for a WP event. It wasitthat the timeframe

suited all research participants; the taster-tlalfs needed to occur during school teme but

not during an exam period to enable the pupils to be released from school to attend. At the same
time, these halflays needed to occpostuniversity teaching but preniversity marking

sessions. Finally, the fieldwork needed to be manageable within-anparoctoral timeline.

PROJECT ACTIVITY | TIMING PARTICIPANTS

Recomaissance sessio| 2 hours Lead researcher and xc8-
researchers

Preparatory session 90 minutes Lead researcher and x 3-co
researchers

Taster one (including | Half-day Pupil x 20, teacher x2, x 3 €o

pupil feedback) researchers, lead researcher

Review 2 hours Lead researcher and xc8-
researchers.
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Taster two (including | Half-day Pupil x 20, teacher x 2, x 3€0

pupil feedback) researchers, lead researcher

Evaluation 2 hours Lead researcher and x 3-co
researchers

Figure 2: Research Plan (phase-kchool pupils)

Thesecond phase of researg¥hich had not been planned or foreseen at the oatssg from
the first phase. My three aesearchers instigated this during our evaluation session, asking to
continue to collaborate with me to enquire into their practickair tindergraduate teaching
context. Thus, we agreed this further phase seen below in figure 2 which took place between

June and December.
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PROJECT ACTIVITY | TIMING PARTICIPANTS

Preparation/plan 1 hour x 3 Lead researcher and-co

researcher@ndividual

sessions)
Delivery with UG 2 hours x 3 Lead researcher and-co
students researchers (individual
sessions)
Review interview 90 minutes x 3 Lead researcher and-co

researchers (individual

sessions)

Evaluation 2 hours Leadresearcher and x 3 €o

researcherteam)

Figure 3: Research Plan (phase-2JG students)
Data generation

Data generation iaction researctraws specifically on observation and behavioural data (Herr
andAnderson2014. Throughout the research project;researchers share, discuss, evaluate,
challenge and act on data. Findings are acted on relatively quickly and generate further data for
discussion and review. Forms of data can be anticipated but not necessarily prescribed. For
example, in phase 2 the feedback from the UG students was captured and shared using wordles, a

format | had not foreseen we would use.
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Several forms of data were ggated as detailed in the figures below. | maintained a research
diary throughout the process which enabled me to note my initial thoughts and reflections, which
| later verified through thematic and systematic analysis. See figure 3a for the range of data

generated in the first research phase with the school pupils. Examples of this data can be found in

the appendices numberad. 1.

68

plan

folder

(2

documents)

DATA TYPE CONTRIBUTOR | LOCATION OF | QUANTITY | APPENDIX
DATA NUMBER

Research diary Lead researcher | Diary 1 volume n/a

Recon session Co-researchers Research data | 2flipcharts | 2

discussion outcomes folder

(flipcharts)

Recon session sortin¢ Co-researchers Research data | 1image 3

exercise outcome folder

(image)

Recon reflections Lead researcher | Research notes | 2 documens | 4

Recon/Plan meeting | Lead researcher/eq Researctlsound | 2 recordings | n/a

audio recordings researchers files

Taster session lesson Co-researchers Research data | 1 lesson plar 5
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Taster session peer | Lead researcher/eq Research data | 5 (tasterl) 6
observation notes researchers files 5(taster 2)
Taster session Pupils Research data | 5(Taster1) | 7
evaluations folder 5 (Taster 2)
Taster session pupil | Pupils Research data | 5 (across 8
notes/work folder both tasters)
Taster session Pupils Research data | 3 (across 9
guestions folder both tasters)
Reflective diagrams | Lead Research data | 8images 10

researcher/Go folder

researchers
Evaluation reflections| Lead researcher | Research notes | 1 document | 11
Evaluationaudio Lead researcher/eq Researclsound | 1recording | n/a
recording researchers files

Figure 3a: Data generation (phase onechool pupils)

See figure 3b below for the range of data generated in the second research phase with the

undergraduate students. Examples of this data can be found in the appendices nl@&red
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DATA TYPE CONTRIBUTOR | LOCATION OF | QUANTITY | APPENDIX
DATA NUMBER
Planning notes Lead researcher/eq Research data | 6 documers | 12
researchers folderdiary
UG seminar lesson | Sardn Research data | 1lesson plan 13
plan folder
Seminar observation | Lead researcher Research data | 3 sets of 14
notes folder observation
notes
Seminar reflection Sarah Research data | 1 set of 15
notes reflection
notes
Observation of Tara | Sarah Research data | 1 set of 16
notes observation
notes
Wordles Co-researchers/UG Research data | 4 wordles 17

students

folder
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Interview audio Co-researchers Researclsound | 3recordings | n/a
recordings files

Interview transcripts | Co-researchers Research data | 3transcripts | 18
Reflections orPAR Co-researchers Research data | 2documents| 19
experience

Writtenreflections on | Co-researchers Research data | 3 documents 20
participating in PAR

Figure 3b Data generation (Phase Tivéarticipation)

Forms of secondary data include papers submitted at confefeacésacademic articl€s
written during this period. Both these latter forms of data provide reflection additional to my

research diary and research notes.
Data analysis

| undertook the data analysis without the input of myesearchers, despite this being contra to
theprinciplesof action researcHhnitially, | had not considered that we would analyse the data for
my doctoral research project together as | did not anticipate mgsearchers had the interest or
the time to dedicate to such a task.the literature ti$ issue is one with which researchers
frequently wrangled.g.Pain & Francis, 208) SavinBaden & Wimpenny, 200 mith, Bratini,

Chambers, Jensen Romero, 2010Hawkins, 201%. | was uncomfortable with the analysis not

14 Action Research Ireland, 201CARN, 2017, 2018, 2019, OU Access and Participation, 2018
BWebster-Deakin, T., 2020. Exploring the fluidity of relation
researcher. Educational Action Research, pp.1-16.
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being a shared daransparent procesisowever| felt that our collaboration had been successful in
practice,and | was anxious about this being threatenedisgension about how the research was

to be interpreted and presentidaddition, | was fearful that, once in the realm of written research,
my impostor syndrome would +surface andny voice would get lost amidst those of my more
experienced coesearchrs. | was also keen to be honest about how | had navigated the research
challengs and relational tensions and had concerns about upsetting-regearchers with any

less insightful early drafts.

Overall, writing up the research on my owvas apragmatic choicelue to time constraints and

the dissipation of our research group once the fieldwork had been completetlospect | was

also retaining control of the narrative, feeling the need to tell the story in the way | had experienced
it. | cansee how noitollaborative this was and how much richer the writing up might have been

if I had invited my ceresearchers to participate in tlig contributing their thoughts throughout

To counter the lack of ecesearcher perspective in the analysaskied each for a written reflection

on their experience of participating in the reseaometimeafter the research had finished, so

that | could ensure their voices were present, nonetheless.

Data analysis in action research is a process which is nprdasdetermined nor obvious. | was in
possession of multiple forms of data from several sources, all of which provided rich ard multi
layered perspectives on tresearch butcking in clarity as to how | should analyse it. As Winter
(1982) says, actiaresearch is highly effective in the creation or production of data, but less helpful
in the interpretation of data. To begin with, | read all data sources multiple times, using thematic
induction which is loosely based on thematic analysis (Braun andeClaf06). Thematic
induction allows themes to emerge from the reading amdaging of the data so that incidents,
events, commentsctions,or behaviours during the research can be grouped under thematic

headings. This provided a first stage analysis of how | interpreted the data.
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Theinitial themes which emerged inductively were identity, hierarchy, expertise, and knowledge.
The way in whit these initial themes interacted produced a great deal of overlap, for instance
hierarchies of knowledge, or expertise as part of a professional or academic ifezgity
appendice®1-24). From these themeshrough rereading the documents and categogsthe

themes several times as an iterative proceasfaced two overarching concepts of power
(relational, structural, and knowledge) and pedagogy (knowledge). Power was the primary or main
theme (e.g., knowledge as power, status as patreiGtural power, resistance as power) with
pedagogy as a secondary main theme (e.g., pedagogical knowledge and expertise, pedagogy for
access, pedagogy for participation). This gave me a steer as to which fields of literature might

provide lenses for thempirical chapters.

The first round of thematic induction analysis provided me with an interpretive understanding of

what had occurred in the research, but not a deeper awareness of the relevance or generalisability
of what | was inducting. | was consciooisthe possibility I might be manipulating the data to

ful fil my initial preconceptions about coll ab
and val uel®982p.165Yilmaddidion, as much of the data had been written or

summarised byne, | was inferring or ascribing @esearcher behaviours or responses based on

my reading of a situation or narrative.

The second round of data analysis was informed but not prejudiced by the first. To ensure | was
including every layer of each sourceelvisited the data using a sequential process to guide me,
organising the data following the spiral sequencst@bs(plan/act/observe/reflectising the

spiral helped me to challenge the original themes and to situate the data in the field of the two
concepts of power and pedagogy more cleditys process also clarified sdibemes within the
themes: for example, hierarchy included professional and political hierarchies, and expertise

included the concept of voice within the research including owigerapency, and feedback.
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Following discussions with my research supervisors, | used the following questions to guide my

analysis:

1 How do power and pedagogy play out in each element of the research?

1 How does thaction researcprocess enable/constrain the power/pedagogy tensions to
play out?

1 What does the intersection of e.g.;aanstruction and power tell us about collaborative
crossboundary working and the role of WP professionals?

1 What am | using as evidence to show this? E.g., Diary notes, research notes, observation
notes, evaluation notes/diagrams, lesson plans, pupil feedback, wordleseamher
feedback, interviews

1 How am I interrogating the data?

These questions helped to determine howdxaminel the dataThey also raised further

guestions and observations about the integrity and challengesaattithve researcprocess

which added an additional dimension to my erstianding of what had occurred for me and for

my coresearcherd.reviewed my initial notes, for example, what | had written in my diary after

the meeting, incident or event and added a distanced commentary on the position | had taken at

the time (seebeow i n figure 4 under HAAct (1)/ Diaryo)
column by drawing out what the incident/event/response told me about the issues of pedagogy or

of power.

| was then able teeflect ontheissues which emerged from the firstot rounds of data analysis
(power, identity hierarchy knowledge as power, pedagogical knowledgeglation toaction
researctand the ways in which | had aspired for the research to uritb&issues of hierarchy,

identity and power werehallenges to professional/academic collaboratamiversity work
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Issues oknowledgepower and knowledge deficigrve rise to questions about@onstructing
knowledge andhe types oknowledgewe needed to delop WP work.This then led to
guestions about the purpose of this research and what claims it might makkaatogeffeced
change of any kindJsing the three principles (collaboration;@anstruction of knowledge and
action for social changes barometers for how closely we had adhered to the etlotai
researclenabledme to critique assumptions | had made duringjezaterations of the analysis
based onwhetherthey were made from a collaborative perspectivé, konowledge was being

genuinelyco-constructed and by whom.

Spiral | Data Evidence/quotation Distanced analysis Initial analysis
stage | source
Plan | Meeting |il dondt k n|surely this would have This is another examplg
notes this is but | really think | been worth pursuing as a| of the tensions caused
our society fetishises discussion?as the by hierarchyin our role
social -mwybilanxi ety pr o\ relationships; thisis an
heart sinks in response | comment about my excellent question yet
P6s ¢ omment|knowledge my response is fear anc
insecurity/intimidation intimidation rather than
(perceived academic a will to draw it out into

power) or about pressure] a discussion. To comba
of time and agenda (my | the feeling of

power as lead powerlessness (lack of
researcher)? knowledge) | am
resistant to fully
embracing the

opportunity for
collaboration
Diary S looked anxious, co-researchers expressing Pedagogic knowledge
describing Y9 as her their fear and uncertainty | becomes highly valued
Ani ght mar e |inthisrealm-isthisa as it is needed to
her PGCE experience. H lack of pedagogical prepare for the taster
also said, after his knowledge? sessions and | am
similar experience he recognized as the
Afvowed neve possessor of that
a school 0o knowledge/expert. Ther

is a distinct shift of
expertiseat this juncture
in the frst phase.
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Act
1)

Diary

What | did was offer
reassurance. What | felt
was a degree of irritatior
that this (my research)
had not been prioritised.

Really what was |
expecting? How arrogant
that | thought my researcl
should be a central
concern of theirs. Was thi
not simply theold wound
of secondclasscitizen
opening again? How doeg
this speak to
collaboration?

This links to earlier
perceptions ohierarchy
in the research and
where my role sits
within that
organisational
structure. Are different
Atypeso of
(arts/socal sciences etc]
more valued or engage
in inter-disciplinary
struggleshemselves?

Figure 4: Snapshot of Collaboratidnsequential data analysis

Finally, | recategorised the data again into four individual researcher tables, so that | was able to

see t

h e

emer gent

Astoryo for

Scholarship of Teaching and Learning and Inclusive Pedagogies

each of us

over

The emergence @fedagogy as a central theme of our action research required me to engage with

a range of pedagogical literature with which to examine and understandmsyearchers’

motivations beliefs,and actions about teaching the school pupils and, latterly, thetwdi@nts.

The Scholarship of Teaching and Learning (Spfidcuses on the practice and theory of teaching

and learning in HE, specifically how pedagogical enquiry might unite with the practice of

teaching and learning to improve and inform both the HE teaching and learning evidence base

and the classroom expemes of the teacher and their students. SoTL has its origins in the work

and writings of Boyer (1990), who, with his colleagues at the Carnegie Academy for the

Scholarship of Teaching and Learning (CASTL) in the US, argued that there was a need to give

theidea of academic scholarship a broader meaning, to enrich rather than restrict university UG

education.

SoTL has gathered momentum over the past three decades, shaping and being shaped by political

changes in the positioning and evaluation of teachingiversities e.g., in the UK the
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development of the Higher Education Academy (how Advance HE) and the Teaching Excellence
Framework (TEF). SoTL positions teaching and learning as important to and for issues of HE
pedagogy including the development of amadt staff teaching skills and the quality of student

| ear ni ng . -dBengional dalel ¢f schofarship, which included discovery; integration;
application and teaching, has been developed addfmeed to include the practice of teaching
rooted inacademic disciplines (Healey, 2000), the fusion of pedagogs#iyuctional,and

curricular knowledge (Krebe2000 and critical examination of teaching practices engaging

coll eageesousa Guestions ab o uHubesandiGteomet20ll,e ar ni n
p7).

The serious questiongith which we engaged during our research related to inclusive teaching
and learning, an area of teaching scholarship that is evolving in practice and in lit8iia¢ure

writing of Burke, Crozierand Misiaszek2017) draws explicitly on feminist, pedagog and

critical theoy to address issues of diversity, inclusion and belonging in HE teaching and
learning.Developing concepts of recognition and representation in HE pedagogy and the spaces
in which students and staff encounter and engage with thdagauges, Burke et al interrogate

the experiences and identity formations of academic staff and students, through nuanced
explorations of genderace,and social class (2017). The concepts of recognition and
representation connected directly to our redeaite, WP as access and as participatadto

the pedagogical ideagth which we had engagetiiringour researchabout classrooms as

studertcentredspaces for collaborative learning andaomstruction of knowledge.

Reflecting on the notes | had made about the pedagogical practice we were interrogating in the
taster sessions and UG seminars, | saw how these were connected to and could be framed by th
concepts developed by Burke et al (2017) . Dr a

inclusion and belonging, | evolved six O0princ
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experiences of my emesearchers in the classroom and our subseqisenisdions about
pedagogy.

Six principles of practice:

1. Understanding how students experience their learning environment
2. Empathy and sensitivity in teaching

3. Encouraging participation

4. Student perspective as starting point

5. Questions to generaliearning discussions

6. Structuring learning opportunities

For example, Sarah was keen to better engage her UG students in conversations about sensitive
topics but was concerned about the impact of asking them to share what might be highly personal
expeiecnes. Sarahés challenges which we had discu:
(teachercentred | came t o see as fdempat h-genteegiwhensensi t i
reviewed in the light of the need to recognrepresentand value all students (Burke et al
2017).Revisiting the data in this way offered a stronger theoretical basis from which to

undertake further analysi&See Figure 5 below).

DATA SET QUOTATION RELATES TO
Pupil responses/eo| It wasfunish and interesting (pupil) Structuring learning
res obsv notes opportunities

| enjoyed this one the most! Loved the

Cla2 questions and the paired work (pupil)

| related to the topic of dance and loved to| Encouraging
talk about the meaning of dance and why | participation (how to)
people do it (pupil)

The session really made me think how we
come together (pupil)

Groupwork focused their attention well (cp
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DIE model worked well (co)
Use of scribe to capture definitions {go

Maybe signpost where task/video is taking
pupils? (cer)

Evaluation diagram| Preconceptions Student perspective as
(V) idifferento group f starting point (student
voice)

Assumptions about 0
A e n o u.g. hodthinking too much about
student perspective/experience). Questions to generate
learning discussions

I1stgroup questions major factor in seein
grotup 4 J g (how to encourage

p u p ierspedtivep

these)
Qs key term in ALL academic discourse an
teaching
Qs about ? ABRI DGEO
the Aactiveo implic

Transition from/relation between broad HE
principles of questioning/curiosity/research

Thinking about learningarticular things
independent research (questioning)

Figure 5: Snapshot of Howaiidindividual researcher data analysis

Although of course this analysis was still likely to be subjective, it was now basathtytical
frameworks which determined haslosely we had, as a research team, adherackitn
researchFirstly, | employedthe threeorinciplesof collaboration, ceconstruction of knowledge
and action for social change,examiningwhether these had constrained or enabled us as
researchersSecondly) usedaction researcliterature to understand the challenges of
empowermenand raistance to different forms of powerhirdly, | incorporatedhe
perspectives of all four researchassindividual case® surface and question the themes of
pedagogy and power from multiple perspectives. Findligwing on mysix principles of
practice andheinclusive pedagogidgeraturehelped to provide a close examination of what
had acted as a barrier to eaclusin developing pedagogical practiaad how successfully we

had engaged in changing or adapting to rectify this.
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Ethics

Ethical conduct iraction researchan be described as putting values thiactiors wetake

with each other and the world. When undertaking researcngege witii The st udy of w
we value in these relationships and the deci s
BrydonMiller, 2014,p.306). BrydonMiller's structured ethicakeflection (SER) provides an

alphabetical list of values from which a researcher can choose to help guide their research

decision making. While | did not explicitly engage with SER, | had key values in mind when
undertaking the research. For example, | s@sscious of justice throughout, which | was

concerned would not be fully served because a) of the limited input of the school pupils; were

they being accurately represented? and b) the research benefiting me rather than necessarily

benefiting my cereseachers

BrydonMiller, Greenwood, and Maguire (2003) statethéRe s ear ch shoul d not U
persons from groups unlikely to be amonlg t he
kept in mind how and where | could comfortably see benfditall participantsin Phase 1for

the school pupild hoped for a positive experience of a taster, daymystification of academic

staff and, in the long term, more effective taster sessiomhase 2,dr my coresearchers |

aimed for a more comfortable understanding of effective pedagogy for access and for

participation so they felt empowered in their teaching.

These ethical pniciples provided guidance that was particularly useful for research with school

pupils who were vulnerable in terms of being minors and therefore potentially having the least
research fApower. o I n addi t i/oatsiderstdtusandngyded t o be
professional relationships with my-tesearchers. While they were not as obviously vulnerable

as the school pupils, they were still deserving of care and respect throughout their participation in

the researchlhese were the principléisatguidedme in undertaking the research. This is not to
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say that they were simple to maintain. For example, | was irritated by the resistamcewmf
researchers and saw their resistance to my direction as obstructive beHavasioffended by
thelimited input of Howard and Paul in the second phase of the research asilqbthis to
mean my research was inconsediano them.Ensuring that these feelings did not affect our
daily interactions or my acknowledgement of their investment of titoenty doctoral project

was challenging at times.

I sought ethical permission from al/|l research
Education ethical guidance. To gain permission from the participating schools, | sent information
about theesearch project to the headteachers and chairs of the governing bodies in order to

ensure they were fully briefed about the nature and purpose of the research and comfortable for
their pupils to participate (Appendic2S and26). | sent letters to parents via the school to

explain how the taster day formed part of a university research project. The letter asked parents

to complete a form giving their permission for their child (as these were minors) to participate

and stating theyere happy for anonymous data pertaining to their participation to be used in the
research (Appendi27). | also sent a letter to the pupils (in the spiritollaboratior outlining

the research project and how their involvement would contribute t@AhEendix28).

| provided information to my coesearchers about the research project, and how | intended to
use the research data. | gained the written consent of tfesearchers ahead of our first

planning session. | dedicated time during the firgtsghplanning session to answer any
guestions my coesearchers had regarding process and data. | also later asketbviemas the

end of my writing upabout the level of detail they were happy to reveal about their role and
specialism to ascertain howesling | could be in the empirical chaptdesich ceresearcher
provided a written response confirming they were happy for this information to form part of the

thesis. Throughout the research | consistently cheicketh my coresearchert ensure they
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were still comfortable witltontributing their experiences as@searchers to the thesis data and

the conference presentations and articles which arose from the research.

