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Abstract 

In older, western, urban societies like the United Kingdom (UK), political and 

economic 21st century restructuring policy and plans collide with pre-existing 

social inequalities and established social status order. Widening Participation 

(WP) represents the 21st century restructuring of state education institutions, 

higher education institutions and the British status order through paradigms 

reflective in the Knowledge Based Economy. These 21st century influences 

contextualise the structure of widening participation direct intervention 

pedagogy. These processes bind WP student engagement with institutions of 

further and higher education. While WP students may be under-represented in 

the higher education population, within the cohort, there is a subset who 

experience further marginalisation through low prior attainment (LPA) and low 

predicted grades, as well as marginalisation along the lines of race, class and 

gender. These students are further marginalised within a cohort of students 

who are known to be marginalised. 

The Upward Bound in Islington WP programme was established at London 

Metropolitan University as a complementary initiative to support the wider social 

mobility agenda by raising the educational attainment of secondary school 

students from disadvantaged backgrounds. Upward Bound in Islington is one of 

very few WP projects which specifically target students labelled as having LPA. 

This study is one of few which place WP students who may have low prior 

attainment and the practitioners who work with them at the centre of the 

research. The researcher adopts a holistic, ethnographic approach to better 

understand how individual and institutional networks develop social 

relationships which may provide a model for broader dissemination of direct 

intervention widening participation pedagogy that helps low performing students 

make choices of value and achieve in their GCSE examinations. 
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Chapter 1: Introduction 

1.1 Inequality  

Inequality in education is a significant issue discussed among politicians, 

policymakers, educators and citizens in the United Kingdom (UK). From a 

social justice perspective, the state educational system is a vital tool for equal 

opportunities for young people at state schools, aiming to improve and promote 

social mobility (BIS, 2015). In 2017, the Social Mobility Commission recognised 

that “Britain is a deeply divided nation. Those divisions take many forms. Class, 

income, gender, race” (State of the Nation, 2017, p.iii). Findings indicate that 

there were significant disparities in academic outcomes between geographical 

regions, ethnicity of pupils - and more importantly – between those from 

different socio-economic and family backgrounds (Hills and Kitty, 2005; 

Melamed and North; 2010; Kelly and Tuck, 2015; Mavelli, 2014). A primary 

structural lever for creating opportunities for social mobility in the UK is 

widening participation (WP). Widening participation is a British/anglophone term 

that usually refers to educational intervention for students who are the first in 

their families to gain access and participate in higher education (Walker, 

2008b). Widening participation’s 20th century precedent, ‘access’, came to 

represent a dimension of the social contract – “widening access to and 

participation in higher education is primarily a social justice project” (Burke, 

2012, p.177). “In the 21st century, WP confronts inequalities through social 

class indicators such as free school meals and the recognition of students with 

backgrounds in care - groups who are also included in WP intervention 

(Teaching Excellence Framework factsheet.2016). In its initial assembly in 2004 
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and its subsequent re-assembly in 2014, WP and the Fair Access policy in 

England have centred on combating inequalities through a focus on improving 

social mobility for under-represented marginalised groups (Gewirtz, 1998). 

As the term ‘access’ came to represent a new dimension of the social contract 

in the 20th century, the Fair Access policy has added multicultural dimensions 

to England’s social contract in the 21st century. Fair Access at its core is a 

pathway to higher education and aims to combat inequalities such as 

subordination through group identity, by promoting social mobility. A social 

justice perspective is important because WP provides resources and initiates 

processes in state education to provide pathways to higher education. It is 

buttressed by broad national reforms such as the “National Strategy for Access 

and Student Success in Higher Education” (UK Parliament Department for 

Business, 2014).  

1.2 Widening Participation 

Structurally, WP has a goal of broadening participation in higher education 

across all levels of society. In particular, it redresses the under-representation 

of groups from lower income families, people with disabilities, and ethnic 

minorities. Social mobility for these marginalised groups is intricately bound to 

WP’s functional role. This inserts multicultural initiatives within the field and 

practice of WP. In 2006, WP was a publicly funded resource that targeted 

citizens from particular social groups and ethnic backgrounds, who were 

unfairly marginalised from higher education (UK Parliament Department for 

Business and Strategy, 2011). By 2008, the British government made clear the 

multicultural role that widening participation would play in society, reducing the 
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differences in participation rates between different groups in the higher 

education population by encouraging applications from, and increasing the 

participation of, individuals from groups that are under-represented in higher 

education in relation to the general population (House of Commons—Widening 

participation in higher education—Public Accounts Committee, n.d.). 

WP is an assembly of resources and ideological perspectives that unite its 

associated national-level, meso-level, and local micro-level processes to 

combat the inequalities that marginalised students are confronted by (Bennett 

and Segerberg, 2012). These multi-strata processes are indicative of 21st 

century perspectives in state education, which recognise obstacles in state 

education for some citizens in a democracy (Grimaldi, 2012).  

At the heart of this study is concern for Black and Asian minority ethnic 

communities (BAME). Additionally, there is also concern for White working-

class male (WWCM) secondary school WP students who are marginalised by 

low prior attainment (LPA) and academic under-performance in school. A 

specific epistemological perspective associated with the recognition of WP 

students in England is the 21st century cultural discourse for Black and Asian 

minority ethnic communities (BAME). This has extended into the cultural 

discourse of White working-class male communities (WWCM), who are also 

identified as members of marginalised communities. Students marked by these 

credentials are typically predicted to score poorly on the General Certificate of 

Secondary Education (GCSE) examinations taken at the end of year eleven 

when 16 years of age (Pryor, 1999).  
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Widening participation pedagogy is intrinsically connected to the social justice 

perspective; without an intervention to ameliorate dire circumstances, students 

who have potential to succeed academically and advance into further and 

higher education may have limited choices to further their education. They may 

also be excluded from networks which create pathways to higher education 

(Coldron et al., 2009). 

Even though British WP educational policy initiatives have long had the 

intention of raising the participation rate of disadvantaged young people to 

27.2% by 2020, by 2020 initiatives also intended to increase the number of 

Black Minority Ethnic (BME) students going into higher education by 20% (Blyth 

and Cleminson, n.d.). However, the educationally marginalised continue to be 

under-represented (UK Parliament Department for Business, 2014a). WP 

students marginalised through low prior attainment (LPA) and other 

intersectional factors may encounter ‘soft’ unconscious discrimination of deficit 

model-thinking, and experience deficits ideologically rooted in economics and 

what might be regarded as ‘common sense’. This anti-democratic diminution of 

the rights of citizens constitutes misuse of the resources “necessary” for 

addressing WP’s social justice claims based on educational intervention and 

cultural recognition, making the experience of widening participation a civil 

rights issue. 

1.3  Direct Intervention  

Direct intervention (DI) is the pedagogical tool for social justice, upholding the 

social contract created by WP. It is a transatlantic pedagogy, and it is a matter 
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of civil rights in a democracy. As a utilitarian version of social justice, “academic 

intervention is a necessary lever for justice as it promotes well-being and 

happiness for the nation and its citizens” (Mill, 1957, p.10). WP pedagogy 

implies social justice for students in England through a social contract founded 

on academic intervention in state education. DI promotes “justice as fairness”, 

which unites the rights of citizens with structural protection of the poor and 

marginalised in society (Rawls, 2005). DI is a pedagogy for social justice, and 

the glue which bonds citizens historically marginalised from higher education. 

Importantly, establishing equity through contrarianism in Western society is 

often “not a contract between everybody… but between just the people who 

count” (Mills, 2002, p.3). Martha Nussbaum (2006, p.1) highlights that while 

“theories of social justice should be “abstract”, they must also be responsive to 

the world and its most urgent problems and open to changes”. 

1.3.1 Direct Intervention in Out-of-School-Time settings 

The ideological origins of direct intervention (DI) for students in state education 

are located in the margins of democracy. It is important to note that out-of-

school -time (OST) settings for direct intervention pedagogy is a 20th Century 

line of flight away from subordination in state schools for marginalised groups 

(Zulli and Frierson, 2004). This provided a space for the practice of pedagogy, 

for addressing practices of exclusion in both the United Sates (US) and the 

United Kingdom. In both countries, Black communities pioneered counter-public 

democratic action outside of school time (OST) for direct intervention aimed at 

improving the experience of black students who were experiencing racialisation 

within the dominant public space of state education. 
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1.3.2 Upward Bound in America - Institutionalised Direct 

Intervention 

In the 20th century, Upward Bound (UB) in the United States set a template for 

institutionalised direct intervention pedagogy in OST settings. A by-product of 

Black political counter politics in America during the Civil Rights Era, UB was 

the first programme of the (TRiO) initiatives which were authorised under the 

Economic Opportunity Act 1964 (Cahalan, 2004a). UB is one of a cluster of 

programmes now referred to as TRiO. The Federal TRiO Programmes are 

American Federal outreach and student services programmes designed to 

identify and provide services for individuals from disadvantaged backgrounds 

(White et al., 1998b). In both the 20th and the 21st Centuries, Upward Bound 

provides direct intervention for high school students from low-income families, 

and high school students from families in which neither parent holds a 

bachelor’s degree (Egeland et al., 1970). Upward Bound, along with its TRiO 

partners, are OST education policy for students who come from low-income 

families as well as underrepresented schools in higher education, which gives 

them a pathway to excel in university. Within the American context, direct 

intervention education is a matter of 20th century civil rights, codified in law for 

the 21st Century. Although they were byproducts of black counter public 

democratic action in the civil rights era, a common thread that runs through 

these institutionalised OST direct intervention programmes is that they are for 

all citizens historically marginalised from higher education institutions and the 

state. 
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1.3.3 Upward Bound in London 

The American OST programme Upward Bound has an unaffiliated associate in 

London, that of Islington’s Upward Bound programme. Upward Bound in 

Islington (UBI) borrows some conceptual ideas from the American Upward 

Bound Program offered at the University of Massachusetts Boston (UMBUB). 

While both target first generation low performing students for direct intervention, 

UBI has been adapted in several ways to accommodate the culture of 

programme participants and Fair Access guidelines in the UK. It is currently the 

only Upward Bound Programme in the UK. The programmes in both countries 

have been successful in imparting equity to the pursuit of further and higher 

education for marginalised groups (McElroy and Armesto, 1998). Based on the 

programme outcomes over the past ten years, IUB has developed important 

capabilities with their students which are useful for urban state school education 

in the UK. Unaffiliated with TRiO, UBI targets low performing secondary 

students who are not predicted to obtain General Certificate of Secondary 

Education (GCSE) grades at age 16 years necessary for further education (i.e., 

5 or more 4-9 level GCSE marks).  

Located within London Metropolitan University’s Widening Participation 

Department, the programme’s Saturday classes are based at the university, 

outside of the traditional school setting. The UBI programme partners with local 

Islington secondary schools and the local council to raise GCSE marks and 

increase access to further and higher education for at-risk students. Although 

the Borough of Islington can be considered as one of the social mobility 

‘hotspots’ (Social Mobility Commission, 2016, p.33), the borough is one of stark 
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contrasts within inner London and reveals inequality of opportunity that exists 

for disadvantaged groups of children and young people. Currently, around 35% 

of children in Islington live in low-income families based on the Income 

Deprivation Affection Children Index (English IDACI 2015. (n.d.). GOV.UK). UBI 

is a partnership between Islington Council, London Metropolitan University, The 

Dame Alice Owen Foundation and the Brewers Guild. While each of the named 

institutions are completely autonomous, the relationships between these 

institutions allow UBI to exist as a local OST academic intervention programme. 

Pedagogy comprises of direct intervention for GCSE mathematics and English 

examinations, and extra-curricular activities. 

UBI is a micro-network for the WP practice at the university and LPA students 

in Islington. Since the inception of the programme in the academic year 2006/7, 

UBI targeted pupils from Years 10 and 11 (aged 14 to 16 years). These cohorts 

were chosen as they were deemed to have the capacity to benefit the most 

from this initiative, since these groups were about to take their GCSE 

examinations in the same year at the age of 16 years (in Year 11 after 

completing UBI). Therefore, since the academic year 2015/16, the target 

cohorts are Years 9 and 10 (across Key Stages 3 and 4). At UBI, GCSE 

attainment and key performance indicators are improved academic outcomes at 

Key Stage 4 (KS4) against national and Islington borough targets. Available 

data shows a differential in attainment in percentages of those who participated 

in the UBI programme and the wider Islington cohorts.
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Figure 1.1: Comparison of GCSE Attainment 

Figures 1.1 and 1.2 present the UBI student GCSE results, compared to the 

wider borough (Luebsen, 2019). A clearer understanding of WP’s social and 

pedagogical context provides a perspective of why this type of programming 

provides an epistemic line of flight away from standardised WP practice in the 

UK. 

 

Figure 1.2: Completion of GCSE attainment in UBI and I the wider Borough of 

Islington (Luebsen, 2020) 



10 

1.3.4 Upward Bound in Islington 

As Lentin (2011 p.355) states, “neoliberalism was constructed in and through 

cultural and identity politics and cannot be undone by a movement without the 

constituencies and analyses that respond directly to that fact”. The case study 

research in this project explores how Fair Access policy which is dependent on 

cultural identity may be “undone” by a direct intervention WP site set outside of 

a school. The case study seeks to explore what occurs at UBI, an OST 

widening participation direct intervention programme in London. This WP site in 

London uniquely combines the London tradition of direct intervention in OST 

education as a line of flight towards social justice in the 21st Century. This may 

provide insight into what constitutes a WP student and what is acceptable in a 

postcolonial status order for the 21st Century. In this conception of direct 

intervention, pedagogy, culture, and programme structure are focused on 

developing a supportive environment tailored to the needs of programme 

participants. This helps to define what constitutes a WP student without reliance 

on soft deficit model thinking. UBI’s overall goals are: (1) to improve academic 

performance at the local school; (2) achievement of GSCE examination scores 

needed to qualify for admission to further education; and (3) develop a positive 

disposition toward attending higher education. These factors help reveal 

material realities that do not incorporate hard deficit model thinking in the 

programme. Further, this study examines the UBI programme structure as well 

as the broader social, economic, and political atmosphere which contextualises 

the programme. The ethnographic case study seeks to identify broadly which 
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structural factors allow UBI to reject hard and soft deficit model thinking and 

incorporate low performers into their WP cohort.  

The case study provides a micro-level exploration of processes and structures 

which provide a measure of whether access is a multi-cultural social contract, 

as participants in the study provide community insight on whether or not 

subordination through group identity impacts their experience in this WP 

programme. This means that making direct connections between programme 

pedagogy, direct intervention and social justice for racialisation in state 

education is possible, through learning more about this multicultural WP 

programme. Additionally, this ethnographic case study is unique because it 

involves an OST direct intervention WP programme which is aimed at 

secondary school students marginalised by low attainment and other factors. 

1.4 Problem 

Fair Access is a pathway to higher education and is intended to combat 

subordination through group identity for marginalised student populations. 

Additionally, direct intervention education in WP is a matter of civil rights in a 

democracy. However, WP is also a mode of economic production. The overlap 

of market-based values and direct intervention pedagogy produces problematic 

processes. Generally, there is a fundamental gap in policy and literature of what 

constitutes a WP and the act that this produces. Pertaining to pedagogy, there 

is a fundamental gap in the social, cultural, economic and epistemic aspects of 

direct intervention in OST learning spaces for WP students. Fair Access policy 

produces processes in which the presence of WP students gives universities 
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the right to charge higher fees. This makes WP a mode of economic 

production. The processes within this economic engine utilise the market, rather 

than the state, as a model for efficient distribution of resources. The distribution 

of resources for Fair Access establishes an economic engine for the national 

economy, a method for the distribution of resources and importantly, a self-

regulating process for social mobility. Within these processes, intersectional 

factors create ‘hard’ and ‘soft’, often unconscious, discrimination of deficit 

model thinking. This in turn constitutes subordination of WP students because 

of their reconstructed and reified group identities. Because the processes of 

individuation and structure of racialisation are core to the type of subordination 

WP students experience, Fair Access policy makes questionable which 

structural factors contribute to marginalisation within the WP Cohort as a 

measure of what is acceptable in a postcolonial status order for the 21st 

Century. 

1.5 Gaps 

This research broadly addresses gaps in knowledge of what constitutes a WP 

student. Within a more democratic context, it addresses which processes 

involved in direct intervention are acceptable in a postcolonial status order for 

the 21st Century. A closer look at programmes that take place in British OST 

settings may be beneficial in determining democratic pedagogies or acceptable 

pedagogical practices for the 21st Century. Empirical evidence suggests that 

when adolescents consistently participate in extracurricular activities, they 

experience higher academic success (Mahoney et al., 2003). Lawson and 

Lawson (2013) observed that sustained participation in OST programmes and 
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activities can increase student engagement and aid in post-secondary 

academic success. This is particularly so for students from disadvantaged 

backgrounds. In directly addressing gaps in knowledge, this study explores the 

culture, processes, and meaning of the UBI direct intervention praxis. It may 

serve as a measure of how democratic, fairer pedagogy for WP can serve as a 

model for what is acceptable as a postcolonial status order for WP in the 21st 

century.  

There are few previous studies that bring in-depth understanding to the 

relational and pedagogical dynamics within learning spaces impacted by the 

material realities of commodification of student identities due to hard deficit 

model thinking. These dynamics are key in the fair distribution of resources and 

the more democratic recognition of social strata in WP. This is especially the 

case for WP students who may have low predicted grades or low prior 

attainment. The work of Burke (2000), and Matias and Liou (2015), are among 

the few exceptions that report on this issue. Messiou observed that “Student 

voice has been directly linked to notions of inclusion, in addition to being seen 

as a way for promoting inclusion in schools” (Messiou et al., 2024). 

1.6 Research Questions 

There is a fundamental gap of knowledge between what constitutes a WP 

student, and processes and structures which sustain direct intervention in WP. 

Gaps in knowledge in the field do not consider the processes of individuation 

and racialisation which take place in WP. In a postcolonial status order for the 

21st Century, British policies to increase participation in education benefit some 
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social groups more than others and result in subordination through group 

identity impact WP in the 21st Century.  

To address this gap in knowledge, the central research questions for this study 

are: 

1. Which structural factors contribute to marginalisation within the WP cohort?    

2. In what ways do the structured interventions and social aspects of learning at 

Upward Bound in Islington enhance students’ academic performance, improve 

achievement at their local school, and contribute to high aspirations toward 

participation in further and later higher education?  

3. From the perspective of students, staff, and alumni at Upward Bound in 

Islington, what meaning is derived from participation in the culture and 

processes inherent in the programme for academic performance at the local 

school, qualifying achievement on the standardised General Certificate of 

Secondary Education (GCSE) examination (including 4 to 9 scores in 

mathematics and English), and disposition towards higher education?  

3.1. What do participant observations and field notes on day-to-day student and 

staff activities and interactions at London’s Upward Bound in Islington 

Programme reveal about the meaning of its culture and processes for the 

development of positive academic and aspirational outcomes for marginalised 

at-risk secondary students for achievement?  

Central research questions two and three shift focus to the micro-level of 

society and examine what constitutes a WP student within a more democratic 
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context, and which processes involved in direct intervention are acceptable in a 

postcolonial status order for the 21st Century. These questions focus on the 

relational and pedagogical dynamics within a specific learning space impacted 

by the material realities of commodification of student identities due to hard 

deficit model thinking. A sharper focus is placed on the role of direct 

intervention pedagogy and the processes which help sustain it. This focus helps 

in framing Fair Access as a multi-cultural social contract which may combat 

subordination through group identity.  

1.7 Role of the Researcher 

1.7.1 A Contribution to Social Justice in WP 

Within the 21st Century social and political context, this work offers a 

contribution to social justice studies in education. It encompasses processes of 

social injustice as they pertain to WP in England, as well as structures 

pertaining to the distribution of resources which contribute to subordination 

through group identity. Pedagogical aspects of direct intervention in OST 

settings that lead towards the elimination of racism, sexism, and poverty, and 

the empowerment of under-represented minority groups, provide context for 

this research. WP is broadly a 21st Century collection of discourses, places, 

ideologies and techniques for both direct intervention education and the social 

restructuring and economic re-scaling of both state and higher education in 

England. In England, widening participation’s functionalist role in society places 

a 21st Century lens on how forms of social relationships are constructed 

between marginalised citizens, local schools, and global markets. Therefore, 
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the inquiry into what constitutes a WP student, and which processes sustain the 

individuation of WP students, is a recurring motif in this research.  

Fair Access is a multi-cultural social contract. The researcher utilises the pre-

existing transatlantic social, cultural contexts of direct intervention pedagogy to 

introduce epistemologies as core to this work, and which inform the research. 

Transatlantic genres are rife throughout this work. The researcher has 

extensive transatlantic experience in direct intervention of OST education. 

Among epistemologies core to this work are the 21st Century notions of 

postcolonialism, neoliberalism in education and deficit model thinking, as well 

as pedagogies focused on improving democracy and education through 

counter-publics. The roots of direct intervention pedagogy were grown out of a 

transatlantic history of racialisation and subordination through group identity in 

state education.  

This research contributes to work that centres practices of exclusion in state 

schooling. Drawing attention to direct intervention pedagogy, this research re-

centres and contextualises OST, a direct intervention pedagogy, as a 21st 

Century, institutionalised strategy for combating subordination through group 

identity in state schools. At its core, this research is an attempt to draw attention 

to the humanity of low-performing secondary school students, a subset of 

marginalised populations in British education.  

As Weheliye (2014) points out, this type of research “constructs race not as a 

biological or cultural classification but as a set of socio-political processes that 

discipline humanity into full humans, not quite humans and non-humans” 

(Weheliye, 2014, p.4). To better understand the intersection between humanity, 
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democracy, postcolonialism and WP, this research deconstructs WP as 

potentially nothing more than an institutional “instrument” of hegemony that 

translates in forms of public exclusion from the circle of first-class citizenship. 

Through a small-scale-ethnographic case study, this work then draws from a 

London WP programme to re-construct WP as an undervalued tool for more 

democratic OST direct intervention education. 

1.7.2 A Focus on Structures and Processes 

The researcher seeks to provide a research orientation aimed at addressing 

gaps in knowledge concerning the processes and structures in Fair Access 

policy which perpetuate racialisation in the individuation of WP students. This 

research seeks to uncover contradictions associated with processes of Fair 

Access and WP education and interrogate some of its accompanying cultural 

structures. A clearer understanding of WP’s social and economic context 

provides a perspective of direct intervention better suited for a multicultural 

social contract such as WP. Understanding WP, and its complex matrix desires, 

requires an approach as if they were abstracted from the ‘space of 

commodities’ and the ‘epistemology of surplus value production’; yet, based on 

an unacknowledged hidden social sub-contract, this helps contextualise shared 

histories as well as democratic action in the field.  

As neoliberalism was constructed in and through cultural and identity politics 

(Lentin, 2011), this research is positioned to analyse and respond directly to 

that fact. An analysis of which processes sustain the individuation of WP 

students is a focal point of this research. Processes associated with Fair 
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Access which commodify BAME and WWCM identity were developed from the 

epistemological positioning of whiteness as a transcendental norm. Within 

these epistemologies, Blacks have historically been assigned different cognitive 

and spatial realities that differ from their white British counterparts. This 

research addresses the gap in knowledge pertaining to these differentiation 

processes to examine how bodies, and overwhelmingly black and white 

working classes, assemble together in specific WP spaces. Because the 

distribution of resources in WP is dependent on the recognition of these 

marginalised groups, race is at the core of Fair Access Policy. The gap 

between the democratic recognition of marginalised groups and Fair Access 

policy creates an analytical space for understanding inequity as well as 

strategies of liberation from intersecting forms of oppression.  

The research places a focus on processes between citizens and the state. In 

addition to meso-level processes, the case study focuses on pedagogical 

processes at UBI. In the attempt to balance action and research, a focus on the 

value of community generated information and community capacity building 

synthesises the researcher’s positioning. The view from within both community 

and institutional structures positions the researcher well for the collection and 

analysis of data incorporating historical and cultural knowledge in union with the 

research partners. A transformative perspective to Fair Access policy guides 

this research. Fair access to HE is ideologically tied to social mobility; however, 

social mobility has been tied to higher education rather than race, culture, 

gender or human rights.  
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1.7.3 A Transformative Orientation to Education Research  

This is a contribution to studies highlighting a system of socio-spatial interaction 

conducive to a transformative orientation to WP research which adds to 

epistemology aligned with Paulo Freire’s critical pedagogy (1996), and bell 

hooks’s Engaged Pedagogy (1994a) aimed at creating effective strategies of 

liberation from within hegemonic social and economic systems. A 

transformative orientation in this work is directly informed by the material reality 

of BAME and WWCM experiences in their democracy, transformative direct 

intervention pedagogy and the transformations students and staff experience in 

learning. Therefore, this research places a focus on student identities and 

democratic, economic, and cultural aspects of learning associated with 

widening participation intervention.  

Adopting a transformative approach to WP pedagogy and policy, the researcher 

centres the socio-cultural aspects of direct intervention (DI) with WP students 

including those who may have low prior attainment. It is a contribution to 

research which brings a more in-depth understanding to how DI pedagogy 

creates strategies of transformation from intersecting forms of cultural capital 

endemic to people of African descent across the diaspora, as well as white 

working-class London populations.  

The researcher employs elements of Black philosophy into the research 

approach. This requires that the researcher understands direct intervention 

praxis and its processes from the subjective point of view, through a realist lens 

of Black, trans-Atlantic epistemic perspective. Through this lens, Yosso (2005, 
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p.119) asserts that “the research approach has the ability to address questions 

that traditional ethnographic methods tend to overlook or ignore such as cultural 

specificity, researcher judgement, how the researcher’s experiences and 

histories impact the research process itself, and perhaps most importantly, the 

community’s perspective of the social situation”. For example, in WP, hard 

deficit models commodify BAME and WWCM identities, while soft deficit model 

thinking incentivises processes which marginalise LPA WP students. Hard 

deficit models are structures formed out of racialisation, individuation, profit and 

shared history. This is because Fair Access as a multi-cultural social contract, a 

transformative approach to identity and WP pedagogy, centres racialisation 

intersectionality with other forms of subordination like sexism, islamophobia, 

xenophobia and homophobia and includes a challenge to the workings of power 

in government, schools and policy. This work is a counter storytelling of deficits 

associated with WP students, their identities and culture to open new windows 

into the social justice aspects of direct intervention pedagogy in England. 

Additionally, highlighting the sense of community among WP students and 

university-based WP staff, which includes LPA students, constructs another 

perspective of direct intervention in WP that is organically multicultural and 

more democratic. 

1.8 Critical Hybridity 

The researcher adopts a lens for the application of critical hybridity within a 

transatlantic perspective. This unleashes a set of conceptual tools offered by 

works in the field of post-colonial education studies and in an approach to social 

justice, specifically, relational justice as well as epistemic and distributive justice 
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in education (Yosso, 2002). “In its most recent descriptive and realist usage, 

hybridity appears as a convenient category at ‘the edge’ or contact point of 

diaspora, describing cultural mixture where the diasporised meets the host in 

the scene of migration” (Papastergiadis, 2000, p.3). In the 21st Century, 

hybridity is a way to analyse the socio-cultural impact of vestigial colonialism in 

state education. 

Post-colonial and decolonial studies (which may include the histories of 

decolonialisation versus commonwealth) offer the perspective of the colonised 

of the coloniser versus the normative colonial gaze, considering the 

philosophical motifs of the enlightenment and its accompanying notions of 

cognition, reason, citizenship, and freedom (Gordon, 2013). This research 

draws attention to existing norms for WP and access to universities which have 

incorporated marginalised groups in its planned rescaling and restructuring for 

the expansion of universities in England. 

1.9 Critical Transatlantic Perspective 

A transatlantic perspective is essential in contextualising what constitutes a WP 

student, which processes are associated with the individuation of WP students 

and which issues of social justice impact WP and, finally, what are acceptable 

cultural epistemologies in the current, 21st Century postcolonial status order. 

Centring social justice parameters for inclusion, while considering the centrality 

of race and historical racism, the critical hybrid lens in this research offers the 

transatlantic perspective with four interpretive tools for analysis. The first 

considers how Western societies are epistemically flawed in their 
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understanding of colonised and marginalised groups. The second realises 

Western political society, i.e., liberalism and conservatism are racialised (and 

gendered). The third recognises how Western economies and capitalism are 

racialised (and gendered). Last, critical hybridity provides this research with a 

lens, with a view on how transatlantic history has produced transcendental 

norms that create privilege, hegemony, and forms of spatial bonding as 

processes of western cultural hegemony. A hybrid lens provides scholars with a 

measure to question whether WP gives universities seeking to charge higher 

fees licence to engage in racialisation and individuation using the logic of 

markets as justification. 

A qualitative descriptive ethnographic research design is used for this study. 

This design will help the researcher understand the meaning of the culture and 

processes that occur within UBI, an OST programme designed to work with 

marginalised, at-risk secondary school students on improving academic 

achievement and developing aspirations for higher education. The proposed 

study aims to derive this understanding from analysis of ‘thick description’ of 

data collected in the study. Thick description captures thoughts, perceptions, 

and experiences and strives to uncover their underlying meanings (Holloway, 

1997).  

An ethnographic case study design allows the researcher to both measure the 

perception of programme participants and better understand how structural 

factors inherent in UBI contribute to desired outcomes. A case study approach 

using ethnographic methods for data collection will focus not only on the culture 

at UBI, but also on its structure and the context within which the programme 
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exists. Case study research is defined by several researchers, including Stake 

(1995) and Merriam (2008). It is the study of a case(s) (person, place, event) 

selected for its particularity, and bounded by physical, temporal, socio-cultural 

and conceptual features (Fusch et al., 2017). Ethnographic methodology 

examines “behaviour that takes place within specific social situations, including 

behaviour that is shaped and constrained by these situations, and people’s 

understanding and interpretations of their experiences” (Wilson and Chaddha, 

2009, p.549). 

1.10 Summary of the Thesis 

The gap in knowledge pertaining to what constitutes a WP student opens 

questions about the various differentiation processes in WP that assemble 

bodies, and overwhelmingly how and why black and white working class 

assemble in specific WP spaces. Because the distribution of resources in WP is 

dependent on the recognition of marginalised groups, identity, social class and 

race are at the core of Fair Access policy. The gap between democratic, fairer 

recognition of marginalised groups and Fair Access policy creates an analytical 

space for understanding inequity as well as strategies of pedagogical structure 

which intersecting forms of oppression and subordination through group 

identity. Moving forward, this work seeks to explore what lies between the gaps.  

Throughout this work, the citizenship right to attend higher education is a 

central focal point. This perception of rights of secondary school and further 

education students is a transatlantic pedagogy which upholds these rights and 

shares specific commonalities, among them direct intervention education 
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outside of school. Institutionalised direct intervention pedagogy exists in both 

England and the United States. This provides the researcher with a socio-

cultural framework on which democratic action and transformative pedagogies 

may be analysed. A transformative perspective toward WP pedagogy is 

important, as WP at its core seeks to transition marginalised students from 

state schooling to higher education. Firstly, for contextualising direct 

intervention education and widening participation, the literature review (Chapter 

2) separates issues of social justice at both the meso- and micro-levels of 

English society. The literature review then takes a closer look at ontologies and 

epistemologies which have been impactful to policy and practice, histories 

which juxtapose access and the right to exclude as well as literature which 

centres on 21st Century attitudes towards a changing economy and changing 

attitudes towards state education and university participation. WP literature is 

subdivided into strands to better understand how gaps in literature and theories 

of justice may bring better understanding to direct intervention pedagogy. 

Following the literature review, a closer look at the gaps in knowledge of what 

constitutes a WP student, and which processes refine our perceptions of them, 

and which processes involved in direct intervention are acceptable in a 

postcolonial status order for the 21st Century, unite meso-level machinations 

and micro-level social interactions. This section questions the pedagogical 

dynamics of direct intervention and the material realities that WP students face 

due to their student identities, thus engaging in questions of social justice. Core 

aspects of social justice are examined through literature which theorises parity 

of participation between all WP students.  
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Following this, the conceptual framework (Chapter 3) provides the structure and 

focus through which this study is examined. Theories which engage 

researchers to contextualise processes and structures that constitute WP are 

compared. Theoretical tools are highlighted to both deconstruct WP at the 

meso-level and reconstruct WP through a focus on pedagogy and participation. 

The research questions focus attention on how WP pedagogy and 

programming may combat subordination through group identity and help 

conceptualise Fair Access as a multi-cultural social contract. Again, the meso- 

and micro-levels of WP programming provide space for analysis of structural 

factors. These include democratic participation and practice of WP and the 

pedagogical focus on the role of direct intervention, and the perceptions of 

students, staff and alumni of their experiences in OST direct intervention.  

Next, the methodology and methods section of this work (Chapter 4) shows 

how the research questions drive this study through the research design and 

specifics of data collection. This chapter provides context for the research site 

and the case study within this work. In addition, researcher bias and reflexivity 

are important aspects of methodology considered in the case study.  

The findings section (Chapter 5) reveals what the researcher experienced and 

analysed at the research site. In reconstructing WP pedagogy, the findings 

untangle the system of social encounters, educational exchanges and 

perspectives of research partners. The discussion chapter (Chapter 6) provides 

a summative theorisation of the structures and processes which impact 

inclusion as well as a more democratic re-construction of direct intervention and 

widening participation. Key aspects of pedagogy and practice, buttressed by 
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democratic action, help to re-contextualise WP pedagogy with more democratic 

intension.  

Lastly, the conclusion (Chapter 7) first summarises the original contributions 

made in this work and then reflects on the limitations of the study and 

responses to the research questions. The researcher then offers suggestions 

for local authorities, schools, universities and widening participation 

practitioners to build on this research. 
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Chapter 2: Literature Review  
 

2.1 Introduction 

The aims and objectives of the literature review are to cite and compare 

important current literature in the field of widening participation (WP). In doing 

so, relevant themes emerge. This reveals debates around the processes and 

structures which govern WP and exposes gaps in the literature that exist. 

Themes and debates pertinent to this study also set criteria for selection of 

texts and include literature which highlights struggles for recognition that are 

proliferating today, despite (or because of) increased recognition of 

marginalised groups (Fraser, 1995). Additionally, literature from outside the field 

of education helped to frame how the injection of economic capital into the 

processes for the distribution of resources in WP creates fundamental 

democratic and economic change in that the accumulation of surplus economic 

value has impacted the recognition of marginalised groups. In this economic 

construct, surplus value and WP are inextricably tied to national desires (UK 

Department for Business, 2016).  

Selection of literature for this review also centred on the concept of access in 

British education. As the term ‘access’ came to represent a new dimension of 

the social contract in the 20th century, Fair Access policy has added 

multicultural dimensions to England’s social contract in the 21st century. 

Widening participation exists within a network whose nodes are found in 

universities, secondary schools, further education and in the private sector. 
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Widening Participation is broadly a collection of discourses, places, ideologies 

and techniques for the cultural re-scaling and restructuring of both state and 

higher education in England. WP has neither object nor subject; it is made of 

variously formed functions and discourses, and at very different dates and 

speeds. Intertwined discourses associated with the development of human 

capital for knowledge-based markets overlap with discourses on which 

marginalised groups in society are recognised for WP intervention and engaged 

with resources for higher education participation. Thus, taken together, 

fostering human capital for economic development and broadening social 

inclusion in higher education “neatly capture the twin goals... of education 

reform: economic competitiveness and social justice” (Wilkins, 2010). The two 

are inextricably tied. WP is a hybrid form of access education which bonds 

social justice and economic initiatives, which in turn bond marginalised citizens 

to the state. WP is a quasi-public space where discourse makes the case for an 

ontological flatness in educational reform in order to achieve meritocracy and a 

levelled academic field for poor and marginalised students (Castano et al., 

2013; Friedman, 2007; Lessig, 2004; May 2008; Neary, 2012).  

Literature was also selected to address the problem identified in this study, 

because direct intervention education in WP is a matter of civil rights in a 

democracy. However, WP is also a mode of economic production. The overlap 

of market-based values and direct intervention pedagogy produces problematic 

processes. The distribution of resources for Fair Access establishes an 

economic engine for the national economy, a method for the distribution of 

resources and, importantly, a self-regulating process for social mobility. Within 

these processes, intersectional factors create ‘hard’ and ‘soft’, often 
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unconscious, discrimination of deficit model thinking. This in turn constitutes 

subordination of WP students because of their reconstructed and reified group 

identities. In order to address this problem, the literature selected helped to 

address gaps in understanding the relationship between markets and the 

distribution of resources for widening participation in Britain (Greene et 

al., 2013). There is a fundamental gap of knowledge between what constitutes 

a WP student, and processes and structures which sustain direct intervention in 

WP. WP is a post-colonial endeavour. The inclusion of social justice literature 

was important for this literature review because WP provides resources and 

initiates processes in state education to provide pathways to higher education. 

Social justice from a post-colonial perspective includes confronting societal 

inequalities refined in Britian’s colonial era. A social justice perspective is 

important. Literature states the belief that “current policies and practices have 

undermined the commitment to combat the social inequalities that are 

institutionalised and reproduced within the academic world” (Burke, 2002, p.1, 

cited in Kettley, 2007). Finally, research questions for this study greatly 

impacted the literature selected for this study. Research which helps to theorise 

who WP students are and what motivates them to achieve in school and 

university was selected. Additionally, research about the space for the practice 

of pedagogy, to address practices of exclusion were important for this work, 

particularly as meso-level structures set the frame for direct intervention 

pedagogy and practice.  

In total, over 4,425 sources were identified when completing the literature 

review. The overall survey of scholarly sources was conducted using the 

following databases: EBSCOhost, SpringerLink Contemporary, JSTOR Archival 
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journals and primary source collection. Resources from the African American 

studies, British studies, humanities and social sciences collection were used. 

Additionally, Taylor and Francis online databases including the humanities, 

social sciences, urban studies, and education sub-sections were selected. 

Elsevier and Wiley online library journals frontline complete databases were 

utilised for the literature review. Search terms used to find sources centred on 

broad topics including: social justice, Black and or Africana studies, 

assemblage, economic studies and education studies. Within the field of social 

justice, feminist studies and Black and Africana studies sub-sections of 

databases were employed. Social justice topics included: feminist studies, 

recognitive justice, redistributive justice, epistemic justice and social contracts. 

Within the field of Black and Africana studies the following sub-sections helped 

contextualise the literature review: post-colonial or decolonial studies, black 

educational praxis, black philosophy, community cultural wealth, funds of 

knowledge, ideal/non ideal theory, Critical Race Theory, community 

wealth/funds and multiculturalism/multicultural education. Assemblage theory 

literature provided context for the processes associated with widening 

participation. In particular, literature theorising cities, networks, global education 

and globalisation were used.  

Literature from economic studies included literature on neoliberalism and the 

Capability Approach. Finally, education studies topics included: cultural, capital, 

reproduction research, perspectives on social learning, urban education, 

learning communities, Access education, widening participation, upward bound, 

low prior attainment and out-of-school-time education, which were foundational 

to the literature review. 
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The distribution of resources in the 21st century is marked by processes which 

seek to undo 20th Century Keynesian distribution models. In the dismantling of 

the Keynesian welfare state, direct intervention pedagogy moved from the 

margins of education reform to the core (Department for Education, 2017). In 

the 20th Century, the distribution of resources for direct intervention pedagogy 

developed institutionalised out-of-school-time (OST) education and direct 

intervention pedagogies as a part of state schooling. In the 21st Century, the 

distribution of resources for OST are dependent on the state’s recognition of 

these marginalised groups. The distribution of resources in the 21st Century is 

defined by the shift from state hierarchies to networks for the distribution of 

resources for OST education and direct intervention pedagogy. Direct 

intervention education in the 21st Century represents a re-scaling and 

restructuring, of state and higher education, around OST direct intervention 

pedagogies and the knowledge-based economy.  

Hall (2011, p.707) points out this 20th Century shift in distributive principles that 

marks 21st Century social justice: “The Keynesian welfare state tried to set ‘the 

common good’ above profitability. However, Mrs Thatcher, well instructed by Sir 

Keith Joseph, grasped intuitively Hayek’s (1972/1944) argument that the 

‘common good’ either did not exist or was too contradictory to be calculated”. 

By mobilising economic incentives with direct intervention and the deployment 

of networks to displace Keynesian models of distribution (Peck and Tickle, cited 

in, Brenner and Theodore, 2002), reminds us that “well-being for citizens within 

this construct are in the first instance economic and only secondarily social”. 

The 20th Century ushered in another, more impactful distributive ideology, that 

of neoliberalism. Neoliberalism broadly describes the economic and ideological 
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structural transformation in Western capitalism and society at the end of the 

20th Century and into the 21st Century. Economically, it encourages public 

spheres of education to focus on the production and consumption of knowledge 

as a higher-order economic activity that encompasses and affects the entire 

economy and society (Foray, 2002). Ideologically, it is the notion that 

government policy and social relationships should become less dependent on 

the state for resources and resource distribution (Buckler and Dolowitz, 2012). 

2.2 Widening Participation Strands of Literature 

Widening Participation (WP) literature is organised into three broad strands. 

The literature review places a focus on each strand’s perspective, on its 

approach to the distribution of resources for OST in DI. The review of the 

differing strands of literature focuses on identifying theoretical tools for WP 

practitioners to include in their praxis. For any WP practitioner, an epistemic 

toolbox for relational justice is essential in direct intervention education 

(Ginsburg-Block and Fantuzzo, n.d.). While strands of literature are unified by 

alignment with Fair Access policy, each strand is divergent in its 

epistemological perspective on the utility of intervention. These differing strands 

also produce differing perspectives on WP’s societal function. The three 

predominant strands of WP literature are the cultural, monitoring and new 

access strands (Andreshak-Behrman, 2003). The cultural strand centres on 

multiculturalism and the barriers students from differing cultural backgrounds 

may counter as the primary rationale for direct intervention education and WP 

outside the sphere of state education (Boxill, 1984). This strand makes direct 

connections between WP and the citizen’s right to attend WP. The new access 
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strand advocates for the distribution of resources, which places a focus on 

choices that marginalised students and their families face through the 

production of taxonomies of barriers for non-traditional university-bound 

students (Wisker and Masika, 2017b). This strand also centres the citizen’s 

right to attend HE. Lastly, the monitoring strand shifts the focus away from the 

right to attend HE and on to institutions highlighting the managerial and 

monitoring of student progression to higher education as a means for the 

distribution of resources (Tota, 2014). There is recognition of sub-texts in the 

monitoring strand, for example, combatting marginalisation through the 

monitoring of organisations of higher education, while the new access strand of 

WP literature adopts qualitative and reflexive aspects of research methods from 

postmodern feminist and Black studies’ researchers to explore how the 

experience of choice can construct recognition sub-texts for direct intervention. 

The inclusion of Black philosophical ontological perspectives in the cultural 

strand places a focus on the social relations which contribute to recognition 

sub-texts, which, in turn, include a whole programme of assumptions about 

state school students, higher education and normative claims about what is 

acceptable to the post-colonial status order (Hinton-Smith, 2012; McLure and 

Child, 1998; McKenzie and Phillips, 2016; Reay, 1998; Walker, 2008). 

Each strand is prevalent in both the US and the UK. In the UK, the monitoring 

of AimHigher (Boni et al., 2016) and in America the monitoring of TRiO (an 

American federal outreach and student services programme) were abundant 

(McElroy and Armesto, 1998a).  
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In England, Fair Access policy has encouraged more widening participation 

research which has drawn attention to the citizen’s right to attend higher 

education and the structural barriers that impede choices students and families 

value (Burke, 2000; 2012; NERUPI, n.d.; Walkerdine, 2011). These have taken 

a critical turn in examining WP research and policy from qualitative and post-

structural perspectives. The development of the ‘new access’ studies’ thread of 

literature in widening participation owes much to Watts (2009) and Amartya 

Sen’s capability approach and social justice in education (Walker and 

Unterhalter, 2007). In these approaches, fair access is equated with the 

citizen’s right to attend university, and the comparison of choices students 

have. In addition to the inclusion of choice as a unit of analysis in new access 

literature, the strand also utilises perspectives associated with the capability 

approach to theorise social inclusion and justice (Gale and Molla, 2014). 

Capability frameworks in new access literature aid the evaluation of the range 

of choices and opportunities students and their families believe are available to 

them. This choice assessment structure does not depend on economic metrics 

alone. Social, cultural, and structural impediments to choices and opportunities 

in state education help comprise a taxonomy of barriers which contribute to 

marginalisation. 

2.2.1 Literature which Re-imagines the Politics of Recognition 

The cultural strands’ tools for re-imagining recognition are based on 

overcoming social, cultural, and structural impediments to choices and 

opportunities in state education (Brockenbrough, 2014). It encourages a shift 

away from a transcendental, cosmopolitan, flat focus on secondary schooling, 
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university expansion and WP (Atasay, 2015a; Johnson and Caraballo, 2019; 

Stone, 1981). Secondly, through the experience of marginalisation, this thread 

highlights how rejection of racism embedded in British schooling can in turn 

produce hybrid epistemic cultures to create revolutionary epistemic cultures 

(Atasay, 2015a). Lastly, this thread provides post-colonial ontologies largely 

missing from WP literature in England (Gilroy, 1998). Instead of cultural 

epistemologies, the new access strand of WP literature adopts qualitative 

research methods from postmodern feminist and black studies’ researchers to 

explore the processes of choice and the re-imagining of the justice of 

recognition (Hinton-Smith, 2012; Reay, 1998; Walker, 2008). Feminist 

scholarship has advocated a new praxis for recognition based on community-

based knowledge (Clothey, 2016; Nissen, 2011).  

The new accesses strand focuses on wellbeing, and social interactions 

produces taxonomies of barriers for non-traditional students (Finesilver, 2017a; 

Mannay and Wilcock, 2015; Taylor, 2008; Wisker and Masika, 2017a) to 

explain low participation and aspiration (Douglass, 2010; Gorard and Higher 

Education Funding Council, 2006), and causes of under-representation (Elliott, 

2019; Finesilver, 2017b; Haylett, 2003; Petersen, 2015). In Britain and the USA, 

the new access studies strand theorises the structural barriers to choices 

students value, by separating choices students have from other social and 

economic factors (Balz and Esten, 1998b; Cahalan, 2004a; McElroy and 

Armesto, 1998), shifting the focus to direct intervention (Gewirtz, 1995; Roberts, 

n.d.). The capability approach (CA) was developed in economics to analyse 

issues related to a standard of living (Alkire, 2002). CA frameworks are 

offshoots of Sen’s work for development, well-being, and social interactions and 
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they continue to evolve (Alkire, 2002). This focus on well-being and social 

interactions demands a closer look at the types of resources distributed for 

widening participation intervention. For scholars who espouse fair access as a 

citizen’s right, marginalisation from choices and direct intervention to develop 

capabilities students value is a form of misrecognition and second-class 

citizenship education (Walker, 2006). Wilson-Strydom (2011) has subsequently 

modified the approach into a broad interdisciplinary framework that has gained 

the attention of the social and human sciences (Otto and Ziegler, 2006). Watts 

(2006), for example, examined injustices associated with the utilitarian drive to 

widen participation in higher education in the UK and the attribution of low 

aspirations and achievements to those young people who choose not to 

participate in higher education. Social justice characteristics of this strand 

include the distribution of resources for LPA students.  

In the monitoring strand, the so-called deficits of recognition overlooked in new 

access literature are addressed by the monitoring and management of WP 

literature, as literature in this strand re-imagines the politics of recognition by 

measuring demographically different rates of participation in higher education 

(Fashola and Slavin, 1998). Non-completion rates have been a source of major 

concern in the monitoring literature. Non-completion rates construct recognition 

sub-texts, which produce flows of capital and material resources for distribution. 

With Fair Access included in funding schemes that penalise high non-

completion rates, the management of retention is both an economic and social 

justice concern (Hinton-Smith, 2012). To improve the effectiveness of 

intervention through retention rates, scholars have examined outreach 

activities, distance learning and assessment (McArthur, 2016). Mentoring as a 
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means of retention improvement has also been explored (Hinton-Smith, 2012). 

In the UK, the monitoring of AimHigher (Boni et al., 2016) and in America the 

monitoring of TRiO, the American federal outreach and student services 

programmes, are designed to “identify and provide services for individuals from 

disadvantaged backgrounds, and Upward Bound, a federally funded TRiO 

programme for high school students from low-income backgrounds (Myers, 

1999). 

2.3 The 20th Century 

There are several topics associated with a citizen’s right to education. Topics 

pertain to 20th century democratised access to education and the origins of 

OST learning in England. A brief look at topics associated with the 20th Century 

follow.  

The legacy of access education includes themes of both the citizenship right to 

attend HE and the monitoring of participation progression of under-represented 

groups (Hunter, 2003). The term ‘accesses’ came to represent a new 

dimension of the social contract (Jenkins and Jones, 1950a). Access is also a 

metaphor for multiculturalism and broader rights to education for marginalised 

citizens. This represents a post-colonial change in the British education and 

social class system. These cultural aspects, related to the citizen’s right to 

education in the 20th Century, directly contributed to counter-public processes 

which birthed OST direct intervention pedagogies in London. 
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2.3.1 20th Century Counter-public Processes in England 

In both the United States and in the United Kingdom, direct intervention in OST 

education was a response to racial discrimination in the 20th Century. As 

Becoming BAME in England is a 21st Century phenomenon, Becoming Black in 

England was a 20th Century process that focused on an individual’s race. This 

runs parallel with the history of England and its colonial possessions (Gilroy, 

1999). Opposed to a culture of exclusion based on racialised perceptions of 

Black intellect, Black counter-publics constructed a different public space for 

direct intervention education, in the form of supplementary schools outside of 

state schooling and state sponsored racialisation. In a blatant example of deficit 

model thinking, the government investigation entitled ‘West Indian Children in 

Our Schools’, commonly known as The Rampton Report, promoted the 

subordination of Black bodies and minds by stating: “African Caribbean children 

were underachieving in British schools, and acknowledged that there was a 

general view by educators throughout the British educational system that “the 

presence of Black pupils was a problem” (Rampton, 1981, p.14). Rampton was 

an official dismissal of multicultural epistemologies, cognitive ability, humanity 

and the capabilities of Black state school students.  

Black and multicultural communities campaigned against credentialing 

practices which encouraged the over-representation of African Caribbean 

students in ESN (Educationally Subnormal) schools (Coard, 1971). In addition 

to credentialing practices which presupposed low expectations from a largely 

White teaching force, the habitual practice of disproportionate representation in 

special education programmes (ESN schools) was accompanied by racial 
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profiling by local police (Johnson, 2013). These institutional practices of 

subordination through group identity rejected the notion of Black intellect and 

rationale as well as inhibited any pathways to university. Forming a Black public 

sphere for direct intervention in OST, multicultural parents, educators and 

community members fought against Rampton by adopting direct intervention 

pedagogies outside of state schools, forming supplementary schools (Andrews, 

2011). Subsequently, the state reversed their position on multicultural education 

in the Swann Report (Hugill, 1985). In an example of how counter publics 

contributed to democratic action, ACER legislation was incorporated into 

schools as an example of research and action originating in the Black counter 

public action for secondary school education (Andrews, 2011). 

2.3.2 The 21st Century 

At the beginning of the 21st Century, the British government began the process 

of restructuring society for a new century. A social and economic vision for the 

21st century was driven by knowledge, global markets, higher education 

expansion and innovation. The 1998 White Paper, ‘Our Competitive Future: 

Building the Knowledge Driven Economy’, outlined the blueprint for a new 

British 21st Century education reformation (UK Parliament Department of Trade 

and Industry, 1998 - Our Competitive Future: Building the Knowledge Driven 

Economy). At the heart of the White Paper was a vision of monetised 

knowledge driven by “how well we exploit knowledge, skills, and creativity” 

(ibid). The ‘Our Competitive Future’ heralded an essential ideological goal, 

which was to “reverse a century of relative economic decline by raising the 

sustainable rate of growth and to close the performance gap with competitors” 
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(ibid, p.6). In this framing, the 20th Century represented a time to begin 

processes for 21st Century social and economic gains, in order to compete 

economically on a global scale. In restructuring for a 21st Century economy and 

rescaling society, the intangible commodities, skills and creativity were 

identified as key capabilities citizens may be able to employ as social and 

cultural capitals (ibid). Restructuring state education in the 21st Century, would 

include the recognition of marginalised groups for direct intervention and the 

distribution of resources through state collaboration with enterprise and higher 

education. The British government would play “a key role in acting as a catalyst, 

investor and regulator to strengthen the supply-side of the economy” (ibid, p.7). 

Widening participation in higher education plays an important role in the 21st 

Century as higher education would be expanded to include “non-traditional” 

citizens as highly educated, trained, skilled, human capital for British higher 

education and global knowledge markets and rescaling social strata. But the 

expansion of higher education through OST direct intervention and widening 

participation is a 21st Century phenomenon. 

2.3.3 Social Mobility 

As early as 2003, British policymakers contextualised social mobility with the 

knowledge-based economy in a White Paper entitled “The Future of Higher 

Education” (UK Department of Education and Skills, 2003 - The Future of 

Higher Education). “The Future of Higher Education” White Paper is adeptly 

aligned with its predecessor “Our Competitive Future” (Department of Trade 

and Industry, 1998). Both champion the knowledge-based economy and 

markets, both galvanise the notion that the “economy is becoming ever more 
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knowledge-based” and declare that “trends demand a more highly skilled 

workforce… with modern skills at all levels” for which employers are prepared 

to pay a significant premium (Department of Education and Skills, 2003 - The 

Future of Higher Education). Importantly, WP networks and their associated 

processes constitute the machinery for the distribution of material goods, 

places, and opportunity for social mobility based on the social justice principle 

of recognition (Fraser, 2008). In the case of WP, the recognition of marginalised 

groups for OST DI pedagogy is central to distributive policy, and it is a core 

social justice principle in WP. Lest this effort be envisioned as solely altruistic, 

in keeping with one of WP’s founding documents, ‘The Future of Higher 

Education’ projections (Department of Education and Skills, 2003 - The Future 

of Higher Education), Walker (2008a, p.272) reminds that “well-being for 

citizens within this construct are in the first instance economic and only 

secondarily social”. ‘Learning processes’ vary and, as Peters (2010, p.71) 

points out, “widening participation policy fails to effectively link with the 

considerable literature in education on learning theory or to view learning 

processes as central to broader visions of society and politics”. It is important to 

note that the promotion of widening participation policy, notions of equity and 

social mobility are conflated (Mavelli, 2014). Significant tropes such as social 

mobility support the construct of the market as an economic engine for 

widening participation, the national economy, and as a mechanism for 

distribution of resources and, importantly, a self-sustaining machine for a self-

regulating process of social justice.  

There is a distinctively British version of social mobility for the 21st Century 

which is echoed in widening participation policy and literature. Hall (in Gilroy, 
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2013, p.23) characterises this distinctively British neoliberal cognitive construct 

as follows: 

In a culture where neo-liberal ideas represent a widely circulating 

current, the free, ubiquitous and all-encompassing character of ‘wealth’ 

is a dominant theme. This is increasingly money in its naked, 

materialistic ‘Americanised’ form – shorn of the old, deferential, 

aristocratic, upper-class connotations and moral liberal reservations 

which have accompanied - and inflected - it in the British context.  

Hall’s statement deftly describes how neoliberal epistemology helped to re-

structure the 20th Century British social class system, producing a 21st Century 

iteration of race, social class and social mobility. Festering in the cracks of this 

21st Century social construct, social mobility seems meritocratic, more 

equitable, pseudo-American, multicultural and accessible to all with the proper 

motivation or drive (Littler, 2013). This distinctly British-neoliberal 

transcendental norm shapes how “Corporate Populism” (Barnett, 2000) market-

based ideologies and the decentralisation of state power are a part of the 

engine for social mobility. This 21st Century iteration of social mobility fuses 

social strata, state education and higher education with the desire for wealth, as 

forces with the power to usurp the deeply entrenched 20th century British social 

and cultural status order. 

2.3.4 Governmentality 

Direct intervention, a primary component of WP pedagogy, exists within three 

specific structural components in WP: firstly, knowledge-based economy (KBE); 
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secondly, social mobility; and thirdly, material resources which provide WP. 

Broadly speaking, the state fosters the assembly of such components and 

serves as a driving force for the processes to distribute resources to create a 

WP network. In WP, there are a 21st Century set of social attractors that focus 

attention and generate resources to address the problem of social inclusion in 

HE. These social and economic machinations provide an ontological structure 

for understanding how historical processes, institutions, people, nations, 

markets and ideas are compelled to interact and create processes for national 

widening participation programming. The 21st Century has introduced a new 

mode of regulation or form of “governmentality” in state education, by 

transmitting global and national economics and politics to local communities 

through policy, through ways of distribution of resources and through ways of 

recognising favoured groups (Foucault, 1991). Neoliberalism was constructed 

in and through cultural and identity politics and cannot be undone by a 

movement without the constituencies and analyses that respond directly to that 

fact (Lentin, 2011). Its ideological role in education is to depoliticise 20th 

Century cultural and identity politics (Brenner, 2002) and increase the rate of 

profit in the education sector.  

Widening participation within this milieu becomes what Castells (2007) dubs “a 

process” for creating relationships between WP students, their national 

government and the global market. As Deleuze and Guattari point out, “It is not 

the State that pre-supposes a mode of production; quite the opposite, it is the 

State that makes production a “mode”” (Deleuze, 1977, pp.450-451). WP is 

reliant on access agreements which increase surplus economic value for 

universities. Policy such as this is designed for raising the supply of trained 
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labour, and it addresses the desire for economic competition in the expansion 

of universities. A factor that makes these processes endemic to the 21st 

Century is that the state relies on the de-politicisation of OST DI pedagogy in 

favour of transferring the majority of powers and responsibilities for state-

funded access education and WP from local educational authorities at the 

micro-level of society to the meso-strata of society. This is where shared 

governance promotes WP, which is shaped by the state and higher education 

institutions, making OST DI less political. Policy which contributes to 

depoliticisation, like Fair Access, helps to erase historically accumulated 

pedagogical implementations such as multicultural epistemologies and 

pedagogies. “The State seems to rise up in a single stroke, in an imperial form, 

and does not depend on progressive factors” (Deleuze, 1977, p.381). A 21st 

Century strong state would be achieved through the centralisation of WP 

education, and liberated economies would be realised through its marketisation. 

2.3.5 The Mechanisms of Desire or Processes 

Widening Participation is an expression of desire for the social restructuring and 

economic re-scaling of both state and higher education in England. Social re-

structuring incorporates new discourses for re-imagining social mobility for 

citizens at the lower ends of social strata through direct intervention in OST 

settings and eventually HE. Re-scaling represents 21st Century techniques for 

scaling the distribution of resources in WP to bolster higher education with 

increased economic competition in global markets. These 21st Century 

techniques for the distribution of resources, which mobilise economic spaces 

within HE, with the recognition of marginalised groups for planned direct 
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intervention, are codified in access agreements. Thus, taken together, fostering 

human capital for economic development and broadening social inclusion in 

higher education neatly capture the twin goals of WP: economic 

competitiveness and social justice (Wilkins, 2010). The two are inextricably tied. 

Understanding WP and its complex matrix desires as if they were abstracted 

from the ‘space of commodities’ and the ‘space of functioning’, based on an 

unacknowledged hidden social sub-contract, helps contextualise social justice 

in the field. Understanding WP as a catalyst for economic development and 

broadening social inclusion helps in understanding how institutions, people, 

places and ideas are compelled to interact.  

In the WP’s 2004 initial assembly, and its subsequent post-2011 re-assembly, 

this has transformed 20th Century discourses and constructs for social justice 

in education. The move from 20th Century forms of Keynesian distribution of 

resources to the 21st Century method for the distribution of resources was 

based on the recognition of marginalised groups, and established equity or 

democratic action through contractarian forms of social justice. Employing the 

concepts of higher education and identity, within the public sphere of WP, 

provides an ontological framework for theorising methodologies, spaces and 

techniques for a more democratic WP practice, given the current context. Social 

justice claims arise from the social arrangements developed from the 

distribution of resources and the processes they enact. This conceptualises 

desire for WP, as processes for the distribution of resources provides an 

analytical tool for the inclusion of historical processes in contemplating 

democracy, identity and the circle of inclusion in British citizenship, and where 

WP students fit into the new status order. Desires are an organising principle 
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and useful for understanding how surplus value may be extracted from direct 

intervention pedagogy. Understanding WP and its complex matrix desires, as if 

they were abstracted from the ‘space of commodities’ and the ‘epistemology of 

surplus value production’ yet being based on an unacknowledged hidden social 

sub-contract, helps contextualise democratic action in the field. 

2.3.6 WP as a Mode of Economic Production or Structures 

WP is upheld by structures. Social and cultural structures buttress the 

recognition of marginalised groups while structures for the distribution of 

resources are strengthened by markets related to the knowledge-based 

economy. As a reminder of how neoliberalism was constructed in and through 

cultural and identity politics, the distribution of resources for Fair Access utilises 

the discourse of BAME and WWCM citizens as a means of articulating state 

forms of multiculturalism. The social and cultural structures which relate to WP 

students are both culturally opaque and situate white working-class males apart 

from their female cohort members. Additionally, the distribution of resources for 

Fair Access, establishes an economic engine for the national economy and a 

model for efficient distribution of resources and, importantly, a self-regulating 

process for social justice. For example, to promote fairer, more democratic 

access to higher education for students from disadvantaged backgrounds, 

widening participation policy incentivises universities to charge higher fees, 

tying the distribution of resources for widening participation to the privilege of 

charging higher fees in a higher education market.  
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Structured by global knowledge markets, UK state schools and universities are 

‘hot spots’ created by the intersection of national institutional trajectories and 

globalising processes (Newman et al., 2002). The distribution of resources for 

fairer access to higher education for the targeted cohorts creates 21st Century 

economic spaces within the WP sector as 21st Century networks replace those 

of the 20th Century Keynesian models of distribution (Peck and Tickle, 2002). 

Within this construct, the market, rather than the state, is a model for efficient 

distribution of resources. Widening participation within this milieu becomes what 

DeLanda (2007) dubs, “a process” for creating relationships between WP 

students, their national government and the global market. The role of the state 

at the macro-level of society, is not to predict and implement changes for 21st 

Century education; instead, the state utilises WP to address a problem of 

surplus value in education. As Deleuze and Guattari point out: “It is not the 

State that pre-supposes a mode of production; quite the opposite, it is the State 

that makes production a “mode.”” (Deleuze, 1977, pp.450-51). 