Part of the agreement withy coresearcherpupils, theiparentsand the schools
includedtheexplicit opportunity to withdraw from the project at any tinreaddition,l ensured

the confidentiality of all data, using letters or codes to reprgseticipants and ensuring it
wasstored securgl While much of the ethical preparatiand paperworkor the research

focused on obtaining consent for the pupils to participate in the first researchtpbesgjere
potentially larger challenges in working with my-tesearchers. These challengeduded

sharing research outcomes and experiences as part of a casual work corridor conversation and
talking more generally about their experience on the project, thus waiving their anonymity.
However, | regularly checked in with my-cesearchers to ensutey were happy with how

their role in the research was working and to assess the level of opefitheskich they were

mostcomfortable.

My awareness of the ethical challenges of undertaking doctoral research\nggeaochers

grew as the research pgot unfolded. At the outset, with ethical permission granted, | was happy
to proceed with the research, taking their written consent as univenssdeazarcher/pupil

consultant consensus. However, despite the taster sessions providing an informatrgéyunive

visit for the pupils, | realised that | was not comfortable with their limited role and the
construction of a taster event with the sole purpose to mine data for my doctoral research. This
positioned me as distinctly biased towards mynaain (Chapran, 2019)1 asked myself how

much say had the pupils really had in attending the event? How useful or informative had it been
for them? While | did not have the answers to these questions, and | was clear that the ethical

processes had bet@sllowed correctly, the lack of autonomy for the pupils troubled me.
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Dilemmas also arose for me in the data analysis and writing up, relating to the fragility of the co
researcher relationships which had been nurtured during the research. Whéd t@ashow in

my analysis the motivations for beliefs and behaviours throughout the research, my choice of
lenses particularly in early draftsneant that | was taking a critical stance on myesearchers

at times. | was quick to judge the actions of eoyresearchers when they did not align with my
worldview. | was anxious that my writing up was critical but honest and used the iterative
analysis process outlined above to ensure my representation of individuals and events was a fair
one.Nonetheles$ was concerned that the collaborative relationships we had forged despite the
structural constraints mightill be negatively affectelly my analysisThroughour research

had been given access to insights into the world and expeoéacademicsvhich | wanted to

share to encourage better collaboration in university wtkuthful account of gaining those

insights needed to include the difficulties we encountereedadohing a stage of collaboration.
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Insider/outsider researcher

An issue relating to the ethical questions thatesokedthroughaction researctvas that of my
insideroutsiderresearcher status. Researching as an organisational insider offers a distinct set of
dynamicsfrom undertaking research from an external perspe¢Brannickand Coghlan, 2007).

As an insider researcher Idharior knowledge and therefore, assumptionsudlthe organisation

and my colleagues. This prior knowledges useful in that time does not need to be invested in
acclimatising to a new environment, however it alsghtact as a barrier to probing deeply

enough in interviews, conversations or during the analysis ofBi@anick and Coghlan refer to

t his insider -uknndoewlsetdagned iansg ofi parned, al ongsi de i ss

organisational politics, highliglihese as potential pitfalls for insider researchers (2007).

The notion of role duality was magnified through the multiple roles | found myself inhabiting
throughout the research; those of lead researcher, novice researcher, professional staff member,
nonacademic, WP practitioner. As | wrote in an early reflective article on my experiéntes:

was prepared for role duality but not aware of the multitude of shifts and adjustments which

i mpacted my positionality t h-Deddng2620,p.12). t he r es e
Navigating between the roles was necessaryabtimes, confusingdler and Adler (1987)

refer to the challenge of insider/outsider re
What this meant, however, was that | was constantly reflecting on my status and the relationship

it bore to my ceresearchers and to my ongoing professional role.

| was both an insider (in terms of my university role and knowledge) and an outsiderr{asthe
academic in the research team) (Herr and Anderson, 2By an outsider gave me the

advantage of being able to observe and reflect on amgsmarchers' motivations and behaviours.
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It also gave me a distihdisadvantage (in research terms) aidrodrew hasty conclusions
about these motivations and behaviours without fully understanding from tlegreight

arise. In addition, my perceptiaf myself as an outsider/impostonited my early interactions
with the research team and stiflerhat mght have been productive discussions about the ways

in which my ceresearchers experienced the university.

My role as lead researcheadinverted the traditional university hierarchiss this affected

how relationships as e@searchers, rather thatratifiedcolleagues were shaped. This then
raised questions about how we interrelated-pestarch; were the hierarchies osiyspended
However, guating my research within my organisation had possible wider implications than
simply for my own role cofusion or the ways in which researcher relationships evolved. | was
asking questions about the policy and practice of the instittegardingssues of access and of
participation. | had a voice in this arena due to my professional role, however dtihe n
organisational lead. My research was therefore exploring and exposing an area which the
university might not wish to be interrogated or questioned. In this context my insider research
can be seen to be political and even subversive (BraanatiCodplan, 2007)To safeguard
internal professional relationships, | made certain that my seoli@aguesvere aware of my
doctoralfocus,and | provided generalised updates on progress and findings to limit any

misconceptions about the purpose of my researc

Summary of part two

| have outlined the research design, shared the range of data sources, and explained the approach
| took to data generation and data analysis. | have also explored ethical issues and the questions
these raised for me throughout the research project. Etina@esses, designed to limit harm or

exploitation of research participants, do not necessarily alleviate the burden of concern that the
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research is, at its heart, truly equitable and participatory. My approach was to provide as
inclusive an approach asvias able, within the circumstances, and to reflect on my conduct as

the lead researcher throughout the research and afterwards.

Conducting research in oneb6s organisation al s
researcher, in terms of being abledtain some objectivity during the analysis and ensuring that

the research is appropriately rigorous and not reliant on prior knowledge or insider assumptions
about organisational systems and structures. It also creates tension between the insider
researcer 6 s habitual professional role and their
confusion or the need to respond fluidly and switch comfortably between researcher and
professional identities he conflict of operating as an insider/outsider wttiie research

provided an additionapacewhich was trcky and uncomfortableo inhabitand was

constraining both to me and to the research, at tibegeloping the agilityand the confidence

to move between roles and positidrss been part of the learning about action research and

collaborating with colleagues from the academic side of university work.
Conclusion

In this chapter | have summarised the action research field and shown where within thay field
researchs positioned. | have articulated the issues faaittgpnresearchers such as challenges
of an ethical nature and regarding the validity and reliabilitgatibn researcH have introduced
the three principlexollaboration, ceconstruction of knowlege and action for social change,
and drawn on the literature to help to articulate how these principles served both as guiding
agents during the fieldwork and then as the framework to the analysis of the emergent data.
Following this, | have provided a c@mehensive overview of the research design, including the
ranges and sources of data, how these were collated and analysed and which tools for data

analysis emerged as part of the data analysis process.
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Reflecting on the research process as a novicerodsgaworking with a methodology that is

loose and nomrescriptive with especto types of data and data analysis, | have found the

research design to be more fluid than fixetlich has been both illuminating and yet sometimes
disabling. Balancing theore principles o&ctin researchvith the pressures of a doctoral

timeframe, ceresearchers' availability, and school and university termtimes has presented

several challenges to my commitment to researching with justice, respect, and beneficence for all
participants. Similarly, determining how to share the research story in the most candid and yet

careful way has provided me with several dilemmas throughout data collection and analysis.

As an insider researcher, and one who is secondary in the orgardkhterarchy, there was

inevitable challenge and confusion. In addition to the ethical considerations working with close
colleagues raised, | was uncomfortably positioned as the lead researcher, despite my sense of
being an outsider to my academicresarchers. While | may have had insider knowledge, more
usually | was operating in Inghaann d Liwfltionsd spot 0 of the Johari
multiple and shifting identities | inhabited both enabled the research process to be fluid and ever

evolving am yet threatened my ability to lead with courage and conviction.

| now move on to the three empirical chapters which are based on thadhoeeresearch
principles | identified as core to this research. Each chapter draws on data to show the lived
experience bmyself and three academics working together to improve aspects of WPlwork.
thefirst of these chaptersengage with the concept of collaboration, reiterating the purpose of
collaboration and examining how closely eesearctwas able to align to this principle in all
aspects of our research process. | explore the enablements and constraints to ailaborat
action research our specific context and identify where collaborative approaches have helped
or hindered the social change agenda for this research. Finally, | outline the findings about

collaboration in university WP work and discuss how gersatale these might be in a wideEH
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context and with a range of additional or different stakeholders. The discussion concludes by

returning to the concept of @mnstruction of knowledge.
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Chapter Four i Collaboration

Introduction

In the previous chapter | hayeesentedction researchs the most appropriate methodological
approach for research enquiring intk@ processes involved academic/professional university

work. | have also shown how my personal beliefs and professtinad steered me towarastion
researchio explore collaborative ways of working across the professional/academic binary divide.
This, the first of three empirical chapters, describes and analyses the processes involved in enacting
the principle of collaboration using data from research meeting transcripts, interviews, research
diary andresearchnotes. Collaboration is seen asosecelement o&ction researcand one which

lays the foundations for the principles of-construction of knowledge and action for social

change.

First, | reiterate the principle itself, building on how collaboration has been positioned for this
researchn the previous methodology chapter and stating the aim of collaboration; the converging

of disparate agendas to work together towards a common purpose. Second, | introduce the first of
two main themeselating to powerhierarchy, within which | exploreow two types of hierarchy
(professional and political) enabled and constrained our ability to research collaboratively. Within
this section | highlight my struggles with my positionality, and the challenges fmgsearchers

faced in accepting the need @ collaborative approach. Third, | discuss the second main theme

of voice, and explore issues of ownership, agency, and feedback, and how these issues constrained
and enabled us. Within this section | engage with the ideal of multgrtecratio/oices both in

the research process and in thdeléng of the research and reflect how successfully this was

fulfilled. In both sections, | show how, through thetion researcprocess of surfacing conflict
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and dissension, we were able to challengerarmbnstruct our preconceptions of each other and

of WP work, to enable supportive working relationships.

Finally, | discuss what | discovered about issues of hierarchy and voice in the context of WP work
in HE, and | argue that this type of democratiogess allows for the recognition of the knowledge
and skills of all contributors and makes for healthy institutional relationships leading to productive
outcomes for social change projectsis chapter establishes thdlity of collaborationfor my
professional WP contexias well as more widely as a tool for crgmefessionaboundary
university work The professional/academielationshig that evolvedenhanced ouknowledge

of each other anaf the issuesthat hindered collaborative working.The understanding of
collaborationin university WP work developed in this chapter will help me to situate and explore
the principles of caeonstruction and action for social chamgéhe subsequent empirical chapters

five andsix.

The principle of collaboration

In our research, we faced multiple challenges to a collaborative approach, many of which were
created by the prexisting structures angprofessional relationshipgwiroughwhich the research

took placgFryeandFulton, 2020. Employing the reconnaissance period of the research to invest
time in clearly discussing and questioning research goals, researcher roles and research ownership
was a way to dismantle power relatioshand begin the formation of a collaborative research
team (JohnsoandParry, 2086). While this certainly laid the foundation for our shared endeavour,

we needed to Acontinually attempt to bal ance
research (Benjamiffthomas Corrado, McGrathRudman,and Hand,2018, p.8). Researcher
responses to the challenges we faced were frequently driven by or expressed through resistance

and emotionexpressions of impotence, struggle, or frustration.
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The purpose of our collaboration was to examine and explore the process of designing, delivering,
and evaluating taster sessions for local school pupils to determine the principles of successful
approaches to WP work. My gesearchers were invested insthrea of work, being each regular
contributors to events on and off campus and had willingly signed up to participate in the project.
We shared an interest in fair access and, | believed, similar political worldviews. Despite these
shared perspectives eite was conflict and confusion from the outset, and this arose from, in the
first case, the structures in which we operategrofessional or academic stafhe conflict and
confusionillustrate the two main theme®f power hierarchy and voiceyhich pioved to bea

considerable challenge to collaborat{@hanock, 2007).

Hierarchy

Professional hierarchy

Collaborationin action researchequires time invested to engage with each other, agree
workload and establish group dynamidaipaland Figg, 2011). Awe werea newly formed

research team, | was keenly aware of the need to provide time and space for us to explore and
understaneach other'perspectives and coalesce as a tddmew that some time needed to be
invested in establishing common ground, to avoiealy breakdown of communication due to

the roles we inhabite@n experiencen HE recounted by Pourshafie and Brady (2018)as
fortunate that m co-researchersenteredhe researcproject willingly andpositively and in

support of me and my doctoral project. Howawgnreferred to the three e@searchers as

it eaminDua first gession.

Despite this endorsement, | was aware that politically driven initiatives such as WP give rise to
additional demads on academic staff, and | wanted to surface any resistance or resentment on

the part of my caesearchers (Kehm, 201Baltaru, 2019)Thereconnaissangghase in action
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researchaims to surface research concerns, questions and challenges tseshaian be

explored and clarified to enable the research

practi ceql996(pR®2)Tkeretotten the first research sessionreconnaissanceye
undertook a range of activities focused on discussadnwhat constituted effective teaching and
what we understood the purpose of widening participation to be msmagnal group technique
(NGT), a process whereby each participant has a turn to provide their answers to the question
which are then collateand the group, in discussion, selects andalects the collated answers
until a consensus is reachéak{becq,Vande VenandGustafson, 19751 deemed this an
important way to gauge my g@esearchers' views on WP work and its place withirutheersity

and as part of their role$aking part in theNGT exercise enabled us to see that welraddly
convergent views on a) the definition of WP and b) what constituted effective teaclirg

reflected in my diary that there was:

AUnani mous consent re the importance of

| east agreed with) in sorting exerciseo
(Diary, Post recon session, Phl)

Despite reaching a consensus using NGT, miesearchers brought to the sessions some degree
of challenge with which to understand the purpose of the research, ask questions and establish
what their roles would b&Vhile they were clear about participatimgthe researchthey

guestioned the unfamiliar research approach with which they were firessgnted

~

(Howard Recon session, Phase 1)

Als action research not simply articul ati

ef

n
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There was confusion over myr@fbally) inadequate explanation of the idea of action research
examining the process rather than being focusdti@outcomes. McNiff and Whitehead refer

to this as fdAwhartatihe rh atplpaem iniggootv ea(2868). wor k ? 0

ASo t hat é&ewcanll imgreve mytworldbut isn 6 tied uptwithd wat exactly

am | doing® 0
(Paul Reconsession, Phase 1).

| found this difficult:

Al was unprepared for the hierarchical pos
to the use of the language, the academic references and the confidence with which
challenges were made to the choice egatiptors | had employed to outline action

research and the projectds focuso

(Diary, Post recon session, Phl)

My fear that | was, to all intents and purposes, an impostor researcher, a professional member of
staff who was significantly less qualified than myresearchers, and thereforeatjuipped to

lead a research project, was disabling in the face of acadgrmllengeAs Mclnnis reports,
academic staff are comfortable with stating their expertise in many areas of university work, while
professional staff may struggle with doing so (1998dre than thismy inability to respond

competentlyconstrained a stied exploration of the concerns and questions that Howard and Paul

were raising:
AAny kind of work is a sort of existential
up to that negotiation o6what i s theiagahi ng?a
teacher feeds the daily question of O&éwhat

the outcome of that can be happy or unhappy
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(Paul, Recon, Phl).

AWe are talking about political, personal

oneo (Howar.d, Plan, Ph1)

Potts and Brown (2005) identify institutional factors as some of the most likely to prevent

fulfilment of collaborativeaction researchiMy sense of inadequacy negatively influenced my

ability to respond appropriately, for fear of not being able to lead or steer the researdifyteam.
co-researchers were raising pertinent points that related directly to the political cort&xt of

yet | dd not enable the deep discussion myresearchers might have liked amtich we

certainlyneeded at this pointinthereseatch fAappr eci ate angshndengageo

Aoefnt conf | i cinHE{Bergquist 1992)pr23&0F 0
Political hierarchy

Despite laving invested time during our reconnaissance to establish agreed definitiavi3 for
andwhat constitutes effective teachimging NGT,during subsequemianning and review

sessionsthe political issue afiniversityteaching and learningas frequently raised

ASuch is the dominant ideologyééyou just s
that webve gotéthe only thing that is of i
maxi mi sing my | earning eppcdkrithun ietxiee scéd iste ob e

(Howard, Recon 2, Phl)
Al think what young people donét do enough
(Paul, Review, Ph1l)

Initially | was frustrated by the frequent return to these positidnasit teaching and learning

Although | was aware of the positiog of students as consumers and how this could impact
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academic teachatudentinteractionsas reported by King and Bunddeglt that this mindset was
counterprodictive (2020).Professionally and philosophically, my sympathies were with the
university stidents and the school pupils, rather than with academic teaching btafigh the
re-visiting of this conversation,became enlightened to the extent of the frustrations my co
researchers had towards a system rooted in managerialism and performativity, and how this

affected their response to student behaviours:

AThe whole | anguage of peutdrecandnsaeallye per vade

negative. o
(Paul, Review, Ph1)

Alf we link that to oO6performingd as teachi

deeply problematic. o
(Howard, Review, Phl)

| had not previously been aware of this deepted antithesis towardise performative culture

(Wilson and Holligan, 2013}aving been a teacher subjected to Ofsted inspections and a

charity manager regularly accountable for the funding awarded, | saw evaluation as a constituent
part of my work. However, | was awareoftheeed t o fianal yse pl aces of
r esear cTorreanelEinm 8008,p.19). The structural and political constraints surfaced by

my coresearchers were adding an unexpected but useful dimension to our shared understanding
of the barriers t&®WP workand one whiclopened the door to more informed collaborative

working.

It alsobecame clear thali¢ frustration which Howard and Paul expressed thrpadjtically
drivendiscussions was one way in which they challenged the Harbler.l viewed students as

partnersas framed byealey, Flint & Harringtorandstudentsuccess and wellbeirnvgas core to
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my professional etho@016).My co-researchers held views in opposition to manePaul

explained why this wais his interview at the end of the second research phase:

ot

What quite a few students say is 61 donot

the thinking, we i nThatnmes warye rseetr oadfu cree ¢ ihsat

=1

One r eact i oimplytsee learheestas warting ltodakesa short cut, being lazy

and maybe there is some of that. o
(Paul, Interview, Ph2)

There was not always consensus about student behaviour or our edugdiiosaphies yet

having the time tarticulate ouropinions in the first research phgsevided us withspaceo

|l i sten and try to dhsevasan unhsuabsethofeircinstangesfos pect i v
professional and academic staffiose working rhythms were often at odds vatie awther

(Whitchurch, 2015). Wile time consuming and sometimes challengtht, investmentvas

openly appreciated by my ¢eseachers:

AThese subsequent discussions that we have

It is something that we dondét have any opp
(Howard, Recon, Phl)

AThese kinds of conversations they are a s

important issues of teaching that are pract
(Howard, Review, Ph1l)

At all our sessiontdeliberatelyset the tone afnonworkéand created a more socially open
atmosphere by providing cakes and drif&ldleton states that student outcomes are positively

affected by professional dracademic staff working together (20063 ly agendasmine more
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practical (designing and deliveg effective taster sessions) and theirs (structural and political
issues) became convergent through having had these discussionsfalloaing the taster

sessionsled toaclearer understanding as to what it was, we were aiming P work

The opening of a communicative space in this way, despite the limitations of tinrespagech
relationships and personal agendas, laid the foundations for our work togethexample, m
co-researchers had been anxious and scepticataboob s er vi ng each ot her 6s
the school pupils, yet, in our evaluative ses

support, sustenance and camaraderie the presence of theseeochers had provided:

AThe great t louahigthenr@m belcaause it magle apsolute

senseé..actually it was the best thing to
(Sarah, Eval, Phl)

AThank goodness all these great people are

and hel pful things to sayo

(Howard, Eval, Ph1l)

All f ehappier planning the sessions, |l ots of
(Sarah, Eval, Phl)

AWe could just talk through things and the
adaptation, really thinking about the fAtea

t hi svee .rledal ly | i ked ito

(Sarah, Eval, Phl)
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AThis idea iIis that you have a community 1in
yourself. You are expressing opinion and preferences reflexively. It is about allowing

people to think in a reflexive wayo
(Paul, Bval, Phl)

AWe are al/l i n the classroom together and
so on the one hand we are thinking Aoh noo

actually the opposite is truebo
(Howard, Eval, Phl).