2.4 Deficit Models 

There are 21st Century ideas such as decentralised forms of governmental 

organisation, and the realignment of the domains of the state and society such 

that there is a fundamental gap between knowledge of what constitutes an 

access student that become unattached to the act that they produce (McKenzie 

and Phillips, 2016). The contemplation of what constitutes a WP student must 

include the processes which create relationships between WP students, their 

national government, and the global market (Ahlquist, Gorski, and Montaño, 

2011). In WP, these 21st Century discourses promote the distribution of 
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resources based on the recognition of marginalised groups, which help to 

promote deficit model thinking. A deficit model asserts that social class or 

racial/ethnic minority groups do not achieve as high in school and life as their 

mainstream, dominant culture peers. It is argued that the family culture of such 

groups is dysfunctional and lacks important characteristics when compared, for 

example, to those within White middle to upper class British culture (Baldridge, 

2014). Fair Access policy codes multicultural social strata as BAME and 

WWCM. These types of codes indicate state forms of comparison between the 

cultural characteristics of WP students to those within White middle to upper 

class British culture. This form of state sponsored multiculturalism promotes 

deficit model epistemologies and subordination through group identity.  

Intersectional factors create the ‘soft’, often unconscious, discrimination found 

in Fair Access policy. Hard deficit models are also present in WP. Hard deficit 

models represent a material reality which exposes deficit ideology. Hard deficit 

model thinking becomes reified in policy at the intersection of race, profit, higher 

education and social mobility in WP. This confluence creates an analytical tool 

for understanding how hard deficit thinking contributes to the commodification 

of WP student identities in knowledge markets. Race and social class are at the 

core of Fair Access Policy and the distribution of resources in WP is dependent 

on the recognition of these groups making WP an engine that runs on deficit 

models. In the UK, social mobility is tied to higher education rather than human 

rights, which allows for the commodification of the WP student in higher 

education markets, where a universal notion of cultural identities, capabilities, 

and social and academic attributes contribute to a material reality where 

citizens’ identities are commodified for HE markets’ expansion. Understanding 
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differences in hard deficit model thinking means comprehending how 

individuation accompanied by racialisation creates an ontology to allow for the 

commodification of the WP student in higher education markets. 

2.5 Social Justice 

Intersectional factors which create deficit model thinking particularly impacts 

low performers within the WP cohort, who are overlooked in the processes of 

Fair Access (Burke, 2017). The Low Prior Academic Attainment (LPA) 

designation is an aggregate pupil-level performance indicator of low student 

performance. Because university fees are bound to the distribution of resources 

for WP, high achieving WP students are more desirable to university-based WP 

programmes. LPA students are further marginalised within the WP cohort 

because university-based WP programming is tied to the privilege of charging 

higher fees.  

My study addresses the problem of a clear and pressing need for research that 

brings a better understanding to how WP students, particularly those labelled 

LPA, experience subordination through their imposed group identities. Further, 

coding social strata as BAME and WWCM indicate that social structures within 

state education compare the cultural characteristics of WP students to those 

within white middle to upper class British culture. This form of state sponsored 

multiculturalism promotes deficit model epistemologies which date back to 

colonial Britain.  This under-representation constitutes a breach of the social 

contract implied in WP policy.  
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Hard deficit models are also present in WP, and the material reality is the 

commoditisation of their identities. The distribution of resources based on the 

recognition of marginalised groups engages the mobilising of economic spaces 

in higher education. The construction of moral arguments for British widening 

participation (WP) are driven by the belief that in a knowledge-based economy, 

higher education should be an epicentre for the commodification of knowledge 

and the marketisation of higher education as well as an instrument of social 

justice (Pryor, 1999). In this scenario, wider access to epistemic resources, 

knowledge and higher education, which is based on student identities, serve 

not only as drivers of social mobility in education, but also as a critical engine 

for the creation of wealth for the state and enterprise. In its economic 

conception, knowledge is not only good for public consumption, but also a 

catalyst for the opening of new markets based on knowledge. This is because 

widening participation policy incentivises universities to charge higher fees by 

tying the distribution of resources for widening participation to the privilege of 

charging higher fees in a higher education market. Here, the identities of WP 

students represent commodities for charging the highest fees the market 

allows. This anti-democratic diminution of the rights of citizens constitutes 

misuse of the resources necessary for addressing WP’s social justice claims 

based on cultural recognition, making the experience of widening participation a 

civil rights issue.  

Gaps in knowledge in the field have not hitherto considered the processes of 

individuation and racialisation which takes place in WP. In a post-colonial status 

order for the 21st Century, British policies to increase participation in education 

benefit some social groups more than others, and lead to increased inequalities 
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and reduced capabilities for disadvantaged groups. Secondary school WP 

students who carry the LPA designation are deemed as achievement risks and 

are therefore less attractive to university-based access programmes. Low 

performers within the WP cohort are learners to whom deficit ideology is often 

applied and are overlooked in the processes of access (Burke, 2017). Policy-

oriented discourse of “trickle down” widening participation and higher education 

markets make flourishing for marginalised WP students extremely difficult 

(Unterhalter, 2009; Walker, 2008; Walker and Unterhalter, 2007). 

2.6 Pedagogy 

This study is premised on the social justice claim that widening participation 

(WP) students marginalised by low attainment and other factors face structural 

barriers in WP; and these structural barriers reproduce the inequalities they 

attempt to address. Fair Access does not offer opportunities to assist WP 

students across the socio-economic and ability spectrum (Greene et 

al., 2013a). The specific purpose of this study is to untangle which meso-level 

factors contribute to marginalisation within the WP cohort as well as which 

models of WP combat marginalisation at the micro-level of widening 

participation (WP). Pedagogy happens at the micro-level. The case study 

portion of this study places a focus on OST DI pedagogy to place a focus on 

how smaller networks and social relationships in UBI, an OST programme in 

London for marginalised, low performing or academically at-risk secondary 

school students, engage in pedagogy. 
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2.6.1 21st Century Out-of-School-Time Education DI Pedagogy in 

England 

Emerging from the social and cultural strife of the 20th Century, 

multiculturalism, OST education, and DI pedagogy became state policy in 

support of university expansion in the UK (Hoare and Johnston, 2011). Prior to 

its organised national inception, wider participation in higher education 

necessitated a more open, multicultural environment at all levels of education 

because it was believed that “the expansion of higher education has not yet 

extended to the talented and best from all backgrounds” (Pryor, 1999). In 

England, WP’s functionalist role in society places a 21st Century lens on the 

examination of how forms of social relationships are constructed between 

marginalised citizens, local schools, and global markets through OST DI 

pedagogy. A Labour government initiative perceived that meritocracy would be 

created when “talented citizens from all backgrounds” in higher education 

develop skills and capital valued by markets. This was envisioned as a major 

catalyst that not only would improve social mobility and enhance social justice, 

but also, that the economic potency of such a restructuring could drive higher 

education markets and t heir expansion (ibid.). Fair Access is a multi-cultural 

social and economic contract. For over two decades, the organisational forms 

assembled by WP have incrementally shaped direct intervention and OST 

policy for wider participation in higher education. This has included discourse 

on social mobility and social justice for under-represented marginalised groups 

(Atasay, 2015; Buckler and Dolowitz, 2000; Gale and Molla, 2014; Gewirtz, 

1998). Similarly, widening participation policy has striven to foster meritocratic 
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practice (Littler, 2013), rough broader resource distribution, and forms of 

cultural recognition as a measure of what is acceptable in a post-colonial status 

order (Fowler, 2009; Fraser, 1995). Discourse also includes critique of the 

development of human capital (Robeyns, 2006; Schultz, 1993) to support the 

national economy, and challenges posed by an increasingly competitive, 

globalising knowledge-based economy (KBE). 

Access literature includes studies of students’ secondary school experiences 

and themes of both the citizen’s right to attend HE and the monitoring of 

participation progression of under-represented groups (Hunter, 2003). In the 

20th Century, new themes of research associated with access emerged, 

including studies of undergraduates’ academic experiences and life (Angel, in 

Kettley, 2007). Access education is a historic building block for widening 

participation (WP). In the 21st Century, the policy for direct intervention is Fair 

Access.  

2.7 Gaps in the Literature 

The social justice literature helps fill gaps left between the strands of the WP 

literature. Theoretically, moving beyond social exclusion leveraged by 

credentialing, the 21st century would demand a relational justice-based 

approach to more democratic, participatory parity in higher education (Nissen, 

2011). As a vehicle for social justice and social inclusion in education, the 

distribution of resources in widening participation (WP) relies on the recognition 

of marginalised groups. Literature highlights how struggles for recognition are 

proliferating today despite (or because of) increases in the recognition of 
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marginalised groups (Fraser, 1995). The injection of economic capital into the 

processes for the distribution of resources in WP created fundamental 

democratic and economic change and the accumulation of surplus economic 

value. In this construct, surplus value and WP are inextricably tied to national 

desires (Department for Business, 2016). Meanwhile, WP intervention does 

offer opportunities to assist students across the socio-economic and ability 

spectrum. But there are gaps in understanding the relationship between 

markets and the distribution of resources for widening participation in Britain 

(Greene et al., 2013).  

There are five broad gaps associated with the distribution of resources: mis-

framing is associated with the distribution of resources; misrecognition reifies 

group identities; displacement impacts distributive patterns as well as anti-

democratic recognition sub-texts; commodification is an economic construct of 

Black Asian and Minority Ethnic communities (BAME) and White Working-Class 

Male (WWCM) populations; and disposability is associated with a malaise in 

democratic values in WP education. 

2.7.1 Mis-framing 

The distribution of resources is improperly framed in WP because national 

attempts to address social exclusion through fair access to HE has served to 

develop HE markets which depend on WP students being charged the highest 

fees in a developing HE market. The distribution of material resources for WP, 

in the 21st Century, are impacted by global processes which have profoundly 

changed the way we think about and consider social justice (Ball, 2012). In WP, 
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as in the broader social world, these processes have transformed how equity is 

understood. Mis-framing WP results in the misdirected distribution of resources 

to assimilate state education institutions and WP students into economic activity 

in the Knowledge-Based Economy (KBE) (Fraser, 2005). Mis-framing WP, 

ultimately, imparts the desire for economic competition in the KBE, which in turn 

imparts the ethics of global economics. According to Zajda (2010), “economics 

are built not merely through the accumulation of physical and human skill, but 

on the foundation of information, learning and adaptation” (p.5). Local, 

interconnected networks of institutions including university-based widening 

participation programmes, take on the so-called challenges of the economic 

imperative created by global competition (Peters, 2004). In England, this occurs 

in networks with nodes inclusive of markets, schools, universities, and in OST 

university-based widening participation settings. This frames WP as a method 

to produce surplus value in higher education (HE) markets which depend on 

WP students to be charged the highest fees. At the micro-level, the processes 

of distribution in WP are mis-framed because economic common sense is 

employed to address intertwined problems perceived by capital and 

government (Brenner and Theodore, 2002). Mis-framing also constitutes 

misplaced resources as the distribution of resources are aimed at the KBE and 

are insufficient for WP students. The result of mis-framing is a reconfiguration of 

the justice of recognition, re-scaled and re-structured into widening participation 

by the knowledge-based economy. 
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2.7.2 Misrecognition 

Misrecognition and displacement are associated with politics of recognition 

(Fraser, 2007). Misrecognition does not mean the failure to properly recognise 

group identities in the justice of recognition, but social subordination (Burke, 

2017). The outcome of misrecognition has drastically simplified group-identity, 

which denies the complexity of people’s lives (Fraser, 2007). Identity politics, 

Fraser (2007) explains, is a structural approach towards the distribution of 

resources based on the recognition of marginalised groups. Identity politics mis-

recognises social and cultural difference as it ignores actual multiculturalism in 

society (Crenshaw, 1995). Misrecognition increasingly determines the social 

arrangements for WP students in British education. This simple illustration of 

multiculturalism reifies WP student identities to BAME and WWCM commodities 

for WP markets. In the break from Keynesian distribution of resources to 

identity politics, WP students have become an undifferentiated source of 

surplus value. 

2.7.3 Misrecognition via the Identity Model 

How did the distribution of resources for a radical tradition like OST education 

and DI become subsumed by the state and become overtly capitalist? How 

have Black institutional pedagogies which have laid the groundwork for more 

democratic politics of recognition and the citizen’s right to attend HE transform 

into WP into BAME and WWCM social strata targeted for direct intervention and 

subsequently commodification?  
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Identity politics, Fraser (2003, p.109) explains, is a structural approach towards 

the distribution of resources based on the recognition of marginalised groups. 

This type of epistemology has deep connections to universal truths about 

cognition and Cartesian social norms. Fraser explains: 

The usual approach to the politics of recognition—what I shall call the 

‘identity model’—starts from the Hegelian idea that identity is constructed 

dialogically, through a process of mutual recognition. According to Hegel, 

recognition designates an ideal reciprocal relation between subjects, in 

which each sees the other both as its equal and also as separate from it. 

This relation is constitutive for subjectivity: one becomes an individual 

subject only by virtue of recognising, and being recognised by, another 

subject. Recognition from others is thus essential to the development of 

a sense of self. To be denied recognition—or to be ‘misrecognised’—is 

to suffer both a distortion of one’s relation to oneself and an injury to 

one’s identity.  

The discourse of diversity coupled with identity politics within WP imposes a 

drastically simplified view of group-identities, displacing the capabilities and 

cultural capital students possess. Meer and Modood (2014) observed that 

prescribed multicultural discourses like diversity indicate processes of “civic re-

balancing”. Discursively, diversity and BAME acronyms are representative of 

civic rebalancing displacing multicultural discourses. Archer (2007) suggested 

that education policy and practice is subverted and depoliticised by government 

in pursuit of neoliberalism to the extent that WP is rendered more a tool for 

social control than social justice. Also, Archer (2007, p.635) explored how the 
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rhetoric of diversity is mobilised within government discourse around widening 

participation (WP) and “may operate as a moral discourse that silences 

multicultural discourse in WP”. 

2.7.4 Displacement 

Displacement is associated with politics of recognition. The displacement of 

social justice claims based on social class and distributive justice are replaced 

by notions of social mobility based on the politics of identity and impacted by 

neoliberalism and market mechanisms (Fraser, 2010). For example, the overall 

impact of identity politics for the recognition of marginalised groups is that 

identities, which have been commodified as a set meta-frame for the 

distribution of resources in WP, create power imbalances between citizens, 

institutions and the state caused by the desire to increase profits and de-

politicise 20th Century multicultural tensions associated with access education 

and the maintenance of the status quo. Here student identities create incentives 

where university WP and outreach departments homogenise multicultural WP 

students to profit from them through charging higher fees.  

Displacement negatively impacts two levels of society. At the meso-level, the 

deployment of networks in place of Keynesian models of distribution displace 

public sector funding with funds from the private sector. Through the access 

agreement funding structure, Fair Access widening participation and outreach 

has been displaced from the public sector (Ball, 2012). Displacement impacts 

distributive patterns and contributes to anti-democratic recognition sub-texts like 

the simplification of group identities. 
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2.7.5 Commodification 

WP specifically includes ethnic and class-based targets for WP funding and 

these populations have become commodities in HE markets. Significant 

outcomes of resource distribution reliant on markets are commodification and 

“privatisation” (Littler, 2013). The requisite distributional mechanisms for 

broadening social inclusion through education hinge on structured collaboration 

between regional institutions like schools and universities and between region-

based companies. These relationships, codified in access agreements, 

commodify WP students who are potential surplus value for universities 

(Bollier,2002). For Torres and Jones (2013) and Seddon (2014), neoliberalism 

is not only a guiding ethic within universities; WP and the commodification of 

WP student identity could not exist without state action. 

2.7.6 Disposability 

Low academic performers are disposable in WP. Within the cohort of widening 

participation students, a subset is the further inter-sectional marginalisation by 

low prior attainment (LPA), low predicted grades, as well as marginalisation 

along the axis of race class and gender (Clarke, 2011). Parker and Gillborn and 

Parker (2015) argue that neoliberal reforms benefit certain student populations 

while excluding others. This differentiation in British education is enacted 

through the power of numbers generated from the comparison of standardised 

scores and the formation of attainment sets (Clarke, 2011). This quantitative 

data comparison attempts to translate a student’s potential into comparable 
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data sets. In an educational system that deems some people to be costly 

investments, differentiation in attainment are arguments of personhood. 

2.8 Summary 

Embedded socio-spatial implications haunt the organisational forms that have 

incrementally shaped policy and curriculum for wider participation in higher 

education. BAME and WWC low academic performers (LPA) are normalised 

because of their perceived cognitive difference and aspiration to attend HE. 

Third way and roll-out organisational forms network institutions of education 

and define new forms of social capital, new notions of social mobility and new 

visions for English university expansion. The material resources for direct 

intervention education are distributed by networks developed between 

institutions, including programme staff, building, infrastructure, DI pedagogies, 

and course materials in WP classrooms. These material resources lay the 

foundation for procedures to establish capability(ies) for marginalised students. 

OST learning settings are alternative spaces for developing processes that 

contribute to what Sen (1992, p.57) calls agency freedom. Agency freedom 

refers partly to the freedom an individual must turn any of a range of capabilities 

(potential functioning) into (achieved) functioning. Within the context of DI 

pedagogy, agency freedom is developed between students and staff through DI 

pedagogy. Sen (Bazzani, 2023 p.493) describes ‘agency freedom’ as “one’s 

freedom to bring about the achievements one values and attempts to produce”. 

Within an educational context, students feel able to integrate their social and 

cultural capital they already possess into a curricular frame in order to find clear 

pathways to higher education. The process of identifying and developing 
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capabilities needs to be dynamic and iterative as the ways of being and doing 

that young people value may be subject to change as they grow and develop.  

In the higher education “market”, ‘identity’ is traded as a market commodity 

(Collins, 2004). Black, Asian, and other ethnic minorities and the white working 

classes have been set to occupy socio-economic positioning in the market. 

Historically, surplus labour has been extracted from these groups in the colonial 

era. In the 21st Century, their identities are easily commodified. As Fraser 

(2005, p.1) points out, in the 20th Century, “claims for redistribution usually 

focused on economic inequities within territorial states”. In the 21st Century, 

equal respect in WP is determined by narrow forms of identity, social capital in 

the form of credentials and cultural capital in the form of cognitive difference 

and perceptions of aspiration. At the heart of knowledge market DI are tensions 

around how to reach certain students in various settings as well as the 

increasing need to supply higher education markets with WP students. 

The relational dimension of social justice in this research focuses on power 

imbalance in societies and how social relationships are formed in institutions. 

The intersection of social class, spatial monetisation, racialisation and the 

extraction of surplus value exist at the core of trans-Atlantic colonial history. 

Western education’s relationship with ‘otherness’, unconscious deficit model 

notions of WP students’ academic potential and colonial impressions of their 

social and academic needs make market-based DI programming and its 

transcendent notions of a homogeneous WP student population and WP 

impossible to construct or sustain (Tota, 2014). This research aims to contribute 

to work focused on OST DI pedagogies focused on improving democracy. 
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Consequently, the researcher includes the lens of philosophical anthropology 

(Leonardo, 2014). 

“Unlike empirical anthropology, which presupposes the legitimacy of the human 

sciences, including their methodologies, philosophical anthropology challenges 

the methods themselves, and the presuppositions of the human offered by each 

society, and by doing so, offers the transition from method to methodology and 

methodological critique” (Gordon, 2013, p.48). Philosophical anthropology in 

this work examines what it means to be a WP student who is a full human. 

Pedagogies that presuppose humanity, reason and intellect within marginalised 

student populations include a notion of philosophical anthropology because of 

the proliferation of deficit model thinking and the West’s relationship with 

otherness. 

The fundamental epistemic aim(s) of DI pedagogy are the transaction of socio-

cultural and curricular knowledge in tandem. It is an area of secondary school 

education in which socio-cultural and curricular knowledge-claims are 

presented, analysed, evaluated, and transmitted to economically and culturally 

marginalised students. Tensions around “who should count as a recipient of 

justice and which communities are relevant”, Fraser argues, “requires social 

arrangements that permit all to participate as on par with others” (2009, p.285). 

Distributive justice claims in WP are based on cultural difference, and the space 

to analyse economic inequalities should not constitute a different ideological 

space. Fraser clarifies WP’s 21st Century social justice dilemma as: “cultural 

claims have distributive implications, that economic claims carry recognition 

subtexts, and that we ignore their mutual impingement” (1997, p.2). In WP, an 
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important recognition subtext is the commodification of WP student identities. 

This space for social justice in direct intervention redirects a focus to the simple 

question - who counts? The construct of arrangements that permit all to 

participate as peers or parity in WP situates WP within a wider educational and 

democratic conversation. It serves a dual purpose in the literature review. First, 

‘parity of participation’ (Fraser 1995) is a theoretical framework for an 

understanding of the unique constructs of WP, social justice and human 

capability in a global capitalist era. It is a matrix for contextualising social justice 

in a knowledge-based economy. Second, it provides a theoretical account of 

direct intervention space in WP. WP and direct intervention pedagogy make 

universities a site for social justice and democratic advocacy. In many ways, 

universities provide further potential to transform low performing student 

perceptions of their educational circumstances. WP in universities also provide 

further potential for democratic, direct intervention learning to transform WP 

praxis.  

Within these organisations, WP classrooms are the territory for relationship 

building and engagement in learning. In short, WP classrooms are the space for 

learning processes, functioning and capabilities’ development and direct 

intervention pedagogies. Within these OST educational spaces, social 

arrangements in classrooms are focused on a system of formal and informal 

encounters and linguistic exchanges and formal linguistic practice where 

students and practitioners share socio-cultural and curricular knowledge in 

tandem. In a focus on who counts as a matter of justice, the identity of students 

is paramount, as their identities are the source of commodification. 

Environmental sub-themes related to identity are particularly important in DI 
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pedagogy, as the recognition of marginalised groups requires a negotiation of 

meaning and representation that goes along with 21st Century WP. 

Environmental or spatial aspects of social justice in WP require a space where 

authentic multiculturalism and group epistemologies establish the principle of 

participatory parity as they dismantle socio-spatial inequalities of state 

education, and WP’s organisational forms and transcendental notions of 

difference have incrementally been shaped over two centuries. In this context, 

my study interprets otherness, materiality and the West’s relationship with 

difference as a method for comprehending how individuation accompanied by 

racialisation created a political ontology to define difference between individuals 

in democratic society. This work centres relational justice in WP as well as the 

social relations and dynamics of WP interventions that take place in OST. OST 

settings are of particular interest for LPA WP students who are not fully 

engaged academically or socially at their local school (Benson et al., 2012; 

Fredricks and Simpkins, 2012). Within this understanding of democratic 

practice and WP education, this work contributes to educational pedagogies 

focused on improving democracy. The case study portion of this work draws 

attention to democratic elements of social justice pedagogies for WP which 

acknowledge, and support, students’ experiences and their cultures, while 

illuminating systemic impediments which are anti-democratic. 
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Chapter 3: Theoretical Framework 
 

3.1 Introduction 

Structures (defined as race and social class that are structurally embedded in 

policy where distribution of resources might mean that certain students are 

racialised for profit leading to a racial and social class status order being 

structurally embedded in WP) and processes (defined as ways to comprehend 

the ways global institutions, people, nations, markets, and ideas are compelled 

to interact) in WP overlap and are codified in access agreements where student 

identities are paramount. In this context, the theoretical framework for this work 

centres on what constitutes a WP student and within a system structured for 

more democratic participation, and which processes involved in DI are 

acceptable in a postcolonial status order for the 21st Century.  

The theories within this framework aid in understanding how WP and its 

complex matrix desires are abstracted from the ‘space of commodities’ and the 

‘epistemology of surplus value production’ yet, based on an unacknowledged 

democratic, a social sub-contract helps contextualise a postcolonial status 

order for the 21st Century. A synthesis of these theories provides a matrix for 

understanding social complexities, discourses, processes, structures, and 

resources that are compelled to produce a national widening participation 

education network. Democratic participation in WP is essential as DI education 

is a matter of civil rights in a democracy. However, WP is also a mode of 

economic production. The amalgamation of DI pedagogy and market-based 
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values constitute WP students within a system that produces problematic 

outcomes. Generally, there is a fundamental gap in determining how processes 

and structures produce anti-democratic outcomes in WP. In this context, the 

theoretical framework utilised in this work is also designed for research at the 

micro-strata of society, with a focus on the value of experiential knowledge 

pertaining to DI, community generated information and community capacity 

building. In the 21st Century, multiculturalism in Fair Access policy is both 

opaque and nominated. To challenge traditional research paradigms, Black 

Educational Action Research (BEAR) frameworks, a component of CRT, aids in 

the focus on the value of experiential knowledge pertaining to DI, community 

generated information and community capacity building at the micro-level of 

society, in OST education settings.  

Assemblage thinking aids in the understanding of how institutional networks 

and social relationships display typical behaviour in the attraction of entities for 

processes that stabilise an assemblage like WP. In assemblage thinking, 

component parts which comprise a WP network are compelled to work together 

because of desires inherent within the state (Deleuze, 1987). WPs, from this 

perspective, are mechanical processes which are structured by expressions of 

desire for the social restructuring and economic re-scaling of both state and 

higher education in England. The theoretical framework deconstructs WP as a 

meso-level assemblage or collection of discourses, processes, ideologies, 

people, places, and resources that exist independent from one another but are 

imbricated. Assemblage theory is further employed to reconstruct WP as a 

micro-level assemblage in which a system is structured for more democratic 

participation, and processes involved in direct intervention are acceptable in a 
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post-colonial status order for the 21st Century. Race and social class are at the 

core of Fair Access policy, and the distribution of resources in WP is dependent 

on the recognition of these groups. Critical Race Theory (CRT) is employed to 

theorise the role of racialisation in WP education. Understanding philosophies 

of democracy and widening participation through CRT utilises the trans-

disciplinary knowledge base of cultural studies, women’s studies, sociology, 

British education history, globalisation studies and other disciplines, to better 

understand intersectional factors which create ‘soft’, unconscious discrimination 

and hard models of deficit thinking in WP policy. Aspects of CRT also provide a 

framework for the qualitative ethnographic case study which seeks to untangle 

which processes contribute to marginalisation within the WP cohort. 

Assemblage theory (Delanda, 2006) and Critical Race Theory (Leonardo, 2013) 

provide an ontological structure for understanding how historical processes, 

global institutions, people, nations, markets, and ideas are compelled to interact 

and produce WP programming. These provide a theoretical framework for 

understanding processes and structures at the meso-level, and at the micro-

level of WP policy within UBI. Assemblage thinking provides a framework for 

understanding processes (Gale and Wyatt, 2013), as a focus on processes at 

the meso-level is important in the 21st Century as global institutions, people, 

nations, markets, and ideas are compelled to interact and create processes for 

national widening participation programming (Beighton, 2013a). 
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Figure 3.1: Direct Intervention and Widening Participation 

At the micro-level, a focus on processes as they relate to students and staff at 

UBI involved in DI provides new ways to comprehend the interaction and flows 

between the distribution of resources, credentialing, identity, and aspiration. 

Figure 3.1 illustrates the processes related to DI. 

As Müller (2015) suggests, assemblage ontology alone is not sufficient in 

exploring power imbalances in WP, where an actual multicultural community is 

assembled by the processes that bring them together. In WP, where an actual 

multicultural community is assembled by the processes that bring them 

together. CRT provides a framework for understanding structures (Cadwell, 

1996). A CRT perspective in WP education starts from the premise that a racial 

status order and racism are structurally embedded and, in the words of Russell, 

“a central rather than marginal factor in denying and explaining individual 

experiences of the law” (Russell, cited in Yosso, 2005, pp.762–63). CRT in this 

study provides a critical lens to better understand the structural aspects of DI, 

particularly interested in individual experiences of DI in OST learning at UBI. 

Through a processes-oriented ontology like assemblage, an understanding of 
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the hegemonic processes of individuation, race and capitalism becomes clearer 

as social inclusion may be better understood through a structure-oriented 

ontology like Critical Race Theory (CRT). In particular, the synthesis of 

Assemblage thinking, and CRT provide a process orientated, structural 

framework for identifying a more democratic transition away from the dilemmas 

created from the distribution of resources, the recognition of groups and the 

spaces in which they assemble. 

3.2 Assemblage Theory related to This Study 

Assemblage is a term used in systems and network theories by authors of 

philosophy and the sciences to characterise to varying degrees the non-unified, 

non-hierarchical, non-linear, hybrid, flat, and complex nature of systems (Gale, 

2014). Assemblage thinking provides an ontological tool for exploring how WP, 

institutions, people, markets, and ideas are compelled to interact (Demerath 

and Mattheis, 2015). An assemblage is a collective, it is a collection of 

independent parts (Gale and Wyatt, 2013). The independent component parts 

that work together to produce processes for UBI include, but are not limited to, 

monetary flows, knowledge, practitioners, students, families, pedagogy, 

universities, schools, local councils, policy, stakeholders, and markets. In 

assessing processes that frame democracy and social justice for low 

performing WP students, the researcher deconstructs WP as an assemblage or 

collection of discourses, processes, ideologies, people, places, and resources 

that exist at multiple social strata: the macro (global), the meso (national), and 

the micro (the local) (see Figure 3.2). Assemblage theory provides a matrix for 

re-framing WP to confront social complexities at UBI.  
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Figure 3.2: Complexities of Resource Distribution 

Assemblages are entities made up of heterogeneous parts connected to one 

another by tacit relationships (Campbell, 2013). In assemblage, component 

parts are simultaneously attached to other entities that are external to the 

assemblage (Koyama and Varenne, 2012). Relations within the assemblage 

are tacit because each component may detach from one assemblage and 

become a component of another. However, a robust assemblage is stratified, 

organised, signified, and subjected (Marcus and Saka, 2006). Because the 

Knowledge Based Economy (KBE) is reliant on established networks of 

cooperation between regional institutions and between region-based 

companies, educational work reflects this dynamic where the national and local 

are networked (Paye, 1996). What stands out is how the interaction between 

the heterogeneous component parts produces processes.  

Assemblages are characterised by distinct processes. The first is signified by 

the variable roles which component parts within WP assemblages play in 

producing resources and the roles parts play in producing discourse, or a 

mixture of both (De Landa, 2006). Second, WP assemblages are constantly 

involved in processes which shape and or re-form the organisation of the 

assemblage (De Landa, 2006). Within the assemblage, the relationship 
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between parts is synthesised by their desire or compulsion to work together 

(Deleuze, 1977, p.37). Additionally, a set of linguistic resources for coding and 

decoding meanings reveal the assemblage’s’ purpose and identity. These 

processes are recurrent, and their repetition synthesises the component parts 

of an assemblage (De Landa, 2006).  

Desire is the force which powers flows, and bodies become units of production. 

(Deleuze, 1977b, p.37). In short, desire functions as a process of production 

(De Landa, 2010). WP is an assemblage which engages in processes and 

mechanisms which produce revenue and direct intervention specifically for 

BAME and WWCM students. Desire is “always assembled; it is what the 

assemblage determines it to be” (De Landa, 2010, p.28). The dynamic nature of 

WP is due to the intense desire for its social and economic production 

(Beighton, 2013). Assemblage thinking theorises process or flows. But in WP, 

the processes that reify student identity are in constant flux.  