AThere ia&a tho talgiem.d It doesnodt matter; we C

|l earn a ton of thingso
(Howard, Eval Ph))

These sessions weliedt by my coresearchers to ks» beneficial that | was asked on more than
oneoccasion during phase 2, while my@searchers were working with me on their individual

teaching interventions, when the next group session was scheduled for:
AWhen are we getting the gang together?09
(Howard, Corridor conversation, Ph2)

Our disparatedam had, over the course of phase 1, be
demonstrated how far we had developed together despite the confines of our respective roles and

the divergent views we sometimes had. More than this, the absence in phase 2 of t

collaborative space we had used in phase 1 to posit our views, frustrations and questions was

keenly felt by my caesearcherdrofessional distrust or resentment of one another could easily

have disrupted the research, but this was dissipated thoaughvestment in each other
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(Rhoades, 199FryeandFulton, 2020)Our collective experience developagense of team,

was set apart from structural hierarchies and validated our trust in each otheessacohers

and colleagues. We were colleagues working together on a shared and mutually developed
agenda, rather than straddling insidatsideror acasgtmidprofessional barriers to collaboration
(Herr and Andersor2014). It had perhaps been a mistake to develop their UG teaching
interventions individually as continuing to work supportively as a team might have consolidated

the collaboration we had achieved during phase 1.

Voice

Ownership

Linked to theconceptof hierarchy the issue of who owned the research was an invisible

constraint which affected whether the research was enacted in the true spirit of collaboration. For
action researcto work as a collaborative approach, there needs to be mutuality, where no single
person has control of the agenda, and cohesion, which is the value each research team member
gains from the process (Bevins and Price, 2014). Despite my desire to adhere to collaborative
principles and practice, the research was still that which | had iedianded. This caused

constraints | was aware dtiring the researglior example théimited role of the school pupils

and those became aware of during analydisr example m use of language in my research

notes and diary.

For instance, in mgarliest communications, the language | use is indicative of who owns the

research. In my introductory email to my-@searchers, | write:

A( This meeting is to) position my research

understand your viewson@én ex per i ence of teachingbo

(Introductory email, Ph1)
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The main aim is clearly articulated as primaniyresearch project. | articulate this in my diary

early in phase 1, too, when reflecting on the complexities of our researcher relationships:

Ailt was my project, in which they would pl
(Diary, Ph1).

There was an assumption on my part that, as mgsearchers had volunteered to take part,

their interest was enough to mean that they were attuned to the agenda | had created and
therefore happy to engage withAissumptions iraction researchnd in research more generally
are dangerous, leading to misunderstanding and misrepresentation of researcher perspectives
(Brannickand Coghlan, 20Q7Had | been working with coesearchis outside of the university,

this assumption might well have alienated the research team members and damaged the research.

This type of individuatather than collective voice permeates maferences tony co

researchers in phase 1.

fiThe aim of the review session is to:

1. Create an environment in which effective teaching approaches could be discussed
2. Provide the opportunity to refine and fihene sessions

3. Reflect on challenges and barrierctth angi ng or amending their

(Researcmotes aftetaster sessiof delivery, Phl)

The third aim of the session points to changing or amending mgsearchers' practice but
makes no mention of exploring or reflecting on mine. The researchii®ped as something in
which they are invited to participate, but also in which they will be judgpdroaching the
language of the research in this way ran the risk of alienating mgsearchers and accentuating

the professional binary divide this essch was trying to dissolvB#rtunekandRynes, 2014).
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Although these seem like minor misjudgements, they attest to the ways in which | was

constrained to collaborate in the truest sense.

In addition, the language | use throughout my research diary andrigstreacmotes is
revealingandat odds with my beliefs about the natureacfion researchnd a collaborative
approach. | used the ter ms A acrnaahdresearchsotes a n d

during the initial stages of the research although | did not refer to smgsearchers using any

ot her t errars ebaurtc Mecros © when speaking to them.

researchhotes and diary demonstrates my feelings of inadequacy and the separation | felt from

mycor esearchers (outsider with insiders) and

my way of retaining some control when feeling out of my depth as a resedtlaying different
roles to implement change is a feature of action reseBranifickand Coghlan, 207).

Inhabiting the role of a researcher as well as a professional colleague complicated my ability to
be reflexive about language use at the timeriting my diary.It was only in phase 2 that |

startedtorefertomyenesear chers in the privacy of my

aligns withthe point at which we were working as equal partners on issues identified by all of us.

Agency

Being aware of prexisting relationships is key to building collaborative research relationships,
leaving previous roles asidBrannickand Coghlan2007) However, the way in which the

research team had interacted historically carried considerabletweigld planned for us all to

be observers in each-tesearcher's taster session and to share our notes and observations as part

of the reviewMy co-researchers were cautious and sensitive about opening themselves up to
having their teaching assessedcbyleagues in their professional circle, particularly when out of

their natural teaching context with an unknown quantity of leaResr observation was viewed

TF

t |

r e
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with suspicion, as another f(lemingandWingrovem of per
2017,p.5). While not an uncommon issue faction researcghmy coresearchers' pfessional
relationshig had the potential to threaten their ability to be open and honest with each other
when providing their feedback (Goulet, Krentz and Chnsem, 2003). Goesearcher voice

used as a form of critical evaluation wasarlyarticulated as a challenge for Howard:
ALet s face it, youdre on-utplse clhierc&k i megr ¢ ,0 ui
(Howard, Interview, Ph2).

Sarah sharedith usher personal response to the news that we woutthserve each other in
the Evaluatiorsession of the first researphase andused the highly emotive word

Afsurveill anced to describe this.

A(l mage of terrified stickptélacka agativiiear 9

pitching problem§ f ear of Osurveill ancedo

(Sarah, Evaluation diagram, Ph1l).

AS tal kedecotf fheearr aabt t he i dea of wus being
(Researcotes, Eval meeting, Phl)

Sarah had found the time and opportunity during the research to reflect on her teaching practice
of great benefit but identified the paucity of tieneailable to be able to embed this type of

discursive approach across all her teaching:

AWhat we | ack i n t heime mwever isshe timeandspace®xt o f
do this properly with our other modules, and to reflect and get feedbacksasd r¢ . 0

(Sarah, Sefteflection, Ph2)
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My co-researchers shared their frustration that little space was made for their voices as academic
staff. Paul interpreted the lack of opportunity to discuss and explore the emergent issues about
teaching in hisegular working week as a clear indication that the university simply did not

prioritise teaching:

AThe university has no interest in what te

|l iterally has no interest. o
(Paul, Interview, Ph2)

Paul andmBeats exprasstheir feelings of frustration and impotence at not feeling able
to develop their pedagogical approaches in ways which were removed@ardtedrom the
institutionds per f or (Blere,i201@)Thia constrameddhieleliefrihgt, me a s u
beyond this research, they would be able to continue to benefit from this type of collaborative
community of practicéo develop their teachingn their researciintensive roles, there was a
tension in balancing time and investment in teaglsicholarsip alongside their disciplinary
research (Brew, 2003)Vhile the time and space we afforded to the planning and reflection in
both phases was enabling, it highlighted hrestrictedmy coresearchers regularly felt and the

lack of control they believed they had to influence any chdPger observation as a

collaborative process was a new experieaod one which challenged my-oesearchers' prior
experiences of performative teagtiobservationSurfacing these issues through aation
researchprocess was useful as it enabled myresearchers to feel they were heard, something
that they believed was not the case in their institution. It also enabled me to start to understand
tha academic staff felt equally constrained in their roles as did professional staff, albeit by

differentforms ofpressure

Feedback
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Endeavouring to achieve parity of status for all research participants has been reported as
problematic with teachers or group | éexaiger s un:t
of this (BrydonMiller and Maguire 2009,p.86). Alongside the fetback from each other, it was

important to me as part of the democratic process espousetidny researcto try to harness all

knowledge in the research proce$hkerefore, | was committed tmllecting pupil feedback on

each taster session. However, ogyresearchers were less comfortable about collaborating with

the pupils in the research through the process of feedback comiivéets.| introduced the idea,

| noted:
AThere was pal pable anxiety. ... about enga
(Researcotes, Plan, Phl)

From the perspective aiction researchall knowledge iositioned as equally important.

Knowledge is democratized when we understand that there are multiple ways of knowing (Hall
andTandon 2017).InourHEc ont ext , however, my professional
experiential knowledge were less commonly privilegedheaction researchterature,

providing students with the opportunity to have both a voice and a platform for that voice is
heraldedaspoducti ve for all/l C 0 n knewledge produchrawhb i ng t he

solve problems within thej2019,0)n educati onal C

It made absolute sense to me to assemble all available knowledge to inform our taster session
developnent, but this was a larger leap of faith for myresearcherur disparate professional
backgrounds made this a particularly contested area of the reswa@ah which | championed

pupil voice and my coesearcherazere uncomfortablabout the prospect of allowing the pupils

to give feedback on their sessiombisdiscomfortc onstr ai ned Paul 6s mi nds e

how to improve his taster sessionsduling the pupil feedbacéfter tasted.
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AA | ot | ess talking/less speaking more gro
have been cut down/more group work/there is too much talking and there shauld hav

been more stuff to doo
(Sample pupifeedback, taster day 1, Ph1l)

Paul 6s reaction was to question this feedback
Al want to question the valwue of talking b
AThere i s far too much group work and it i
(Paul, Review, Ph1l)

Paul 6 s highlght thenchasms between my beliefs and those of mmgsearchers about

the value of student voice of feedback as a valid tool for teaching develo@oanerns such as

Paul 6s ar e art i c ullighthewdquestpnnareshyall airag i wmlgo filgiogp d t
are completed by students in isolation with no reflection or discussion with their teachers as to
what @ go o domprissadoimnsom go0Gpooren, BrocklandMortelmans, 2018 | had

viewed the pupil feedback as integmalhe process and a crucial element in a truly collaborative
approach to reviewing the taster sessions but had not been alert to the tension that introducing yet
more evaluation would create in my-msearcherdMly emphasis on pupils as-contributors to

the research exacerbated the discomfort mgesearchers felt about student evaluation and re
positioned the pupils not just as learnersdaéxperts of their learnin(Bovill, Cook-Sather,

Felten, Millard andMoore-Cherry,2016)

Paul was resistant to changing his teaching approach in response to the pupil feedback as he felt
this was another way in which he was losing authority, voice, and power in his academic domain

which he already felt to be under consalge threat. The affording of voice, or power to school
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pupils or students, was an issue to which myesearchers had strong reactions. Their
experiences were from a position of feeling their voice went unheard and this had a deleterious
effect on the \y in which they received any student feedb&tlkudent feedback, fany co
researcherssat within the parameters wéaoliberal enforcedacademic performativitgBuckley,

2016). By taking a positive and uncritical perspective on the inclusion of student feedback, | was
unaware of the difficulties my emsearchers had with this stance. It was usefidymative,and
necessary that my position was challenged, and rmg®earchershared theirzersionto

student feedback.

The process in phase 1 offered the pupils the opportunity to write down any questions they had for
my coresearchers during the lunch brebkollectedtheseup, briefly sorted and scannétem,

and then posethe question$o the relevant coesearcher in front of the pupils before the event
closed. My doctoral supervisor had suggested these questions might be a powerful way to assess
pupil understanding of ¢htaster sessions. In fact, they went further than this and demonstrated a

genuine curiosity in the three academieresearchers' livedjsciplinesand educational histories.

AThe pupils asked questions rang.lilrangp, fr om 0

May etc?d6 to O6Why did you pick your subjec
(Diary, taster sessionPhl)

Despite the avowed discomfort of my-coe sear cher s of having to
experiences of their taster sessions into session review amekige, their resistance was
overcome when they saw how insightful the pupil comments and questions were. Howard
described the pupil questi ons asTheautilifywfgypibr f ac:

feedback was al s o shHistgabtér segsion vehdn hd hiad senag actvidy witho
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minimal parameters and explanation, so the pupils were unclear as to what exactly they were

expected to do:
AA pupil i n tdaengslestsavwe o aivekeey what you (1
(Obsv Notestaster sessionPhl)

The question from the pupil forced Paul to a) clarify the activity immediately during the taster
session and, b) when reviewing his session later that evening, undé¢nstaeed for a
framework in which to position the activity to make it clearer for the pupils fase¢hend taster
sessionSarah wasurprisedy the questionghatarose fromherfirst taster session experience,

andseeing the value afuestions as a tool with which to communicate with the learners:

Al thought about the questions the Y9 pupi

good and made me realise how much | had uedert i mat ed t he mo

Al 6m goi ng t o c ol thegueettions at the beginiegapdatthe ensl;;a a s k

good way to check understanding. 0
(SarahReview, Ph 1).

For Sar ah, t h e -ppsitigned|her ndaystardig of theirsability end potential,
which then helped her to adapt her tasession for the second group. For Paul, who had been
sceptical of the utility of the pupil feedback, the time between the taster sessions and our Phase 1
evaluative session gave him the space to reflect on the pupil feedback and make sense of it in the
context of our shared experience dmel wasbrave enough to articulatethiirough his reflective

diagram:

~

Alt (taster session) was too | oose, it was

delivery so thatoés the wavy I|line. That ind
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(Paul, Eval, Phl)

Paul 6s acceptance of takog&e vith whittctd gsk gaestiorfs asgpi vi n g
form of studenteacher communication, then formed the springboard for his Phase 2

intervention:

Al wonder if it might be a good dGfiydea for m
have any questions about tieeture or the module, could you really think about it
throughout the lecture and just write them down for me; nothingasfllyd then respond

to them the next weeko
(Paul, Eval, Ph1l).

This was a signifi cant raegardinghs refationoships Rithstudérdss e ar |

which he believed needed to be necessarily combative:

AMy col |l eagues ayv earttipatidm af lstudents gnilectgres but lehink o n

it should be challenged head."
(Paul, Plan, Ph2)

The role of the pupils irour researchcertainly made for a less democratic process than
collaborating with them throughout. However, the use of the pupil feedbacktésiarone to
shapedastertwo, and to inform phase 2, meant that the voice of the learner continued to resonate
throughout lhe research process, despite being present in the research for a limited time. As an
advocate of student voice, | believed the school pupils ought to have the opportunity to shape their
educational experiences (Coe8lather, 2006). Pupil voice was a vitabnetituent of our
collaboration and one which came closest to the patien researchenvisaged, enabling pupil

views to be heard firdtand. However, | had not allowed for how confronting this would be for
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my coresearchers and, although they accemtepil input would be part of the process, the
discomfort and anxiety for the research team might have been avoldetiiinvesteanore time

in discussing how and why voice was cruciahttion researchThis mismatch of expectations
and understanding as anongoing issue and orthat ischaracteristic of professional/academic

relationships in HEQollinson, 200%.
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Summary

In thissection | have explained how, while at first professional and political hierarchies
constrained our capacity tmllaborate, challenging these hierarchies through our shared actions
and reflectiongnabled us to take a collaborative approach to the research issue, develop and
share our expertise and start to consider plans for angsarchers' approaches to thés

teaching. Inverting the institutional hierarchy by positioning me as the lead researcher, although
initially feeding my sense of inferior self, deliberately changed the dynamics of our interactions,

and democratic group exercises served to give equghte each caesearcher's contribution.

Revisiting my research diary provided the chance to reflect on the language | used to retain a
sense of control or power over the research. The language with which | initially documented the
research was a conaint to our collaboration, when my lack of conviction and my uncertainty
about the direction of the research evoked-ocmltaborative descriptors of my @esearchers,

despite my core belief in the power of a collaborative and democratic appraatiom

research

Lack of academic voice and autonomy made the experienceretearcher peer observation
one which was agreed to with fear and trepidation. This was duerésearchers' prior
experiences of performative evaluations of their teachidgadack of institutional forums in
which they could informally explore and develop communities of teaching practice.
Notwithstanding the anxiety and struggle that the pursuit of collaboration had evoked, my co
researchers were able to identify the beaefiey had gained from sharing their taster session

experiences.

Equally powerful was ensuring we devoted the time and space during the research to voice our

own thoughts about teaching in HE. The issue of voice was initially a barrier for-my co
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researcher both in terms of their feeling unheard in their academic roles and in accepting the
powerful voices of the school pupilshave shown how initial coesearcher antipathy to learner
voice and anxiety about peer observation, changed to perceiving catlab@pproaches to

constructing effective learning opportunities as useful and informative.
Conclusion

While collaboration is held as a core principleaofion researchnd positioned as necessary to
facilitate ceconstruction of knowledge and action for social change, the ambition of equitable
and fully democratic collaboration is challenging in practice. Despite the purest of researcher
intentions, issues of power, botisible and invisible, can remain ey@resent throughout the
research procesklearned thattiis difficult to achieve truly egalitarian approaches due to the
pre-existing structures in which the research takes place, whether these be organisationally
societally, or financially shaped (Benjamimomaset al,2018). Institutional pressures such as
funding timelines or the complex relationships of insider and outsider researchers play a

significant role in the success of researcher collaboration.

Despie the commitment to democratic research processegion researglensuring equity in
researcher power relations is perceived to be a significant challenge with the distinct possibility
that an actionresearcher may inadvertently impose rather than alleviate power relations (Cooke
and Kothari 2001). To combat issues of powerasimportantto buildtime into the process

early on to surface concerns and agree resg@aemeters anconduct the reseen with

attention to the perspectives of others (Wadsworth, 2006). As a research team, over time and at
odds with the confines of our respective roles and responsibilities, we worked to develop a

Acli mate of <caring, r espe toeachothdr (Codermen&003nent o

t
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p.335). Developing such a climate is vital to collaboration because iteallow as eesearch

team to move towards and through change and to experience transformation.

In this chapter | have shown how the principle of collaboration was both a challenge and an
opportunity for our research. | have clarified and explained the thiemesose from the

research: professional and political hierarchies, and issues of voligging ownershipagency,

and feedback. Each of these issues enabled and constrained our research activity, our researcher
relationshipsand our ability to construct a fully collaborative space in which to enact the
researchExploring the constraints wiaced enabléus toposition the issues relating to WP as

central and relevantbotomy wor k and to t he accandiegthecs 6 t eac
structurallimitations imposed by ar institution(Whitchurch, 2015)Theinstitutional
professional/academic boundarsédsoconstrainedhe mindsets with which we each engaged in

the researcbutwhich, throughcollaboraton, provedopenenough to start to effect personal

change. In the next chapter | clarify and explain the principle-cbostruction of knowledge, |
explorethe types of knowledge we gained, dhdprocessethroughwhich knowledge was

accrued, and | provide exampleéshow we were enabled to collaborate on a secongammed

phase of research, following the enlightening experience of the first.
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Chapter Fivei Co-construction of knowledge

Introduction

In the previous chapter | have shown how a collaborative approach positively challenged the
structural hierarchies and boundaries within a univensityking counter to the traditional ways

in which academic and professional staff are positioned inael&dieach otheiQlegg and

McAuley, 2005).Focusing on issues of hierarchy and voice, | articulated the struggles we
encountered as individuals in finding common and equitable ground from which to analyse and
understand the collaborative WP taster dagess struggles which highlight the challenges of
sharingcrossprofessionaboundaryconversations about university work (ChanoclQ220This
chapter will describe and analyse the evolution of the seacinmh researcprinciple of ce
construction of knowledge in the research, examining eacbsgarcher and the knowledge we

brought to and gained from the research process, as fourdnaidases.

First, | reintroduce the principle of eoconstruction, explaining how this can lead to unexpected
as well as anticipated knowledge arising from the research process, which for us was
pedagogical knowledge relating to teaching school papddJG studentsCo-construction can
take a range of forms; in this chapter | will show howcoastruction occurred whenever our
words or actions deepened understandinguofWP work for access and for participation.
Second, | revisit theinclusive pedagogies literature to draw on the concepts of recognition,
belonging and success (Burk&ozier and MisiaszelR017) and explain how our deep
engagement with the everyday process of designing and delivering taster gessioted us to
identify enablements and constraints to designing and delivering effective and inclusive taster
sessions. Third, employing the six principles of practibech arosdrom my data analysiand

drawing onthe inclusive pedagogies literature, | explore the vwayghich knowledge was
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constructed in each individual-cesearcher case; knowledge about the process of developing
taster sessions, the pedagogical knowledge which was revealed througbeaucho be
necessary to deliver these sessions, the knowledge and understanding | gained about the
challenges faced by my gesearchers in their academic roles, and knowledge abtoih

research

In conclusion, | reflect on the learning aboutaomstruction of knowledge asrmaaction research
principle and how we were able to create and share a powerful pedagogical knowledge with
which to discuss, plan and deliver teaching. | argue that, althougbnstruction was

challenging to enact and was often dedhldg personal, professional or institutional barriers,
through the process of engaging with #ution researcteach of us evolved in knowledge and
understanding which influenced our personal, pedagogical and professional convictions and, in
some caseshanged our practicepositingthat WP work benefits from joint academic and
professional input to develop pedagogy for student participation as well as @tagss et al,
2015).Building on the knowledge we each gained through the experience of dgsigaching

for access and for participation, theal empirical chapter thereflects orhow far theresearch

enabled each of us to change the way in which we approached our university work.