3.2.1 Assemblage Methods 

For this study, assemblage thinking provides an analytical frame for WP 

research focused on student identities that are in constant flux. WP is an 

assemblage which engages in processes and mechanisms that produce 

revenue and DI specifically for BAME communities and WWCM students. 

These seemingly automated, organisational forms for WP exist in organised 

networks that both minimise investment risk for education and market 

stakeholders which incorporate marginalised students into higher education and 

the global knowledge-based economy (House of Commons. Committee of 
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Public Accounts, n.d.). In configuring parameters of democratic provision of WP 

intervention, framing WP students as social actors at the micro-strata, this 

research looks at the processes of DI, distributive resources, and pedagogy at 

UBI. This removes the frame from the sphere of government, institutions, and 

markets. In WP, desire for surplus value functions as a catalyst to produce WP 

networks (De Landa, 2010). Desire for DI in OST education is “always 

assembled; it is what the assemblage determines it to be” (Deleuze and 

Guattari, 1987, p.229). Direct intervention is the force which powers WP flows, 

and bodies to become units of production (Deleuze, 1977, p.37). Understanding 

democratic provision of direct intervention in WP requires an understanding of 

the dynamic nature of WP as being due to the intense desire for its social and 

economic production (Beighton, 2013). 

3.2.2 Assemblage Thinking Tools 

The assemblage thinking tools employed in this research are: 1. the process of 

individuation; 2. strata and social actors; 3. singularities; and 4. desires. These 

four tools help guide this study to focus on DI pedagogy. Theorising inclusion 

and social justice in WP using the ontological tools associated with assemblage 

thinking connects social actors at the national and local strata, so low 

performing WP students and staff are characterised by their credentials or 

social characteristics. Using these tools, the research focuses on WP students 

and what they have the potential to do when they interact with other social 

entities, like state-sponsored WP. 
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3.3 Critical Race Theory related to This Study 

This study employs Black Emancipatory Action Research (BEAR), a 

methodological perspective of CRT (Akom, 2011). BEAR’s methodological 

‘black box’ contains theory which integrates structural racialisation into 

ethnographic research (ibid). Structural racialisation refers “to institutional, 

historic and ongoing radicalised outcomes” (Powell, 2008, p.408). The structure 

of racialisation assembles race as a heterogeneous structure for differentiation 

involving bodies and spaces and is both structural and material (Saldanha, 

2012). Through the lens of structural racialisation and the processes of 

individuation, questions arise around how the government, universities and WP 

practitioners understand race as a social indicator and classification of 

difference (Swanton, 2010). BEAR recognises that structures matter. A 

structural component to this research helps illuminate the way in which 

processes interact with structures and over time “to produce unintended 

consequences with clear racialised effects” (Powell, in Akom, 2008, p.791). 

BEAR represents a transformative orientation to education research emanating 

from Paulo Freire’s critical pedagogy and bell hooks’s Engaged Pedagogy 

aimed at creating effective strategies of liberation from within hegemonic social 

and economic systems (hooks, 1994). This research utilises CRT’s commitment 

to social justice, to analyse the structure of UBI. 

3.3.1 Critical Race Theory Methods 

CRT methods from Solórzano and Yosso (2001) argue for a process of 

counter-story telling. Counter-story telling is both a method of telling the story of 
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experiences and epistemologies from the margins and a tool for analysing and 

challenging the stories of those in power. Solorzano and Yosso (2002, p.25) 

propose five themes that “form the basic perspectives, research methods, and 

pedagogy of a critical race theory in education” orientation. First, a CRT in the 

WP perspective places race and racism as a central cause of marginalisation 

and places a focus on structural racialisation. The intersection of social class 

subordination and structural racialisation exist at the core of widening 

participation policy. In the UK government Green Paper ‘Successes as a 

Knowledge Economy: Teaching Excellence, Social Mobility and Student 

Choice’ (2016, p.14), Prime Minister Cameron set two specific goals for WP. 

The first was “to double the proportion of people from disadvantaged 

backgrounds entering university in 2020 compared to 2009”, and the second 

was, “to increase the number of black and minority ethnic (BAME) students 

going to university by 20% by 2020”. Second, “A CRT in education challenges 

the traditional claims the educational system and its institutions make toward 

objectivity, meritocracy, colour-blindness, race neutrality, and equal opportunity” 

(Solorzano and Yosso, 2002, p.26). Third, A CRT in WP is committed to social 

justice. Fourth, “CRT in WP recognises that experiential knowledge of 

multicultural students and practitioners are legitimate, appropriate” (Solorzano 

and Yosso, 2002, p.27), and critical to understanding social dynamics in direct 

intervention. Lastly, a CRT in WP challenges a-historical analyses and includes 

race and racism in the past and in the present (Garcia, 1995, cited in Solorzano 

and Yosso, 2002; Harris, 1993; Lynn et al., 2013). 
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3.3.2 Critical Race Theory Tools 

Structural racialisation is a guiding heuristic; it exists at the intersection with 

other forms of subordination such as gender and class discrimination 

(Crenshaw et al., 1996). WP research needs a counter-story telling of 

personhood, reason, and citizenship. Generally, the ontological framework of 

Black philosophy incorporates the often-excluded philosophies that developed 

from experiencing structural racialisation imposed by colonialism, enslavement, 

segregation, and post-colonial assimilation in the west (Mills, 2009). Placing a 

focus on relational structures for social justice and theorising for liberation, CRT 

provides a set of conceptual tools for these ends. There are three primary 

Critical Race Theory (CRT) tools which also provide ontological structure for 

this study. First, philosophical anthropology does the work of humanising 

marginalised students in Western schooling (Gordon, 2013). Second, non-

Cartesian sums provide principles or the re-interpretation of individuation and 

racialisation in WP (Mills, 1997). Last, the racial contract, and its accompanying 

sub-contracts, provide analysis for social cohesion in a multi-ethnic classroom 

3.3.3 The Processes of Epistemic Justice 

In comprehending the processes or flows of distributive epistemic justice, 

assemblage thinking, and CRT again converge to provide a conceptual 

framework which re-imagines the processes of individuation under Zombie 

Colonialism (Meer and Momood, 2017) in order to transform DI pedagogies in 

WP classrooms. The WP classroom is a node in a larger network, but it can 

also be a micro-network engaged in processes for personhood, reason, and 
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citizenship. Framing DI education for its students exposes the ways in which 

discourses and ways of being outside of transcendental white British middle 

classness help shape resilience and democratic action in social interactions 

and formations within classrooms. The space is an emergence of post-colonial 

discourse and its critiques of racialisation and zombie colonialism (Soja, cited in 

Borch, 2002). The appropriate frame for WP in OST is one which places a 

focus on DI and constructing space for the inclusion of students on the margin, 

a reassessment of cultural and learning histories and a pro-social environment 

where DI is a way to codify knowledge via social interactions and to develop 

student voice and writing with more knowledgeable others.  

A pro-social environment is the heterogeneous synthesis of colony and 

metropole within the processes of DI which enact the process of cultural 

hybridity which, in turn, gives rise to something different, something new in the 

21st Century. WP is a space where institutions and people congregate; its 

processes are characterised by their properties as well as their capabilities or 

what they have the potential to do when they “interact” or socialise with other 

social entities (DeLanda, 2006). Addressing discriminatory epistemic injustices 

requires an ontology of a different socio-spatial frame for academic intervention. 

In a pro-social environment, through DI, identities are re-analysed as social 

situations are better understood with the help of others. In a pro-social 

environment, the spatial, cognitive and epistemic aspects of the racial contract 

are directly addressed. 
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3.3.4 Post Colonial Education - The Radical Democracy of 

Transformative Direct Intervention 

Theorising a pro-social environment transformative DI pedagogy is post-

colonial. By placing a Critical Race Theory lens on epistemic resources, the 

interpretive resources that promote a pro-social environment to create social 

interactions where marginalised students feel the social and interpretative 

resources in their DIs address power imbalance in society and in school 

(Fricker, 2007). Transformative DI ontologies include personhood, reason, and 

citizenship as an institutional ontology for the justice of recognition including 

norms, social dynamics and forms of organisation of BAME and WWCM 

students and their accompanying epistemologies in a way that addresses 

discriminatory epistemic injustices. Epistemic resources are processes, 

relationships and perspectives. WP students need to be seen as citizens who 

possess reason, as do policymakers, practitioners and other stakeholders of 

WP. Adopting a frame for epistemic resources would require educators to look 

beyond academic performance sets to uncover the unseen assets marginalised 

students and staff bring with them from their homes and communities into the 

classroom. Yosso (2005) points out how traditional cultural capital theory 

seems to allow for deficit thinking in education, coded meanings of ‘cultural 

difference’ in education and the transcendental norm of white, middle-class 

culture. This perspective provides a counter-public balance to cultural deficit 

discourses found in WP policy.  

Epistemic resources are key in developing relationships, reducing the status 

order and binding empathetic learning communities. This is at the heart of 
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developing capabilities as well as the functioning involved in helping students 

make choices they value. Constructing space for relationships in DI centres 

personhood in social relationships and removes the frame from the sphere of 

government, institutions, and markets and frames it for citizens who possess 

reason. The case study in this work focused on the ways in which the UBI 

programme’s re-negotiation of boundaries and cultural identity provided post-

colonial, democratic educational/social and spatial experiences for students 

which can help reframe and redefine what counts as valued knowledge and in a 

pedagogy where students participate in processes of knowledge and justice. A 

move away from hierarchies to create a more inclusive space to promote a 

different form of learning more aligned with framing WP students as social 

actors at the micro-strata requires balancing epistemic sources available in 

OST learning environments. Spatial organisation where what students have to 

say to each other is of value is an environment conducive to positive youth 

development, through structured relationships through a system of social 

encounters. 

3.3.5 Positive Youth Development 

Because BEAR utilises theories of empowerment education, problem-posing 

education, and popular education, its implementation within educational and 

community settings expands the goals of positive youth development (PYD) to 

include personal and community transformation (Freire, 1973, 1997; Ginwright 

and Cammarota, 2006; Phelps, 2009; Rappaport, 1987; Wallerstein, 1992). 

PYD takes an ecological approach and focuses on an individual’s inherent 

capacities as opposed to their weaknesses (Damon, 2004; Nolas, 2014). 
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Critical for PYD approaches is an intentional, pro-social approach that engages 

youth (Bumbarger and Greenberg, 2002). A PYD has five goals related to 

relational and epistemic justice in DI:  

• Connection: Relates to a feeling of safety, structure, and belonging; positive 

bonds with people and social institutions.  

• Confidence: A sense of self-worth and mastery; having a belief in one’s 

capacity to succeed.  

• Character: Taking responsibility; a sense of independence and individuality; 

connection to principles and values.  

• Competence: The ability to act effectively at school, in social situations, and at 

work. 

  • Contribution: Active participation and leadership in a variety of settings; 

making a difference. (Geldhof et al., 2013) 

3.4 Summary: Processes 

Assemblage Theory (Castells, 2007) and Critical Race Theory (CRT) (Yosso, 

2002) provide a theoretical framework for understanding processes and 

structures at the meso-level with a focus on WP policy and at the micro-level 

within UBI. Assemblage theory places a focus on systemic interaction. 

Assemblage theory provides a matrix for understanding the social complexities, 

discourses, ideologies, people, places and resources that exist and work 

together to produce a national widening participation education network. 
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Assemblage thinking is used to emphasise that DI in WP are social formations 

borne of ‘multiple projects and rationales’, which exist at multiple social 

dimensions or strata, that ‘are realised through the distribution of resources’. 

This meta-frame sets the frame for social interaction in WP (Fraser, 2000). The 

activity at the meta-frame produces flows that establish which voices participate 

in meta-discourses that set the dimensions of social justice for which WP cohort 

members are entitled (Dean, 2010). As a primary vehicle for social justice in 

state education, WP policy distributes resources based on the recognition of 

marginalised groups. Assemblage theory is used to challenge the tendency in 

WP studies to interpret (or ‘read down’) political economic and social change in 

access education from abstract political economic and social common-sense 

ontologies like neoliberalism. Assemblage thinking and its analysis of difference 

is employed to configure the parameters of democratic provision of WP 

intervention, in contrast to the notion of common sense. Because race 

constitutes the ground for interaction in WP, assemblage thinking is used to 

challenge the conventional framing of race as a social construct. Assemblage is 

again employed to question how WP practitioners and the state understand 

race as a social formation and category of identity and difference (Saldanha, 

2007; Swanton, 2010). Assemblage thinking frames race as a heterogeneous 

process of differentiation involving the materiality of bodies and spaces 

emphasising how racialisation, a component of individuation, is ideological and 

material through the assemblage of heterogeneous components. Assemblage 

thinking is finally used to deconstruct British multicultural educational targets in 

WP as a state form of constructed multiculturalism. In the 21st Century, as the 

market economy becomes an engine for the redistribution of knowledge and 
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epistemic resources to marginalised groups, social justice claims based on 

social class and distributive justice are displaced, by notions of social justice 

claims based on the politics of identity and impacted by neoliberal ideology and 

market mechanisms. 

3.4.1 Summary: Structures 

The theoretical framework takes on board theories which allow for the humanity 

of WP students and, in particular, low performing students as a subset of 

marginalised populations in British education. WP is the glue that bonds 

England’s social contract with DI. There is a deep relationship between how DIs 

are structured and the “values they embody” (Castells, 2007). At the micro-

level, a focus on structures, as they relate to students and staff at UBI involved 

in DI, provides new ways to comprehend the interaction and flows between the 

distribution of resources, credentialing, identity, and aspiration. Applying 

assemblage thinking to WP theorises the machinations, flows and processes, 

which places a focus on social relations between students and their 

government. CRT provides a framework to reimagine structures as they apply 

to WP DI pedagogy.  

The theoretical framework offers a theoretical contribution to the conception of 

the ongoing material struggle for equity and humanity for marginalised 

populations in the West. This framework draws its basic perspectives, methods, 

and pedagogy from CRT. The overall goal of CRT in WP education is to 

develop a theoretical, conceptual, methodological, and pedagogical strategy 

that accounts for the role of race and structural racialisation in UK WP 
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education. My study bridges epistemological and theoretical divides between 

state education, access to higher education and democracy through a focus on 

WP. CRT and its focus on structures establishes a shared history between 

targeted WP students, government and British democracy to understand core 

causes of marginalisation in WP. These structures also represent the 

heterogeneous synthesis of colony and metropole which enact the process of 

cultural hybridity which gives rise to something different, something new in the 

21st Century.  

In the spirit of Critical Race Theory (CRT) research, the theoretical framework 

utilises the notion of the public sphere and counter-public epistemologies, which 

constructs WP as an undervalued tool for democratic access education. 

Frameworks for interpreting social dynamics and pedagogies for the 

development of democratic access education with low performing WP students 

during out-of-school-time, university-based settings are borrowed from Positive 

Youth Development frameworks.  

In addition to PYD frameworks, the theoretical framework employs Yosso’s 

(2005) theorisation of Community Cultural Wealth Theory. This approach to 

OST learning focuses on dual channels of experiential, valued knowledge 

which may be employed in DI with low performing WP students. Yosso’s vision 

of community cultural wealth begins the assumption of a shared cultural wealth 

and a shared understanding of equitable human relations within marginalised 

learning communities. By placing a Critical Race Theory lens on traditional 

cultural capital theory to highlight the unseen assets that low performing WP 

students bring with them from their homes and communities into the classroom, 
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Community Cultural Wealth Theory is employed in unison with PYD frameworks 

to better interpret the relationships and perspectives utilised at UBI. 
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Chapter 4: Methodology  
4.1 Research Design 

Qualitative research is a process of naturalistic inquiry that seeks in-depth, 

holistic understanding of social phenomena within a natural setting (Flick, 

2006). The qualitative research design selected for this study is a small-scale-

ethnographic case study research design. This exploratory-descriptive design 

satisfies both the case study and ethnographic purposes of the study. The 

small-scale-ethnographic case study is basically a case study that uses 

ethnographic methodology. It is considered a blended design that draws from 

both designs. It “has the benefit of an ethnographic approach that is bounded 

within a case study protocol” (Fuchs et al., 2017, p.927). Qualitative research is 

a non-statistical process of naturalistic inquiry that seeks in-depth, holistic 

understanding of social phenomena within a natural setting (Gallant, 2008). 

How the UBI programme is organised and implemented and what meaning 

students derive from participating in it facilitates an ethnographic inquiry. 

Programme students, staff, and alumni reveal the meaning of experiencing the 

social phenomena that occur at the study site. Such an approach is used for 

this study to reveal how the meaning of experiencing the organisation and 

implementation of the UBI programme, from the perspective of students, staff, 

and alumni, transforms students’ personal and academic agency. This study 

design, practically speaking, was also selected because of its focused nature. It 

could be completed within a reasonable time with minimal cost while still 

addressing the research questions (Fusch and Ness, 2015).  
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Using a small-scale-ethnographic case study design involves data collection 

methods from both ethnographic and case study designs which centres the 

research in time and space (Crowe, Cresswell, Robertson, Huby, Avery, and 

Sheikh, 2011). This type of blended design also allows researchers to explore 

relationships between the pedagogy employed in OST learning time 

programming and the effects students and staff perceived. Additionally, the use 

of a small-scale-ethnographic case study design enables researchers to 

generate and study theory in real world WP programming. In exploring the 

pedagogical perspectives, cultural norms, values and roles emerge over time; 

case studies are the preferred strategy used by researchers when asking how, 

what, or why questions (Amerson, 2011; Andrade, 2009; Stake, 1995; Yin, 

2014). These types of studies identify “operational links between events over 

time and bound the study in time and space” (Fusch and Ness, 2017, p.926). 

Ethnography is “the description and interpretation of a culture or social group” 

(Holloway et al., 2010, p.76); it is an in-depth study of a culture and studies 

everyday behaviour of participants. A qualitative study such as this seeks to 

define and interpret unclear phenomena through non-numerical methods of 

measurement that focus on meaning and insight (Kakabadse and Steane, 

2010). 

4.2 Ethnography 

Ethnography is a qualitative research design aimed at exploring the cultural 

interactions and meanings in the lives of a group of people (Barbour, 2010). 

Rather than an attempt at research which prioritises the characteristics of 

access education and WP, this study maps the politics of inclusion and social 
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relations produced in the processes of access education among differing social 

actors or strata. In seeking a theoretical and philosophical perspective of the 

politics of inclusion in WP, this study is contextualised within a post-colonial 

status order derived from an understanding of post-colonial, non-Cartesian 

binaries to participation in higher education. This study places its ethnographic 

focus on the collective, lived experiences of social actors at the micro-level of 

access education, the student and more knowledgeable others with whom the 

student interacts. From this perspective, WP students are constituted by what 

they have the potential to do when they “interact with institutions and social 

actors” (Delanda, 2006, p.6). Within the ethnographic perspective of this case 

study lies a commitment to philosophical anthropology. As Gordon (2013, p.48) 

points out:  

philosophical anthropology examines what it means to be human. Unlike 

empirical anthropology, which presupposes the legitimacy of the human 

sciences, including their methodologies, philosophical anthropology 

challenges the methods themselves, and the presuppositions of the 

human offered by each society, and by doing so, offers the transition 

from method to methodology and methodological critique.  

Philosophical anthropology helps make sense of the normative socio-cultural 

frameworks for Fair Access and WP which involves a whole programme of 

assumptions about the British status order, the capabilities and intelligence of 

secondary school students, the economy and the social order of higher 

education. The human, in other words, “is humanity’s project, and we see that 

in the ever-expanding reach of culture as a condition of possibility of the 
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materially human” (Gordon, 2013, p.49). Contextualising difference in what it 

means to be fully human and possess human reason and intelligence requires 

a set of conceptual tools offered by works broadly found in the field of post-

colonial studies and other cultural studies. As Gordon (2013, p.49) again points 

out, “given the abusive use of reason by many great philosophers, such as 

David Hume, Immanuel Kant, G. W. F. Hegel, and many recent stalwart figures, 

against Black people, why bother with such a discipline for the expansion of 

freedom and liberation?”  

Philosophical anthropology allows ethnographic research “a condition of 

possibility of the materially human” to be assessed between multiple worlds 

(Gordon, 2013, p.49). The interaction between the researcher and the study 

participants, within this ethnographic case study places a focus on structures 

and processes as they relate to students and staff at UBI involved in DI 

education. This provides new ways to comprehend the “human” interaction or 

flows between the distribution of resources for WP, credentialing at local 

schools, student identity, and university-based WP programming.  

The term ethnography may be loosely applied to any qualitative research 

project where the desired outcome is a thick description (Ponterotto, 2006). The 

researcher goes beyond reporting facts and attempts to generate thick counter-

story telling of the culture and perceptions present at UBI. Such an approach is 

used for this study that aims to reveal how the meaning of experiencing the 

organisation and implementation of the UBI programme, from the perspective of 

students, staff, and alumni, which is effective for uncovering and describing 

possible counter-narratives to capabilities or cultural capital. In short, counter 
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narratives are ways of knowing that may be overlooked or under-reported, as 

these may come from the margins. Black philosophy incorporated into the study 

reinforces the meaning of personhood and citizenship, in a post-colonial world. 

The ontological framework of Black philosophy incorporates the often-excluded 

philosophies that developed from experiencing racialised oppression and 

marginalisation. Through this lens, “the researcher has the ability to address 

questions that traditional ethnographic methods tend to overlook or ignore such 

as cultural specificity, researcher judgement, how the researcher’s experiences 

and histories impact the research process itself, and perhaps most importantly, 

the community’s perspective of the social situation” (Akom, 2011, p.119). 

4.3 Case Study 

A case study is a research approach that is used to generate an in-depth, multi-

faceted understanding of a complex issue in its real-life context (Zuzana and 

Yin, 2012). “The case study approach is particularly useful to employ when 

there is a need to obtain an in-depth appreciation of an issue, event or 

phenomenon of interest, in its natural real-life context” (ibid, p.119). (OST WP 

learning settings are alternative spaces for structuring processes that contribute 

to what Sen (Walker and Unterhalter, 2007) calls ‘agency freedom’. Agency 

freedom refers partly to the freedom an individual has to turn any of a range of 

capabilities (potential functionings) into (achieved) functionings. Sen (1992, 

p.57) describes ‘agency freedom’ as “one’s freedom to bring about the 

achievements one values and attempts to produce”. OST learning exists in a 

unique space in state education. It is a space which exists in between or 

adjacent to state school, university and local communities. It is another space 
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for the assembly of university staff and state school students within a local 

university. There are three factors that make OST WP programming available 

to the case study approach. First, OST learning environments are constructed 

from institutions that overlap and work together to distribute widening 

participation resources to secondary school students. Second, the socio-

cultural components of OST WP learning environments are shaped and formed 

by historical and cultural legacies born from within urban communities by 

individual actors and collective action in response to the marginalisation of 

students in state schooling. This creates a hybrid culture within the uniform 

spaces of universities which govern WP and university outreach. WP pedagogy 

exists to assist the student in understanding the concrete conditions of their 

daily lives (Burke, 2012) by raising awareness of oppressive structures and 

assisting students in developing habits for citizenship and collective action. This 

awareness raising is the third part of the OST space that fosters social change. 

Within the study site, discussions and reflection draw from historical contexts 

representative of the student population which is multicultural. 

The case study design for this research is intrinsic. Intrinsic case study design 

was selected by the researcher because of the study site’s own merits (Yin, 

2012). The case is selected not because UBI is representative of other OST 

WP learning spaces, but “because of its uniqueness, which is of genuine 

interest to the researcher” (Crowe, Cresswell, Robertson, Guro, Avery and 

Sheikh, 2012, p.2). An intrinsic case study is typically undertaken to learn about 

a unique phenomenon. The researcher has identified UBI as unique because of 

its unique, streamlined focus on the development of LPA WP students. 

Additionally, UBI at London Metropolitan University was selected because of its 
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location in an economically and ethnically diverse community, and the 

academic achievement of its alumni and students is higher than the borough 

average (Luebsen, 2020). These factors make UBI unique in London. An 

intrinsic case study approach was also chosen to better understand how 

individual and institutional networks and social action may provide a model for 

broader dissemination of choices that marginalised students value. The case 

study design also allows the researcher to explore attitudes to and experiences 

of students and staff governed by Fair Access policy and university outreach 

policy and phenomena associated with WP learning within its real-life context’ 

(Yin, 2009). The broader ethnographic case study design allows the researcher 

to conduct detailed analysis of a limited number of events or conditions and 

their relationships at the study site. 

4.3.1 Ethnographic Case Study 

The case study design helps the researcher investigate which networks within 

the university engage in WP pedagogy and how the networks operate in DI at 

the study site. Relevant participants in this case study include students, alumni, 

and staff in their programme settings. The participants in this study were 

embedded in an education system as well as an OST learning programme in 

which students were encouraged to exercise agency and influence over their 

learning processes. A case study allowed the researcher to observe working 

parts that connect students and staff with OST WP learning in an organised 

fashion. Hence, the ethnographic case study design is instrumental in 

uncovering larger issues in British WP and education. Adopting a critical 

ethnographic stance, this study adopted an approach to ethnography which 
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allowed for links to the analysis of ethnography to wider social structures and 

systems of power relationships inherent in the study site. In this work, the 

ethnographic phenomenon of social inclusion for LPA WP students was 

captured in the research questions. They broadly sought to find out what was 

being experienced at UBI where marginalised students gain capabilities that 

allow them to achieve GCSE scores beyond their peers. An ethnographic lens 

was placed on thoughts and perspectives. 

4.4 The Research Questions 

The research questions attempted to unravel the broad question - which 

structural factors contribute to marginalisation within the WP cohort and which 

models of WP combat marginalisation in a local classroom? The subjects of this 

study operated within a social and historic context of state education in England 

and were not independent of wider structural factors. While this study is 

specifically concerned with the perceptions and meanings students and staff 

had toward UBI, they are group centred. WP pedagogy and practice are 

mediated by access agreements, university values, the distribution of resources 

and other structural and material concerns. Critical ethnographic work must 

consider these structural factors (Madison, 2019). The research questions first 

centre on how and why low prior achievement (LPA) marks WP. The 

distribution of resources for students and staff as they assemble in OST 

education on Saturdays are a display of the material resources available. 

Second, the research questions help measure the extent to which a prescribed 

network of interactions comprise pedagogy for planned intervention for LPA WP 

students. Students from across the Islington Borough assemble at a 



92 

multicultural university in north London. Staff from across academic and artistic 

disciplines from London and beyond assemble in the same space and at the 

same time as LPA WP students. Framing the distribution of resources as a 

system of encounters for LPA students allows the researcher to theorise how 

these encounters, in this particular space, reveal direct connections between 

the distribution of resources, pedagogy and praxis at UBI. Additionally, the 

inquiry seeks to discover how the structured system of social encounters 

produces social exchanges between students and staff. The inquiry seeks to 

uncover how staff structure, and networks of academic, pastoral and social 

linguistic exchanges comprise the networks of communication within UBI. 

These displays of programme culture, social practices and social events 

produce philosophical, cultural expressions of WP praxis and pedagogy. The 

sub-question through analysis of observation data helped to re-assemble 

historical processes, institutions, people, objects, places, and ideas with a 

critical look at participant data and responses. “CRT in WP recognises that 

experiential knowledge of multicultural students and practitioners are legitimate, 

appropriate” (Solorzano and Yosso, 2002, p.4), and critical to understanding 

social dynamics in direct intervention. The sub-question adds a layer of 

transformative orientation to education research emanating from Paulo Freire’s 

critical pedagogy and bell hooks’s Engaged Pedagogy aimed at creating 

effective strategies of liberation from within hegemonic social and economic 

systems (hooks, 1994). Relating the epistemic shifts that accompany OST 

learning, the researcher can decipher whether or not UBI represents pedagogy 

and practice that produce transformation in learning experiences for its 

students. Contextualising which models of WP combat marginalisation, the 
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researcher examines how UBI may be an OST learning context that employs 

meaningful linguistic exchanges, encourages critical thinking and creates 

transformative OST learning experiences for marginalised, multicultural 

Islington students. 

The research questions that guide this study are:  

1. Which structural factors contribute to marginalisation within the WP cohort?    

2. In what ways do the structured interventions and social aspects of learning at 

Upward Bound in Islington enhance students’ academic performance, improve 

achievement at their local school, and contribute to high aspirations toward 

participation in further and later higher education?  

3. From the perspective of students, staff, and alumni at Upward Bound in 

Islington, what meaning is derived from participation in the culture and 

processes inherent in the programme for academic performance at the local 

school, qualifying achievement on the standardised General Certificate of 

Secondary Education (GCSE) examination (including 4 to 9 scores in 

mathematics and English), and disposition towards higher education?  
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3.1. What do participant observations and field notes on day-to-day student and 

staff activities and interactions at London’s Upward Bound in Islington 

Programme reveal about the meaning of its culture and processes for the 

development of positive academic and aspirational outcomes for marginalised 

at-risk secondary students for achievement?  

The research questions frame a multi-tiered socio-special interrogation of what 

comprises and gives clarity to UBI’s praxis and pedagogy. Within this 

ontological perspective, “social entities such as people, communities, 

institutions, and places where people congregate are characterised by their 

characteristics or properties as well as their capabilities or what they have the 

potential to do when they interact with other social entities” (De Landa, 2006, 

p.6). The sub-question frames the types of experiences students perceive. 

Within this frame, the researcher can critically assess whether UBI is a 

pedagogical model for a transformative, urban space for marginalised students 

with LPA. The use of an ethnographic case study in this study allows the 

researcher to identify broader social structures as well as social and cultural 

discourses within UBI. Emancipatory or transformative pedagogy in OST 

settings can be advanced and implemented within other OST settings through 

an understanding of social discourse in relation to existing power dynamics. 

This is important, because social justice action in WP must occur at differing 

social strata. At the micro-level in classrooms, functioning and the development 

of capabilities occur through social arrangements and the discourse that takes 

place within them. The ethnographic case study design allows this researcher 

to address the research questions in relation to the curriculum, social 

arrangements and accompanying discourses of inclusive practices that support 
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social justice for marginalised students (Keddie, 2012). The frame, or strata of 

society, is important in theorising which level of society requires social justice 

action because of anti-democratic marginalisation (Fraser, 2005). Structurally, 

the displacement of the politics of Keynesian redistribution with the neoliberal 

politics of recognition has created an anti-democratic fog surrounding WP. The 

ethnographic rationale for this critical structural analysis is to show how the 

perceptions sought through the research questions relate to wider social, 

distributive, and material structures. The research questions also guide the 

case study place focus on structures and processes which impact a specific 

OST WP learning space. 

4.4.1 Understanding Multiculturalism 

The confluence of capitalism and multiculturalism helped frame the research 

agenda for this Black researcher. A second step in decision-making was to 

derive an understanding of multiculturalism at the research site. Theorising 

multiculturalism in critical ethnography should frame research as postcolonial, 

and active in communities as a means of bridging theory and praxis. 