Co-construction of knowledge

Coconstruction of knowledge is a process in
and treated equally, and through which new knowdedigrged through the fusion and

interaction with the knowledge of others, is created. It is a particular challenge agtion

researcho specify exactly how this knowledge is produced and how much change it can effect.

Bremer and Meisch describetheconstructi on pr oces straditenso n e

and practices converge, overlap, affep2). each

w h

n
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Co-construction therefore involves engaging with and responding to the knowledge of others,
aided by shared or personal reflection and/or group or peer discussion. Out of this knewledge
sharing process, it is hoped and strongly anticipated that change in the form of enhanced
understanding, or adapted and improved practices, or even social amulpoétisformation

will occur (Jagannathan et al, 2020).

As lead researcher, | did not know, nor did | wish togetermine how we would econstruct
knowledge as | believed this would have conflicted with the collaborative principlioh
researchin addition, as | have described in the preceding chapter, | often bypassed the
opportunities to delve into the heavily felt concerns of myesearchers due to my lack of
confidence in being able to navigate the discussion. As a result, conversatidnshinve, as a
group, interrogated pedagogical theory were scarce and therefoomstouction was less about
knowledge emerging from targeted conversations, than slowly evolving individual knowledge
and reflections based on our shared experiences neskarch. In the first phase of our research
(taster sessions), @mnstruction occurred in three separate ways: 1) individually, through
observing each other and reflecting on our observations 2) individually, through receiving and
acting on the pupil fetback and questions and 3) collaboratively, through the shared
experiencs, and conversations about these experierafesyming to understand what
constituted effective taster sessions. In the second phase of the research (UG teaching),
construction arose from individual tesearcher conversations to plan their UG teaching

intervention, and the outcomes thereof.

Due to the exploratory and mufierspective process of-construction, knowledge that arises

through theaction researcprocess is often unforeseen and caonientate the research to focus

on an unexpected area of the enquiry. Smith

connectionodo in the resear ctotackipthadsteojaaderh i | e

e
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disinterest or noengagement in WP work, through the process of designing and delivering
taster sessions, | came to realise that the barriers for researchers were pedagogical and
influenced by institutional and sector demands and deficitsheatd too,faced barriers to
genuinely collaborative approachesthe form of mynegativepreconceptions aboatademic

staff interest irsocial justicebased university work (Blackwell and Preece, 2001).

Socially just pedagogies angbrinciples of practice

Burke et al (207) describe their socially just pedagogy as relational interactions between teacher
and student which can enable or impede deep connections leading to participation in learning and
the wider university opportunitieds outlined above, it became evident that pedagogy had a

vital role to play in WP work, both in the construction of taster sessions (access) and the
planning of UG teaching (participation)le developed an understanding of effective classroom
practice forteaching inclusively and explored how to implement this collectively (for the taster
events) and individually (in UG teaching). We learned about the need for inclusive pedagogy
through reflecting on teaching school pupils and university students, andabbwfeus had a

role and a knowledge contribution to make to this prodeealising themportanceof both
professional and academic knowledgedeveloping pedagogies for access and for participation
provided an alternativerspective téhe concerns raised in the literature about acadé/fic/

professional staff ctdboration(Burke, 2013).

The experiences of delivering taster sessions gave rgsvéval pedagogicahallenges such as

the management of pupil behaviour, taking a didactic teaching vs collaborative learning
approach, and engaging in interpersonal dialogue with the pupils, and these challenges shaped
and informed our understanding of what worked in thestoom and why. Drawing @ocially

just pedagogy toepresent and recognideserse groups dearnersl evolvedsix principles of
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practicethrough the process of engaging with the writing of Burke et al (201 7arsadgsingthe

research data:

1. Understanding how students experience their learning environment
2. Empathy and sensitivity in teaching

3. Encouraging patrticipation

4. Student perspective as starting point

5. Questions to generate learning discussions

6. Structuring learning opportunities

The subtance for these principles arose from experien@bgervingand engaging with the

challenges faced in designing, delivering and refining teaching for school pupils and for
undergraduates. Thelaw onthe questions that were raised by myresearcherand the

answersve found inteachingpractice, observations and feedback, andreflections. Each of

these principles relates to the ethos of inclusion, belonging and success which is at the heart of

WP work, and which informs the socially just pedagogies espoused by Burke et @).(2béy

also build on and give pedagogical substance to the definitions we constructed as a research team
at the very beginning of the research, agreeing through the NGT pro@ssréconnaissance
session that effective teaching meant HAencour
wor k was i mportant because 1) Ait is central

an unalienabl e rknagvledgéis aoutsed3s)t efieant caensds etnop o wer me

In the next section | present the analysis of this second action research priccaple
construction of knowledgi as four individual case studies. A cadady approach enables a
deep understanding ofpleenomenon or an individual when the enquiry is as focused on the

process as the outcome. Case study in educat:i
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explanationo (Merri am, 1 9-@Rarcher Radrgtives rElatecttie o f t h
description and explanation of pedagogical principles of practice. | had initially organised and
presented the data relating toc@mnstruction of knowledge as a thematic account, however this
approach 1l ost the i ndi vprigciplesitoinfoenstreiateaching. 6 st or i e
Presenting personal research narratives as case studies enabled me to describe and analyse
individual engagement and struggles with ideas about pedagogy and knowledge, which allowed

me to explore a wide range of consita and enablements to-construction of pedagogic

knowledge from different perspectives.

Writing the chapter without consulting my-a@searchers was at odds with my ambition for

fully collaborative research because their perspectives on my fingnetation and record of

the research are missing. As | have described in the previous chapter, despite my commitment to
co-construction, my anxiety about my expertise and my inferior sense of self prevented me from
asking my ceresearchers to participatethe data analysis or to invite them to read drafts of my
thesis as | worked on it. The decision not to include myesearchers in the interpretation and

the writing up of research data meant that, however reflective | was, | could not compensate for
their lack of input and involvement. So, | must acknowledge that developing individual

researcher stories without any input from those researchers is a serious limitation of this research
and does not align with the values | had espoused to underta&tion research (Stak&995.

To counter this limitation, | used the six principles, together with the pertinent literature, to show
how knowledges about pedagogy in HE, about our respective roles in developing this pedagogy,
about each other as colleagudm action research, and about the challenges we each faced,

were ceconstructed in multiple ways through the action research process.
Howard

Background and teaching experience
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Howardwas a teachingocused assistant professor at Midtownversity, who taught Film
studies A teachingfocused role meant that he was not employed to undertake research for the
university, so was not allocated time away from teaching to do so. Regardless of this, Howard
undertook academic reseayetith a speialist research focus on Film Noir, and an interest in the
role of music and dance in filnlowardhad been working at the university in a permanent role
for 11 years, preceded by several years of temporary con@adisas committed to WP work

and a frguentcontributor touniversity WP events for school pupils. He defined the importance

of WP work as:

AThe promotion of soci al equal ifany in educa

i nalienable right. 1t is central to the co
(H, Recon session, Phasel).

Howard saw WP work as connected to his pedagogical and political interests, which positioned
him as a caesearcher who brought both teaching knowledge, and a vested interest to the

research:

filt (the research) fits in with the kind of set of pedagogical interests | have and more
widely some of the political interests | have, the politics of the curriculum and all the rest

of thato (H, Final Il nterview).

Being in possession of a teaching qualifmat(Cert Ed), and having previously taught in FE for
severnyears and, before that, trained in TEFL, Howard could draw orunersity teaching

contexts and prior experiences oflearning in his role as emesearcher:

Al thought theFWwhwhse pustefantasiTEc that t
here, your teaching from start to finish is scrutinised by a whole group of people and then

you are debriefed on that and classroom tutor, your course tutor, your peers, you know,
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right from your lessorall the way through, rigorously, and | just learned a ton of stuff

from thato (H, Final I nterview).

Experience of ceconstruction

Howard had a particular interest in the experience déaming with peers, as highlighted
above, and in cgonstruction with university students. He explicitly provided opportunities for

students to construct the curriculum in a second year UG module:

Al get them to write the curriculum for th
giving them quite a lot of control and | h
|l eading to the idea of independent | earnin

Keento find ways to encourage student participation, Howard understood teaching to be an
activity reliant on relationships and communi

(Burke et al2017, p.40):

AThe kinds of t hi nrgnsthetbdgiarting, is totiry and fiadwéys dfo r i g
engaging students even when youdbve got som
di fficult and conceptually they may noté.y
students can engage with it in such a way tthey are playing an active part in the way

that they deal with that and the way that

Howard was already engaged in problematizing and finding solutions to the issues he faced in
the university classroom. He was keen tdipgate in this research as he had had positive
experiences of learning from his peers when training as a teacher. A functictiorgesearch

team can be seen as a community of practice, who share a felt concern, and the desire to effect

change for this concern (Cacdarnier and Deftereos, 200H.owar dds pri or exper.i
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interest in ceconstructing knowledge with peers anddemts meant that veas keen and

interestedn engagingn a shared process of learning about teaching school pupils.

Knowledgeabout the student perspective as the starting point fdeearning (principle 4)

and using questions to generatdiscussion(principle 5).

During the first research phase (taster sessions), Homas dnterested to learn about the
perspective of the pupils he was teacHimgnciple4) and about how they communicated what
they needed from him as a teachsingquestionsggrinciple5). Based on his prior experiences
and his educational ethddpward was comfortable with the idea ofconstructing knowledge
with others andhot averse t@ngaging with the school pupils to try to learn more about what

they perceived to be the main ingredients of a successful taster session.

At the first taster session, Howard introduced a sWiotfTubefime nt i t | ed fAWher e t h
Matt?0 which he asked the pupils to analyse u
(D), interpret (I) and explain (E)). He showed the film, explained the model, provided an
example of applying the modahd then asked the pupils to work in pdtts.also invited their

guestions andvas surprised (and pleased) by the questiornsasieed

AWhy did you [poitakeka degreemVhas jobldid goa itmagine doing

when you were in schooRavey ou ever made a fil m?0
(Sample pupil questions, taster session 1, Phl).

The questions the pupils asked showed the way

interest in film and his own educational trajectory:


https://www.youtube.com/watch?v=zlfKdbWwruY
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AOne of the 1 nt easts@ne of thgse questionsgvere abaus wed $0

what 6s your position on it? So that ma

| e

de m

Why would they be interested in your perspe@why woul d t hat have a

(H, Evaluation session, Phase 1)

Building effective teachestudent relationships is key to encouraging learner participation and

enabling student succed®ryson, 2016)The questions from the pupil s

understanding that the pupils needed to connect with him befyediild connect to the
material he had preparddoward responded to these questions during the lunch break,
providing the details of his chequered educational history and explaining how his love of film
had been nurturedie realised, following feedbadkom the first group of pupils, that he was

making judgements about the sessiontentbased on his own (teacher) perspective:

AGood stuf fiegreotn gt keinmlkuigihg (about the student

(H, Diagram, Evaluation session, Phaje

AThere Iis also a sense in which, back
stuff and we stick it out there, then
that being enough and | suppose not thinking too much about studeyeqtimes or the

student experience
(H, Evaluation session, Phl).

The questions from the firtastergroupof pupilsthenenabled Howard to review his session
plan and reshape the content for the secdastergroup to include his own, less than positive
experience of prd6 education and his interest in film. Bovill (2019), writing about students as

partners in learning, @kains how teachers build communities of learners rooted in trust when

to t

it w
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they choose to share information in this way. The school pupils at the second taster event proved
to be more challenging than the first and greeted much of the content they wereitiiven w

silence According to HockingsCooke, Yamashita, McGinty and Bowl (2008 dentan use

silence to mask their fear rather than as deliberatecoompliance, and his heightened awareness

of the idea of the student perspective enabled Howard to enigisgsecond, less amenable
group:

Aln the second session | used myself a | ot

challenge the preconceptions of that group
(H, Evaluation session, Phasel).
He reflected on this later in the research:

A S o idealthat | was a catastrophic failure at school made me wonder if they could
identify with me. So what came out of it for me was to reflect a little bit more on what |
take for granted about my role as a teacher. Also what | take for granted about their

perceptions of what | do
(H, Final Evaluation session, Phase 2).

Howard was intrigued by how powerfully including his personal story resonated with the school
pupils when he Aotheredd himself by shtheri ng h
00t her, 6 students percwdalaet thiee mOe¢ Ihwjagbérgs ( Kioh ®
2007,p739, my italics). Howardods honest response
who he was in relation to his subject and to his role rmadeaccessible and therefore the pupils

at the second taster were more inclined to listen and engage in their learning.
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The | earner perspective in the form of pupil
about the school orpnotpatidnsfdr learmng &nd I® big expeciabon ofi t vy
what was needed to prepare for engaging taste

belief in questions as fundamental teamstruction of learning at university:

Al expect e v estiopsobacause itas intthe nature gfwhat we do at

university you have just seen a film where people have brought up all sorts of things

about ité..very difficult to imagine you ¢c
everyone to have questions.éw 6t hel p them out. When ther e
there. |l just want them to get into the gr

ask a questiondo so .o5you end up with a dialo
(H, Final Evaluation session, Phase 2).

Howar dobés frustr at relatetto s ekplectasoh af stielents talsng bwanership

of their learning, particularly when he regularly constructed learning opportunities to enable this.
He perceived silence to be a student deficit rather@ahaay of communicating student need

(Smit, 2012). As highlighted by Fanghanel (2007) in her research on the divergence between
university student and teacher expectations, Howard was frustrated that his students simply
wanted to know hgree while hisqamtitiondor they teacking andl Earning

experience encompassed so much more:
AAnd theyodére thinking 6right, |l 6m the empt
(H, Evaluation session, Phasel).

Howard expressed his frustration with sttleulture in the context of a marksed HE system
in which A knowledge comes i n K 20@p6&addses and we

vexation with his UG students linked to his experience over many years in HE that teaching had
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become the managemaritstudent learning and this caused the resultant apathy he encountered
among his UG studen{&iroux, 2020).Seeing how a dialogue with the school pupils had shared
their perspective about what they needed from Howard to engage with their learning ezdpowe

him to want to recreate this type of interaction in his UG classroom.

In phase 2, Howard therefore wanted to stimulate a dialogue with the airmufstiéying the
notion of Aresearcho and encouragi regning.i s UG

Howard wanted to ensure he was giving:
AAdequat e consichkeenrtateidon etaor nsitnugdoe n t
(H, planning conversation, Ph2).

Having seen the utility of questions as tools of engagement in phase 1, we spent time together
discussing which questions for his Y1 students would help-tmaostruct a classroom dialogue
and enable him to understand the student perspeSiaingthese conversations was a further
insight into my ceresearchers' approaches to ggxatgy for their UG teaching. Negotiating the
guestions so that they a) offered the widest opportunities for student inpuit eued the

ambition of Howard was an activityhich would not have occurreshould we not have shared

the first research phagéhomas, 2002).

We agreed | would come to two of his workshops to help to collate the student responses to the

following:

Al) What is a student?yd®y Weatni peattandr W

(Questions for Ph2).
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The first two questions were asked at the beg
third to be answered via email). Howard asked the students to shout out their answers and | noted

them on a flipchartAfter each session | then created a wordle comprising all the responses
ASomeone/ chooses/university/independentl!l y/
Learning/students/ expert/small field/assis
(H, Wordle summaries, Phase 2).

Jagannathan et £2@20) suggest that emnstruction that operates without recourse to the wider
political context in which it is situated can limit the possibilities for transformative a¢tias

keen to work in partnership witHowardto build on the knowledge he toakvay from his

interactions with the school pupils, however the tmeéad to give to planning the questions

and then making time in his workshops to ask them was severely limited and allowed little space
for furtherpeerco-constructionThis highlights the conflicting priorities of academic and
professional stafind howthese conflictsan discourage collaboratiamuniversityWP work

(Shawet al 2007).

While Howard had been positive about and fully committed toartstruction of knowledge in
the first research phase, he mourned the separation from-tésearchers for his UG research
activity. Howard recognised how he had learned from his peers thahsgrving their taster

sessions and seeing where chamyegsponse to peer and pujgiedback had occurred:

Al | i ked seeing what people did but also s
have done it 1|ike thattéhatr roilgmt & oan d utrhee ry

and so being part of the dynamic by which

(H, Final Interview, Phase 2).
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Howard had been keen to participate in the colle@ot®n researchnd, through doing so,

expané¢ d hi s knowl edge about engaging the studeni
inform his practice. When the shared experience of taster sessions outside termtime moved into

the individual experience of UG workshops in termtime, Howard struggledntend with the

structural barriers and the need to meet university tarngsertingexploratory pedagogy into

H o w a dimditédgime within a demanding curriculurmevitably meant thatefelt compelled to

prioritise his teaching and hissearclover other activitSeyd, 2000)If co-construction can be

seen, however, as theginningof a process of change, through raised awareness, for example,

then Howardoés feedback is optimistic:

AOne of t he mos i espesialyfarthose of gssiwlgolcansiderroerselges
experienced teachers and already quite good at what wesdo question some of those

practices which we have grown familiar wit

(H, Written reflection, posResearch).

Summary

Howard engaged fully with the process in the first research phase (taster sessions) but struggled
to commit fully inthe second (UG teaching). The knowledge he gained was related to
opportunities to listen to and understand the learner perspective, and, despite his wide experience
of teaching in varied contexts, he was still surprised at how the school pupils wenilioge

to engage with the work he had set once herélatied to them on an individual lev8uilding
relationships through questions and feedback in this way, even in a half day taster event, proved
to be a successful strategy, and one that was theadated into his taster session planning for

the second, less amenable group of school pupils.
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Co-construction occurred when Howard was listening to the questions the school pupils asked,
when these steered his review and adaptation of his session materiadsijarly the addition of

a selfintroduction. It occurred when Howard was observing his peers and reflecting on what he
saw, influencing or affirming his own classroom practice. Even though the documented co
construction was based on individual refieas, and interactions with the pupil and peer

feedback, Howard found the camaraderie of the researcher team a more stimulating environment
in which to evaluate and refine the knowledge he was developing through participating in the
research H o w a ritibroirs phaser?hto open a dialogue with his UG students about

ownership of learning was less successful and fell victim to his lack of time during termtime.

This emphasizes tHaurdenof WP work when it i9alanced on topf teaching, research, and

academidepartmental role@ehm, 2015).



Tara WebsteDeakin 2021 12¢

Paul
Background and teaching experience

Paul was an associate professor at Midtown university where, at the time of the research, he had
worked for 10 years. Prior to his role at Midtown, he had held academic posts at two other
universities, the first of which he gained immediately after conmgjétis PhD. Paul was

employed as a research and teaching academic in French Studies and his research interests
included the culture and politics of France. Although he did not have a formal teaching
gualification, Paul had engaged in WP and admissionk feomany years at Midtown and felt

that this was worthwhile university work, depicting WP work as:

AEncouraging pupils from all backgrounds t
i's 6nothing to be scared of desbatiweehHandMa ki ng

all school so
(P, Recon session, Phase 1).
Experience of ceconstruction

Unlike HowardPaul 6 s cl assroom experiencesleamagl not er
approaches with his UG studerttwever, in common witlHoward, he was frustrated by his
experience of students positioned as consumers which forced him as a university teacher to

respondir api dly to fluctuati,2008p20D)n customer demar
AYou tell them what -ttehlely inte.edT ht ey kgetw.a Tdeec
(P, Planning session, Phase 2)

This political positioning and perception of UG students mean®alt struggled to imagine

students as potenti al col | ab comemtsdaviag tothink bfe a r n i
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ways to engage studentso, seeing student need
(Burke et al, 207). The relucance he felt to engage at any deep level with his students beyond

his educative role was caused by his own sense of being unprotected or unsupported by his

institution:
AEverything the university does isntto expo
group which of course isnét good for them

(P, Final Interview, Phase 2).

Al think wedre far too exposed and you nee

protection. You get protection institution
(P, Final Interview, Phase 2).