Developing a multicultural lens for interpreting data for analysis is critical to 

transcending norms “trapped in the epistemological silo of structural 

determinism and deficit models” (Akom, 2011). This firstly places focus on the 

structural aspects and aims of the distribution of resources and multi-culture as 

they relate to the inclusion of previously marginalised groups in higher 

education. This helps guide the research to integrate the structural issues for 

the distribution of resources at the meso-level of WP in England. Distributive 

justice alone does not, however, ensure that strategies for widening 
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participation are equitable. A more robust paradigm for justice is necessary 

because the fusion of multiculturalism and capitalism in the 21st Century is 

contextualised by a hard deficit model, that of commodification. Identity politics 

in WP was constructed in and through the cultural conflicts which birthed both 

OST education in London and neoliberalism (Lentin, 2011). The resulting 

identity politics cannot be undone by research and analyses that respond 

directly to commodification of multiculturalism in state education. Through a 

better understanding of the multicultural social actors at the micro-level, social 

injustices associated with the distribution of resources in WP may be 

addressed. As Nancy Fraser (2010) points out:  

knowing ‘who’ students are and ‘acting’ on this information to improve 

their capacity to ‘take advantage of the opportunities of education’; it is 

about recognising how students are differently positioned in terms of 

their equity needs and on providing differential support to address these 

needs.  

Theorising multiculturalism provides a methodological bridge between meso-

level policy and identity politics, and micro-level multiculturalism and DI praxis. 

The research design includes a case study format to generate an in-depth, 

multi-faceted understanding of complex issues such as multicultural OST 

education in its real-life context. These methodological choices were made for 

three primary reasons. Firstly, university-based OST learning environments 

exist within institutions that overlap and work together to distribute material and 

epistemic resources to secondary school WP students. Secondly, the socio-

cultural histories of OST WP environments were shaped and formed by the 
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cultural legacies of multicultural, diasporic urban communities, through 

collective action. This creates a hybrid culture within uniform structures which 

govern WP and university outreach. Third, WP pedagogy exists to assist the 

student in understanding the concrete conditions of their daily lives (Burke, 

2012) by raising awareness of oppressive structures and assisting students in 

developing habits for scholastic and collective action. 

4.5 Post-colonial Critical Ethnography 

The third step in making methodological and research decisions was to include 

the conceptual underpinning of the study that provides the philosophical 

resources of postcolonial critical ethnography for reinvigorating relational justice 

in WP. “Postcolonialism offers a more objective view by bringing to focus the 

historical fact of colonialism and its contemporary ramifications in terms of 

borders, multiple identities, interdependent economies, and hybrid cultures - all 

contextualise notions of reason, humanity and scholastic aptitude” 

(Asgharzadeh, 2008, p.338). Aspects of philosophical anthropology help make 

sense of the normative socio-cultural frameworks for Fair Access and WP 

which involves a whole programme of assumptions about the British status 

order, the capabilities and intelligence of secondary school students, the 

economy, and the social order of higher education. Therefore, the methods and 

research choices in this ethnographic case study requires knowing student 

aspirations, attainment, preferences, and expectations about what their role and 

place is in society and what they may expect from experiencing further and 

higher education. A framework for postcolonial research includes elements of 

Black philosophy, specifically philosophical anthropology. Through this lens, the 
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researcher has the ability to address questions of reason, humanity and 

scholastic aptitude that traditional ethnographic methods tend to overlook or 

ignore such as cultural specificity, researcher judgement, how the researcher’s 

experiences and histories impact the research process itself, and perhaps most 

importantly, the communities’ perspectives of the social situation (Akom, 2011).  

A postcolonial, methodological aspect of this research utilises personal 

narratives and stories as valid forms of feedback loops which reveal wider 

social structures and systems of power relationships. Specifically, the personal 

narratives in this study utilise the notion of voice. Voices of low performing WP 

students expose points of view that are silent in deficit-informed research and 

methods that silence and distort the experiences of people of colour (Akom, 

2008,), counter-public perspectives, and instead focuses on an asset-building 

approach to WP pedagogy. The counter storytelling of LPA students in this 

research is a measure to combat hermeneutical injustices. Hermeneutical 

injustices apply to multicultural LPA WP students and staff “who do not have 

equal access to participation in the generation of social meaning” (Fricker, 

2013). A focus on parity of participation helps guide the research to explore 

discriminatory epistemic injustices as they apply to LPA WP students and the 

WP staff members with whom they interact. Discriminatory epistemic injustices 

are divided into two categories, testimonial injustice, and hermeneutical 

injustices (Fricker, 1999). Testimonial injustices represent a social situation 

where a group or person is unseen and unheard by powerful institutions 

because of prejudice (Fricker, 2006). In this study, LPA WP students represent 

a group of citizens who are unseen and unheard in WP research. This notion of 

going unseen and unheard pertains to how low performing WP students may 
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have trouble making sense of their oppression. Hermeneutical injustices also 

pertain to a broader gap in the understanding of direct intervention praxis in 

general. 

4.5.1 Social Justice and the Transformative Aim of Research 

In theorising the recipients of justice in WP, the BEAR methodological 

framework assists the researcher to constitute a WP student labelled LPA 

within a more democratic, liberatory context. Within this context, the researcher 

is interested in pedagogy and processes involved in DI which promote social 

justice in a postcolonial status order for the 21st Century. A CRT in WP 

education is committed to social justice and a “transformative response to 

racial, gender, and class oppression” (Yosso, 2006). BEAR places a focus on 

structures in ethnographic methods which do not ignore cultural specificity. 

BEAR foregrounds the social justice questions: who counts? whose knowledge 

matters? and which epistemologies matter? Educators concerned with social 

justice include educators for liberation, transformation, empowerment, anti-

oppression, and social justice (Quin, 2009). A BEAR framework is a crucial step 

in theorising social justice which requires social arrangements that permit all to 

participate as peers in direct intervention.  BEAR is an approach to ethnography 

which is participatory. It is cooperative in engaging community members and 

researchers in a joint process to which each contributes equally. It is a co-

learning process through which participants can increase control of their lives, 

and it achieves a balance between research and action. BEAR encourages 

researchers to examine the ways that other resources are necessary for social 
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justice in WP which help to develop voice, confidence, and capability, as 

Asgharzadeh (2008) suggests.  

LPA WP students in this ethnographic case study are characterised by their 

capabilities, or what they can do, as well as what they have the potential to do 

when they interact with other social entities, like staff at the study site. This lens 

for dual consciousness pedagogy helps to theorise which resources for social 

justice are distributed at the study site. Fricker’s notion of epistemic justice 

makes clear that epistemic justice is an “umbrella” term that encompasses 

dimensions of distribution and recognition of marginalised groups (Fricker, 

2013). Epistemic justice in direct intervention praxis is achieved by developing 

relationships that reduce the status order and bind empathetic learning 

communities.  

4.5.2 Strategies of Liberation/Rights for Citizens within Hegemonic 

Social Structures 

Data are not collected from predicted marks, access agreements, credentialing, 

or other sources for objective facts about OST WP pedagogy alone. This study 

recognises that experiential knowledge of multicultural students and 

practitioners are legitimate, appropriate, and critical to understanding social 

dynamics in direct intervention (Solorzano and Yosso, 2002). These voices 

from the margins balance epistemic ignorance found in traditional cultural 

capital theory (Yosso, 2005). In the analysis of data collected at the study site, 

qualitative analysis considers the notion that valuable cultural capital may be 

developed from a community of low performing, marginalised students. 
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4.5.2 Researcher Bias 

This study conducts ethnographic research, through documentation of 

individual and social relationships, and examines the ways in which the cultural 

aspects of the study site contribute to the choices participants make that 

contribute to further academic options. Data are collected and details emerge 

through analysis of participant observation and field notes, documents, 

interviews, and informal discussions and observations. Research partners 

include students, alumni, and programme staff. The researcher evaluation of 

learning and other activities seeks a richer more culturally sensitive (human) 

language of description outside of the dominant policy language of 

neoliberalism and economic metaphors. Reflexivity in a study such as this 

involves examining and consciously acknowledging these and other 

assumptions, perspectives and positions held by the researcher in all research 

(Etherington, 2004). There are three overarching assumptions in this work that 

impact the shape of the research. The first is the association of globalisation 

and neoliberalism with Fair Access policy and discourse. Second is the notion 

that power is relative. And third, power exists within students and staff engaged 

in DI practice. The first assumption the researcher adopts is that globalisation 

and neoliberal discourses have shaped state forms of multiculturalism and the 

distribution of resources for DI in WP. Juxtaposed to the first assumption, are 

data which suggest that discourses at the study site encourage actual 

multiculturalism in a learning environment for LPA WP students to help them 

unlock socio-cultural codes associated with credentialing and schooling. 

Embedded within this assumption, are the researcher’s’ democratic biases 
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towards the distribution of resources and the recognition of marginalised 

groups.  

These democratic perspectives guide the researcher in interpreting language, 

DI and power relations while conducting the research, collaborating with people 

involved in DI as co-researchers. A final methodological assumption the 

researcher adopts is a holistic, ethnographic approach to studying DI 

pedagogy. Investigating what goes on and how research partners perceive their 

experiences will provide a better understanding of how individuals interacting 

within the context of DI within institutional WP networks encourage a specific 

research methodology. This methodology addresses language and social 

encounters in DI, to impact the dissemination of resources and marginalised 

students’ values. 

4.5.3 Researcher Bias in Methodology 

Along with the biases that shaped the research, there are methodological 

biases adopted by the researcher. Because power is relative, ethnographic 

research should involve post-structural and post-colonial dispositions. Post-

structuralist theory suggests that power is relative and varying. Power is not an 

absolute concept; it is always experienced in relation to others and changes 

depending on the circumstances (Davies et al., 2002). Participatory action 

research (PAR) “provides a more dynamic method, encouraged by the work of 

Foucault (1988) and Freire (1970), embracing empowerment, self-

determination and facilitation of agreed change as central tenets guiding the 

research process… action and reflection, theory and practice, in participation 
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with those providing the service” (Hutchinson and Lovell, 2013, p.642). 

Conducting ethnographic research in a diverse multicultural environment 

requires a more robust approach to PAR. BEAR values the same tenants as 

PAR; however, BEAR recognises the role of structural racism in policy and 

practice, thus providing the researcher with post-colonial analytical tools for 

interpreting what is acceptable in a post-colonial status order. In the collection 

of data, language played a primary role. Discourse analysis is a valuable tool 

for reflexivity in BEAR. As Fairclough (2009, p.3) points out, “discourse 

represents a way of representing some part or aspect of the world”. 

4.5.4 Reflexivity 

There were specific steps the researcher took to utilise an approach to 

reflexivity. Critical reflection of the researcher biases, the researcher’s 

relationship to the study site as well as analysis connected to discourse and 

other elements of social life such as schooling and WP require a text-based 

analysis of relationships in learning environments. Action research emphasises 

community-engaged research driven by local and experiential knowledge. 

According to Wodak and Meyer (2001, p.122), critical discourse analysis 

approaches language as a tacit of social life which are “interconnected 

networks of social practices of diverse sorts (economic, political, cultural, and 

so on). And every practice has a semiotic element”. CDA has these three basic 

properties: it is relational, it is dialectical, and it is transdisciplinary (ibid, p.125). 

Discourse theory enables the researcher to cross a bridge between theory and 

practice, and, in particular, reflexive discourse analysis allows for textual 

analysis of data within an ethnographic case study. Critical discourse analysis 
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(CDA) provides a method for the researcher to differentiate between their 

dispositions of various discourses that arise. Critical reflexive discourse 

analysis (CRD) comprises three components: (1) the definition of a compass 

discourse; (2) the discourse analysis of the discourse we produce; and (3) the 

self-resocialisation of the dispositions associated with the discursive elements 

we aim to transform (Alejandro, 2021). The first component of CRD – the 

creation of a ‘compass discourse’ – aims at defining a discourse that can bound 

and empirically guide scholars’ reflexive work (Alejandro, 2021). Applying CRD 

to reflexivity, the researcher first interrogated the methodological relationship 

between causes of discourse and the effect those discourses have on the 

research. Second, the researcher conducted discourse analysis of the 

discourse the researcher produces, and third, an awareness of the processes 

of direct interventions cannot be confused with discourses which emanate from 

DI processes. 

Reflexivity involves interpreting discursive elements of interaction and 

observations in the collection of data. As Anderson (2017) points out, 

implications speak to the importance of reflexively engaging close discourse 

analyses of classroom events and researchers’ roles in shaping them, during 

and after the fact, through transparency about the recontextualisation that 

analysis entails. Wrestling with the researchers’ roles in shaping language, 

social interaction issues of power and the production of knowledge arise. The 

researcher’s disposition towards discourses of WP were shaped from the 

researcher’s experience as a classroom teacher, in America, Assistant Director 

at the University of Massachusetts Boston and an Upward Bound Group Leader 

for the UBI Programme. Operating from a position of authority within 
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educational settings, the researcher’s possible hegemonic relationship to 

knowledge production and what knowledgeable communities reveal how larger 

social and educational social systems shape perceptions. 

4.5.5 Power and Place 

Understanding power dynamics means understanding the process and flows 

that contribute to understanding the socio-cultural histories and relational 

networks from which the researcher develops dispositions. This entails the 

researcher to be capable of considering not only the production of knowledge, 

but also of subjectivities and how larger-scale social systems impact on 

knowledge production.  

Interpreting these relations and the complex signifying systems that mark power 

in social relationships requires an assessment of power and socialisation that 

frames discourse. Importantly, an assessment of the shifting processes and 

ideologies that interact to inform the researcher’s cultural identity are important. 

Interpreting the researcher’s cultural identity and position as a researcher, a 

resocialisation of sorts occurred. As Alejandro (2021) points out, the concept of 

‘resocialisation’ encapsulates this practice.  

4.5.6 Deconstructing Insider–Outsider Researcher Positionality 

The view from within both community and institutional social structures, 

positions the researcher as an insider. The researcher’s cultural identity has 

transformed to include Black British perspectives. Within the context of 

discourse analysis, I am Black in a diasporic sense. However, in an experiential 
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sense, I am not an Indigenous Black British person. The researcher’s 

positionality to the discourses produced is that of an insider–outsider. This 

hybrid positionality is determined by the researcher’s evolving cultural and 

national identity, profession, gender and educational endeavours. I examine 

insider-outsider positionality as pertaining to several factors, to trans-Atlantic 

perspectives, and perspectives which are culturally specific to living and 

learning in London. While duality provides insight into the cultural and social 

dynamics associated with power and social dynamics, dual positionality and its 

hybrid epistemological position is a way that helps in the unlearning and 

relearning elements of socialisation. 

4.5.7 Insider 

The researcher has a trans-Atlantic experience of urban education, OST 

education, WP and urban higher education. This insider positionality assists in 

forming cultural and diasporic social connections with many study partners. 

Additionally, the researcher has a quasi-institutional connection to the institution 

scrutinised in the study through his tenure with American Upward Bound 

programmes. Throughout this trans-Atlantic journey, the researcher’s epistemic 

perspective(s) are buttressed by understanding philosophy through what has 

been described as non-Cartesian sums (Mills, 2013). Simply put, a critique of 

Cartesian dualism in philosophy allows space in research agendas for a peeling 

back of transcendental, colonial norms associated with the Black body and 

mind (Rolon-Dow, 2011). A trans-Atlantic perspective informed by Black, or 

Africana studies, is itself an exercise in epistemic dualism. This form of dualism 

provides a perception of counter-public life that includes substantive reality with 
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the structures of the Western public sphere. This perspective is informed by 

experiences on dual sides of the Atlantic. Spatial duality in a trans-Atlantic 

perspective combines epistemology emanating from differing university-based 

widening participation programmes from differing nation states. Within this 

framework, racism as a motif of European enlightenment reason is incorporated 

into social, economic, and cultural discourse (Mills, 2015). The researcher has 

attempted to incorporate a research orientation aimed at creating strategies of 

liberation from intersecting forms of oppression experienced by people of 

African descent living in democracies in the West. 

4.5.8 Outsider 

Critique of Cartesian dualism in philosophy allows space for making broader 

cultural connections to discourse in a research critique of transcendental, 

colonial norms associated with the Black body and mind, although these are not 

enough to include the researcher as an Indigenous Black British researcher. 

There are culturally specific realities specific to living and learning in Islington, 

London which make the researcher an outsider. Occupying space as an 

outsider researcher there has the potential for cultural issues that prevent the 

full interpretation of indigenous counter-public voices and understanding 

discourse produced by people who have been prevented from participating in 

public life in parity with their peers (Habermas, 1981, cited in Reisch, 2014). 

4.5.9 Insider-Outsider 

The insider-outsider research role is participatory and cooperative, engaging 

community members and researchers in a joint process to which each 
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contributes equally. The insider-outsider researcher in ethnographic case study 

settings engages in participatory, cooperative engagement with community 

members, contributing to a joint process of engagement to which each 

contributes equally. There are culturally specific realities specific to living and 

learning in Islington, London which make the researcher an outsider; however, 

the researcher also shares cultural and diasporic social connections with many 

study partners. Additionally, the researcher has a quasi-institutional connection 

to the institution scrutinised in the study through his tenure with American 

Upward Bound programmes. These social and cultural dynamics frame the 

insider-outsider researcher role. This co-learning process fosters linguistic 

exchanges where the researcher and research partners find equal footing and 

undermine hegemonic social and linguistic exchanges. Stories about identity, 

culture, lived histories and learning become an empowering process through 

which participants increase control of their lives through counter-storytelling 

achieving a balance between research and action for the researcher. BEAR 

teaches communities to ‘read the world’ and develop skills, which can 

contribute to a sense of mastery, power, and control over their environment. 

Power imbalance in linguistic exchange can be mediated by providing 

participants with opportunities for meaningful construction of personal narrative, 

problem identification, and community-led evaluation of the research process.  

Data collection points to the dialectical character of both social relations and 

language exchanged in the effective re-distribution of resources in a 

multicultural learning environment. The switch to recognition as a principle for 

the distribution of opportunity and quasi-state resources has complicated 

identity politics and counter-discourses in social capital. In this switch, which 
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Fraser (2000, p.108) dubs displacement, culture and identity become 

commodified by market forces. Within this counter-discursive space lies the 

philosophical, cultural expressions of praxis, pedagogy, functioning and 

capability. The view from within both community and institutional social 

structures, positions the researcher well to the collection and analysis of data 

incorporating historical and cultural knowledge in union with the cultural and 

social dynamics of counter-public organisation and their accompanying 

discourses. Rather than an attempt at understanding what the characteristics of 

discourse are from an insider-outsider perspective, examining the dynamism, 

heterogeneity, productivity and social relations produced in the processes of DI 

at differing social structures, practices and events make clear the discursive 

contexts in which discourses exist.  

In differing social contexts, an inside/outsider researcher may organise the 

valued social capital that research partners perceive. Social capital is “the 

aggregate of the actual or potential resources which are linked to possession of 

a durable network of more or less institutionalised relationships of mutual 

acquaintance and recognition” (Bourdieu, 2002, p.249). It refers to functionality 

of social engagements among individuals and the norms of reciprocity that arise 

from such engagements (Putnam, 2000). Discourse which emanates from 

social structures in general represents the material characteristics of DI such as 

resources, staff and infrastructure. Discourse arising from social practices are 

the ways research partners perceive DI pedagogy and praxis. Discourse arising 

from social events constitute what is actually going on as dictated by social 

practices (Fairclough, 2003, p.31).  
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Discourses that reveal epistemic resources for WP students are the linguistic 

clues to interpret resources for implementing pedagogues which balance the 

emotional and cognitive components of the learning process, utilise reflection 

and experience as tools for student-centred learning and pedagogues that 

value awareness, personal growth, and change as outcomes of the learning 

process. The perspectives and praxis employed by practitioners help students 

make sense of their learning experience when they feel the social and 

interpretative resources in their schools do not address their needs (Fricker, 

2013). Such discourses are culturally specific experiential knowledge, and an 

insider-outsider researcher may therefore have gaps in their knowledge.  

This type of experiential knowledge of WP, within a KBE structure, represents 

emancipation from the hegemony of market forces, market ideologies and 

displacement. These culturally specific discourses make research partners 

valuable knowers of insider-knowledge from an epistemological imposition of 

the knowledge-based education complex from primary to secondary school 

(KS1 to KS4, from 5- to 16-years of age), to college, university and in the 

knowledge-based educational work force. The sample selection for this study 

was drawn from three groups at UBI: second year UBI students who possess 

experiential knowledge of a KS1 to KS4 education, and programme staff who 

possess experiential knowledge of college, university knowledge-based 

educational work and programme alumni who possess both experiential 

knowledge as well as time and space away from the programme to reflect.  

Methodological decisions made, based on the researcher’s positionality as an 

insider-outsider and the ethnographic context of the research, contributed to 
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ways the researcher established rapport with research partners. Insider-

outsider status also contributed to the approachability and cultural credibility of 

the researcher.  

Ethnography in education is participatory and cooperative, engaging community 

members and researchers in a joint process to which each contributes equally 

(Cammarota and Fine, 2008). This co-learning process fosters linguistic 

exchanges where the researcher and research partners find equal footing, 

which undermine hegemonic social and linguistic exchanges.  

Trustworthiness is the degree of confidence in the methods, collection, 

analysis, and interpretation of the data (Connelly, 2016). Trustworthiness 

strategies for this study included credibility, thick description, authenticity, 

reflexivity, and transferability (Denzin and Lincoln, 2005). Transferability is 

relational, and researchers and research partners can build a normative 

understanding between individuals who are different. Discourse which 

encourages epistemic justice are acts of hearing, telling, and remembering in 

the pedagogy, structure, and processes of direct intervention. Credibility is the 

believability of data and the confidence one has in the findings. Aspects of 

credibility in this study included: prolonged engagement in the field with 

participants, ongoing observation, and triangulation of data resulting in a 

counter-story. Solorzano and Yosso (2001, p.473) argue that counter-

storytelling is both a method of “telling the story of those experiences that have 

not been told (i.e., those on the margins of society) and a tool for analysing and 

challenging the stories of those in power and whose story is a natural part of 

the dominant discourse-the majoritarian story”. As Solorzano and Yosso (2001, 
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p.600) point out, “According to Delgado (2012), these counter-stories serve five 

pedagogical functions:  

    1. they build community among those at the margins of society;  

    2. they challenge the perceived wisdom of those at society’s centre;  

    3. they open new windows into the reality of those at the margins of society 

by showing the possibilities beyond the ones they live and that they are not 

alone in their position;  

    4. they teach others that, by combining elements from both the story and the 

current reality, one can construct another world that is richer than either the 

story or the reality alone;  

    5. they provide a context to understand and transform established belief 

systems” (ibid, p.600).  

4.6 Interviews 

Interview questions for research partners were designed to address the 

research questions. Interview questions were structured to draw out research 

partners’ perceptions of the processes and interactions they valued. Because 

the curriculum is one of the many inclusive schooling practices that can support 

cultural justice for marginalised students, the interview questions attempted to 

draw out rich description and perspectives (Keddie, 2012). Questions which 

centre on perceptions of capabilities are especially useful in examining issues 

of justice beyond those focused on distributive justice as they help the 
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researcher to study social relationships in institutions and places. Capabilities 

are built on a person’s perceptions of functioning and self-efficacy or agency 

(Smith et al., 2005). Epistemic perspectives are informed and related to group 

affiliation (Fricker, 2013). Therefore, in the socio-spatial environment, epistemic 

resources are needed for developing agency. The planned outputs and 

outcomes of the interview questions were selected to better understand WP 

pedagogy that prepare underachieving, marginalised secondary school 

students from an urban environment for improved academic performance in 

their local school, and attainment of qualifications on their GCSE scores. 

Interview questions targeted perceptions of the processes and events which 

support the distribution of resources. This distribution occurs through interactive 

and inclusive pedagogy where students work alongside peer mentors and 

student ambassadors to engage with coursework and reflect with peers on their 

progress and development in class. Interview questions target perceptions of 

the capabilities built from social and personal cultural capital that students and 

MKOs share in DI. The MKO refers to someone or something that has a better 

understanding or a higher ability level than the learner, with respect to a 

particular task, process, or concept. Group leaders, peer mentors, student 

ambassadors, and teachers represent the MKOs in this study. Interview 

questions for each group were structured similarly to those of the students but 

differed according to the role played in the teaching process. Interview 

questions for these research partners sought their perceptions of what 

happened in differing learning contexts, what worked, what did not work and 

why, what was achieved, what difference it made for the students/alumni and 

the wider community, and what was learnt from DI work. Interview questions for 
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students also sought to know their perceptions of what happened in differing 

learning contexts, what worked, what did not work and why. Additionally, 

interview questions sought student perceptions of their contributions to the 

stock of shared meanings or to the pool of resources and knowledge in the 

ZDP. Did their experiences contribute to the development of their voice in 

pedagogy?  

4.6.1 Developing the Interview Questions 

The development of the research questions focused on the social capital and 

networks perceived by students, staff, and the alumni of the programme. 

Questions were open-ended to allow research partners to talk about a particular 

perspective within a specific setting. While open-ended, the interview questions 

sought descriptive ethnographic data less likely to reflect the researcher’s 

insider-outsider perspective. The researcher devised a script to guide 

questions, which served as an interview protocol offering not only a set of 

questions, but also a procedural guide for directing the researcher through the 

interview process. In addition, adding structure interview protocols helped the 

researcher build rapport with research partners. To build rapport, the 

researcher first shared sample questions with the programme director, staff, 

alumni and parents of students (see Appendix 1). The participant information 

sheet included a qualitative purpose of the research statement that provided the 

major objective or intent or roadmap to the study. Additionally, sample 

qualitative descriptive questions were included for transparency. Consent forms 

were then sent to potential research partners (see Appendix 2). Parental 
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consent was required for participation in the study, and students themselves 

had to agree to participate. 

4.6.2 Prompts 

Prompts to employ descriptive ethnographic questions pointed to culture, 

functions, and meanings of UBI. The researcher followed Spradley’s approach 

to asking descriptive questions (Garrido, 2017). Beginning with easy to answer 

questions and progressing towards ones that were more difficult, personal 

prompts used descriptions of how research partners’ experiences usually 

exhibited at the study site. Then prompts pointed towards more specific 

experiences the research partners had at the research site, while more difficult 

and personal prompts pointed toward questions which revealed insider 

knowledge and native-language use. Prompts also engaged researcher 

partners in discussing their perceptions of change, transformation or differences 

between learning spaces they perceived. Grand tour questions prompted a 

description of how things usually exhibited at the research site, which were 

easier for research partners to answer when finding out about UBI on a typical 

Saturday in the programme. Experience related prompts asked for thicker 

descriptions from research partners, perceived in the learning and socialisation 

process in direct intervention and socialising at the research site. Direct 

language prompts placed a focus on insider, culturally specific native-language 

descriptions.  

An important dimension of questions in an ethnographic interview is to be sure 

to avoid the use of non-native terminology whenever possible, to clarify 
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language with which an insider-outsider researcher may not be familiar. These 

prompts also help ensure that language and discourses which emanate from 

the researcher are not attributed to students. Hypothetical-interaction prompts 

are used to follow up on any native language or insider knowledge questions 

the researcher may have. Lastly, contrast prompts are employed to draw out 

research partner perceptions of change, transformation or difference in 

perceptions of themselves or between learning spaces they inhabit. See 

Appendix 3 for sample questions. 

4.6.3 Sampling 

Participants for the study at UBI comprised three categories. Category One was 

comprised of BAME and white working-class secondary school students, both 

groups marginalised by low prior achievement and under-performance at their 

local school. The sampling frame for students in the study was drawn from the 

entire universe of students who were currently enrolled at UBI in year two of the 

programme, whose parent or guardian had returned signed permission for 

participation. All students met the eligibility criteria for student enrolment in the 

UBI programme. These included: (1) no family history of higher education; (2) 

eligibility for the Free School Meals (FSM) programme; and (3) referral from a 

local school for poor academic achievement or being at-risk for the same.  

Category Two of participants consisted of selected and/or available programme 

staff at UBI. Category Three was made up of programme alumni. Individuals in 

this category provided a retrospective perspective of their experiences in the 

programme and its meaning on a personal and academic level relative to their 
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trajectory, from marginalised academically at-risk local public-school students to 

subsequent qualified participants in further and higher education and beyond. 

Those who participated were drawn from the total number of programme alumni 

who completed the programme and volunteered to participate in a focus group 

interview. 

The interview process began following sampling. Sampling is the systematic 

process by which individuals are selected to participate in a research study. 

Within the range of sampling techniques available for qualitative study, 

purposive sampling was selected. For purposive sampling, participants are 

selected based on the rich information they can provide with respect to the 

study purpose, by virtue of, in this case, their first-hand experience with the 

culture, social process and phenomena of interest at UBI (Onwuegbuzie and 

Leech, 2017). The sample for this study was drawn from three groups at UBI: 

second year UBI students, programme staff, including key informants, and 

programme alumni. Year-two students had experienced the programme long 

enough to have formed the perspectives that were the focus of the study. To 

the extent possible, the sample was stratified according to gender and ethnicity 

according to ethnic variation within the programme. Eligible participants were 

selected randomly or volunteered to participate in a one-to-one interview. 

Because of the limitation of time constraint, some participated in what might be 

called a small group discussion.  

Programme staff were thought of as key informants. Selection for the study was 

based on criteria such as knowledge and experience that could provide 

information about and perspectives on the culture, processes and meaning of 
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UBI. Because programme staff numbers were small, one or two volunteers from 

each staff category were ideally sought for interview.  

Programme alumni participants were sampled from among programme alumni 

volunteers who had completed the UBI programme within the past five years. 

Participants were randomly drawn from among those who volunteered to 

participate. The limitation of time constraint prompted a small number of alumni 

participants to contribute within a focus group discussion versus the one-to-one 

interview.  

In qualitative research, sample size is not determined by the need to ensure 

generalisability, rather by the desire to investigate fully the chosen topic and 

provide information-rich data (Grbich, 1999). Much smaller numbers may 

therefore be involved than in probability sampling (Coyne, 1997). The literature 

suggests that the qualitative researcher should continue to collect data until it 

reaches the point of saturation (Flick, 1998; Morse, 1995). Although the term 

saturation continues to be a topic of debate, it is considered the point where 

additional interviews or observations are not believed to add any new 

information (Hennink and Kaiser, 2022). The researcher was, therefore, to the 

extent possible, empirically confident that categories were saturated, and the 

descriptions of these categories were thick enough for themes to emerge 

(Bowen, 2008; O’Reiley and Parker, 2013). The researcher structured 

interviews in accordance with sampling. One-to-one semi-structured interviews 

were organised with students. One-on-one and small group semi-structured 

interviews are common techniques for data collection in qualitative studies. 

Furthermore, they contributed to an insider perspective that provided a deeper 
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understanding of social phenomena. This was also the case regarding one-to-

one or small group semi-structured interviews with programme staff, and one-

to-one and small group interviews with programme alumni. Interviews were 

conducted in differing locations. The researcher arranged to interview research 

partners in a quiet, semi-private place. Students, student ambassadors and 

peer mentors were all interviewed in classrooms at the study site. Staff and 

alumni both had the option to conduct interviews on campus and at local cafes 

but preferred to meet in more social settings. The researcher and partners 

made sure to block off plenty of uninterrupted time for the interview. All 

interviews took place after programme hours on Saturday afternoons.  

The sample was characterised as shown in Table 4.1 by age range for 

students, staff, and alumni, and by categories of staff membership. 