Paul felt isolated and alienated in his university role, challenged by the demands of the students

for an easy routéo academic success and unsupported by the institutional demands on him for
research and teaching excellencéhaut the time or support in place for him to achieve this.

This meant he was quite resistant to the idea of opening his teaching wpaiastauction of any

kind, even in the form of managed pupil and inviteere&searcher feedbackhis resistance

creakd tensions between my ambition for the reseatem¢@cratically generated knowledge)

and the reality of working with academic-oesearcherand boreoutvh i t chur choés f i nd
about the need to work withattension when pursuingpllaboration with academic colleagues

(2008).

Knowledgeabout structuring the learning (principle 6) to encourage studenparticipation
(principle 3) and understanding how students experience their learning environment

(principle 1).



Tara WebsteDeakin 2021 131

During the taster sessions, Paul engaged with issues of structuring the learning (6) to encourage
student participation (3). He also reflected on his understanding of hoantfiekperience their

learning environment (1). Despite his experience preparing and delivering sessions for university
WP events in the past, Paul was uncertain how to approach the taster sessions due to the age of

the pupils and the fact that they woulat all be studying French:

Al dondt know whalt haveaeonawer hteawsglstsi Yh bef
(P, Planning session, Phase 1).

When he discovered they were not all learning French at school, Paul was flustered as he could
not see how to engage thevithout shared knowledge of a book or a film. After much

indecision he focused on the concept of populism in politics, sharing images and quotations of
recognisable politicians taighlightthe concept of populism. The pupils enjoyed the content,

particula | y Paul 6s i mpressions of a certain U.S. p

filnteresting views on politics, quite engaginge when we discussed what he was
teaching us, also liked his lecti(idiked) the accent, thenpersonationand the many

views of different politions (sic) 0
(Examples of pupil feedback, taster session 1, Phase 1)

Although there was enjoyment of the content, in the pupil feedback there was a clear desire to

play a more active role in the session:

fiThere is too much talkingnd there should have been more stuff t/we group

work/There was a lot of talking that could be cut ddveiss speaking more groupworlo

(Examples of pupil feedback, taster session 1, Phase 1)
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The pupil sbd desir aefmornsmarag ealc ttihveey Iweareniemg er
toproblems ol ve, and to r ef | e2019pu0Ra). Paukmasoinitibllg d ge 0 ( B
disinclinedtol i st e n t wviewponteangrelyctant te diter his approach for the second

school groumf pupils, seeing pupil feedback as another form of evaluation which could be used

to denigrate his teachirfdohnson, 2000).
AEvaluation is of course problematic. o
(P, Review, Phl).

It was Howard who helped Paul to think about how he nriggypond to the pupil feedback

without impinging on his convictions about teaching and learning:

AWhy dondét you ask the pupils what they th

responses to help you to introduce the 1ide
(H, Review,Phl).

The suggestion from Howard helped Paul teasaceptualise a more studaer@ntred structure

for his taster session, simply by thinking about the use of questions to help to structure the
learning more clearlyThis emphased the benefits to my e@searchers of exploring this as a
team of researcheran experience that was at odds with the way in which they experienced their

university teaching as an isolated and auditediagi{\Wilson andHolligan, 2013).

Paul then conceded that thession neededtochangei t shoul d be judgt a bi.l
enough t o st rm@dvidedmetithéhenfirsboppotiunitydhinitiate atheoretically

basedliscussion about how to structure the learning to enable this:

=]

Have yous s oWegatcsloybdbs ZPD?0 (Tar a)

1]

dondédt think | haveo (Paul)
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Al't i s quite a useful t ool for thinking ab

want them to get to by the end of the | ess

AThe key iodHQWyoucaniemakle tlkem to get there; what tools will you be

providing them with to achieve what you wa
(Review, Phl)

This was the first occasiam which a collegiate conversation focusingtbeoretical

pedagogical knowledge had occurred and in wthiehnonracademic colleague (me) ventured

the expertiseDespite my anxiety about my theoretical knowledge, it was necessary to provide

At heor é&é i piatosuppontRaul to develop his pedagogical expertise (Norton, 2009).
Rooting our research withiieachingpractice enabled a theoretical discussionempgowered

me to share my fAprofessional i nsighto within

et al 2018,p.5).

Alongside the theoryhe observation comments frdta u do-éesearchers providddrther

detail about how he might structure the learning more clearly:

fiUse the handout to generate student discuddeybe use a powerpoint to describe the

task for the studenfidot sure if the task was completely cléareeds more scaffoldingo
(Examples of o-researcher feedback, taster session 1, Phase 1).

Structuring learning with clear and tight parameters contributes to all learners being able to
understand the learning environment rulRedy,Crozier,and Clayton2010). Paul was initially
resistant tdhe idea of having to adapt his teaching in a learegponsive way but engaging in
dialogue with his caesearchers and the strategic use of a theoretical model helped him to reflect

on the pupil feedback pragmatically, without reference to the poligoaions he felt about
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evaluation of his teachin@he separation of our research from the daily grind, physically and
mentally, freedand supporte@aul to take a risk ithe taster sessions atwbe responsive in his
teaching designWanlessandWinters, 2018 Despite the second group of pupilsragless

receptive than the first, his €esearchers were able to seeithpact of those changes:

fOpening question about Trump a good starting dobetter engagemefithe categories
of populism clarified’ the images representing each catedogpod clearer focullore

structured pair work yielded better resporiiseages are now embedded in the narratioe

(Examples of caesearcher feedback, taster session 2, Phase 1).

Paul 6 s proach contaméd limitpd studeteacher interaction which had led to low levels
of learner satisfaction (Gorard et al, 2006). Accepting and acting on pupil ardearcher
feedback provided Paul with an insight into structuring clear opportunitiesufberg ce

creation of knowledgeSeeingthe positiveresults ofhis adapted approach in the second taster
session rgoositionedstudents and colleaguesR& u padnsrs rather thaspponents (Colon

Garcia, 2017).

At the evaluation session about thster events, and then at the firedearch projeavaluation,
Paul was able to identify why he had needed to structure and adapt his taster session for the

second group:

NnTaster 1: Lots of teacher noi sek directed

Taster2: Tweway di al ogue between teacher and

(P, Diagram, Evaluation session, Phase 1).

A | certainly wasnét able to hold their

pup

at

oneo (P, Final Evaluation session, Phase

t

2
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Although Paul wasnterested in taking this new understanding about structuring learning into
Phase 2, this conflicted with his convictions, which still held firm at the end of the research

project, about the unwillingness of students to participate in class:
Al ¢ a negling withesbrpe stiudents that is an excuse. It is an excuse not to engage.
I f no one el se answers then eventually the
(P, Final Interview, Phase 2).

Coconstruction requires that r es eaegotiathamd s have
adapt oRis{, Amnfetman, Fry, Gurung, Schneider, Speranza, Kiteme, B&éatanoand

Hadorn 2010,p.271). The resources in research phastre, space, shared experiences

leading to shared points of referengaeant that Paukft supported andble to view teaching

and learning interactions as a space in whieltould take risks and feel comfortable with

contradctions (Kemmis and McTaggart, 200%) resarch phase 2, however, stepping back into

the familiar but agenda | aden UG t emgagei ng spa
with the understandings he had developed thro
was to ask his studentts feedback on their perceptions of university learnivigjch was an

explicit move to encourage student participation by showing that Paul was concerned with
Asharing (cl ass,20Afpid3l)pHe deeided to $tddt dwywasking for the student

view on what constituted a seminar and a lecture, desirous of enabling them to see what their role

was in each of these learning environments:
AWhat is a | ecture? What is a seminar?o

(P, Questions for UGs, Phase 2)

He wanted to encourage mateident participation, or, as he described it:
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AMaking explicit what the expectations are
(P, Final Interview, Phase 2)

Paul 6s motivation to explore the ideas he had

2 with his UG students was driven by his frus

learning:
AWedbre shifting towards what | would descr
learning which infects our students to a greater or alesserdxtent y oudér e i n t ha
functional mode then it actually makes sense fory@saypo what do | need to

(P, Final Interview, Phase 2).

Paul found it difficult to view his UG students as collaborators in their learning-or co

constructors of knowledge, whi¢he students were positioned as consumers of a service that he,

as a teachewas providing, which Paul perceived wagthr e duci ng hi s fAacademi
and also threatening uni v,d99%p.142). Struawirgdhe mi ¢ st a
learring to encourage student participation was not only a desire to enable student ownership of

learning, but also to try to counter the impotence he felt as an academic:

~

Al't al most makes me physi caldisgmposveriogk becaus
saying O0youdre the sour c-aggreskive ef\putingyouhn n g 6 .
the position of the gatekeeper and doing that it.... absolves them (students) of

responsibilityo (P, Final Eval uation sessi

Paul spent mimnal time asking and then discussing the questions with the UG students and his
students continued to behave in ways that Paul found difficult to dealD@#ipite his success

with the school pupils, Paul becamearggaged in his concerns about classroomgy and
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authority (hooks2003. This meant that his UG teaching intervention (getting studeritke
moreactiveownership of their learning) was a struggle both as a collaborative research process
and in its pedagogical implementation. The strugglmake significanand sustainable UG
classroonthanges highlighted the tensions inherent in our professional/academic roles and the

difficulties of aligning our agendasn t he Areal 0 worl d of academi a

The power that Paul yielded as an academic, despite the impotence he felt, created classroom
Apol i tics of identity and recogni,2008,m202).whi c h
The knowledge abowtructuring the learning, gained through teaching the school pupils, failed to
translate successfully into his UG classroom. Paul shared with us how dissatisfiedathlzes

tenorof the subsequent demands of his students as they approached thetxamperiod:

ATowards the end (of the module) | had two
we get in the exam?d86 o6Well I havendt writt
wi || hel p you anywayo. . . trhealel ywawp stehti sa nodn e
youdbre the teacher! l't's your job to tell

(P, Final Evaluation session, Phase 2).

Paul 6s sense of fudledbetmn@wwtienoreesactooneinavhich he has

been since leaving schoaito a model far removed from his idea of education with his role as a
teacher and a researclmecreasingly esembl i ng fAa middle rank exec
or gani s at ,2@lpml9)(ItQvad hard fariPaul to anticipate any benefits from cimgngi

his UG teaching approach as his experience was of being held captive by an unrelenting

marketsed system:

Al think our society is saying you need to

I's saying that to them. The system they <co
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(P, Final Evaluation session, Phase 2).

One way in which Paul did move towarddifierent understanding of how his students
experienced their learning environment was when he was comparing the silence of the second

group of school pupils with his own experience of attending academic conferences:

ABecause even | ,autwhspeak ahd tiere is toom for quastionsaan the
end | think 6éah, you should have slightly
ask questionsao. Because | dondét want to em

(P, Evaluation session, Phage

The connection Paul made between his own behaviour and that of school pupils when evaluating
the taster sessions, enabled him to recogni se
of embarrassment he had experienced. The recognition ofgesi@ence at a conference enabled

Paul to see how classroom interactions were s
teachers and st201d,ph3)s.0 HFBwirkse reeaf ladcti on on ¢t}
and t he pup ibriefty proveledmie with énsightanso how his students experienced

their learning environment:
Al ot never even occurs to us that that anxi
(P, Final Interview, Phase 2).

Although Paul recognised the anxiety whidhunderstood might impede student participation in

his own behaviour at conferences, his discomfort with catering to student need made him
resistant to what he perceived to b2017t he dAbl u
p.100). This meant that those students who asked for more guidance were potentially positioned

as fibado students against the figoodod student
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knowl edge o0 afditmisbrs 20029.6). hereforejt was perhps easier to attribute
student anxi ety -padicipationimckss,andsireso dofng potemtially

misrecognising those students who expressed themselves in this way.
Summary

Paul was desirous of teaching students with higher levelssgrdom engagement. Using the
knowledge he gained during the taster session process, he was keen to encourage student
participation in the classroom and challenge the binary of teacher/student. Paul was able to

identify what had impeded a more participgtbrst taster session (too much teacher talk) and

adapt his approach to remedy this, despite a more challenging second taster event group of

pupils. Finding his teacher role relentlessly draining in what he experienced as endless student
demands on hisrtie and energy, Paul hoped for more learner contributions through developing a

di al ogue with students around classroom part.
powerlessness within his academic role prevented him from exploring the power balaisce i

own classroom any further.

Paul accrued knowledge through the feedback of the pupils and ofit@searchers and of the
ways in which he understood the need to structure the learning to enable better learner
engagement and participation in phas®udring the research it was difficult to assess whether
Paul had found the opportunity to-construct knowledge througdttion researchs beneficial

to his teaching beyond the taster sessions in phase 1 and planning conversations in phase 2. It
was morehan twelve months later when he mentioned to me that he was thinking of asking his
Y2 students for their pick of harteld cameranade films with which to open thidirst seminar
discussion and introduce the course focus. This was Paul planning hisgeacexplicitly start

with the | ear(prieciplé4). It was paspbie that the exgerience of co
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constructing pedagogical ideals through the feedback, questions and researcher conversations

remained with Paul and influenced Hignking one year later.
Sarah
Background and teaching experience

Like Paul, Sarah was an associate professor with a research and teaching remit at Midtown
university, where she had been working for 13
history and culture in the US, with a special interest in visual culture. Sarah had a PGCE, having
originally trained as a teacher after her undergraduate degree, although she had decided not to
follow that career path. Sarah was a keen supporter of WP wdrkaal been the faculty

academioNP representative for several years. She defined WP work as:

AAn act of soci al responsibility/ Community

| ocal schools and familieso (S, Recon sess

Sar ahods ctoWmwork amd sotial justice in education was linked directly to her
research and teaching, which focused on marginalised communities, whose voices she was

passionate about sharing, so she was keen to ensure that her teaching embodied her worldview:

AThéing that |1 6ve been really passionate a
my commitment to outreach is about diversity, how do we embed diversity in the

curricul umo

(S, Final Interview).

However, despite being accustomed to delivering sesioh®th WP and admission work, her

previousschool teachingxperiences had impacted her confidence:
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A | had trouble with year 9 boys (in PGCE)
going to happen...... | did get those memories of where | waknaw, struggling to

think about different strategies but not <c
(S, Evaluation session, Phase 1).

Knowledgeabout student perspective as a starting poinfprinciple 4) and teaching with

empathy and sensitivity(principle 2)

Sarah engaged in knowledge @anstruction with her students and with me during the second
research phase, and through this, engaged with the student perspective as a starting point (4),
while beingmindful of employing empathy and sensitivity in her teaching (2). In the first

research phase, Sarah delivered a taster session which introduced the concept of murals and
focused on local murals as well as global murals. The session culminated in teedpsigihing

their own mural to communicate a message of i
teaching Y9 pupils meant that she had approached the planning of her taster sessions with

assumptions about pupil ability:

Al had gone del i ber etydiffesentiitoyeat @s. | pusimaglée hi ng v
that assumption. | had worked hard on making it different actually, as far away as

possible from what | do with any of my UGs
(S, Evaluation session, Phase 1).

Sarah had epxapepraibednec esde nas eii of fear and anxiety
planning her taster sessions for the school pupils and was surprised by their interest and levels of
engagement in learning (Burke et2017, p.89). She had assumed that she needddrh

down her teaching for WP work, a common belief across HE institutions (&tely2007).
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ARThese sessions have challenged my assumpt
structure tasks for different year groups and that there has to be chffezahtiation

when teaching the same material to UG and

(S, Evaluation session, Phase 1)

Sarah ha@lsobeen surprised by the informal feedback she received from the accompanying
teacher of one of the school growpso had assumed her use of creative activities (designing a

mural) to introduce a concept was an approach she used with her university students:

Al was surprised when one of the teachers

taskformyUGs.hut omatically said 6nobdé.. .1 then gc¢

possible to run a similar activitywith some modifications in terms of student autonomy

and terminologyf or UGs 0.
(S, Reflection on taster sessions, Phase 1).

The t eac heandihe pupilinseason teedbadnabled Sarah to reflect that her
understanding of pupils as significantly different to university students was disadvantaging her

pedagogical approaches with both graups

AAnd | did need t he s tdhaleliked a bittmore tsna gn,thisact u a
rather than you saying |l oads of stuff.
constructive feedback coming from different areas and it concurs as well, you think, yes,

this is something that | need to work on. o

(S, Final Interview).
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Sarah understood her educative role as one with challenges of power, inclusion, and social
responsibility, both in her research and in her approach to teaching (Giroux, 2020). Her desire for

equitable classroom powsglationships framed her pedagogical ethos:
Al feel the seminar room should be a space
(S, Final Interview, Phase 2).

However, she found enabling student participation to be difficult in practice:

AThere have been moments in a seminar wher
break the mould a bit and want to talk about either things that have happened recently or

what 6s happened to them. You dondt get it

Like Paul and Howard, Sarah was keen to develop her practitailbdtto see how she could

do this successfully while balancing the administrative, research and teaching elements of her
role. Sarah struggled to overcome what she found to be the inglgasiductive nature of
studentteacher relationships (Love, 2008). Her concerns about fulfilling the curriculum

requirements impacted her desire to innovate in the classroom:

il d6m stuck in that mode where | rettHhei nk t hi s

things. ... |l 6ve got to tick all these boxe

(S, Final Evaluation)

Feeling timepoor in her academic role meant that Sarah felt frustrated in her university

teaching:

Al 61 | be honest, a rtunti naknd Jlant hai noki tl 6svteu cgko t

met hods and | havendét really experimented



Tara WebsteDeakin 2021 144

(S, Final Interview, Phase 2).

The time and energy invested in adapting and refining her taster session in phase one, and the
insights intohow well a kinaesthetic activity can work, however, meant that Sarah was now

enthused about developing creative approaches to her UG teaching:

AAnd now I 6m thinking about year 1, buil di
| 6ve taken owdrragainm, |ibveS¢gmutse been think
units and activities this morning, actually, how | might use some of those building block

exercises with words, terminology, those s

assumptions, those kindsotac vi t i es, not sure quite what
(S, Selfreflection, Phase 1).

In the second research phase, Sarah wanted to work with her Y2 UG students using the Puerto
Rican ANational Anthemo to inspire the studen
Having been enlightened to the pupil perspective through the ways in which the school pupils
engaged with her session and shared their insights through questions, Sarah was keen to elicit
student contributions and understand the student perspective with retudlEats. In particular,

she wanted to help her students to connect to the material she was teaching and about which she
felt passionateShe discussed with me the best way of eliciting a more personalised engagement

with the content she was teaching:

Hvo do you plan to explore their understanding of, or empathy for the Puerto Rican

=]

community? (T)Oo
AHMmMmM. . .1 guess we wil/l read the poem and

AHow about asking them 6dwhen do you r ememb
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(T & S, Planningconversation, Ph2).

Sarah wanted to help her UG students fito have
thought that my suggestion of personalising the content would work well. At thetiszanshe
recognised that by relinquishing her control

for her (MacDonald, 2013):

Al think this relates to my own (possibly
the students are prepared (rattiem accepting that only some things will be achieved in

a class, that learning goes on afterwards, and that perhaps a key outcome of every

seminar should be that students engage key ideas and come away enthused about
something, rather than having analyieel primary and secondary materials exhaustively

in the session). o
(S, Selfreflection, Phase 2).

Conceptions of teaching and learning are one of the largest influences on teaching practice in HE
(PrebbleHargreaves, Leach, Naidoo, Suddaby and Zep®@®@,4 ) . Sar ahds experier
engaging with the feedback from the pupils after the taster sessions, and her observations of her
co-researchers' evolving taster session approaches, enabled her to envision alternative modes of
introducing the complex conceptseswas teaching. Even though she felt convinced this was the

right route to follow to engage the student perspective, she faltered throughout the process:

Al spent quite some time preparing the tas
indecisionabng t he way! Because I 6m not wused to
at first that | was O6givingd the students

o
<

responses, and whether instead, Il shoul d
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the actal session based on their own readings of the primary source, El Spanglish

Nati onal Ant hemo
(S, Seltreflection, Phase 2).