Upward Bound Participants Age (years) 

Students 13-14 

Programme Staff 18-55 

Programme Alumni 16-25 

Table 4.1 Demographics by Age 

The sample is also characterised by the type of interview and their categories of 

staff membership. Twelve one-to-one semi-structured interviews were held, and 

one semi-structured focus group interview was completed. Interviews and the 

focus group typically took one hour to complete. All interviews were recorded 
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on two mobile telephones in the researcher’s possession. Research partners 

included one programme director, one university widening participation officer, 

two year nine students, three student ambassadors, two teachers, two group 

leaders and two alumni. Seven alumni participated in the semi-structured focus 

group interview. While there were nine programme alumni who completed the 

programme, seven volunteered to participate in a focus group interview and two 

participated in one-to-one interviews. One of the alumni was a student 

ambassador in the programme and one was a university graduate. Table 4.2 

shows the total numbers of staff involved by gender. 

Participant Pseudonym Gender Age range 

(years) 

Role 

1 Participant 1 Male 40-49 Group Leader 

2 Participant 2 Female 40-49 Programme 

Leader 

3 Participant 3 Female 40-49 Subject 

teacher English 

4 Participant 4 Female 40-49 Group Leader 

5 Participant 5 Male 20-29 Alumni 

6 Participant 6 Female 15-19 Peer Mentor 

7 Participant 7 Male 30-39 Group Leader 
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Participant Pseudonym Gender Age range 

(years) 

Role 

8 Participant 8 Female 20-29 Student 

Ambassador 

9 Participant 9 Female 20-29 Student 

Ambassador 

10 Participant 10 Male 15-19 Student, recent 

graduate 

11 Participant 11 Female 15-19 Student, recent 

graduate 

Table 4.2 Demographics by Gender 

Table 4.2 shows demographic data for the research partners, involving the 

programme leader and all MKOs (Group Leaders, Teachers, Student 

Ambassadors and Peer Mentors). One alumnus participated in the collection of 

data; however, the student ambassador staff member was also an alumnus. 

Student perspectives were garnered from students preparing to graduate from 

the programme.   

4.6.4 Challenges 

Challenges the interviewer faced included some interviewees not speaking 

much, and poor recording quality of interviews. Year nine research partners 

were less vocal than the rest of the research partners. Their answers were 
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short and less informative than others. One of the two year nine students who 

volunteered to be interviewed was a student from the researcher’s year nine 

group, the other was not. One was male, the other female. One was from a 

South Asian background, the other Afro Caribbean. The researcher’s presence 

as a group leader may have exerted a negative power dynamic in the interview 

process.  

Interviews with poor sound quality fell into two categories. The first cause of 

poor recording sound was due to noisy cafes in which interviews were held. 

Two group leaders and the widening participation officer were interviewed 

outside the university in local cafes. Background noise contributed to recorded 

interviews which made transcription difficult. As a result, the year nine student 

interviews and the widening participation officer interview were not used in the 

study. 

4.7 Data Analysis 

Triangulation in qualitative research is a method that involves cross-verifying 

findings in diverse ways to enhance reliability and validity (Flick, 2022). The 

researcher used data from separate times, spaces, and research partners to 

develop findings. Data were retrieved from qualitative participant interviews, 

participant observations, field notes and programme documents or reports to 

ensure a comprehensive analysis. Data triangulation provides comprehensive 

data for analysis and potential biases of an insider-outsider researcher are 

made clearer through this process. Linguistic and cultural gaps in knowledge 

may be addressed, strengthening reflexivity and the trustworthiness of findings. 
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4.7.1 Qualitative Observation 

Within the context of data triangulation, qualitative observation is a solid means 

to triangulation approaches, alongside interviews to verify research findings. 

Qualitative observations capture the complexity and subjectivity of human 

behaviour, attitudes, perceptions, and cultural practices. Observation goals set 

by the researcher together with templates helped the researcher organise 

themes and categories while recording observations (see Appendix 4). As a 

participant observer, the researcher was a participant in the cultural context of 

UBI. While insider-outsider positionality requires researchers to be accepted as 

part of UBI culture, the trans-Atlantic perspective served the researcher as a 

valuable addendum to qualitative observation. All students and staff in the 

researcher’s year group consented to be observed. Observation consent forms 

were completed voluntarily across the programme.  

Type Time Frame Number of 

Observations 

Total Hours 

Class sessions and 

Zone of Proximal 

Development 

January 7, 2017-

January 7, 2018 

50 9 

Poetry Slam 

Preparation 

January 7, 2017-

January 7, 2018 

2 32 
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Type Time Frame Number of 

Observations 

Total Hours 

Poetry Slam May 27, 2017, and 

June 23, 2018 

2 32 

Career Day February 18, 2017 1 2 

Free Time January 7, 2017-

January 7, 2018 

20 9 

Acknowledgements 

Ritual 

January 7, 2017-

January 7, 2018 

30 9 

Vote With Your 

Feet Ritual 

January 7, 2017-

January 7, 2018 

40 9 

Table 4.3 Records of observations 

Observations were made over a year of embedded research (see Table 4.3). 

Structures and processes in the classroom were primary sources for data. 

Additionally, programme ritual events such as the ‘Poetry Slam’, 

‘Acknowledgements’ and ‘Vote With Your Feet’ were primary sources of data. 

Curricular preparation for the ‘Poetry Slam’ also provided rich data. The Career 

Day event provided data; however, these data were not included in this study. 
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4.7.2 Field Notes 

Field notes are another qualitative means of collecting data. Aligned with data 

from the participant observation field notes helped capture the experiences and 

settings in which observations were made. Field notes aided in keeping a 

record of observation and informal interactions at the study site. Field notes 

were especially helpful for the researcher in incorporating themes and theory 

into observations (see Appendix 5). Field notes also assisted in maintaining a 

chronological record of events and reactions to social encounters, social events 

and other social and learning interactions. 

Type Of Data Programme 

Manager 

Teacher Group Leader Student 

Ambassador 

Peer Mentor Student Alumni 

Interviews 1 2 2 3 1 6 1 

Observations 5 30 30 30 30 30 1 

Events 3 3 3 3 3 3 0 

Lesson Plans  2      

Programme 

documents 

2       

Table 4.4 Numbers of data sources related to each partner group 

Table 4.4 shows the total number of data sources that were collected for each 

of the partner groups. Field notes were produced over a year of embedded 

research. The structure and processes within the programme were such that 
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the day began and ended with students engaged with MKOs. Notes were 

produced in observations, programme events and classes. Additional data 

came from programme documents including lesson plans, research data and 

classroom artifacts. 

 

4.7.3 Programme Documents 

Documents reviewed included UBI institutional data, data publicly available on 

local schools, and analysis of selected government documents that were 

directly or tangentially related to the study. Review of these documents 

provided background and supplemental information. Included were ten years of 

(student data) GCSE scores achieved by programme students and 

documentation of their movement into further and higher education. Public data 

available on GCSE scores of secondary students at local schools in the 

Islington section of London over the last ten years were sought for comparison 

with documentation of the number of secondary students who went on to further 

and higher education. Other selected documents, such as legislation and White 

Papers regarding educational initiatives in the UK were also sought. 

4.8 Summary 

This chapter explained how methods selected for this study centre the humanity 

of widening participation (WP) students, in particular, low performing WP 

students. Additionally, as Direct Intervention (DI) is the primary pedagogy for 

widening participation pedagogy, this research focuses on the deep relationship 
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between how DIs are structured and the “values they embody” (Castells, 2007). 

Chapter Four provided a methodological framework for postcolonial research 

which includes elements of Black philosophy, specifically philosophical 

anthropology. Through this lens, the researcher has centred findings in Chapter 

5 on participants voices and their perspectives on questions of reason, 

humanity and scholastic aptitude that traditional ethnographic methods tend to 

overlook or ignore.  

Ethnography which includes philosophical anthropology is derived from an 

understanding of post-colonial, non-Cartesian binaries to participation in higher 

education. A case study approach was particularly useful for this work because 

WP settings are Outside of School Time (OST) learning environments are 

constructed from institutions that overlap and work together to distribute 

widening participation resources to secondary school students. Interview 

questions were structured to draw out research partners’ perceptions of the 

processes and interactions they valued. Within this context, the researcher 

uncovered structures and processes involved in DI which promote social justice 

in a postcolonial status order for the 21st Century. In centring participants 

perspectives, the BEAR methodological framework assists the researcher to 

better understand how Upward Bound's DIs are structured and the participants 

perceptions of the “values they embody. Adopting a critical ethnographic 

stance, methodological framework allowed for links to analysis of ethnography 

to wider social structures and systems of power relationships inherent in the 

London-based study site.   
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Chapter Five shared the researcher’s findings garnered from this 

methodological approach to ethnographic research. The chapter begins with an 

interpretation of material resources unique to the study site. These material 

resources create environments which are tiered for safe pedagogical practice 

and this in turn, distributes cultural resources. Findings indicate how cultural 

resources, which centre student identity and experiences, represented an 

anthesis of Widening Participation policy and its tendency to employ deficit 

model thinking to commodify WP student identities. Chapter Five guides the 

reader through the structures and processes employed at the study site which 

provide a uniquely, qualitative, approach to direct intervention pedagogy. The 

findings unravel how the structures and processes at the study site support a 

pedagogy for building student voice. Building student voice partially describes 

how the distribution of resources utilises the cultural wealth within the university 

and community setting. The chapter concludes with examples of UBI’s model 

for the distribution of wealth which is structured by a system of social 

encounters for WP students. These examples are structured from participants 

voice to describe how they perceive the processes of distribution, interactive 

and inclusive pedagogy where students work alongside more knowledgeable 

others including programme alumni. Participant perspectives in Chapter Five 

address questions of reason, humanity and scholastic aptitude of LPA WP 

students through a culturally specific lens provided by the study site and its 

assembly of participants. 
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Chapter 5: Findings 
5.1 Community Cultural Wealth 

At UBI, Community Cultural Wealth are cashing or funds of knowledge 

embedded in families, peers, and WP practitioners which this study refers to as 

More Knowledgeable Others (MKOs) (Gindis, 1995). A wealth model is a 

qualitative approach to WP, with OST curricula that seek to impart social 

change (Yosso, 2005). Funds of knowledge are not cultural traits or capability 

sets, but are rather networks and intersections between families, community, 

peer groups and state education (Gallagher and Rodricks, 2017). Black 

philosophy theorises the basis for struggle, developing a voice for redefining 

black bodies in the West outside of transcendental norms (Asgharzadeh, 2008). 

At UBI, redefining is hearing, telling, and remembering important aspects of 

students’ lives, produced from systemic, social, pastoral, and academic 

encounters centred around the distribution of capabilities within a structured 

network of internal communication. The distribution of wealth is done through a 

pedagogy of building student voice, so curricula are directly responsive to 

student needs. Pedagogically, this is a layered approach as curricular materials 

are connected to dominant discourses of the national curriculum, and student 

needs may lie in behavioural, academic, or cultural processes. 
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Upward Bound Islington Staff Organisational Chart 

 

Figure 5.1 Upward Bound Islington Staff Organisational Chart 

Figure 5.1 shows how staff were organised in order to structure a wealth model 

for the distribution of resources. 

5.1.1 Wealth Model: A System of Social Encounters 

UBI’s model for the distribution of wealth is structured by a system of social 

encounters for WP students. This distribution occurs through interactive and 

inclusive pedagogy where students work alongside peer mentors and student 

ambassadors to engage with coursework and reflect with peers on their 

progress and development in class. Here, pedagogy focuses both on well-being 
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and academic skill development to define interaction and is reflective of CTR’s 

value of experiential knowledge from marginalised counter-publics. At UBI, 

capabilities built from social capital refer to the social and personal cultural 

capital that students and MKOs share in direct intervention. In learning theory, 

this space is called the Zone of Proximal Development (ZDP) (Gindis, 1995). 

The ZDP highlights the importance of functioning, or where and how wealth is 

distributed, and capabilities are constructed (Alkire, 2013). The pedagogical 

components of wealth distribution at UBI encourage students to recognise and 

discuss the causes and effects of their behaviour and habits within the 

framework of state education, to critically reflect on the social and cultural 

norms they value and to project positive outcomes in their state education 

experience. Yosso (2005) defines this form of cultural capital as the “hopes and 

dreams” students have. This approach is reflective of a positive youth 

development (PYD) approach which frames the pedagogy for student 

engagement in reflection about past, and present perceptions of their behaviour 

and habits as learners, to project positive futures for themselves within the 

institution of education and without (Armour and Sandford, 2013). 

The researcher believes changing the framing of WP and DI from a global 

economic frame to a local humanist focus places a lens on the available 

resources and social arrangements that allow for resource distribution robust 

enough to change the recognition of marginalised LPA students from 

commodity to human. Findings in this study seek to address the outcomes of 

creating social arrangements and an appropriate frame for DI pedagogy. At the 

study site, transformative processes result in credentialing of LPA students to 

level and surpass the borough average attainment rates. In my study, findings 
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point to humanistic pedagogy playing a key role in spurring positive outcomes. 

Active pedagogy on display at the study site offered opportunities for youths to 

engage actively in learning. In the programme’s recognition of LPA WP 

students, findings illustrate how personally focused active learning 

strengthened relationships among youths and between youths and staff. 

Explicit pedagogical structure targets specific learning and/or developmental 

goals. The researcher was able to recognise CCW at the study site during 

impactful programme social events mentioned later in this chapter.  

In this study site, programme staff comprised a component of material resource 

distribution and they were catalysts for the distribution recognition in pedagogy. 

Findings will contextualise how social structures and academic/pastoral support 

provided by staff frame humanism as a significant pedagogical aspect of DI 

education, social practices, community, and social events at the study site.  

Two broad emerging meta-themes which came from the research were ‘the 

Environment’ and ‘Student Voice’. Findings reported in this chapter will first 

address the environmental aspects that research partners perceived as 

important to them and, secondly, the findings will address the importance of 

student voice in this OST site’s pedagogy.  

In understanding the environment and processes at UBI, three levels of 

analysis were employed. The first, the social structures for DI, which are like the 

characteristics of assembled bodies in WP, are set by access agreements. The 

second, social practices in this study, are the social relations and language 

employed within the Zone of Proximal Development (ZPD). Special attention is 

paid to linguistic and social practices which are formal, habitual and 
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institutionalised within the programme. Others of similar significance are by-

products of informal social interaction and social learning. The third, social 

events in the programme, are mediated by social practices and comprise 

events which are integral to the programme. 

5.2 Environment 

5.2.1 Re-Framing Direct Intervention 

Re-framing distributive resources means investment in youth enrichment 

pedagogy outside of GCSE examination revision paradigms. A key factor of the 

environment at the study site offers an epistemic break from the confinement of 

credentialing and Cartesian sums, providing the space for re-framing how 

resources for WP students are distributed to BAME and WWCM citizens. Social 

relations at the study site are broadly contextualised by social capital which 

helps students stay connected to the programme and re-evaluate their previous 

educational success. In short, teachers on the programme understand the lived 

realities LPA students experience in schools. Uncovering the impact of 

credentialing in schools, teachers and LPA students perceive sets as binaries 

of inclusion and exclusion due to low prior attainment. For example, Participant 

3, a subject teacher, reflected on how school practices mis-frame credentials, 

which in turn rank and segregate students by their credentials. On 

examinations, they stated: 

“I think the focus on exams… school as being an enrichment activity is 

slowly starting to fade. It’s a place you go to go to your classes and then 

you go home, whereas I think that it used to be a lot more”. 
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This teacher’s epistemic shift away from the transcendental, cosmopolitan, flat 

perspectives on secondary school credentialing provides this teacher with 

valuable social capital for WP DI with LPA students. Similarly, a Year 11 

student perceived being placed in a lower set as negative and harmful to their 

identities as learners. Participant 10, a recent alumnus on the programme 

observed regarding sets: 

“The sets were basically saying that, ‘You’re not going to get a high 

grade, you won’t make it.’ That’s kind of how sets were in a way”. 

Participant 11, another recent alumnus, pointed out that: 

“In school… when you were… put in the bottom set, some were 

encouraging you… some of the teachers in the bottom set, they didn’t 

want to teach the bottom set. They didn’t really like most of the students 

there”. 

Participant 3, another subject teacher, echoed concerns about how sets 

negatively impacted social structures and community: 

“I mean, if you think about setting… you’re set by ability, and in most 

schools, the top set kids are friends with each other, so you’re friends 

with the people who are in - it’s just almost like you’re, kind of, judged 

solely on your academic ability”. 

The promotion of social relationships that produce powerlessness for WP 

students labelled LPA are enhanced by low credentials which become 

constructs for social segregation due to sets and ability ranking which are 

harmful to student identity. The study site offers an epistemic break from the 

confinement of credentialing and Cartesian sums, providing the space for re-

framing how social capital valued by LPA WP students may be shared with 
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teachers on the programme. This shared social capital is rooted in resistance to 

the practice of sets and the negative effects LPA students testify about.  

The environment contextualised that the distributive resources in the 

programme create the space for social practices in which a sense of shared 

social capital frames relations. The assemblage of staff and material resources 

represents how distributive resources that universities and communities have 

may be more inter-related than just a collection of bodies and materials. The 

shared resistance to oppressive structures contributes to DI which extends 

beyond traditional academics for GCSE. Resistance offers an epistemic break 

from the confinement of credentialing and Cartesian sums, providing the space 

for re-framing how resources for WP students are distributed to BAME and 

WWCM citizens. UBI provides a learning environment for LPA WP students to 

help them unlock socio-cultural codes associated with credentialing and 

society. Resistance wealth shared between teachers and students exemplifies 

the type of social capital students and teachers value.   

Codes for experiential knowledge were discussed 79 times in interviews. In 

discussing valued experiential knowledge, all study participants mentioned 

GCSE knowledge, school knowledge, and knowledge about transitions 

between educational levels as related to navigational wealth but rooted in social 

resistance. Resistance capital, specifically, was only discussed four times 

during the interview process. Resistance wealth that contextualises the learning 

environment, which produces dual channels of social capital, forms a wealth of 

knowledge from students about the marginalising impact of sets at school; the 

other is an epistemic toolbox of experience, empathy regarding sets at school, 
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and a shared vision of well-being from more knowledgeable others involved in 

direct intervention. This frame for environment begins from the perception of a 

shared cultural wealth and a shared understanding of equitable human relations 

within social learning communities at the study site. 

5.3 Language and Social Learning 

Data collected points about the interconnected role of both social practices and 

language exchanged in the effective re-distribution of material resources in a 

multicultural learning environment. Changing the framing of WP and DI from a 

global one to a local focus places a focus on understanding how the ZDP only 

becomes effective through language. In this context, language is an integral 

part of social events and is inter-relational. Classroom observations particularly 

highlighted how language and other social elements of social life impacted OST 

learning. Language was seen to mediates social relations at UBI. Critical 

hybridity within the context of OST education exposed the ways in which 

discourses of DI outside of the transcendental norm of GCSE examination 

revision helped develop resilience for low performers as well as academic 

transformation in a postcolonial hybrid multicultural learning space. 

Staff and students developed community through pre-existing ecological 

features or community funds of knowledge for inclusive pedagogical practices. 

This exchange of epistemic resource occurred after students learned to unlock 

socio-cultural codes through interactive and SAFE pedagogy. Social learning in 

the community developed from its available, pre-existing ecological features 

which supported the language and communication strengths of students. The 
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following section provides a view into how codes were unlocked and how 

wealth was converted to capital in the programme. 

5.3.1 Pro-Social Language 

Special attention was paid to linguistic and social practices which were formal, 

habitual, and institutionalised within the programme. Language was a 

barometer for the ways in which discourses of direct intervention could exist. 

Social events in the programme were mediated by social practices and there 

were a few events which were integral to the programme. Pro-social language 

in the programme exemplified a formal linguistic practice within the community. 

The parameters of pro-social language existed on opposite poles of an axis. On 

the horizontal axis, supportive pro-social language use existed, the other 

represented anti-social language which might have been racist, ablest, 

misogynist, or oppressive. Anti-social language was not allowed within the ZPD. 

Although pro-social language use often extended outside of the transcendental 

norm of GCSE examination revision, it contributed to a social practice which 

was inclusive and anti-oppressive to develop resilience for low performers. The 

pedagogical outcomes represented in findings pointed to outcomes of 

institutionalised pro-social language which created connection, safety, 

structure, and confidence for students and staff which contributed to the forming 

of positive bonds, and which corresponded to PYD SAFE OST learning 

outcomes. 

Pro-social language usage at the study site was both explicit and 

institutionalised. It was an example of the OST SAFE pedagogical framework 
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for “explicit” activity in OST pedagogy. In interviewing the programme manager, 

they specifically mentioned the explicit use of pro-social language as 

contributing to a community of learners where rationale, reason and critical 

thinking was encouraged. When asked if there were any types of language that 

were encouraged in the programme, they responded: 

“Yes, I think all the group leaders and I think most of the teachers are all 

being encouraged to make sure they’re really aware and think about how 

they ask questions. So, when you’re asking a question what response 

are you wanting? So, you really have to think, ‘How do I frame that to 

make this open, to give them more food for thought? What do I ask 

when? How much thinking time do I give them? Who do I ask? Do I get it 

bounced back to me or is it being bounced around the room? How do I 

do it?’ So, I think to different degrees people have got more confident 

about how they do that drip drip drip effect of planting those seeds that 

will get the thinking going and ignite that critical thought process”. 

Pro-social language practice in this study also provided a window to the 

preferred social relations and language employed within the ZPD. Special 

attention was paid to linguistic exchanges and critical thinking, another 

preferred social practice which were formal, habitual and institutionalised within 

the programme. 

From the perspective of a student ambassador, an alumnus who returned to fill 

the role of student ambassador (a mentoring role in the programme), safety in 

the environment was a bi-product of pro-social language use. When asked if 

there was any language that was encouraged in the programme, their response 
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focused on differing aspects of social practices at the programme from the 

perspective of a mentor. They first stated: 

“I know that we’re supposed to not let them get away when they use 

slang, or when they do things such as – ‘what do you say? Kiss their 

teeth’. I know that’s a thing… Yes. I know that’s a thing we should shut 

down immediately, and obviously it’s a supportive area, it’s a safe space. 

It’s supposed to be a safe space and I do think it is, so there shouldn’t be 

any negative words anywhere”. 

Equating language use with safety, this research partner made connections 

between pedagogical practice and institutionalised, habitual pro-social 

language use. When the researcher followed up with a clarifying question 

regarding the place for the social practice of pro-social language, the 

researcher inquired whether or not they believed pro-social language was just 

for students. Their reply equated social support with pro-social language use. 

They stated: 

“Ooh, yes. It’s, like, in the very beginning I thought, ‘Ooh, I need to,’ it’s, 

like, the teachers and the group leaders, especially group leaders that 

were my group leaders. 

“Ooh, you need to be super professional, but that kind of bled away into 

more of a still professional friendship. It’s almost a similar relationship 

than what I had with my tutors at university. It’s, like, first name-basis but 

still very much you respect that person. There’s lots of respect in the 

conversation, in the way we address each other. It’s very supportive. 
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You can come to anyone with an issue you might have as an adult and 

handle it face to face. You know, it’s a very supportive group and place, 

experience”. 

Pro-social language in this research partner’s perspective contributed to a safe 

community to learn and make mistakes. 

Pro-social language use was also seen as being personally focused. Critical in 

the PYD approach seen at UBI was the use of pro-social language that 

engaged youth with social events which recognised and enhanced students’ 

strengths. In the processes of recognition, personally focused activity 

strengthened relationships among youth and between youth and staff. A group 

leader perceived pro-social language use as a tool to get students to “think 

bigger”. They stated: 

“So, it’s that constant reinforcement of don’t get frustrated, don’t get 

annoyed, there’s always solution, let’s try this, let’s try that, let’s tweak 

that. The constant finding a solution, the constant belief that there is a 

solution, there is a way to engage, there is a way to get young people to 

think bigger… So, one way is to, kind of, tell students this is what you 

have to do but another way is us being very aware of how we come 

across. So, I found that whole holistic approach very empowering and 

inspiring and whenever I leave, I’ll feel like I’ve left with more energy than 

what I’ve come in with”. 

For this research partner, pro-social language engaged them with their students 

in a holistic way. 
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Pro-social language was an integral part of DI pedagogy at the study site and 

was inter-relational. Its institutional presence allowed the processes of 

recognition of the appropriate inclusion and balancing of epistemic sources. 

The positive impact of pro-social language contributed to ease of 

communication in differing settings. Therefore, epistemic resource distribution 

included social arrangements, processes and relationships to be inter-

relational. In the processes of the distribution of material resources, staff used 

pro-social language as a social practice means that the distribution of material 

resources contributed to epistemic resources through the institutional logic of 

Fair Access recognition. Recognition, including pro-social language use, 

structured norms, social dynamics and forms of teaching and learning which 

included counter-public perspectives and their accompanying epistemological 

structures in a way that addressed structural and distributive inequalities that 

LPA WP students were confronted by. 

5.3.2 Tiered/Layered Environment 

Material resources were complimented by social structures. This was important 

because social relations were an aspect of OST DI for LPA WP students where 

power dynamics might be scrutinised. According to Teschl and Comim (2005, 

p.230), “adaptive preferences is at the heart of the justification for the use of the 

Capability Approach (CA).” They go on to say that “the issue of adaptive 

preference formation (APF) has been examined by Sen (1984, 1999) and 

Nussbam (2000) among others”. 
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Informal linguistic exchanges made the environment alive with a discourse 

tiered for stimulating critical thinking in a pedagogy of SAFE OST DI. In 

observations, the researcher labelled this type of energy a biosphere for 

learning. A biosphere was encouraged by positive social action, positive body 

language, behaviour and language”. A biosphere, in the researcher’s 

perception, juxtaposed the opposite of a “Necrospheric” environment in which 

social structures, practices and events included cultural assessment of 

personhood and intelligence, and which cultures were the source of knowledge. 

A biospheric environment for OST WP did not include negative assessments of 

lower attainment and did not perceive the knowledge and experiences LPA WP 

students possessed as the ‘wrong’ kind of cultural capital. The politics of 

recognition within the biosphere drew from the experiential knowledge students 

and staff possessed as a source of strength. The point the researcher 

attempted to capture was how the biosphere encapsulated positive aspects of a 

SAFE OST framework where structured learning and socialising took place 

within an extended or tiered ZPD where differing knowledgeable others and 

pastoral aspects of working with LPA WP students were facilitated by multiple 

actors in a tiered ZPD engaged in pro-social language use. The distribution of 

epistemic resources made possible by the biosphere were the discursive 

interactions within the ZPD. The ZPD at the study site allowed for multi-tiered 

SAFE pedagogy which framed formal and informal learning and linguistic 

exchange. Capabilities were developed through functioning in a multi-tiered 

ZPD.  

Participant 1, a group leader, explained this system of communication as multi-

tiered: 
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“In Upward Bound, you’ve got the teacher, you’ve got the group leader, 

you’ve got the ambassador, who are the elder statesmen in terms of the 

support system, who in many respects have just finished university, still 

at university. More mature, essentially. Closer to the kids in age, 

possibly, than you are. And then you’ve got the tier under them, which is 

the peer mentors, who are more your year eleven, year twelve college 

students making the transition”. 

Tiered (SAFE OST environments for LPA WP students) findings indicated that 

they encouraged the integration of difference and multicultural praxis which 

contributed to story-telling or linguistic exchanges in DI. Pedagogy for LPA WP 

students included perspectives that contributed to confidence and competence 

by combatting structurally prejudiced experiences of “sets” and marginalisation 

in schooling. The component parts of the tiered ZPD allowed students to 

interact with a mentor, ambassador, group leader or teacher to discuss and 

practice ideas that they could not figure out on their own. The SAFE OST 

environment at the study site created social portholes for the exchange of 

information, the development of trust (empathy) and critical thinking. As the 

group leader explained, a tiered system at the study site gained effectiveness 

due to the diversity and difference between staff members. The oversight of the 

group leader was supported by the ambassador role, who was closer to the 

students’ ages but served as a role model of people from similar backgrounds 

as the students who attend university. Even “Closer to the kid age” peer 

mentors, who were programme alumni and had attended the same schools as 

the students and were former LPA students, were “year eleven, year twelve 

college students making the transition”. At each tier of the environment the 
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social capital helped students build their personal learning networks to gain 

access to knowledge about university, transitioning to further education and 

how to navigate state school successfully. Component parts of the tiered 

biosphere at the study site included, but were not limited to, multiple MKOs for 

students to make connections and make sense of learning differences between 

spaces, during DIs which were directly tied to GCSE achievement. 

The previous findings provided a look into the social structure of the ZPD at the 

study site. Snapshots of observations provided a view of how the tiered 

biosphere thrived from its staff structure which facilitated pro-social linguistic 

exchanges and storytelling. Between spaces in the extended ZDP, tiers of 

linguistic exchanges reduced hierarchy. Tier one was comprised of student-to-

student linguistic exchanges. Tier two highlighted the role student ambassadors 

and peer mentors played in facilitating critical thinking. The third tier 

represented inter-staff linguistic exchange which served as a form of pastoral 

and academic assessment. 

From classroom observations, the researcher noticed that at tier one, inter-

student communication took place in learning workshops. Students from across 

the Borough assembled to socialise and complete classwork together. The 

physical structure of the classroom facilitated the linguistic and a social learning 

structure in classrooms. A look into both mathematics and English classes 

revealed how the ZPD was extended and maintained through language. In an 

English class, students entered a classroom with five large desks arranged with 

four or five seats at each desk. Entering a mathematics class, it revealed five 

large desks arranged in a horseshoe formation. Desks were equipped with four 
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or five chairs. Seating arrangements might be assigned or chosen by students. 

Students for whom seating arrangements were needed were due to an 

abundance of unproductive socialising and language. 

At tier two, classroom management was also mediated by group leaders and 

teachers as well as the physical structure of the classroom. Seating 

arrangements in an English class often differed by gender. In this snapshot, 

four of the five desks were populated by a single gender while one was split 

between two male students and two female students as well as two female 

Student Ambassadors (SAs). At the four single gender desks, two male 

students sat with a male student ambassador, two female students sat alone, 

two male students sat with the group leader and two male students sat alone. 

This was a snapshot of how bodies might be arranged at the start of instruction. 

Due to the ratio of MKOs to students, MKOs split time between desks assisting 

students with work and engaging in socialisation mediated by pro-social 

language. The teacher was in the front of the room preparing a computer 

projector for the lesson. 

The spatial arrangement of the classroom offered a new space for students, 

which might challenge hierarchies they encountered in school. In challenging 

the hierarchy of sets, LPA WP students forged new social relationships and 

learning networks that extended beyond secondary school. A snapshot of the 

same students in a mathematics class revealed five desks each with inter-

gender seating arranged by the teacher and all other MKOs including peer 

mentors. Accompanying the MKOs from an English class were two female 

mathematics ambassadors. Mathematics ambassadors were UBI alumni who 
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had returned to the programme to work as mathematics tutors in classes. All 

MKOs spoke and stood in distinct parts of the room. The teacher was in the 

front of the class. Mathematics instruction often started with a challenge for 

students to attempt on their own or with another student at the table prior to 

conducting the lesson. At the conclusion of the challenge, the teacher checked 

in with students about the challenge and students might respond either verbally 

or with red, yellow, or green cards indicating their level of understanding. A 

mathematics class provided a stark look into how setting in schools limited 

access to curricula. Check-ins and challenges were a means to provide 

differentiated work for students studying differing mathematics topics according 

to their local schools and the sets they occupied. Many students entered the 

programme with differing forms of social wealth; social relationships made in 

local schools and local neighbourhoods were examples of extended social 

capital students had brought with them to the programme. Here, language 

mediated curricular content, while it also facilitated discussions about 

mathematics topics across sets, schools, and perceived levels of ability. In a 

learning environment such as this, assigned seating was a means of facilitating 

language between students who might attend different schools or might need to 

be away from friends or might even be in different sets, but through social 

learning learn to negotiate the GCSE mathematics curricula they studied. 