Despite Sarahd6s concerns, her students respon
delighted to observe the ways in whitley connected to the curriculum content and co
constructed their understanding of the Puerto Rican community by relating it to their own

experiences:

ASo this was a bit different where | reald].
sources, but whahey were able to do, through the posters, was talk about their personal
experiences and that was the first time that had happened in a classroom where they were
able to connect to the material, use the material to reflect on their own experiences, you

know, what home was for them, what family w
(S, Final Evaluation, Phase 2)

From the responses of her students during the seminar about Puerto Rican community, Sarah
recognised that providing interactive, creative@ay opportunities was a more inclusive way

of ensuring all learners access the curriculum:

AOK they may not work all the time, but if
know, and they may have come in fealydidt5 mi n
not get this text, I coul dndt penetrate it
doing these other tasks, soé. .o

(S, Final Interview).
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Encouraging them to work in groups and make connections to their own possible feelings of

displacement (leaving home, coming to university) gave rise to powerful contributions:

fOne student who had not contributed all t

how he had lived in six different countrie

I s.lots of students spoke about very different things and right at the end one student said

6l get it now, Il know what this modul e

been aboutdo
(S, Final Evaluation, Phase 2).

Presented in this way, timeodule concepts of belonging, citizenship and identity connected to

i s

and represented the studenT)sd Slairvaehd se xpd rtiueg md

pedagogy, whichaccording to BowsebDanaher and Somasundaréf07)can be successful in

removing feelings of alienation in groups of diverse learners, was driven by her desire for her

students botlo recognise antb be represented by the content she was teaching:

AOverall, then, this waguieliberating exyeriepce tordme:c

tive

it generated a level of unease in that | was trying something new and breaking old habits,

but | was also really surprised and enthus

felt able to discuss things in an opmanner. | rarely have this experience, and if it
happens, i1tos usually an isolated case

rethinking the nature and delivery of
(S, Selfreflection, Phase 2).

Enabling student input in thetassroom in this way had been a higgk endeavour foBarah but

showed her how student s -creatoom' (Bpvill2019,pal028)0Thie

, an

S e mi
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had positive implications both for how the students engaged with the learning, kot dlso

they perceived their learner identities (Re@ygzier,and Clayton2009):

~

AFor me | had that really good feeling tha
able to talk about their own experiences and share them with one another and that had
never happened for me before, if | am hone

en i ghtening, really, it did have a dramat.i
(S, Final Interview).

Forgoing curriculum constraints and allowing space for the students to explore the concepts in
new ways in Sarahoés seminar enabl edshmgasdent s o
Acommunal commi t me nl94,p.1018).IWhike Sarah hag beenpleased kos

elicit such personal and invested contributions, she was concerned that she had taught the session
with empathy and sensitivity so that students felt comfagtabthe learning environment while

doing so:

ADid | handle this discussion with enough
the broader issue of how we embed a discussion of personal experiences and diversity in

the classroom?0o
(S, Selfreflection, Phase 2)

Sarah showed an understanding of the limitations of a classroom in which activities requiring
personal revelations can force students into

exposing their [201&p89):tiesd (Burke et al

Al was concerned that some peopledbs vVviews

they might be within the groups, especially if their own experiences had made them more
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critical of the UK experience, e.g., some registered the view (more expincgipall
groups) that the multiculturalism being expressed in some posters was perhaps more an

ideal than a reality for sonte
(S, Selfreflection, Phase 2)

This awareness of the unequal power structures in her classroom made Sarah conscient of the

needto approach not only teaching content with sensitivity, but also the teautthma content:

Altés got me thinking about, we assume we
thinking abouhowar e we going to deliver this mater
compl etely missed it. |l 6ve been dotiéng. ot f

(S, Final Interview).

Sarah had been focusing solely on the subject matter but not the translation of that subject matter
into taught content or Athe content of instru
connect easily (Shulmath986,p.6). Contemplating how to teach the material had enabled co

learning with her students which, in turn, led to deeper engagement with the curriculum content.

Sarah6és work with me in the second research p
thelearning gains from the taster sessions to engage in a dialogue with me about her university
teaching and our conversations about how to c
to an idea for a cauthored conference paper about our experiefice-constructing

knowledge Writing a paper together which was accepted at a conference was an endorsement of

how our respective knowledges could coempént and support one another as colleagues, and as

col |l abor at o gsbeyorsborremly takerAogl rda nit e d rei fied forms

(Gouletet al,2003,p.338)
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A | had tried teaching about diversity and
Americans and land rights, but it fell completely flat. This time, however, | was able to
deliver unfamiliar and complex material more successfully precisely because | found

ways to connect it todothe studentsd I|ived
(S, Conference presentation, CARN, October 2018).

AThis was the first time | had experienced
personal experiences of migration, moving from home teeusity, having different
affiliations, groups and identities in their own lives, talking about experiences of

discrimination and privilegé
(S, Conference presentation, CARN, October 2018).

In the presentation, Sarah cited #uwion researcprocess fothe taster sessions as the

springboard for the revival of her pedagogical interest and her creative classroom skills:

Ailt was truly | iberating to have time and
as part of a community of learners on Taa  p ;nthes pxperiment in delivering and

adapting outreach sessions for UG learners gave me the inspiration | needed to break old
habits, test out new approaches, and finally inject some creativity and satisfaction into my
own practice. Universitiesaeed to find time and space to enable this type of reflection on

an ongoing baséso
(S, Conference presentation, CARN, October 2018).
Summary

Sarah had been anxious about teaching the school pupils due to her PGCE experiences, yet she

found the process oéaching them, receiving their feedback and answering their questions one
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that challenged her assumptions about pupil a
engage more fully in the kinaesthetic exercise she had included led to thinkinghebout t

structure of her UG teaching, as well as raising questions about how to connect students better to
the perspectives of the marginalised communities that formed the contentss nevdule. The
pedagogical opportunity Sarah created for her students following her experience of delivering the
taster sessions in phase 1 helped to consolidate student identities, by privileging the knowledge

they brought and shared. This student inputesto illuminate the concepts Sarah was teaching.

Rather than feeling constrained by the alien experiences of another culture, the students felt
empowered and supported to speak about their parallel experiences of displacement,

unfamiliarity, and lonelines

The satisfaction Sarah derived from the stude
embedding visual materials and activities int
practice. Understanding how stepping away from a rigid structutdezhstudents to participate

more fully and in differentwaysii s ome of the students who were
to do the drawi ngo (-86rbecdirie faaniore Engagéfiloantei st usdeand i
who had not contributed alltermspokeer y openly about his own | if
session} helped Sarah to confront her anxiety about taking risks in the classroom and focus on

her desire to be inclusive and use her mater.i
about expaences of feeling different. Sarah actively@mnstructed the learning through

allowing her students to become partners in the classroom.
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Tara
Knowledgecoconstruction as the Al eadod researcher

Coconstruction is enabledobyi tdteas flElemhiapr acal c
OrlandBarak 2006,p.6). | was attuned to knowledge for which | had created the conditions to
flourish (taster session phase) howeveralso needed to monitor my contribution as an
insidevoutsider researcher honestly and reflexively. My interest in learning about my co
researchers' pedagogical barriers to WP work and the changes thelganadse ofhis learning

was such that | engagievith the phase 1 and 2 knowledge as external to me. | was far less focused

on any knowledge | might be accruing, as | pe
the research and therefore the curator of the knowledge (Tilakat88¥gp.23). | was interested,

at least at the outset, in learning about myesearchergrocessesf preparing for taster sessions,

rather than the constraints to those processes and the reasons behind those constraints. Even when
planning this chapter, my original focus was on the knowledge evolution for my three co

researchers rather than my own.
Knowledge about my biases

As | described in the literature review (chapter two), my professional background prior to my
university role constituted secondary school teaching and education charity project management.
Although | have a teaching certificate amehlified teacher status (Q.T.S.) my teacher training

was schooebased and focused far more on classroom practice than on the theory supporting this.
| had discussed with my supervisor the idea of introducing teaching and learning theory to my
co-researchrs as part of the planning sessidrsyever my status anxiety mearitdd avoided

using fAlanguage that resonatedo ,[f2008p3B&:ar of a
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AMy natur al reaction was to of ferhilepgor acti ca
fact what they wanted was a theoretical understanding of the emergent issues, themes and

|l earning they were developing through this
(Researcmmotes, posEvaluation session, Phase 1).

Friedman writes about how his desire todpeactiorresearcher makes him blind to the needs of

the community with whom he was researching; they wished for action while he was espoused to
the theoretical concept of participatioArieli, Friedman, and Agbaria, 20R90pposite to
Friedman, but sharing sométbe same blinkered vision, | wanted to focus on the process of how
to build interactivity into the taster sessions or provide scaffolditigthe tasks, while my
colleagues wanted to interrogate the evidence for this appr@dokler (2001) recountshe
difficulties ofintroducing theory to teachers whose experience had been amassed through practical
classroom experienckler conclusion is that theory is needed to develop expeftise created a
challenge for me due to my thin theoretical knowledgg,laxk of confidence in my ability to
explain teaching concepts and a level of frustration that rgsearchers were not eager simply

to be experimentalThis further highlights the mismatch of expectations when professional and

academic staff try to wartogether in a collaborative way.

As a teacher, then an education broker for NEETe ar ner s, my rol e had bee
needs as central to my work, including finding ways to engage and inspire them to learn if they
were disengaged. This meant | struggled to understand why other educators (in this case my co

researchers) didot do the same when preparing for the first taster session:

16 See Wood, Bruner & Ross (1978).

17Not in education, employment or training
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AWhat | did was offer reassur anc egtastetWwhat |

session planning)ad not been prioritisedl

(Diary, Day of Taster 1, Phasel).

My irritation sprang fom my strength of feeling about the realm of fair access to and socially

just participation in university programmaesixed with my sense of impotence that | could

Aexert | ittl e powe r199%,p.36)hEven thaughanty eeseaachers@idar t i n

all engaged in teaching undergraduates, my background meant that | prioritised the quality of

teaching and planning my teaching above other endeavours (research, administration etc), which

| discovered was not these for all of us:

~

A 6Thank you. 't is really helpful thinkin

classroomdéd (Paul). An interesting insight

the academico
(Diary, postPlanning session with Paulh&se 2).

My diary entry is scathing about Paul tat

all teachingneed to start with the student perspective (4):

ACan anyone view something or engage

peronal judgements based on their own
(Question to Paul, Interview, Phase 2).

My question to Paul challenged him to reflect on his view of students and their class
contributions which he felt were too personalised. Yet | was simultalyaoa&ing personal
judgements abolR a u levél 8f commitment to teaching students and developing inclusive

pedagogiesThe academic/professional divide was hard to navigate when it had instiged

appro

wi t h

exper.
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heldprejudices about colleagues who worked indpposite realm of academi@lfanock,

2007).
Knowledge through and afteraction research
In my diary, nine months after | had completed the fieldwork, | note:

A | engaged with academics, through doing s

understood myself and my sphere of influen
(Diary, October 2018).

Herr and Anderson20149 suggest that action researwchers r
relation to my participants and my -reseatcheisng ? 0
approach to WP work | needed to be aware that my perceptions of their motivations and
commi t ment were fAmerely one tr udishhefinalmtergewmany o
with Paul . I had wrestled internally with Pau

research, finding them to be so far removed from mine and therefore difficult for me to relate to.

At some distance from the intensit of t he r esear ch, I l i stened t ¢
AWe know as well t hat in a bigger sense,
somebody in management but iitdés alll the sa
to say basicallyo peopleisd r op your weapons, weoll de al

without weapons, can wéay
(Paul, Final Interview).

My views about academics and WP work were easily corroborated if | only listened to what Paul
was sayingrather thanwhyhe#as dr i ven to say 1it. Paul 6s emot

relationships with students, and his desire f
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weapons, web6ll deal with this, | etods famal wi't
to understand how disempowered he felt and how this impacted his enthusiasm for téaching.

reflect on this in my diary:

il n fact his view of what it i s to be a tes

and less alarming formetoal k openly with hi mo
(Diary, postPaul's interview).

ZuberSkeritt highlights the necessity for an eclectic approach to teaching in HE that
accommodates an academicodos beliefs as well a
Working with Sarah élped me to see how pedagogical innovation could not sit as distinct from

her disciplinary knowledge and teaching. Sar
struggles of minority communities in the US directly informed the way in which she adwegted

teaching in phase 2:

AAdapting the materi al and shifting my pra;
a more enabling way. | aboutdiversity m thevclassmong wen 6t |

must also reflect ohowwe translateplan,and& | i ver thi s materi al o

(Sarah, CARN conference presentation, 2018).

I had started with the AhoVvistttohatonSadaeh 1t dfee m:

two form the basis of pedagogical content knowledge, knowledge described as:

ABl ending of content and pedagogy into an
problems, or issues are organized, represented, and adapted to the diverse interests and

abilities of | earners, and presented for i
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By startingwi t h Sarahés modul e content and using th
with Sarah towards fAconnecting |lived experieil
which enabl ed fistudent belonging 9 fHdnesvorth a ge mer

2015,pp5-6).

Sharing my own teaching practice had not been part of the original vision for the research and

was only proposed to my gesearchers in phase 2. Even though | was workiagcas

researcher with other insiders from my orgation, | realisedetrospectivelythatour

relationship was not one of equals within this research as we were examining their practice

without interrogating mine. In my focus on WP work, | had made a common misidtng

Afoneds personal and professional ,2H4pg63)as an o
Inviting my coresearchers to see me teach was necessary to provide them with the same

opportunity to feedback on my practice as they had given me $0:d

~

Al was really impressed with the opening t
presentations involving students using a single material resource to explain what they will
teach and how. This short, interactive task generated real mamastwell as audience

support and enthusiasm for the presenter{ir@senting students usually switch off in
presentations longer than-16 minutes, so 30 seconds is good practice, especially for

students without much experience of presenting). Theymes$ going up to the front to

deliver a prepared task also focuses the mind, and | will use the short rather than lengthier

presentation model i n future, especially f
(S, Observation notes, Phase 2).

Sarah6s process of analysing my teaching prov

our subsequent pedagogical discussions. Embedding this opportunity into the research, albeit at a
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later point than perhaps | ought to have, provided the equaleer pelations required for

actionresearcand saw us engaging in fipartnerships th
teaching and | earning experiences,20l@amb).i ncl ude
Summary

In my approach to the researtihad been focused on ensuring that myesearchergained

new knowledge about how to design and deliver taster sessions, without reflecting on what types
of knowledge | might need tongage with to support them to do soaddition, | was quick to

judge any alternative perspectives on teaching and learnpegdagogicaknowledgedeficits,

rather than investing time in understanding the reasoncwhgsearchebeliefs and convictions
wereso strongly heldThis meant | was in direct opposition to principketion research was
conceiving of knowledgeo-constructioras a unidirectional rather than a mufiirectional

process

Working alongsideny coresearchers, observing their developing understandings, and

supporting them in their ambitions for their teaching was an unforeseen outcome of the research.
My understanding of WP &si m patcgssviias positively challenged by seeing how my co
resarchers connected the learning from phase one (taster sessions) to issues they wanted to
tackle in phase two (UG teachin@)ore than this, the limitations | felt as lead researcher
highlighted to me the need to equip myself more adequately withethegggical theory which

would supportacademic WRvork and engage more equitably and confidently with academic

colleagues in university work more broadly.
Conclusion

Expertise and knowledge were valuable currencies throughout the research whehabdia

and constrained us in-@mnstructing taster sessions and UG seminars. The pedagogical
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knowledge about the most effective ways to create accessible taster sessionswated

through the feedback of the pupils and our interactions with and support of each other, using the
framework of plan, act, observe, reflect with which to refine and adapt the sessibos.

researclwith outsider ceresearchers (community mesrb, young people, a specific cultural

group) is seen to be challenging for university researchers, however | would argue that despite
being insiders of the same institution, we each felt like the outsider at tirdissurssions

whether political or pedpgical (Cornwall and Jewkes, 1995).

Positioning our research in the realm of access and participation (in phase 1) allowed Sarah,
Howard,and Paul to step awagentallyfrom the curriculum, managerial and disciplinary

constraints of their UG teaching. Erenabled them to review and reshape their pedagogical

knowl edge and comment on each otherés practic
and freer to try new approach&®r Howard and for Paul, the enablements of phase 1 (collective
process, otside termtime teaching, immersive timeframe) became the constraints of @wase 2

each struggled to see their plan through with the same commitment they had shown to refining

their taster sessions amidst the pressures and time restrictions of termtime. Yet some of the
insights gathered, whi |l eteacthmdinpbase 2drsurfacedithe, f or
following year when he was thinking about how to incorporate the student perspective into his

new film module.

There were constraints to this-construction throughout the researttte pedagogical

convictions with which wetarted, the challenges of integrating the principles of practice into the
UG teaching environment in phase 2 where those convictions reappeared, and, in my case,
preconceptions about one another. My initial feelings of not being able to contributeelfect

to knowledge discussions were powerful and disabling and it was only through seeing where my

expertise was needed in the@nstruction process that | was abletgagdully with the
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action researcprocess. There were also significant differeroetsveen how far each o

researcher moved during the research and how well | was able to work with each. In the case of
Sarah, her engagement throughout the research including observing my classroom practice led to
ambitious changes in her teaching whible started to implement at all levels of UG teaching.

For Paul, the struggle against the performative culture arefféat this had on his classroom

perspective was difficult to divert once teaching resumed.

Co-construction required each of tssbeopento each other and the knowledge we brought

When we achieved this, our knowledgeproduction blossomed, whereas when we struggled,

there was a tendency to return to ldrgld positions and habjter whatArgyris refers to as

defensive routines (1993Fven the smaller gains, for example where Howard reflected on the

need for continual questioning of teaching practice even for an experienced teacher, shows the
role knowledge about WP might play in HE peda
conscous and critical of vy o2020,phh.As Jaralastatedan educat
without engaging in the taster session phase, she would not have discovered the opportunity to
challenge and adapt her UG teaching practice. This suggests knowledgpeatamagy for

access can contribute to the knowledge base for pedagoggrimipation Certainly, the

process of developing the knowledge we needed to adapt the taster sessions and the knowledge
about the constraints to achieving this have changed my understanding of howwarlght

betterwith academicolleagues.

In the next chapter | discuss the third principleion for social educational change and where
our collaborative caonstruction nght be seen to have been successful in addressing questions
of inclusion, belonging and success in both access and participation cdregptsre the ways

in which opportunities for action towards change were missed or avoided and what knowledge
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has aisen from thisSpecifically, | reflect onomy positionality and thehanges | experienced

because ohitiating and leading this project.
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Chapter Six - Action for social change

Introduction

In the previous two chapters | have shown howaitten researcprinciples of collaboration

and coeconstruction of knowledge were enacted and how professional, political, and personal

barriers constrained our abilities, at times, to be collaborativedbrt@aw on each ot her
experience and knowledgehave employed data from a range of sources to illustrate the

evolution of four disparate individual colleagues into a collaborative team, and to highlight the

multiple knowledges wbrought to and gained from the research.

In this finalempiricalchapter | re-visit the principle of action for social change, refiegton the
actions emerging from our experiences in the reseanthdiscustghe importance of reflecting
on how thisprinciplecan support social change in HE wokloutling first, the changesiour
academic/professional working relationships, and second, the changes in pedagogical
understandings and practioghich are more likely to suppantore students in university
learning. Finally, | reflect on the changes to my researdierand positionality which arose
during andbecause ofindertaking this research. | return to these changes as part of my
discussion of the potential attion researcfor crossboundaryprofessional working in

universities in the concluding chapter whiiollows.
Action for social change

The inclusion of the word Aactionod in action
it is not enough simplyo mine new knowledge or mutual understandings, but that any learning

from the research needs to result in action to improve ordgmsituation. In short, the purpose
ofactionresearchs t o figener at e knowl-BadegamdWinpennynf or m ac

2007,p.333). Researchers are encouraged to take an active role in addressing issues affecting
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themselves, theiwvork, or theircommunities (Gaventa, 1988). Acknowledging the political
nature of the research processrequae®nr e sear chers to act i n a fAmo

manner in addr essiMier,4d99¢pH660). i ssueso (Brydon

Inevitably, taking action teffect change can give rise to challenges rather than broker solutions.
Walkerand Lootg2018)highlightthe gap between working towards changaaton research

and how to identify whether that change has occurred. ®eil{2006) concur, suggestingdan

be difficult to achieve and tricky to measureakttion researchhe focus is on emancipatory

change and enabling vulnerable communities to access the knowledge and resources needed to

i mprove their | ives, such as work to ensure r
Woods,andWebster, 2005). In our HE ctext, | was hoping for positive changes through a

better understanding of the barriers academics faced to participating in WP work, with the

ambition of creatingnore accessible outreach activities such as taster sefmidhgse students

with barriers ¢ accessingE.
Changes in our professional relationships and ways of working
Change in personal perspective

| had entered the research process with the hypothesis that my academic colleagues lacked
altruism or interest in WP wordnd with the ambition to dissolve the binary divide which
prevented us from collaboratingngaging in the sustainedtion researcprocess over several
months enabled me to work with a far less judgmental ethos with frgsearchers than

previously. Inmy research notesnd during her interviewsSarah and teflect on how the

differences in our roles which we had been negotiating at the outset, were far less pronounced

and now appeared to share common characteristics:
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Al't woul d be fedourrofus..o hageashyfteceirmotrhunderstandinig of how
our respective roles of academic researcher, lecturer, WP practitioner, doctoral
researcher, intersect and compl ement weach

sessions and planningviewing,and refining thesed (Researct

Al think webdbve been open about our fears a
held back on anything and | think thatds h
critical. | think most of us @& on the same page about things as well which obviously

hel ps and webve got the same commitment an

uni versities to |l ook I i.ke, so thatds hel pe

Researcher difference can often be a barrier to collaboratamjion researchnd tensions and
dilemmas occur where collaboration with outsiders or others is sought (BasnaBknes,
2014). Identifying each of my easearchers as differeinom me nstilled barriers into our
interactionsbut also helped me to see why investing time in working together to understand
differences was so usefdeeing howwe were all straddling multiple roles (research, teaching,
admin), just in different formations and contexts, enabled rnederstan@dur commonalities

rather than focus otfnedifferences

Al't i s also necessary t o0 acakademiw stadftbgetherh ow i
with other institutional demands on their time and energy have resulted in what is now a
standardised condition for staff of working ewecreasing hours, often with worsening

pay and conditions of employment leadingto adidilssn ed and demor al i s e
(H, Written reflection post research).

In addition,as | have discussed in chapter faurgderstanding where our priorities differed,

enabled me to understand how elements of university policy which | enacted and championed
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(such as WP and EDI worklasexperienced by my emesearchers aslditionalways in which

the institution (and its clients) held academic staff to account

fiThese institutional processes are designed to demonstrate that there is in place a rigorous
system to ensure that teaching is subject to quality control and scrutiny, and that teaching
standards are upheld. It is noteworthy, however, that within thesegsexcthere is little
opportunity for a genuine reflective space. As many colleagues would attest, such
processes often seem like binoking exercises for what looks like an increasingly

spurious form ®of déqualitydéd control
(H, Written reflection post resarch).

Gaining insight into my col |l eaaMidwmvbhelppdrhei vati or
to accept and support my-cesearchers in their struggles with taking or sustaining action

towards changerThis is counter to the oppositional professional/academic narestidescussed

in the HE literaturewhich prevents professional/academic collaboraand therefore limits
changgMclnnis, 1998. Personal change througlation researcls important to reflect on and

to documentas it is often because of change occurring to individuals that collaborative work and

relationships are made possible.
Positive change through collaboration

There were several moments throughout the research in which knowledge sharing, understanding
or experiences in the research resulted in changes in our professional relationships. For example,
preparing for and delivarg taster sessions as a group efesearchers provided us with the
opportunity to support each other, reflect on our work, and offer advice and encouragement in
ways that we would not have otherwise experienced. Howard shared how powerfully this had

resamated with him:
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AThe experience of working with coll eagues
interactions was hugely productive. It enabled discussion of both the mechanics of
classroom teaching but also a much deeper consideration of the phibaajpinension

of what we do and how we do ito

(H, Reflection on the research).

Sarah, who had been anxious about peer observatsmgsserted that it had been a positive

experience, especially after the second taster with the more challenging greopmlef pupils:

Ailt was a real positive to have the other

it gave me a chance to commiserate with th

(S, Reflection on the research).
Paul concurred in his reflections

A T h @erienge of participating iparticipatory action researcéminded me of the

pl easures of team t(B &Refleciongnthamesetarahlo!| | abor at i

Howard was keen to comment on the lack of opportunity for shared experiences between

academic peers in his dé&y-day teaching role:

Al't is fair to say that most wuniversity te
teacher in the sense that the teacher is usually alone with his/her students for the duration

oftheclassandnideed, for the entire module(s)o
(H, Reflection on the research).

As a result, he reported the benefits of engaging in collaborative activity:
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AFor me, the experience of this project
opportunity to work with cotagues and students while raising questions about teaching

and | earning practices?o
(H, Reflection on the research).

The positive experiences my-cesearchers related about working collaboratively chime with the
literature which argues that bringing togatitomplementary knowledges and skills and making
connections to other areas of academic university work enabled positive collaborative initiatives
to flourish (Greenhalgkt al 2006 Hayton et al, 2015However, whether our researcher
collaboration coud lead to longerm, sustainable changemainsunclear, situated as vaee,

within a structure based on hierarchy and oppositional agendas and working practices. Howard

articulated this concern in his pasisearch reflection:

Al t 1 s of t emormahagemerd &aeampbsm@ dn staff a series of decisions
according to an agenda driven by market concerns with little or no pedagogical value and
usually without consultation with those involved. Taken together these circumstances are
scarcely conduce to the encouragement of creative, collaborative curriculum

devel opment o
(H, Reflection on the research).

Working in what Whitchurcli2015)describes as a safe but risky way with academic co
researchers, while at odds with the structuraldd&straintsenabled us to be more open to

developing new pedagogical knowledge pertaining to work with school pupils and UG students.

Pedagogical change

wa
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As | have shown above, embedding WP work intoditteon researchllowed for different
relationshipgo be developed which enabled new knowledge to be formed. For examtple,

first research phase (taster sessiotsgpite his aversion to student evaluation, the consistent
messages Paul received through the triangulated feedback (pupil writtercieextirasearcher
observation feedback and his own reflections), meant that he acknowledged he needed to redress

the balance of teacher: pupiltatks c af f ol d t he pupil sd | earning f

AOne of the main t thefissgsshod sessiensvpsahe deeddito t o af t

recognise that, in terms of content, Ol ess
(P, Reflection on the research).

Pupil input in the first research phase was a challenge to our researcher relationships as it raised
various cereseather objectionsvhich | found difficult to understand or empathise wiis. |

have discussed in chapters four and five, Paul questioned the validity of pupil feedback as a form
of taster session evaluation, and all threeesearchers found the open hostility of some of the

pupils at the second taster a considerable challendeal with, as described by Howard:

Al't raised questions about how to develop
acknowledge a classodés potential for signal
the teacher, and to deploy techniquedten with high levels of practised skillwhich

subverted the teacherds authority in the <c
(H, Reflection on the research).

However, pupil feedback and input were also a positive mechanism for pedagogical change. For
example, Howard saw how shagihis personal educational history could be used to inspire
visiting school pupils to rengage or persist with their studies (Burke et al, 2017). Sarah, too,

found the pupil input enlightening, and it encouraged her to tigki actiorin her UG
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classoom because of her experience of adapting her taster session in response to feedback from

the school pupils:

Al had to rethink my assumption that | al w
guestioned whether this type of thinking undermines thd tetake a flexible approach

in the classroomo
(S, Reflection on the research).

Sarahés overarching desire for her phase two
in her classroom. This focus, and the positive experience she had had otlsesirigpol pupils

engaged in creating their own murals, enabled her to consider moving away from the bonds of
curriculum and primary sources and provide her UG students with the creative freedom to share
and interpret their own personal histories. Thioalllowed Sarah to +engage with creative
approaches to learning about visual culture which was removed from her experiences of
traditional university teaching but far more aligned to her worldview of how pedagogy should

be:

Al coul d now tueenmbmy thachinig practiceé toog which is rather apt given
that | 6ve always stressed to my wundergradu

and alternative form of | iteracy. I had fi
(S, Reflectioron the research).

Sarahdés convictions about the need for her to
challenged and, as a result, this allowed more students to make far richer contributions than was

usually the case. In our conference p&bsine explained:

18 Collaborative Action Research network (CARN) Conference, Manchester, 2018.
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AThis experiment in delivering and adaptin
the inspiration | needed to break old habits, test out new approaches, and finally inject

some creativity and satisfaction into my o
(S, CARN onference, October 2018).

Although the change Sarah made affected only a single group of UG sti&lratswas able to

re-use the strategies in other UG classes having tried them first, with the school pupils, and

second, with this class. In additiaas| recount in the previous chapt&ar ahdés t hi nking
how she taught her sensitive material was transfolmgd t he st udandshes 6 r espon
anticipatedhis would positively inflenceopportunities for her future students to participate

fully and confidently in their learning. In hegcentreflections on the research shidtes:

AAddendum: Il n 2021, after more than a year
on the firstyear coe module Approaches to American Culture. | am, however, still using

some of the same ideas and techniques in my optional module for se=ond
undergraduates. These technigues have enab
worksheets and sets kéywords and include more creative tasks, for example, an image

text poster designed to map out different character trajectories in a fictional narrative

about migrant |l ife in the American cityo
(S, Reflection on the research).

Feedback from a colleague @ynsultant can help tffect positive change in the quality of HE
teaching (Prebble et al, 2004). Feedback from and classroom interactions with the school pupils
and her UG students provided concrete evidence of what enabled them to engage and connect to

their | earning, a powerful <catalyst for chang
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pedagogical approaches in phase 2 and since the research was completed, and has been sustained

despite the pressures of her workplace, a threat articulptddward:

~

Al | abour this point because the excellent
and its potential for further development and application, are subject to the realities of an
institutional environment with values which can oftersben to contradict good

pedagogi cal practiceo

(H, Reflection on the research).

Pedagogical change occurred through our interactions with pupils whose behaviastssn

and feedback posastes provided an immediacy of feedback to my academiceseachers

that is lacking from university WP work. Engaging in teaching school pupils and UG students as
part of a research project enabl-eskarcherstt o fexp
test out diverse ways of sharing disciplinary knowledge {bfagt a] 2015,p.1 2 6 1) . Howar doé
reflection on the ways in which everyday reality might impede change taking place pwvide

useful and critical lens with which to consider where actions were limited and change, therefore,

negligible.

Missedopportunities for change

Action researclaims for action as a result of knowledge or learning, but, equally importantly,

actonr esear cher s st r i vosticdl iovesiigatiomathd asglysiscobtlseirdwar s el f
real i tyo CoBwall@ais pal27a Havard and Paul benefited from our collaborative

taster session first research phase yet were not able to continue the momentum of change into

their second UG teaching research phase. Paul recognised this and articulated how the challenges

of re-locating the research into tklesempowering and frustratingG teachingcontexthad

prevented his wholbearted investment in the second research phase:
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=]

I probably didnét devote or have enough t
unfortunate they wereé.they were one of th

unf ortunately on a new moduleo (P, Il nter vi

Paul 6s description of Hmtshisgarlierpgsitioa m théireseagch st a n't
as explored in chapter fivethere he had struggled with the need for the school pupsdéoan

active role in their learningndwhen the second group of pupils used sildnaexpress their
nonengagemenfT hi s signalled to me that Paul 6s pedag
from the first research phase and that there was a resistance ort toschange or adapt his
teaching to enabl elfdural# disappaintingd and titfulfito respondtbianc e . 0

a constructive way when there was little appetite for change.

In the second phase of our research project, myeos ear cher s positioned me
to help them develop their interventions for more engaged UG studenta é@dsKallick,

1993).Enabling or accepting the early eafitheir interventions rather than helping Howard and

Paul to continue to interrogate their original wishes for classroom cli@ibgs if | was not

fulfilling my critical friendrole. Yet, conflicting with my desire for action was an equally

weighted cacern my heightened awareness of how disillusioned myesearchers felt in their

teaching roles and, while it was disappointing not to embed significant change with them in their
classrooms, | felt it necessary to be respectful of their boundaries setlond research phase,

especially as this second phase spoke to and had been shaped by their agendas.

My decision to step away when my-pesearchers felt they had gone as far as they might,
acknowledges the limitations and the reality for effectingledade, positive change astion
researchnstigators;cer esear chers are unlikely to be fiempo

our schedu)]l1898,0.17%). Miasgeraldecea move from our interactions occurring as
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a professional transaction (I ask academics for input; they provide it), to working with-my co
researchers with sensitivity and respafdheir limits. This was a choice | made in our HE

contex where | had the lesser status. In apo#ituation witha differentleadresearchr, other

choices might be mad&/here we might not quiteave beerngaging in textbook participatory

actionfor changehroughout the process, we were researching, and taking action
Aparticipatorall yod (Changercamadcurthrauglationiesearkhe s, 1995
manyways: some on a personal level as | have discussed above anunasimesmall and

possibly limited wag. The process of engagingth and reflecting on changacluding the

reasons why it might not leecurring provides us with clearer insights intatlterd mi nds et s a

motivations and can still be valuable.
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Changes to researcher role and positionality

The literature about professional university support staff in HE higbkllghw professional staff

feel sidelined or ignored (Pourshafie and Brady, 2013). My ambition (for it was mine alone at the

outset of the research) was to challenge the existing hierarchies which were part of the university

structural barriers to fair access gratticipation, the impact of which Farrell (2009) found to have

a Anegative correlation between a hierarchi

ca

retentiono (p87). I n retrospect, I mu sity quest

hierarchy was not only driven by my desire for fair access, but also strongly related to my own

sense of role impotence.

As | have discussed, being positioned as the lead researcher with a group of academic colleagues

was an inherent challenge as thersg | ea cfiandoenmi c 6 i n the research

lead researcher and pioneer of the research enquiry, | have recounted how unequal to this task |

felt and how this impaired my ability to lead, challenge and question all that occurred inythe ea
stages of the research and later, in phase two (UG teaching) when Howard and Paul lost their
momentumHerr and Anderson show tip@ssibilitiesfor insider and outsider researcher
positionalityin action researci their Continuum andmplications of Positionality tablgHerr

& Anderson,2014 Table 1).The tablesuggests four positiorizetween which a researcher might
expect to move during the researbisider researches self/own practice, Insider in collaboration
with other insiders, Insiden collaboration with outsider&eciprocalcollaboration

(insider/outsider teamsl)was operating somewhere between the first two points at the start of
the regarch, thus meeting the criteria for both of the followingider (researcls®wn practice)
andInsider in collaboration with other insidetdowever, if | was the (WP) insider as compared
to my coresearchers (and certainly | did not feel, for much of the research, that we were united

in our experiences and understandings) my experience aligned more neatlgsider. in

t
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collaboration with otsiders By the second research phase (UG teaching) it could be said that |

was engaged with Sarah Reciprocal collaborationr(sider: outsideteams)

Researcher positionality is a useful barometer with which to recognise how closely you are

adhering to the ideals aftion researchnd a way in which to acknowledge fhngg ap b et ween
idealism and the realities o0/f198p3@al2%).Mgi patory r
positionality fluctuated in response to the moment in the research, the exchanges of knowledge

with my coresearchers and how collaboratively we were engaging with each other. | was

striving for the ideal of reciprocal collaboration thghwut the research, but the reality of our

researcher and working relationships meant that there was challenge, conflict and confusion

which made for more of a binary outsidesider positionality. The fluctuations in this

positionality alsallustratedhow we were able to navigate those challenges, establish common
understandings and unpack issues at key point
that he was equally anxious about speaking out at conferences as were his UG students in his
classoom. This shows hovaction researchas the potential to enable social change through re

negotiation of previous and lofigeld positions.

Whitchurch (2008) talks about third space professional staff, those who work in an unbounded

way acrossther nst i t uti on, such as-coneptmlisingftie space thatt h o s ¢
they and others occupyo ( p 38 Ipositioningdursdlivesanmde t h a
re-conceptualising our roles in relation to each other and to the schatd and UG students

throughout and even after the reseafdter the research had finishadpward used the idea of

his personal educational historylas introduction to a sessidme was deliveringt aresidential

WP summer school. He had found thigaaverful way to demystify university and university

Apr of e s s o rtaster sessians imodirst tekearch phase,-positioning himself as an

academic failure rather than an elite university acadeByice-using this approacine ensured
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that thesixth formersat the summer school had the opportunity to recognise themselves and see

their potentially complex educational histories represented. Sa@nceptualised how she

introduced her curriculum content to her UG studemssisively including the experiences of

her students, leading to higher levels of engagement and personal investment in the learning

Paul reconceptualised how to introduce his film module using a stuzkrtted starting point,

one year afterthereseard s Paul 6 s case demon sattionadseaxls eval u
a complex activity as it may not always be immediately evident that change has taken place. This
hasimplicationsfor asserting the validity adction researchs a methodotyical appoach when

thechangesre nuanced and, sometimes, distanced from the research.

| had conceptualised my role as a change agent; in my day job | tried to effect change in terms of
university access for students with barriers to acces$$ify@and in ouresearchl was hoping for
change in relation to and with my-cesearchers. | hadgsumed that it was they who needed to
change, their practice that needed to evolve. | had brought significant bias into the research,
based on my experiences as a professional member of staff and reinforced, to some degree, by
the literature about powerrgggles inaction researcthat | had engaged with prior to and during

the researcfe.g.MasonandBoutilier, 1996 Jacobs, 20L1,0GaventaandCornwall, 2015)In

manyways, it was easier and neater for me to concur with literature and perceive my co
researchers as those privileged individuals who held the power in the researcher relationships
with the school pupils and with me. Yet while | was ascribing privilege bteds¢éatus to my co
researchers, | did not at any point in the research ask them why they thought so few colleagues
volunteered for WP work, thus positioning myself as the expert in this matter. When Paul sought
me out before we embarked on the seconéareh phase (UG teaching) to ask for my help, he
ventured, unsolicitedil| t hink the reason that people dond

dondt know how to do i tphas¢sPaul , Caf ® conversa
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This was illuminating for méecausét captured the essencetbtlearning from the taster

sessions about pace, contenteraction,and pupil voice. Reflecting on this conversation later
highlights how little | had thought abortyneed to change how | presented WP work to the
colleaguesn my School, what types of conversations or support | ought to be offering to them,
and how the assumptions | had been making about academic will, altruism or interest had been
influencing my actions. My ability to be reflexive during the research hed taented by what |

had expected to occur and how | had expected rrgsearchers to behave or respond. Despite
my avowed commitment taction researchrinciples of democracy and integrity, | was guilty of
talking abouthe values necessary for an empatory process, rather thapplyingthem in

action (Prilleltensky, 1997).

Conclusion

Katsarou (2017), in her discussionaation researcparadigms, suggests that transformational
change throughction researchan be individual or personal to a resbar, while at the same

time social or political through the changed behaviours and actions of the research team.

Kat sar ouods i d-faeetedarbpactdf actioh encapsuldtes the changes Sarah made to
her teaching mindset and practice, resulting reconnection with teaching theory long since
forgotten or not perceived to fit into the pedagogical realmefHhe changes which Sdra

reports to be embedded in her UG teachirepffering all her studentsvays ofengagng in and
contribuing to their learning through thexplicit inclusion of theivoices, their experiences and

the multtmodal forms of text analysis Sarah noses.

Taking action which can lead to change is an ambiticactbn researchnd one which is not
always easy to identify or to quantify. Changes in beliefs, convictions and mindsttssare

which may occur during the research but not be fully understoddaiat (Kennedy, 2018)
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The reflections of all three emsearchers provide evidenceagfareness of thehifts they made,
both large and small. In my case | gained insight into where | had expldigeas useful to my
academic caesearchers and colleagues (practical pedagdgicalledge) and where | lacked
expertise about how to communicate and support academictsedfdtical pedagogical

knowledge anaffering cdlaborative planniny

In this chapter | havaliscussedhe enablements and constraints to actions emerging from our
researcland the types athange resulting from this action, including pedagogredational,and
personal. | haveeflected on where change was not fully realised or sustained and what the
barriers to this were, including my own role in hindering or supporting rrgsearchers

towards positive change. | have also considarieere my bias about my academie co

researchrs prevented me from understanding why they might have struggled to accept or make
changes to their teaching and wttas realisation means for my future WP work. In the
concluding chapter, | disissthe experience ofindertakingcollaborativeresearclwith academic
co-researchersummarisg the knowledge that has arisen frame action researgland

outlining thecontribution this knowledge can mataecrossprofessionaboundaryuniversity

projects

Chapter Seveni Conclusion

In this concluding chapter, | draw together the strands of the thesis to reflect on the research and
clarify its contribution to knowledge. First, I-kasit the original problem of working with

academic staff on WP university work. Next, lleet on some of the enablements and
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constraints to collaborative work encountered by the research team, and on the changes of
perspective, relationships and practice which occurred as a result. Following this | discuss how
professional/academic staff cdilaration can positively affect the structural hierarchies and
mandated processes of a university. | then focus on the principles | deriveacltomresearch

as tools with which to encourage collaborative approaches to WP work, clarifying the
contribution to knowledgthis thesis makedg-inally, | raise the issue of how WP work will fare

in an increasingly regulated and decreasingly creative university spaeslawhetheaction
researchmight propose an alternative approach to the issue of professional university and
academic staff working together on crdmsundary areas such as WiRken together, these

strands offer insights into the barriers faced byersity staff in both academic and professional
roles working in a highly regulated and hierarchical sedtois thesisthereforecontributes to
knowledge about the processes of productive, collaborative relationships between academic and
professional niversity staff challengng the current regulatory HE approaches by emphasizing

the importance of relationships and the relevance of professional and academic expertise to
address issues such as fair accéie.process and findings recounted offer amigent for
employingaction researcprocesses to encourage collaboration at a deep and interpersonal level,
to recognise and draw on the expertise of all staff, leading to improved experiences for staff and

for students.
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Academicengagement in university WP work

In chapter one, | posited the issue of academic engagement in WP work. | related how working

as a professional member of staff in an area of university work requiring academic input meant

that | was reliant on academiclh gues 6 goodwi P.lreflactedonihawtlwas e st i
unsure why there was little appetite for this type of social justice project, particularly when |
perceived fair access to be a primary concern for univerditdso recounted how my

professonal background and experience prepared me for liaising with schools and colleges but

not for engaging academic stalfs a WP professional staff member, | conceptualise my role as

sitting in the unboundedhird spac allowing me the autonomy ardeativity to choose the

focus of the School 6s WP work and develop out
needs while fulfilling institutional policy. In chapters four and five | have recounted how | was
surprised to discover that my-ceseachers felt lacking in autonomwhich affected their ability

to be pedagogically bold and creative in the classroom.