Figure 5.2 illustrates the spatial arrangement of the classroom which offered a 

learning space for students, which helped develop new relationships and 

learning networks that extended beyond secondary school. 
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Figure 5.2 Classroom Seating Arrangement 

In both snapshots, the structure of classes encouraged various resources for 

GCSE revision. Epistemic resources varied and were also mediated by 

language. At another tier, communication between peer mentors and students 

added peer support from alumni who volunteered as peer mentors. Peer 

mentor experiences in the programme and in state school GCSE completion 

added experiential knowledge from slightly older young people who knew the 

politics and social settings in Borough schools. 

At a third tier, communication between student ambassador university students, 

peer mentors to further education students, group leaders, education 

professional and teachers engaged in linguistic exchange as a means of 

educational and pastoral assessment away from students. Buffers for building 

social, aspirational navigational capital were built at yet another tier with 

communication between group leaders, teachers, and students. The researcher 

observed they encouraged students to engage in reflection about past and 
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present perceptions of themselves as learners, their behaviour, and habits to 

project positive academic futures for themselves within the institution of 

education and without. A group leader recognised the role of pastoral 

development; Participant 7 stated: “my role is focused on pastoral as well as 

academic progression”. Participant 3, a subject teacher, pointed out their 

impressions of the staff structure upon their introduction to the programme: 

“And then it was just learning the structure, because I had never, ever been in 

that environment in the way that it was set up with the teachers, with the group 

leader situation”. 

Within the biosphere, social relationships and linguistic exchange acted as an 

anchor for students to actively engage with the curricula. Additionally, a 

biospheric environment provided space for linguistic exchanges between staff 

to utilise the tiered ZPD to enhance active learning. Fundamentally, WP 

students had their own epistemic practices and were a part of epistemic 

cultures from which they originated. The ZPD highlighted the importance of 

linguistic exchanges in biospheric functioning. A snapshot into the social 

structure of both mathematics and English classes supported the exchange of 

differing epistemic perspectives for addressing GCSE revision curricula. The 

social arrangements at each desk encouraged “ZPD pools”, desks integrated 

with MKOs of differing ages and expertise pool epistemic resources with 

students. Meaningful relationships were important for practitioners; 

observations indicated a form of social capital between MKOs that helped in 

modelling behaviour and language which mirrored the desired outcomes of 

PYD-based praxis. A biosphere theorises a multi-tiered vocal assembly of 

MKOs who actively encouraged extended linguistic encounters through 
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interactive and inclusive pedagogy where students worked alongside peer 

mentors and student ambassadors to engage with coursework and reflect with 

peers on their progress and development in class. 

5.4 Hearing, Telling and Remembering: Building Student Voice 

Hearing, telling and remembering are processes which are social events, and 

which help to develop the student voice. In SAFE OST pedagogy, hearing and 

telling are acts of testimonial justice.  

The researcher did not attempt to give voice to any research partners. The 

primary assumption the researcher adopted was that research partners have a 

voice and possess valuable experiential knowledge. Findings were centred on 

social events which developed the student voice, which in turn provided space 

for students to incorporate themselves, their perspectives, their personal and 

learning identities, their history, culture and their relation to power structures in 

schools and society.  

UBI utilised personal narratives and stories as valid forms of feedback loops 

which helped to build a culture of reflection. Structured acts of hearing, telling, 

and remembering provided space for students to incorporate themselves, and 

their perspectives within a larger social order outside of, but related to, formal 

education. Formal and informal discursive exchanges in functioning were ways 

to exchange knowledge and encourage pro-social language in learning. This 

system of discursive encounters, was supported by pedagogy which included 

structured acts of hearing, telling, and listening, comprising functioning in the 

tiered ZPD. Weekly, multi-tiered, formal, semi-formal and informal, peer 
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focused social interaction between MKOs and students, engaged epistemic 

resources for schooling and society. This distribution of wealth took the form of 

radical, multi-tiered hearing and telling. CRT scholars believe and utilise 

personal narratives and stories as valid forms of cultural wealth. 

5.4.1 Hearing, Telling and Remembering: Voice 

Perspectives from staff revealed hearing, telling and remembering as a system 

of formal and informal social events that buttressed and comprised functioning 

at UBI. Within these semi-formal and formal linguistic exchanges, hearing and 

telling provided a window into the complexity of students’ lives, providing 

cultural contexts for their cultural wealth, to have the same significance as 

valued social wealth in formal education. Participant 7, a group leader, 

envisioned UBI as a place where hearing is an act of listening to cultural 

student testimony: 

“Maybe this is another place where you come to where you have 

conversations that you don’t have anywhere else, whether that’s on a 

cultural level, whether that’s on a personal level in terms of what’s 

happening for you in your own environment, through our one-to-one 

support. Whether it’s about how you discuss your learning and how you 

access your maths, maybe you just don’t do it that way in your class, or 

openly or as slowly. I think it’s so layered, you know, in terms of the 

support that’s available in the classroom from an academic point of 

view”. 
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This group leader perceived hearing as a pedagogical means for students to re-

conceptualise learning outside of the school setting with people who listened. 

Participant 3, a subject teacher, articulated their belief in the way students 

heard the language of classroom management: 

“When you tell them off, it’s because you value them, and when you 

make them stay to revision classes, it’s because you value them. 

Everything is driven by that. I think that and everyone here are, like, the 

embodiment of that. That ‘Everything I do is for you because I see who 

you are and I value who you are’, and that’s what I love about it here, 

that it’s no, kind of, like, ‘I’m here because I get paid’. You know, you can 

always tell, it’s really hard to coach teachers who have bad behaviour 

management, when they don’t like the children because there’s no way 

you’re ever going to win them over”. 

In sharing social capital, this teacher envisioned how students heard words that 

reprimanded as words of care. In this instance, hearing linguistic exchanges 

that reprimanded behaviour produced a pro-social outcome. WP practitioners 

had the obligation to lay the foundations to people to which we are different, 

making sure what students and staff heard in lessons could support and 

understand praxis which was relational. 

From the perspective of students, hearing “open”, “fun” testimony from staff, 

these encouraged them to recognise new spaces for learning in formal 

education. Participant 5, an alumnus, pointed out that hearing pro-social 

language encouraged him because he could hear a different pedagogy at UBI, 

saying: 
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“There was a lot of open, fun topic discussions. We had dialogue in the 

classroom between our classmates and the subject teacher, so that was 

a different, like, mode of learning than just instruction at school”. 

At the UBI community, cultural wealth was shared in systemic, social, pastoral, 

and academic encounters centred around functioning in the ZPD. This 

distributive model was UBI’s qualitative approach to WP DI that sought to 

impart social change. The distribution of wealth was done through pedagogy 

built on hearing, telling and remembering that students in social events were 

directly responsive to student testimony and needs. This SAFE approach to 

OST DI pedagogy was directly juxtaposed to dominant, oppressive discourses 

of credentialing, sets, reason and intelligence which might impact the 

behavioural, academic, or cultural perspectives students held. Participant 2, the 

Programme Manager, described how UBI structured its encounters with 

students, relying heavily on a system of hearing and remembering to combat 

dominant discourses: 

“when we have our first briefing and I’ll update everybody on any 

changes for the day, any absences. What we, kind of, really want to 

have in mind and focus on if I feel there’s a thread from last week that 

needs to be continued, I’ll mention that. Or if there’s, kind of, a bit of a 

theme for the day that we want to push in terms of whether it’s our 

students thinking beyond their mock results… And then, encourage the 

group leaders and the team to check in with each other so that they’ve 

got that quick point of call to be able to see where the group leaders can 

check in with their team, their smaller teams to see where they’re at, 
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check how people’s weeks have been… So, that they can assess where 

are their team at in terms of supporting the students, what energy are 

they coming into the with… In the case of student absence, an 

administrative member of staff will contact parents and inquire on 

absence”. 

These acts of active remembering linked the programme to student families, as 

a small act of justifying student absences from the programme. Additionally, 

noticing threads, getting students to think beyond mock results and providing a 

multi-tiered ZPD, relied heavily on a system of hearing and remembering as a 

means to combat dominant discourses and strengthen ties with families. 

Participant 8, a student ambassador, described how pedagogy for remembering 

was embedded into the routine of social events. They remembered linguistic 

exchanges from prior weeks to let students know they remembered their prior 

engagements. Participant 2 went on to say: 

“And then, you know, building on a smaller level, that little personal 

rapport with each of them so remembering those little nuggets and 

information from the week before. So, that when I’m greeting somebody 

personally, I’m checking in with what I knew of them from the week 

before so that they feel remembered, they feel known, they feel valued 

and that goes across. And I expect that from a peer man to an 

ambassador, a group leader, a teacher. In a micro social event SAs 

escort students to classes”.  

Participant 8, a student ambassador, also mentioned acts of remembering: 
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“Then as an ambassador, the next part of my day is collecting the 

students from the front and bringing them safely to the room, and in that 

period of time I love catching up with them, because otherwise it’s a bit 

awkward having to walk five minutes in silence, so it’s a great place to 

catch up, especially because when we get to the room the group leader 

takes over and does the introduction of the day, checks in with 

everyone.”  

This SA employed language to structure this micro-social event. Silence in this 

case, or the dearth of linguistic exchange, was engaged to “catch up” and 

collect “little nuggets” to discuss later. 

Hearing the student voice and remembering vital details from linguistic 

exchanges was embedded in tiered pedagogy at UBI.  

In the next section, selected social events demonstrate how these social events 

were structured to encourage students to develop their voice by reflecting on a 

number of social exchanges in the extended ZPD where staff heard student 

voices. 

5.5 Curricular Hearing and Telling 

Hearing the student’s perspective and voice was also developed pedagogically. 

Observing an English class which incorporated the student voice, over four 

weeks activities in lessons asked students to develop placards to bring to a 

protest about an issue they valued. Students were asked to choose a topic, 

design a placard, and write a statement in support of their cause. The GCSE 
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revision aspect of the lesson focused on writing skills but asked students to 

negotiate, in groups of three, which topic was most important to their group. 

Hearing what students said in their statements and seeing the placards they 

designed provided a window into issues that were valuable to them. Topics in 

this lesson included youth voting which employed the slogan “Our Future Our 

Choice”; another focused on racist stop and search policing techniques with the 

slogan “Why Should Black People Be Stopped?”; another focused-on 

government cutbacks with a slogan “Youth Future?”; yet another focused on the 

media representation of Black people in England with the slogan “Why Us?”, 

while another focused on the European gaze upon Black people in England 

with a slogan labelled “Stop and Search”. The final group focused on youth 

voting with a slogan dubbed “Youth Voice”. In these lessons, the politics of 

recognition which amplified ‘voice’ were highlighted by the inclusion of student 

voices in curricula. In formal acts of hearing, staff members collected those 

“little nuggets of information” that Participant 2 mentioned earlier. Those 

nuggets allowed staff to reflect and structure social events around student 

needs and interests. 

In juxtaposition to effective hearing and telling, alumni reflected on the role of 

reciprocity in the acts of hearing and telling. Participant 6, a peer mentor, made 

clear how remembering their perceptions of hermeneutical injustice in school 

allowed them to understand how listening to students’ perceptions of 

impediments in learning processes was a part of interpretative resources some 

students needed in OST education. They described how anti-social linguistic 

exchange overcrowded classrooms and led them to believe that MKOs at 

school needed more epistemic tools to understand their needs: 
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“I know that Miss is probably chatting to someone else, or ‘Miss, I’m 

scared of, Miss don’t like me,’ in usual my case… I’m thinking of Maths 

right now, and my Maths teacher in secondary school did not like she 

had, like, scary eyes… because there are so many people you’re not, ‘I 

don’t know the answer’, it’s, ’Oi, sort me out, what’s going on? I don’t 

understand”. 

Hearing, telling and remembering helped students make sense of their learning 

experience when they felt the social and interpretative resources in their 

schools did not address their needs. Participant 6 described juxtaposed hearing 

and telling within the tiered ZPD at the study site: 

“it’s more safe emotionally. I know there’s support. I know there’s 

support, I know there’s emotional support with my friends and colleagues 

and peer mentors and everyone. I know there’s emotional support that if 

I had a rough week and my energy’s low, I know there’s going to be 

someone there to, like, prop me up through the four or five hours”. 

Through the tiered ZPD, this research partner interpreted informal social events 

as helping “prop them up”. This type of emotional support was embedded in 

semi-formal and formal social events at the study site. A closer look at formal 

pastoral discussions indicated that there were habitual events which began with 

‘activities-ups’ and ended with acknowledging one another at the end of the 

day. Again, these social events encouraged students to critically reflect on 

issues of their identities, their histories, habits, culture and power. The day 

started for each group with morning warm-ups. Warm-ups were semi-formal 

team building activities and a semi-formal exercise dubbed “Vote with Your 
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Feet”. Semi-formal social events such as these were designed for group 

cohesion and adding extracurricular activity involving physical movement. 

Participant 7, a group leader, pointed out that if they were unable to conduct a 

warm-up another member of staff would perform it as it is ritualised in 

programme pedagogy for student voice: 

“As an example, there was this one morning I had planned a really good 

ice breaker to get everyone up on their feet talking and discussing. For 

some reason, I wasn’t quite doing it right at the beginning of the class, I 

was, kind of, helping out with some other stuff. By the time I walked in, in 

the morning, the student ambassador was already doing a little activity. 

Extracurricular activities create social portholes for the exchange of 

information, the development of trust and critical thinking prior to the start 

of the day”. 

5.5.1 Vote With Your Feet 

A long-running programme ritual called ‘vote with your feet’ is a well trusted 

means for listening to what students have to say. In vote with your feet, MKOs 

ask students to arrange themselves in open space according to answers to 

pastoral questions. This discursive ritual was usually shared between MKOs 

and was a pastoral discursive exercise. ‘Vote with your feet’ allowed students to 

gain a better understanding of institutional and social norms, and to care for 

their bodies and minds, consider the probable causes and effects of their 

behaviour and habits, and instigate problem solving. Participant 4, a group 

leader, reflected: 
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“We did a bit of vote with your feet in the mindfulness section and then 

we did a bit at the end and one of my students just said something just 

so spot on. She was like a motivational speaker and, yes, I was just 

thinking about that and then I was like, ‘It’s just so lovely.’ Also, like, how 

on it. She’s thirteen. You know, like, how on it, to be able to do that, to 

talk to the whole group about how helping other people and trying to stay 

positive, even when other people bring you down and how helping other 

people with that helps you in your life, it’s quite deep, you know”. 

Semi-formal discursive exchanges were a way to encourage pro-social 

behaviour. In this snapshot, examples of familial capital, social capital and 

navigational capital exchanges provided an example of how semi-formal 

discursive exchanges encouraged social behaviour, which encouraged 

wellbeing. The pedagogical components of ‘vote with your feet’ at UBI 

encouraged students to recognise and discuss the causes and effects of their 

behaviour and habits within the framework of state education, to critically reflect 

on the social and cultural norms they valued and projected positive outcomes in 

their state education experience. Here, navigational capital for building 

students’ skills and abilities to navigate “social institutions”, including secondary 

school, was the primary focus of the activity. Usual questions in the activity 

helped build familial capital or social and personal human resources students 

had from their families, extend familial and community networks, inquired what 

students might have had for breakfast or what time they went to bed. Other 

inquiries sought to see where students stood on societal issues which impacted 

their lives and issues they confronted at school, re-centring the activity to allow 

students to reflect on their navigational capital. When students aligned 
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themselves at various points in the room according to their answers to 

questions, discussion ensued where students were asked to reflect, discuss, 

and inquire about the choices they made in their well-being at home, in school 

and in their environment. Here they were building social capital or students’ 

“peers and other social contacts” which might have helped them to gain access 

to knowledge, especially from their peers. Students could see how other 

students who did not attend their school or live in their neighbourhood 

compared the choices others made, and they were exposed to perspectives of 

their peers that might have differed from their own. This activity not only 

provided insight into student experiences, but it allowed students to question 

others about the experiences and choices they confronted. Having peer 

mentors, student ambassadors, group leaders and teachers as an audience of 

MKOs with differing experiential knowledge added navigational wealth, 

aspirational wealth, and social wealth for capability construction. ‘Vote with your 

feet’ could also provide practitioners with valuable information for pastoral staff 

for their one-on-one interventions. 

5.5.2 Acknowledgements 

The end of the day was complemented by ‘Acknowledgements’, a semi-formal 

social event where discursive processes enabled students to recognise positive 

contributions to learning and socialising between their peers and the UBI staff. 

An act of telling, students were asked to reflect on the social wealth they shared 

with another student or staff member at the end of each day. Participant 2, the 

Programme Manager, reflected on the institution of ‘Acknowledgements’, a 
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discursive ritual adopted from summer residential programmes in Boston 

Massachusetts at the University of Massachusetts Upward Bound Programme: 

“This is something we actually adapted… At the end of each day, we do 

acknowledgements, so you acknowledge somebody in the class that 

helped you, or that kind of thing”. 

UBI is an assemblage with tacit attachments to an American Upward Bound 

programme in Boston. These adopted social events contributed to parity of 

participation by flattening the classroom status order in DI. Directed acts of 

telling, hearing, and remembering produced community. Participant 4, a group 

leader, pointed out: 

“We’re always encouraging the student ambassadors to, kind of, take 

more responsibility, take more ownership. Even the students, as well. 

We get them to do the acknowledgements and talking about potentially 

doing some ice breakers, getting them involved because, ultimately, it’s 

about, we want to see progress. Informal pastoral discussions begin with 

morning warm-ups and end with acknowledgements”.  

Participant 4 continued: 

“The acknowledgements, it’s an opportunity at the end of the sessions 

where students are able to, kind of, feed back to the whole class on what 

they truly appreciated on a moment or experience, a time during the 

sessions that they truly appreciated and valued the contribution. The 

input of their peer or someone within their class, a group leader, an 

ambassador during the session. So, it’s really an opportunity for them to 
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firstly reflect on what’s happened and be grateful for the support that’s 

being provided to themselves but also use it as an opportunity to show 

their gratefulness and their thankfulness to those around them”. 

In SAFE OST pedagogy, hearing and telling were acts of testimonial justice. 

Within the parameters of CRT, “a different voice is heard as well as privileged”. 

Therefore, the interpretive resources or toolbox for understanding the testimony 

of voices of LPA WP students became a point of departure for understanding 

racial, cultural, academic and power dynamics students perceived in their 

schooling and in their communities and families. Social events which 

encouraged critical reflection of the student voice emerged in reflecting on the 

assemblage of identity, history, culture and power in their lives. Activities like 

‘acknowledgements’ and ‘vote with your feet’ and ice breakers centred on 

listening to what students had to say about their lives inside and outside of 

school by reflecting on their well-being. This theme of recognition mirrored the 

theme of ‘voice’ that ran throughout wealth distribution at UBI. The development 

of student voice exposed deficit-informed research, methods, and praxis that 

silenced and distorted the experiences of multicultural WP students. Developing 

voice, instead, was an asset-building praxis. 

5.5.3 Poetry Slam 

The end of Year 9 culminated with a valued formal social event, the Poetry 

Slam. Participant 3, a subject teacher, mentioned its institutional impact in the 

programme: 
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“Another thing they do is a poetry slam at the end of the year, so the 

students do, and I did one this year, what do you call it? A voice poem, a 

spoken-word poem, about whatever they feel that they want to talk 

about. Everybody at first is like, ‘I’m not doing it.’ And they all do it, ‘Oh, I 

feel good about it.’ But it’s sort of like a culminating event that everybody 

does”. 

This formal discursive social event was structured to feature the student voice 

in a formal, public linguistic exchange. Critical thinking, reflection and 

experiential knowledge were encouraged in this reflective ritual. In particular, 

the Poetry Slam was an example of sequenced OST pedagogy. Preparation for 

the Poetry Slam was sequenced, and curricula built progressively towards 

increasingly advanced reflective skills, and the student voice. Findings indicated 

that these sequenced, progressive social events prepared students for a public 

formal event at the programme. Throughout the semester, UBI structured 

pedagogy for social learning and assessed progress using pro-social language 

and ZPD pools, and semi-formal social events where personal narratives were 

valid forms of feedback loops for staff which helped to build a culture of 

reflection. Formal and informal staff assessment, enriched by counter-public 

perspectives, added experiential knowledge to interpret student testimony. This 

theme of recognition mirrored the construct of ‘voice’ that ran throughout 

resource distribution at UBI. The Poetry Slam was a performative discursive 

event to capture, document and celebrate student identities and curricular 

progression with a discursive, public event. 
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The Poetry Slam was a part of active curricula which engaged students to 

explore curricula outside of GCSE paradigms. The Programme Leader valued 

this event and the way they described the Poetry Slam indicated the desired 

pedagogical outcomes, acts of hearing telling, reflection, and voice. Participant 

2, the Programme Manager, said: 

“I think with some things like the poetry slam, like the residential, like 

career day, like other key aspects in the calendar, they all really help to 

build that whole community ethos. Because they’re a highlight, they’re, 

the way the poetry slam is structured, it is about absolutely knowing your 

text, knowing how to annotate a poem, how to understand poetry, how to 

become that writer, but it couldn’t happen if we didn’t have this 

community and this way of being taught how to share, how to respond, 

how to listen, how to nurture, how to support, how to encourage”. 

This event was valued within the programme because it captured desired 

outcomes of UBI social learning. When Participant 2, the Programme Manager, 

pointed out that “they’re a highlight, they’re, the way the poetry slam is 

structured”, students, their identities and their critique of culture and power 

developed poetry which was at the centre of the event. Additionally, students’ 

cognitive and rational assessments were featured in public for local community 

members like teachers and families to celebrate. Findings indicated that this 

type of recognition was particularly meaningful for LPA students. The Poetry 

Slam provided another way for students to flourish within an OST learning 

environment. GCSE related traits are also considered to be featured in the 

writing process. Participant 3, a subject teacher, pointed out that “knowing how 
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to annotate a poem, how to understand poetry, how to become that writer”, was 

indicative of a connection to the National Curriculum which could help in re-

engaging students in GCSE studies. At the core of the curriculum were acts of 

hearing and telling which formed a sense of community. Participant 3 pointed 

out, “it couldn’t happen if we didn’t have this community and this way of being 

taught how to share, how to respond, how to listen, how to nurture, how to 

support, how to encourage”; these acts of hearing, telling and the subsequent 

development of student voice were valued active pedagogy. 

5.5.4 Curricular Integration 

The Poetry Slam was an example of focused curricula which was culturally 

integrated into the community. The programme committed all its English 

resources in the final term to preparation for the Poetry Slam. Participant 8, a 

Student Ambassador, pointed out the pedagogical commitment and desired 

outcomes of the Poetry Slam: 

“Because it’s such a huge experience. It takes a whole year of English 

classes to work up to. What is poetry slam? It’s this huge event, 

everyone knows about it, everyone talks about it, everyone’s hyped for it. 

And it’s a lot of pressure on the Year 9s, and just being part of the whole 

experience”. 

Like the commitment to pro-social language use, the focus on poetry and 

student voice was explicit as outsiders to the programme joined the community 

to focus explicitly on writing and performing poetry. Outsiders included youth 

poets from London and poetry teachers. Members of the community worked 
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closely with students, alumni and peer mentors helped students prepare their 

written poems and sharped their performative skills for oral presentation. 

Participant 2, the Programme Manager, acknowledged that an extended 

pedagogical commitment was needed to engage in this formal discursive ritual, 

“if that all wasn’t there on a week-in week-out basis, you wouldn’t get the slam 

that you end up with”. 

The Poetry Slam was also an assemblage of learning identity, history, culture, 

and power. An interrogation of the oppressive gaze students experienced were 

ways students critiqued differing power structures. Findings indicated that 

student voices were speaking to a wider, urban audience in their interrogations 

of power. The integration of story-telling and personal narratives contributed to 

an emotive and transformative experience. Participant 3, a subject teacher, 

articulated how emotions, reflection and the production of resistance, social and 

familial capital helped students re-imagine their identities, intelligence, and the 

broader world: 

“Feel that anxiety of having to share your innermost, deepest thoughts in 

order to grow. And it’s such a powerful experience to watch young 

people that were too afraid to even put up their hand in class, at the end 

of one year stand up in front of parents and group leaders, and all the 

other groups, and present a really emotional poem that’s very dear to 

their heart. It was such a mind-blowing experience for me because I 

hadn’t been previously part of anything like it, so it’s the thing that stands 

out to me the most so far”. 
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Participant 10, a student on the programme, reflected on this type of high 

pressure functioning within the ZPD. They described it as the hardest thing they 

had attempted, “Hardest thing, like, I think I’ve ever done in my whole life”. One 

of the central tenets of CRT included the recognition of the experiential 

knowledge of people of colour and the promotion of storytelling as a valid form 

of expression (Akom, 2011). Although the researcher had been involved in the 

process for Poetry Slam over the years, this research was informed by a Year 9 

group which the researcher did not instruct. The researcher formally observed 

this group of students. The genres and topics which they chose to develop were 

reflective of genres and topics from other years; however, the ones in this 

research were unique to this group. 

5.5.5 Social Inclusion 

The Poetry Slam built community by providing spaces to support others, rather 

than oneself. Participant 4, a group leader, first pointed out the emotive process 

of this discursive formal ritual for one student: 

“And actually the poetry slam, some of the poetry work was interesting in 

that because they do have to, there’s no other choice, you can’t - you 

only have yourself… because it wasn’t really her thing, her subject, and 

she did this really emotive poem about her mother, which affected me as 

well and I think at that point that’s when me and her started to actually 

really connect… And she’s one that stood up and did the poem about 

feminism, being a woman, that was really quite long and quite, it was just 
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so amazing that she’d gone from being, like, literally unable to speak to 

anybody else in the group to standing in front of a whole”. 

Findings indicated that the extra-curricular holistic model for GCSE revision had 

allowed Islington Borough to have some of their lowest predicted performers 

achieve highly in GCSE examinations. This type of extended, extra-curricular 

functioning required a pastoral element to OST education Participant 4, a group 

leader, pointed out: 

“they need to be in touch with their own thoughts and feelings, not what 

someone else is telling them to feel or to think or to respond”. 

Pastoral staff met in one-on-one sessions to explore student needs that were 

important to them or might require interaction with social services. One-on-one 

recommendations occurred as a by-product of qualitative assessment from staff 

meetings. During the Poetry Slam, informal pastoral support from MKOs helped 

in preparation for the event. Observing an English class, the instructor set aside 

GCSE curricula to focus on writing poetry. MKOs provided encouragement and 

peer mentors had the experiential knowledge to share reliance and social 

wealth. In this emotive process, bonding played a significant role in this stage of 

student voice development. Within groups, students performed in front of one 

another. As some students were reluctant to participate, the encouragement 

from the group superseded division among students. MKOs also transformed 

roles to support writing and the emotive process of public speaking. Once 

performers were voted, individual classes moved from a classroom and merged 

in a large lecture hall with stadium seating. Here, during rehearsals, the entire 

programme sat and watched each student present practice rounds of their 
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poem. Inter-group cohesion increased as rehearsal sessions in the auditorium 

were attended by the entire programme. The social structure of rehearsals 

brought the programme together. The social processes were based on 

encouragement and support for the speaker. This type of behaviour was a 

programme expectation. As Participant 2, the Programme Manager, pointed 

out: 

“When you end up with this amazing sea of young people that are all 

rooting for that one person that is standing and sharing. You literally feel 

in the room. Everybody willing them to do it. And that doesn’t happen by 

accident. So, that’s happened, with the ethos of being embedded into the 

way those lessons are delivered. So, I think it’s easier to do that in some 

areas of the curriculum than others”. 

5.6 Student Identity 

As mentioned, student identity became a primary genre in the Poetry Slam. In 

observing 26 students perform, the genres included ‘Student Identity’, ‘Student 

Transformation’, ‘Crime in London’, ‘Student Aspiration’, ‘Love’, ‘Sadness’, 

‘Friends’, ‘Islamophobia’, ‘Gender’ and ‘Youth Cognition’. The topics within 

those genres provided a window into how students not only saw themselves, 

but they indicated how they perceived society’s normative gaze upon them. 

While some genres were tangentially related to student identities, the identity 

genre stood out. Female students dominated the genre. Of the twelve students 

who wrote about their identities, only one male student shared his thoughts 

about his own identity. Among the eleven female students who wrote about 
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their identities, three were white working class, two were Latina and the rest 

were Black. Within the genre, students wanted listeners to know how they felt 

about society’s gaze. Topics ranged from feminist perspectives on body image, 

intelligence, and the male gaze. One Black female student questioned, in her 

words, “white supremacy” by making connections between “Blackness and 

Beauty” within an “African versus European” standard of humanity. Another 

Black female student exclaimed, “I am a Tottenham Girl, and that’s how it 

goes!” Entitled “My Life is”, their poem invoked a neighbourhood outside of 

Islington where they felt people could be, “shot in the road” and there is 

“another teen death”. Their poem called for equity for herself and people from a 

community which might be outside of Islington but was meaningful to her. 

Within the genre of ‘Identity’, a white female student exclaimed, “my nightmare 

is a tape measure wrapped around my body!”. She spoke of “insomnia dreams” 

and a “wedding well of tears”. They re-framed society’s gaze and invoked the 

audience to change the way they gaze upon young women. 

5.6.1 Cartesian Intellectual Dualism 

The singular Black male student who wrote in the genre titled his poem “Being 

Smart”. In their poem, they declared, “education equals success” and “Being 

realistic leads to more reality”. Comments such as these are particularly 

encouraging for practitioners as this student was not predicted to do well within 

the GCSE assessment framework. What made this poem stand out was that 

the last two lines of the poem were delivered in British sign language, 

incorporating people who sign or who may have a disability in which they use 

sign language. This anti-ablest thread in this poem was clearly constructed to 
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include a wider community; he equated this with intelligence and success. A 

Latina student who wrote in the genre included not only her family but their 

experience in London as a part of who they were. In their work, “Who Am I?”, 

they questioned their time in London - “I don’t know if I will ever be human 

enough?”, “Am I, my Ancestors?”. Questioning quality of life in London, they 

exclaimed that their collective “body was under control”, “a body of office 

workers. I see my parents two hours a week, who cleans the sink? I am 

washing, London is dirty!”. A cultural shift at the end of the poem was delivered 

in Spanish, again invoking a wider audience outside of Islington. Other poems 

in the genre asked the audience to question cultural stereotypes about females 

with “dark brown skin”, questioning Cartesian sums linking one’s melanin 

content to intelligence and beauty standards. 