My frustrations with the apparent lack of academic commitment to WP work had prevented me
from seeing fair access from their perspectasea topdown university policy and another
administrative task for which they were unlikely to be recognigseximotedor rewardedThis

had led to a gap in my understanding of and communication with academic colléegieg

to a desirdo explore he tensions created by the institutional binary divide using a collaborative,
discursive processuch asction researclwhich made time to examine how both professional
and academic staff approached WP work and provided space to surface differences, share
knowledge and reflect on our motivations, beliefs and practices as teathetsrstanding the

ways in which my caesarchers experienced WP work and UG teag provided me with

insights into the challenges of their roles &etbed me recognise the knowledgeeeded to

bring tocollaborative workwvith academic colleagues.
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Enablements for and constraints orcollaboration

In chapter two, using the literature examining the identity and experiences of professional
university support staff, | provided evidence of the dysfunctionality of professional working
relationships between academic @&ndn-academiéstaff and the alienating impact of this on
professional staff. Issues of nomenclature and hierarchy are reported to impact on professional
staff morale and sense of value within their orgation. At the same time, the evolving
direction of HE and political i nterrogation o
statusand autonomy of academic staff, signalling seutmte disenfranchisemeri.cademics

may cite the impositionfgolicies designed to increase student numbers and generate income,
and the subsequent rise of professional university staff, who are often chsedasrnot
understanding or empating with academic staffis the source of their malaisgonversely,
professional staff may feel the skills and knowledge they bring into the acadesigedneed

and ignored by their academic counterpartgese attitudes do not augur well for successful

collaborative or crosboundary working relationships between academic and professional staff.

In action researclshifts of power are both an ambition of the researehpfivileging the voices

of the inheard) and a challenge to the researehrésistant caesearchers). In chapter four |
recount the early stages of the research, where | felt myself to be the outsider with my co
researchers as the insidets.chapter five | also relate how difficuttwas for my ceresearchers
to adapt their teachingr adjust their mindset€€hange was occurring, but it was uncomfortable
change and therefore we were resistant to it. This period of discomfort was difficult but
necessary: collaboration with colleagueith different agendas, priorities and areas of expertise
was always likely to beomplicatedwith professional tensions or conflidtsat wereunlikely to

beeasy or straightforward to resolvieo develop trust, understanding and respeetfuking
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relationships over the longer terinis crucialto create an environment in which colleagues can

acknowledgeacceptandwork throughthis type of professionaliscomfort.

We began the research as one professional and three academic staff, a relationship in which there
were clear paradoxes; as a practitioner, | habitually worked in a contextid€hange and

adapted my practice responsively, whereas mresearchers, academis, were more

comfortable with an informed and evideHzased approach to their research and their teaching.
Positioning our research around joietermined taster sessionghaugh a plan not fully

collaborative in its inception, provided us with a clear and tangible focus to work towards,
experience and then reflect on togethdrich went some way to challenge our differing starting
points. This activity incorporated theetkfor responsive action (during the taster sessions and
following feedback from the first taster session) #rebretically informedeflection (during

review and evaluation sessions and individually). By engaging with the tensions created by the
differences in our respective university roles and therefore our individual perspectives and
experiences, we recognised the importance of working in partnership to explore these differences

and discover where these converged, and what new knowledge emergedffasall

The second phase yielded more mixed results than the first, althoughreseeochera/ere
unanimous in identifying the benefits they gained from engaging in the knowledge co
construction process as a tedmwas anxious that theew knowledge we had uncoverdaring

our time together might quickly become a distant memory once the team had disbanded. After
all, Howard and Paul had found it challenging to sustain their focus on the research once
working in isolation from the resf the teamThe difficulties my ceresearchers faced in

continuing to develop their teaching in the second research phase might not, therefore, position
action researchs an appealing tool for crebsundary collaborative working in universities.

The mesg and norlinear nature o&ction researcls well documented in the literatjiusing
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action researchrinciplesagainst whichio determine how far researchpisre or impure. | argue
that impure or imperfeciction researchtill has the potential to offer university academic and

professional staff insights anad co-construcknowledge that would otherwise not be produced.

Pedagogy was an unexpected focuswfresearch, arising from the pedagogical knowledge

needed to plan and deliver the first phase (taster sessions) and plan and teach the second phase
(UG teaching). In chapter five | report how engaging with the (sometimes challenging)

behaviour, questiorend feedback of the school pupils gave rise to an interest in exploring the
practice of inclusive teaching and encouraged myesearchers to pursue a second research

phase. Our research became less about WP work and more about hoaneantanly

knowledge could be harnessed to make positive changes in pedagogies for access and for
participation. Tentatively drawing on theory as well as practice to formulate effective and
accessible taster sessions provided us all with the opportunity to extend oursexqti

develop a common language with which to discuss teaching.

To enablauniversitystaff to collaborateandto share and develdfmowledge about university

work, thelinear and often rigidystemsand processes of a university like Midtown need to be
challenged by both academic and professional sfiafifzersities mustplace value on their staff,

the expertise they bringnd thebenefits to the individual and to the organisatiotheke types

of crossboundary conversatisrand projectgather tharkeeping professional and academic

roles as bounded and inflexibBuccessful collaboration might not result in extensive outputs
but is more likely to result in improved professiorglationships and mutual undensting and
respect. It is also likely to generate knowledge, even if the knowledge is about what is not
possible within the limitations of a university or a university rélel outlined in the previous
chapternot all caresearchers moved comfortably towards change as a result of participating in

the researctHowever, the strength and validation that we derived from investing time in our
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practice and in each other as ealjues attests to the benefits of such an approadk and
especially necessary to counter the confining effects ofiresrasing regulations on every

aspect of university life.

Contribution to knowledge

The main contribution to knowledge made by thisihés about the processes of productive,
collaborative relationships between academic and professional university staff. This knowledge
challenges the current regulatory HE approachesniphasizindgoth the importance of

professional, capperative relationships across different professional roles in the university sector
and, the relevance of the combination of professional and academic expertise to address issues
such as fair accesshis knowledgecan be broken down into knowledges in different realms,

which | address below: personal knowledge; practice knowledge about conducting action
research in HE; pedagogical knowledge about access and participation practices; political
knowledge about the cetraints academic staff faced in their roles, and the scholarly knowledge

that was needed to support collaborative ctomsndary relationships in universities.
Personal knowledge

Personal knowledge is a valid outcome of doctoral resepacticularly professional doctoral
research, as the knowledge gained during the research process has a profound and lasting effect
on self and career. Personal knowledge has had a role to play in constraining and enabling
collaborative approaches to theearch, brought, as it was, by all fourresearchersVe

gained an understanding about where we needed to develop our knowledge and skills to deliver
or support the delivery of effective WP taster sessions or UG seminars. Personal expertise about
discipines was combined with pedagogical knowledge tpramluce shared knowledge about

access and participation approaches. The greatest growth in personal knowledge is mine and
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touches on each of the other realms of knowledge: | have knowledge about thegzrotes

action research and the enactment of action research principles (pracéceyrlizehe

knowledge | bring to my WP role and how | need to present this to encourage and support
academic staff to develop WP work (pedagogical). | have knowledgg mdyocolleagues and

what impedes them from investing time and energy into teaching practice, including WP work
(political). I am aware of what | can contribute to a contemporary UK university and am more
confident in articulating the knowledge | have, amore informed in how | communicate this
(scholarly). The experience of acquiring knowledges in this way as a university professional
working with academic staff sheds a light on how the two groups might work together and forge

relationships leading to pdactive change.
Practice knowledge

Conducting action research gave rise to knowledge about the practice of collaborative enquiry in
HE with coresearchers from academic and professional staff grésps novice researcher
committed to the principles aiction research, | approached the research with ambition and
optimism. The experience of navigating action research and aiming to enact the core principles
of collaboration, ceconstruction and action for social change provided insights and
understandingtaout the difficulties of ensuring that democratic principles are upheld both during
the research itself and, as | have explained in chapter five, in the writing up of the research. |
have developed knowledge about both the practice and the theory ofrasgarch, and how

each is strengthened by knowledge of the other. This research provides-spetfit practice
knowledge relating to collaborative working in HE, which demonstrates how an action research
approach can successfully challenge the regujairocesses that often disable or impede
collaborative working in HE. This knowledge can be generalised and extended to enable

productive ceworking across professional boundaries in multiple sectors.
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Pedagogical knowledge

In action research, researcheeed to be open and prepared for unexpected knowledge to

emerge as relevant to the project This allows for the responsisteaton of knowledge

according to the research conditioegentsand ceresearchers' input. Pedagogy was an
unexpected area &howledge arising from the need to plan and deliver the first phase (taster
sessions) and plan and teach the second phase (UG teaching). Our pedagogical knowledge was
developed during the classroom experiences in the research and this knowledge weas clarifi
through my engagement with the inclusive pedagogies literature and the development of six
principles of practice in the writing up. | came to the research with innate, prbated

pedagogical knowledge, gleaned through classfbased teacher trairgnrather than
theoreticallyinformed knowledge. My coesearchers' discovery that pedagogical knowledge

was necessary for them to refine their own and evaluate each other's teaching forced me to draw
on my pedagogical knowledge and use it to support nrmgsearchers in their classrooms. The
process of collaborative research allows for knowledge to emerge organically, revealing how
pedagogical knowledge is crucial to the development and delivery of WP work and that

pedagogy is at the heart of WP work, bfithaccess and for participation.
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Political knowledge

Educational research is influenced by the context in which it is situated, in terms of practice and
policy. Action research, through its iteratidigscursive and shared processes, allows for a

deeper understanding of the political tensions in which the research is situated. Knowledge
which | aspired to uncover through the research related to the constraints to collaborative WP
work with academic staff. | had brought several biases into tharoésencluding an assumption
that academic staff were not invested in this type of social justice project. Working directly with
academic colleagues as-searchers and spending an extended period with them during the
research lifespan provided cleaigsights as to why colleagues were not regularly participating

in this work. Through our discussions about the difficulties of teaching school pupils and our
efforts to address key concerns raised by myesearchers about UG student engagement, |
gainedinsights into the challenges my-oesearchers faced from the bureaucratic leadership of
their institution and their sector, and how embattled they perceived their academic status to be. |
grew in knowledge and understanding about how lacking in statysatevhich was at odds

with my perceptions of the university hierarchy. Action research processes involving the
investment of time and dialogue, offer the opportunity to understand and explore the social and
political realities of colleagues and devefuoglitical, contexirelevant knowledge which can-re

frame future crosgrofessionaboundary communications and collaborations.
Scholarly knowledge

This research has shown the importance of consolidating praetissl and pedagogical

knowledge through ermgement with fields of literature relating to WP in HE and inclusive
pedagogies to communicate and share knowledge credibly and coherently with academic staff.
When | began in my WP role, | assumed that my previous career in education and leading social

justice projects gave me the knowledge | needed to manage a WP programme at a university.
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Knowledge gained through this research process show how experiential insights have been
enhanced by theoretical groundings, and the knowledge about the pedagogigadrideo

practice of WP work in universities provide connections into other areas and priorities of
university work such as ED&nd teaching and learning. Personally, scholarly knowledge has
developed practiecbased expertise which | can share using the recognisably academic language
of a university workforce. This has enabled me to successfully apply for promotion on the
academidrack, attain Senior Fellowship of the Higher Education Academy, have a voice as
School EDI Director, and confidently present papers at conferences about my WP and EDI work,
and about action research. Enabling the growth of knowledge through persontbe\and
collaborative research shows how the regulatory processes in HE can be successfully challenged,
resulting in improved practices, deeper contextmnalerstandingsand mutually respectful

professional relationships.

The role of action researchin supporting collaborative university work

Since this researdbegan the landscape of WP has shifted. Universities are now required to
develop Access and Participation plans which outline the steps each institution plans to take to
ensure that students wiltlarriers to accessirandparticipating inHE are an institutional

priority. Universities areaskedo provide evidence of a whole providgpproach, including

teaching, learning and assessnnticipation strategiesnd to include studentspresenting

the diversity of the institutiom evduatng the APP contenWith the increased focus on
equality,diversity,and inclusion (EDI) in universities in response to the rise in student numbers
and the diversifying of the student population, WP work is no longer an initiative focusing solely
on schools and colleges outreach (access) but part of the response tdeheestperience
(participation). Arguably, WP is finally getting its moment in the Strei WP 0 br acket no:

purposefully includes care leavers, mature students, white men from lowesociomic
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backgrounds and refugees as well as those young peopteiliviostcodes with low

participation inHE or who are first in their family to apply to universityThis requires WP
colleagues to find ways of working across professional boundaries with staff with responsibility
for the student experience, studentfesed, the personal tutoring system or EDI. Even though
work with schools and colleges is largely unchanged in terms of its focusropstiéying

university and creating sustained as well as steonh interventions for schools and individual

pupils, WP saff arenow a presence in larger university conversations.

This increased visibility, however, carries with it the threat of increased regulation and, in the
longer term, decreased opportunities for collaboration and innovation or, as Collini suggests, a
reduction of Avoluntary c 20®e.i34)tStudentsuppod i ndi v
roles, for example, whichistoricallycomprised a named and known individual to contact and
elicited a personalised response to students, have been supplanted by technology and teams of
staff, rendered invisible and, to agtee, impotent by electronic mailboxkam not convinced

that providing a higher level of regulation of \B®Pategyia the APP will enable seismicshift

in howacademic staff views WP warls | have discussdd chapter twoexcessivenonitoring

of any area of university work reduces it to a{ck« exercise and adds to the academic
administrative task load. This is unlikely to increase the willingness of academic staff to
participate in WP workNeither isannual monitoringikely to engender collaborative cress

boundary conversations in which knowledge is shared and created about inclusion of all students.
Without embedding principles of collaboration andcomstruction of knowledge in

professional/academinteractions, staff perspgves will remainunchangeand divided.

19 https:/lwww.officeforstudents.org.uk/adviceand-guidance/promotingequalopportunities/
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Despite a more substantial body of statutory guidance and an APP framework for WP work,
there is still no specific guidanéer professional staff working with academic stafh, action
researctprinciples of practiceanoffer a template for collaborative workingaking

collaborative approaches to work with the wellbeing and success of students athisscibre
potential for deeper connections betwaeademic and professional staff workatrswhich
transcend the regulatory requiremeidslisting a strategic and shared institutional approach to
working in this way with democratic principles and equally valued academic and professional
expertise would significantly change the professional/academic working landscape and leverage
the knowlede of university professionalBrofessional colleagues in areas such as academic
development and® bring a wealth of expertise whici partnership with the specific
knowledge of academic statfould enrich the experience of university studeRtnowng the
boundaries of university woitkrough making time for all staff teave the opportunity to €o
developknowledge can contribute tetter informed approaches with studearid more

supportiveand respectful relationships in thmstitution leading to positive change.
Conclusion

The dearth of examples of successful collaborative workind especially collaborative WP
work in the literaturepoints to the need for changedffer adequate suppoid students with
barriers to accessirtdE. Third space or blended professiorglsh as academic development
staff, library staff or education and student experience stafking with academic staffiave

the capacity to mediate multiple institutional barsiand boundaseTo enable students to be
recognised, supported and successful at univecsitigborationwith academic stafi integral

to the work of professional stais teaching staff become the first point of contact for students

Finding spaces and strategies in which to develop these partnerships seems, therefore, to be
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crucial to WP and other university woskich as student welfare, student recruitment and

academic skills development.

Action researclargues for all knowledge tcelvalued and for no single type of knowledge to be
held in absolute authority. Working in a university with academic colleagues presents a
challenge for this element attion researcldeology; a university is a place of research and
learning so academaxpertisenevitably headlinesUniversities, however, are having to adapt

to new technology, more diverse student groups with different needs and an increasing number
ofext ernal me a s u r e.tdeversity prajessiofiaksiaffr@itlehezessay 0
knowledgefor the evolving sectoEngaging all staff in conversations to find common ground
and new ways of solving recurrent issues using collaborative and eftamugedorinciplessuch
asthose that can be extrapolated fraation researchwould alleviate some afhe anxiety and
displacement felt by both academic and professional staff. This, in turn, would help to create a
culture of crossboundary staff support and nurture, embedding institutional values which can

then benefit the university students.

Theexpeience ofresearch usingction researctvas challenging. Opening the communicative

space to start a collaborative projgca managerialised and hierarchical environment was tough.
There is, of course, an inherent tension in proposing an exploratoiyciunslve form of

working in what is an outcomesientated, politically dvenand highly regulated sectartried

to create fian arena for the expression of int
contexts in which these neaedRsason200®,p.248)tl (and fr
cannot claim to havalways achieved thiyet the spacthat wasco-created was safe enough for

us to rehearse being unsafe, and one in which we were able tslowlyepast our professional

barriers towards collegiality. My egesearchers spoke about how sorely they needed such spaces

and moments in which to collatagively reflect on and question their everyday (teaching)
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practicesThe research began with a premise but not a precise question and the principle of co
construction of knowledge was needed to reveal the questions the research should be asking
about collaborative working with academic staff, and the knowledge that thesttogs then
uncovered.nvesting time with and in each otherucover new knowledgeo finesse inclusive
policies and practicess both of paramount importance and meets defghiyacademic and

professional staff need
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Tables:

Table 1

Positionality of
researcher

Contributes to:

19¢

Traditions

Insider researches
self/fown practice

Knowledge base, improved/critiqued
practice, self/professional
transformation

Practitioner research, narrative
research, self-study, autobiography

Insider in collaboration
with other insiders

Knowledge base, improved/critiqued
practice, professional/organizational
transformation

Feminist consciousness raising
groups, inquiry/study groups, teams.

Insider in collaboration
with outsider(s)

Knowledge base, improved/critiqued
practice, professional/organizational
transformation

Inquiry/study groups

Reciprocal
collaboration (insider-
outsider teams)

Knowledge base, improved/critiqued
practice, professional/organizational
transformation

Collaborative forms of participatory
action research that achieve equitabl
power relations

Continuum of researcher positionality and implications. Source Herr & Anderson 2005.
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Appendices

Appendix 1 Email to schools to recruit to the research project
Thinking Ahead studying arts subjects at university

We would like to inviteyou to bring some of yowrear 9 pupils to attend a half day of taster sessions at
theuniversityof XXXX . Pupils will attend 3 sessions of 45 minutes each in French (not language), Film
studies and American studies as well as have a mini campus tour with undergraduate arts students.

The purpose of the day is to give pupils an introduction to visiting a university campus and experiencing a
university seminart is targeted at those year 9 pgpivho have the ability but might perhaps lack the
confidence to think about applying to a highly selective university such as the Univepskyf.

Part of what we hope to achieve is a better understanding of how academic staff can deliver really
engagng sessions to this age group so we would also like to ask the pupils questions about their
experience of the event over lunch which will be provided.

The day will run from 09.15arhipm and all enquiries should be senkdXXX
This event will run on two dtes so please express your preference QRS 18" May

Total number of places for EACH date: 20

Appendix 2 Reconnaissancé discussion about effective teaching
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Appendix 3 Reconnaissancé statement sortingexercise

Appendix 4 Reconnaissance meetinigmy reflections
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Appendix 5 Sarahés Taster session Lesson Pl an
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Appendix 6 Taster session observation notes (Howard observing Paul)