5.6.2 Culture and Power Racism 

Another genre which had unique characteristics was ‘Islamophobia’. Within this 

genre, two of three students were female, and one was male. All wrote about 

how society’s gaze intensifies when a person wears a hijab. The male student 

lamented, “if you’re scared to have a head scarf on, be proud”, he questioned, 

“why they call us terrorists?”, “Why is Islam evil?”. A female student who wrote 

in the genre implored listeners to have resilience as society attempts to “put 

blood on my wings”. Adopting an oppositional pose, both poems were an 

exposition of resistance wealth in the face of what they perceived as an 

Islamophobic society. At the exclusion of the genres, ‘Love’, ‘Sadness’ and 

‘Friends’, the ‘Crime’ genre was another in which student voices identified 

which negative societal stereotypes were harmful to them. It was also a genre 
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where all participants were male. A male student of South Asian descent 

questioned, “What is Violence?”, asking listeners to think about society’s 

perception of knife crime and hate crime. A Black male student who wrote in the 

genre equated the prevalence of knife crime as “slavery still” with London 

“deaths and stabbings”. Here, this student invoked listeners to contextualise 

youth experiences in London, again imploring listeners to see outside of 

Islington. 

5.7 Summary 

The integration of formal discursive rituals and personal narratives enriched 

learning environments. UBI utilised personal narratives and stories as valid 

forms of feedback loops which helped to build a culture of reflection. For 

example, Participant 11, a student on the programme, reflected on their Poetry 

Slam experience and made connections between engaging with poetry at UBI 

and at school: 

“like, when Upward Bound started and we started doing the lessons and 

stuff like that, before, when we were learning about poetry in school, I 

thought it was just like, ‘Oh, it’s nothing but just people rhyming words,’ 

and stuff like that, but then, when you get to learn more about it, and the 

teacher we had, he pushed you, to see how much you could get out of it. 

Even before that, I didn’t even that I liked poetry but, like, now, I find that 

it’s a good way to express yourself in other ways. So, before Upward 

Bound, I didn’t think that I would ever be into anything, like, to do with 
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English or stuff like that because I never really liked English, but after 

that, I became more fond of English”. 

The Poetry Slam was a public social event which contributed to the justice of 

recognition, expressed pedagogically through the theme of ‘voice’ that ran 

throughout resource distribution at UBI. The development of student voice 

served as a critique to ’deficit-informed research, methods and praxis that 

silenced and distorted the experiences and identities of multicultural LPA WP 

students. 

Student poems were counter-narratives. They provided another perspective of 

oppression in schools and society. These counter-stories about student 

identities were crucial for students whose identities were commodified. First-

hand narratives provided examples of how experiential knowledge LPA 

students possessed was valuable and transformative. 
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Chapter 6: Discussion 
6.1 Environmental Factors  

As stated in section 1.3, the significance of DI in WP is paramount. Its 

pedagogy directly promotes civil rights in a democracy. DI is the glue which 

bonds citizens historically marginalised from higher education and higher 

education institutions to the state. Sections 2.3.1 and 2.3.2 describe how 21st 

Century WP in London is also prefaced by a 20th Century trans-Atlantic history 

of racialisation and subordination through group identity in state education. 

Economics in WP also includes the intertwined structures which promote 

individuation and racialisation which create long-standing social class 

stratification and, in the case of British WP, hard deficit thinking frames - a 

material reality which commodifies WP students and their identities. Section 2.7 

explained a fundamental gap in policy and literature of what constitutes a WP 

student and the act that its policy produces. In this complex environment, DI is 

the pedagogical tool for supporting social justice and upholding the social 

contract created by WP. 

6.2 Structures and Processes 

A central research question guided this study in theorising which structural 

factors contribute to marginalisation within the WP cohort. Processes in WP 

exist at multiple social dimensions or strata, that ‘are realised through diverse 

assemblages - institutions, actors and practices. Additionally, DIs in WP are 

social formations borne of ‘multiple projects and rationales’, which exist at 

multiple social dimensions or strata, and that are realised through diverse 
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assemblages - institutions, actors and practices. The researcher also employed 

Critical Race Theory in order to include conceptual tools for humanising the WP 

cohort such as personhood, reason, and citizenship, to help theorise more 

democratic forms of intervention pedagogy. Section 2.4 explained the 

theoretical process of humanising marginalised groups within the WP cohort, 

the researcher was able to make clear the importance of framing DI for 

democratic representation in sections 2.5 and 2.6. This focus on DI and the 

social structures, events and practices helped structure findings in Chapter 5 on 

the distribution of resources and the impacts the recognition participants 

experienced. 

Sections 2.3 through 2.36 drew a sharp contrast between structures which 

contribute to democratic forms of direct intervention as opposed to common 

sense, this study placed a focus on marginalised groups within the WP cohort 

and highlighted the differences between social and economic processes of WP, 

at differing levels of education and government. This confluence created an 

analytical tool for understanding how hard deficit thinking employed in policy 

made paramount a fixation on student identities as they exist in knowledge 

markets. As Lukacs (2023, p.86) points out:  

“The commodity can only be understood in its undistorted essence when 

it becomes the universal category of society. Only in this context does 

the reification produced by commodity relations assume decisive 

importance both for the objective evolution of society and for the stance 

adopted by men towards it”.   
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A contribution intended to address the fundamental gap in policy and literature 

of which processes constitute a WP student and the act that its policy produces, 

section 2.36 identified how hard deficit thinking is reified in policy at the 

intersection of race, profit, higher education, social mobility and WP.  in this 

work have identified analytical tools for understanding how hard deficit thinking 

places a focus on student identities as they exist in knowledge markets. 

Additionally, sections 3.4 and 3.4.1 identify analytical tools to theorise more 

democratic forms of intervention pedagogy. 

6.3 Mis-framing  

This work highlighted important factors for social justice in British education. 

Section 2.7.1 detailed the fact that there are mis-framing processes which 

diminish the scope of social justice and in processes of misrecognition and 

displacement, mentioned in sections 2.7.- 2.74, exclude low performing 

students from the WP cohort. Contributing factors for social exclusion in WP 

include race and social class which are at the core of Fair Access policy and 

the distribution of resources. The distribution of resources in WP is dependent 

on the recognition of these groups, making WP an engine that runs on deficit 

models. This work also historised the phases of WP governance to expose how 

the distributive principles of WP are rooted in a third way and roll out neoliberal 

organisational forms. These structural factors displace more democratic 

distributive principles at the meso-level and conflate economic development 

with social justice. Additionally, this work placed a focus on the distributive 

processes which impact social relations at the micro-level. These relational 
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aspects of justice are framed by the distribution of funds and resources, 

increasingly aimed at education for the information economy (Hamilton, 2014). 

Section 2.5 pointed out the social justice aspects of how the commodification of 

WP student identities in knowledge markets, in order to clarify how anti-

democratic processes and structures displace social justice endeavours and 

actually promotes inequality; this was a major contribution this study has made. 

WP specifically includes ethnic and class-based targets for WP funding. 

Usually, recognition is viewed through the lens of identity. As Fraser (1995, 

p.107) points out, “Insofar as the cultural turn is reifying collective identities, it 

risks sanctioning violations of human rights and freezing the very antagonisms 

it purports to mediate”. Cultural identities have become commodities in HE 

markets. This malaise in relational justice is spawned by Fair Access policy and 

is two-fold. First, meta-fictional structural narratives about WP student 

cognition, culture and attainment are nested in policy, but the issues of race, 

social class, democracy, ability and parity of participation in HE do not address 

de-politicised funding processes which are neoliberal and hegemonic.   

6.4 Zombie Colonialism 

Zombie Colonialism theorises a hybrid of repeated social formations borne of 

‘multiple projects and rationales’, which exist at multiple social dimensions or 

strata, that ‘are realised through diverse assemblages’, institutions, actors and 

practices born in the encounter of colony and metropolis. Neither living or dead 

English zombie colonialism serves to produce monetary flows for universities 

through the targeted commodification of WP BAME and white working-class 
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WP students and their identities. Leonardo (2014, p.91) points out that, the 

spatial, sub-contract implied in Blackness created a “spatial demarcation of 

classroom, curriculum, and teaching dynamics… Credentialing become the 

more acceptable form of eugenics”. Zombie colonialism captures the cultural 

imbalances and economic processes which promote racialisation for profit. This 

work places a focus on a new 21st Century Racial Contract based on the 

identities and minds of the individuated, racialised WP students. This new 21st 

Century Racial Contract is a re-imagined form of colonial made new through 

neoliberal common sense. Within this socio-economic framing, the human and 

their accompanying identities are economic assets for higher education 

markets. 

6.5 Re-Framing Direct Intervention 

This work calls for a re-framing of WP’s primary pedagogical tool, DI. As section 

5.2.1 pointed out, re-framing DI from a global economic frame to a local, more 

democratic perspective, involves recognising how students are differently 

positioned in terms of their equity needs (structures) and on providing 

differential support to address these needs (processes). Grappling with the 

complexities of such recognition and provision, this research inquired about 

what constitutes a WP student and, within a more democratic context, which 

processes involved in DI are acceptable in a postcolonial status order for the 

21st Century.  Section 5.2.1 also addresses how the researcher believes 

changing the framing of DI from an economic one, to one where there are 

social arrangements, allows for identity exploration and transformation. 
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New perspectives in this work contribute to understanding the relational and 

pedagogical dynamics within learning spaces impacted by the material realities 

of commodification of student identities, due to hard deficit model thinking. This 

means placing marginalised identities at the centre is essential in re-framing the 

processes and structures of WP and DI. This means re-framing WP must 

include first generation low performing students for DI. Findings in Chapter 

Five, specifically sections 5.2 through 5.6, outline clear changes in the frame for 

research from knowledge markets to the classroom can make. This helps 

researchers place a focus on distributive resources which are robust enough to 

value students’ humanity as opposed to their economic value. 

6.6 Democratic Provision 

What type of marginalisation is acceptable in a postcolonial status order for the 

21st Century was another question this study chose to explore.  Sections 4.4.1 

and 4.5.1 discuss how Black Emancipatory Action Research (BEAR) enabled 

the researcher to deconstruct the material and ideological conditions that 

oppress LPA WP students and to transform the underlying causes into 

opportunities for community building, social learning, and knowledge production 

(Akpom, 2011). Because BEAR utilises theories of empowerment education, 

problem-posing education, and popular education, its implementation within 

educational and community settings expands the goals of PYD to include 

personal and community transformation (Freire, 1974, 1996; Ginwright and 

Cammarota, 2006; Rappaport, 1987; Wallerstein, 1992; Zimmerman, 1999). 

Challenging deficit ideology and racial narratives cannot be done without the 

presupposition of humanity, reason, and intellect in LPA WP students.  
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Additionally, sections 2.7.1 through 2.7.4 detailed Fraser’s integrated theory of 

justice (2010); the researcher has analysed UBI social structures as 

multilayered and collaboratively developed. 

6.6.1 Evidence from the Study Site 

From the study, a tiered environment and community-building collaborative 

social practice forges connections between the freedom to redistribute more 

humane distributive resources like programme staff and a recognition order 

informed by a notion of justice that places marginalised, low performing 

learners at the centre. More democratic provision of WP includes the 

distribution of resources that includes university staff and students which create 

a micro-network for a tiered environment to practice WP and DI at the 

university. The value of a multicultural, multi-tiered community generated 

environment for community capacity building is paramount.  

Social arrangements which contributed to parity of participation in DI in UBI 

were acts of telling, hearing, and remembering, which produced community 

cultural wealth. UBI’s model for the distribution of wealth was structured by a 

system of social encounters for WP students. This distribution occurred through 

interactive and inclusive pedagogy where students worked alongside peer 

mentors and student ambassadors to engage with coursework and reflect with 

peers on their progress and development in class. Here, pedagogy focused 

both on wellbeing and academic skill development to define interaction. 

Theorised through the lens of hermeneutical injustice, the epistemic resources 

utilised in DI helped students make sense of their learning experience when 
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they felt the social and interpretative resources in their schools do not address 

their needs.  

Competence, or the ability to act effectively at school, in social situations and at 

work, is another PYD component where working in OST settings away from the 

normative gaze of dominant culture and within third spaces allowed students to 

feel more competent in social events and within the parameters of GCSE 

curricula. Pro-social language and learning within the ZPD helped develop 

capabilities built from cultural wealth drawn from the social and personal 

cultural capital students and MKOs shared in direct intervention. Findings in the 

study indicate that pedagogy which helps develop positive identity development 

can help students think critically about themselves, their intelligence, and 

credentials of schooling and society.  Social arrangements which contributed to 

parity of participation in DI in UBI were acts of telling, hearing, and 

remembering, which produced community cultural wealth. UBI’s model for the 

distribution of wealth was structured by a system of social encounters for WP 

students. This distribution occurred through interactive and inclusive pedagogy 

where students worked alongside peer mentors and student ambassadors to 

engage with coursework and reflect with peers on their progress and 

development in class. 

6.6.2 Giving Back 

A positive youth development approach is considered to have been taken when 

one or more positive youth development constructs are employed (Catalano et 

al., 2004). Constructs include: the promotion of bonding, social, emotional, 
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cognitive, behavioural and moral competence; fostering of self-determination, 

pro-social norms, spirituality, resilience, self-efficiency, and belief in the future; 

and the provision of opportunities for pro-social involvement and recognition of 

positive behaviour. Additional constructs included are: character or taking 

responsibility; a sense of independence and individuality; connection to 

principles and values; and contribution or active participation and leadership in 

a variety of settings are important for making a difference (Geldhof et al., 2013). 

Both character and contribution are indicators of an impactful PYD construct for 

more democratic WP provision. These outcomes of PYD constructs are 

exemplified at the study site by the student and staff conception of “Giving 

Back”. Peer mentors are UBI alumni who volunteer at UBI during their college 

and sixth form learning. Giving back for all peer mentors was a by-product of 

the environment experienced at UBI. Peer mentors who choose to give back as 

staff members have a situated knowledge which other staff members did not 

have. For Walker (2008), knowledge - a capability - encompasses subject 

“knowledge and its form of inquiry and academic standards, knowledge for 

personal development, knowledge for economic opportunities, knowledge for 

professional practice, knowledge for inclusion of the marginalised, ownership of 

knowledge” (p.484). Peer mentors in the programme have experiential 

knowledge which encompassed knowledge on how to achieve on GCSE 

examinations, knowledge for how linguistic exchanges and pedagogy work at 

UBI and knowledge for learning beyond secondary school. This meant they 

added aspirational wealth for fostering self-determination as well as social, 

emotional, cognitive, behavioural and moral competence, linguistic wealth for 

pro-social language and communication for direct intervention with students, 
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social wealth from schools and local communities in which students interacted, 

navigational wealth in the form of skills and abilities to navigate GCSE 

examinations, schooling, and daily life which the students shared and, finally, 

resistance wealth for building resilience in navigating institutions and society. 

These forms of wealth acquired from their experiential knowledge from being a 

student at UBI when shared with current students and staff produced 

aspirational, linguistic, social, navigational and resistance capital in students 

and other staff members. For example, Participant 1, a group leader, noticed 

the valuable knowledge peer mentors possessed: 

“you’ve got the student who has left, comes back as a peer mentor, 

knows how it works, and then is really trying to be a glue between 

student and the group leader, and be a voice that is more accessible 

than yours maybe. And be more familiar to the kids, where this person is 

maybe two years older than me, a year older than me, I want to listen to 

what they’ve got to say. I just feel like that support system in one room is 

remarkable, I haven’t even seen it replicated”. 

Participant 4, a group leader, conceptualised giving back as an ongoing 

process, a progression: 

“Commitment from the whole project that what it sets out to achieve from 

the beginning is to work with those students for those years and then 

being in contact with them after that to develop their skills, peer 

mentoring, student ambassador, so they could be on that journey for ten 

years”. 
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Participant 6, a peer mentor, reflected on the aspirational capital which 

accompanies the ongoing social cohesion peer mentor’s experience:  

“Becoming peer mentor, you’re now working with people that you used to 

work with… We were speaking about how we’re different from when we 

were a student, and I feel like I was not a very nice person when I was a 

student, But I became a peer mentor when I started college”. 

In each of these reflections, peer mentors who gave back possessed 

knowledge conceived in functioning with students preparing them for their 

futures while remembering their experience as students at UBI. Giving back at 

once had the potential to social, aspirational, and navigational wealth and 

produced new social relationships through sharing their wealth in DI. 

Essential for students who faced impediments to their access to HE is the 

ability to transgress barriers. Hooks, in Hill et al. (1994), suggests that in order 

for societal transgression to take place, individuals have the ability to participate 

in a real democratic culture, in which different voices and opinions struggle 

together to create justice and equality (p.41). Fraser echoes hooks and calls for 

a more robust vision of justice beyond distribution of funds or resources. She 

argues for social justice initiatives to include a cultural focus through recognition 

of the marginalised (Yar, 2001). Fraser calls her more complex vision of justice, 

“Parity of Participation” (Fraser, 2005, p.5). For Fraser, “justice requires social 

arrangements that permit all to participate as peers in social life” and 

“Overcoming injustice means dismantling institutionalised obstacles that 

prevent some people from participating on a par with others, as full partners in 

social life” (Fraser, 2009, p.19). Distributive justice alone, may not ensure 



184 

strategies for widening participation that are equitable. A more robust paradigm 

for justice may be necessary. Nussbaum suggests that “the resource-based 

approach” (p.68) does not “sufficiently respect the struggle for each and every 

individual for flourishing” (p.69) in the educational system (Nussbaum, 2004). 
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Chapter 7: Conclusion 
7.1 Contribution 

This research contributes to social justice in education literature and relates to 

WP. The researcher’s overall contribution to WP research places a focus on 

how social justice is conceptualised in WP policy within the UK. The research is 

contextualised by the inherent democratic motives of access education. Access 

policy creates a multi-cultural social contract. Because WP Fair Access policy 

creates a social contract between students and the state, contributions to social 

justice in the WP literature support the citizen’s right to HE, placing it in the 

genre of democratic education. WP in education and its pedagogical 

counterpart, DI, represents a cornerstone of the British discourse on 

meritocracy, and equity. The researcher advocates changing the perceptual 

framing of WP and DI education in England. Importantly, DI promotes justice as 

it is fairness which unites the rights of citizens with structural protection of the 

poor and the marginalised in society (Rawls, 2005). Changing the framing of 

WP and DI from its pre-existing global frame to a local one places a focus on 

the available distributive resources and social arrangements that allow for wider 

participation.  

Theoretical aspects of this workplace focus on the social justice aspects 

associated with the available distributive resources and social arrangements 

that allow for wider participation in HE. Theorising inequalities in WP provides a 

bellwether for which processes and structures are acceptable in post-colonial 

Britain, where Fair Access policy facilitates the citizen’s right to higher 

education free from exploitation. 
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7.1.1 Original Contribution 

There are two original contributions in this research which are grounded in the 

asymmetry of civil rights in Fair Access policy. Firstly, this work makes 

connections between the distribution of resources and the resultant mis-framing 

of resources, which results in the commodification of the identities of WP 

students. The commodification of WP students in FA policy is distinctively 

explored in this study. Secondly, the recognition of marginalised groups in WP 

policy is impaired because students may hail from less academically successful 

backgrounds and schools that are much less attractive to WP outreach and 

access programmes. The commodification of WP students in FA policy 

represents a distributive injustice, and the practice of recognition, especially of 

marginalised groups, reveals the structural exclusion of low performing students 

in the processes of recognition. Structural deficit thinking does not fit for a 21st 

Century post-colonial status order found in Fair Access policy and makes clear 

the fundamental difference in knowledge of what constitutes a WP student and 

the economic processes and common-sense structures for the distribution of 

resources. This work draws attention to how practitioners utilise the distributive 

resources “necessary for addressing justice claims” that arise during DI. It 

theorises institutional values, credentialing practices and the assessment of 

aptitude and cognition informed by cultural capital and skills valued in a 

knowledge-based economy. 

Deficit model epistemology promotes subordination through group identity. This 

work makes clear the hidden injustices which impact WP in the 21st Century. 

The focus on UBI and its pedagogical commitment to low performing students, 
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marked by the low prior attainment (LPA) credentialing first, provides a more 

democratic framework to confront the social and ethical challenges postcolonial 

educators confront in knowledge-based economic structures. The omission of 

LPA WP students represents significant, lesser-known obstacles to democratic 

DI practice. This work confronts educators with challenges to construct a trans-

Atlantic, experiential-knowledge-based DI pedagogy. Its democratic, and 

multicultural aim allows for educators and practitioners to interpret and criticise 

social and economic structures for the distribution of resources and the 

recognition of marginalised groups within university-based widening 

participation and its local culture (Valdivia, 2002). 

7.1.2 Epistemic Resources  

For cultural studies as well as education studies, studies concerned with post-

colonial identity politics in WP were constructed in and through political 

difference. BAME and WWCM are normative classifications of cultural identities 

found in widening participation policy and used for outreach targeting. An 

affirmative politics of framing WP applies some form of epistemic justice 

(Fricker, 2013), an umbrella term that encompasses dimensions of distribution 

and recognition of marginalised groups. Epistemic resources for access are the 

interpretive resources that promote social fairness. Such resources help create 

equilibrium when marginalised students feel the social and interpretative 

resources in their schools do not address power imbalance in social and 

learning relations (Fricker, 2007). WP’s resulting identity exploitation cannot be 

undone by praxis that does not respond directly to the multicultural identities of 

the assembled BAME and WWCM students. Centring low performing WP 
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students for DI requires a more democratic perspective of direct intervention 

praxis. Adopting a capability frame for epistemic resources would require 

educators to look beyond academic performance sets to achieve valued 

outcomes for low performers in DI. 

7.2 Limitations of the Study 

Based on UBI’s outcomes in GCSE scores compared to their more privileged 

peers, the study began with a focus on the learning environment at UBI. This 

shifted over time to include the perceptions of students and staff at UBI in order 

to better understand cultural practices embedded in pedagogy which led to the 

development of a toolbox for democratic DI in WP. In conducting a qualitative 

assessment of UBI practice, longer periods of time were available where data 

could provide more in-depth qualitative interview responses. Regarding the 

interview process, the researcher excluded multiple research partners in 

assessing data. Younger year nine students were excluded because of their 

short time in the programme. Additionally, articulating the student voice without 

bias and retaining the unique nature of discourse and linguistics during 

interviews may have contributed to limitations in methodology. In attempting to 

maintain a commitment to democratic qualitative methodology, challenges 

arose in contextualising philosophical anthropology as a theoretical tool for 

placing a focus on humanising access and FA policy. Also, the dearth of 

research on the LPA label in the context of DI pedagogy provided limitations on 

the collection of literature. Because Fair Access policy relies on disparate 

university-based WP outreach data on students from less academically 

successful backgrounds, outreach policy and recruitment mean that quantitative 
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data on LPA WP student WP outreach and acceptance into WP programmes 

for DI is not well documented. 

7.3 Response to Research Questions 

7.3.1 Central Research Questions 

The first research question asked, “Which structural factors contribute to 

marginalisation within the WP Cohort?” The researcher proposed that injustices 

associated with structural processes of WP are associated with the mis-framing 

of distributive resources and processes. WP policy is mis-framed because 

national attempts to address democratic inclusion in higher education through 

fair access to HE has developed HE markets which depend on WP students 

who can be charged the highest fees in the market. The networked processes 

in Fair Access policy make outreach and DI practice more focused on economic 

processes in the knowledge-based economy (KBE) rather than the social 

processes of DI, which leads to the commodification of young citizens. The 

researcher argues that social justice education discourse has become conflated 

with neoliberal education ideology, inclusive of global economic competition, 

multiculturalism, individualism, and standardised credentialing regimes 

grounded in science, technology, engineering, and mathematics (STEM). Mis-

framing resources contributes to deficit thinking, a remnant of colonial and 

imperial history. Deficit thinking in WP holds that inequality is the result, not of 

systemic inequities in access to power, but intellectual and ethical deficiencies 

in particular groups of people (Collins, 1988). These assumptions problematise 

the recognition of marginalised citizens within the WP cohort. Endemic of third 
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way national state building and roll-out of neoliberal common sense, WP has 

assimilated state institutions for enterprise in the KBE. WP students universally 

are caught in a process of individuation and racialisation which results in 

identity reification, and students are mis-framed as commodities of knowledge 

markets. This form of mis-framing creates a process of reification where WP 

student identities may be considered as ‘fodder’ for economic, neoliberal, 

economic desires. Mis-framing also constitutes misplaced resources as the 

distribution of epistemic resources is aimed at the KBE and these are 

insufficient for WP students labelled LPA. 

The second research question asked, “In what way do the structured 

interventions and social aspects of learning at Upward Bound enhance 

students’ academic performance, improve achievement at their local school, 

and contribute to high aspirations toward participation in further and later higher 

education?” The researcher advocates for changing the framing of WP from a 

global one to a local focus. This in turn places a focus on the available 

distributive resources and social arrangements that allow for effective DI 

pedagogy. The structured interventions at UBI indicate that WP classrooms are 

not merely places, but micro-networks engaged in direct intervention processes 

that integrate university resources, state school students, and educational 

economic networks. The micro-network in which the structured interventions 

take place depends on a broad array of component parts that work together to 

produce processes for DI pedagogy. These include, but are not limited to, 

monetary flows, experiential knowledge, practitioners, students, families, 

universities, schools, local councils, social events, academic revision, and 

markets. These component parts are parts which may also be in flux. This re-
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sizing of the WP network for DI allows practitioners to better understand which 

processes and structures for multicultural learning spaces are acceptable in a 

post-colonial status order. Component parts of the UBI network include, but are 

not limited to, multiple MKOs, pro-social language, resilience, students, 

families, university resources, schools, local councils, social events, academic 

revision, and credentials. Creating effective strategies of liberation from within 

hegemonic social and economic systems (hooks, 1994) starts with a tiered 

environment, and community-building collaborative social practices forges 

connections between the freedom to redistribute more humane distributive 

resources like programme staff and a recognition order informed by a notion of 

justice that places marginalised, low performing learners at the centre. 

The third primary research question asked, “From the perspective of students, 

staff, and alumni at Upward Bound in Islington, what meaning is derived from 

participation in the culture and processes inherent in the programme for: 

academic performance at the local school, qualifying achievement on the 

standardised General Certificate of Secondary Education (GCSE) examination 

(including 4 to 9 scores in mathematics and English) and disposition toward 

higher education?” Findings point to the importance of identity in pedagogical 

structures and processes: local community cohesion, discourse, language, 

resilience and experiential knowledge. The focus on developing positive identity 

perspectives for marginalised LPA WP students illuminates Lentin’s (2011) 

notion that neoliberalism was constructed in and through cultural and identity 

politics and cannot be undone by a movement without the constituencies and 

analyses that respond directly to that fact (Lentin, 2011). DI praxis through OST 

community cohesion places an emphasis on institutional discourse and pro-
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social language as the cultural glue that bonds cohesion. Research partners 

report that the elasticity of language creates social portholes for the 

transmission of information, the development of trust, empathy and critical 

thinking in DI. In regard to disposition towards higher education, the need to 

construct pedagogy for resilience was echoed by staff on the programme. The 

inclusion of familial, linguistic, resistance and social wealth for building 

resilience in low performing students enriches the learning environment and are 

exemplars of why WP practitioners must look beyond academic performance 

bands or ‘sets’ in schools to engage students with actual social, resistance and 

navigational wealth for greater freedom of opportunity in state education by 

restructuring Mills’s (1997) conception of the RC embedded in FA policy. Lastly, 

the incorporation of experiential knowledge into praxis is legitimate, and critical 

to analysing and imparting learning spaces which employ critical thinking and 

reflection. 

7.3.2 Suggestions for Further Research 

Social justice in WP must be a praxis for DI that can effectively address 

secondary students’ marginalisation by low predicted grades and 

marginalisation along the axes of race, class, and gender. Other researchers 

and WP practitioners can make connections through this work and further 

theorise social justice and WP issues. Regarding how researchers 

contextualise and frame WP programming across the sector, it is important to 

further research how to prioritise students who are labelled as having LPA in 

outreach and DI. Gaps in knowledge about who LPA students are and what 

motivates them to achieve in school and aspire to go through university, expose 
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areas of social justice, DI and WP literature that go unseen and unaddressed. 

Making connections to how low performers within the WP cohort experience 

deficit ideology are often applied and are overlooked in the processes of access 

(Burke, 2017). Additionally, research on the funding structures for DI is minimal. 

Researchers may also further develop the ways in which UBI provides a 

structural framework for existing university-based WP practitioners to assess 

how material resources are sourced, structured, and distributed for DI for all 

WP students. Martha Nussbaum (2006, p.1) makes clear, while “theories of 

social justice should be abstract”, they “must also be responsive to the world 

and its most urgent problems and open to changes”. This type of thinking 

applies to how researchers may contextualise UBI praxis to fit their practice 

which may exist outside of urban London, in rural or coastal areas of the UK. 

This research contributes to cultural studies. Outside of the field of education, 

researchers in cultural studies, history and social justice may further explore 

how Black philosophies which contextualised the development of Saturday 

Supplementary Schools in London apply to current student populations. WP 

practitioners can further research Black philosophies for students who are not 

Black. The focus on the culture and identity of students de-mystifies which 

cultural resources for DI are most appropriate for cohesion within mono-cultural 

and multicultural learning spaces. Fundamentally, WP students have their own 

epistemic resources which are a part of living in the society from which they 

originate. Research on the cultural connections between the cultural make-up 

of a WP classroom and the epistemic resources students and staff value is 

currently minimal. 
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7.4 Knowledge Exchange 

This research is applicable to multiple audiences ranging from local authorities, 

schools, universities, WP practitioners and families of WP students. At its core, 

this research is concerned with creating effective strategies of liberation from 

commodification of all WP students, including the dismantling of hegemonic 

social and economic systems which marginalise LPA students (hooks, 1994). 

The commitment to social justice opens up opportunities in the fields of ethics 

and civics for developing further perspectives on university funding tied to state 

resources for WP. Additionally, the institutionalised and economic role of 

university-based WP programming for citizens ranging from educational Key 

Stage 1 through adulthood raises questions about the role of universities in 

local communities.  Because WP departments work with the Office for 

Students’s (OFS) regulations to implement community outreach, placing a 

focus on LPA labelled citizens provides an ethical, democratic framework to 

confront the social and ethical challenges and postcolonial knowledge-based 

obstacles to democratic DI practice. 

In English WP, theories of social justice must be responsive to the learning 

economy along with its desires. Social justice within this context can also be 

assembled to become a ‘productive’ social force. Well trained student 

ambassadors can become part of an effective staff of WP practitioners. 

Universities with education, youth work and other disciplines aligned with youth 

wellbeing may also have university students who could engage with WP staff. 

For universities located near, or around local schools, teachers and other 

education professionals could also become members of staff. Universities can 
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partner with local councils to develop planning for raising GCSE attainment and 

increase access to further and higher education for low performing and at-risk 

students.  

UBI is an English, unaffiliated offshoot of TRiO services, which serve American 

young people from any background or social class. TRiO provides an example 

of a national network of broad widening participation services for young people 

and adults which may be accessed and is associated with multiple universities 

and community colleges. Imagining trans-Atlantic possibilities for WP in 

England aligned with Fair Access provides a structured pathway to higher 

education for those who are currently under-represented, including those from 

disadvantaged backgrounds. From this, the fundamental epistemic aims of 

praxis framed by TRiO services extends the paradigms for DI beyond the 

bounds of English philosophies and economics to a national, integrated network 

of DI with freedom to develop the realm of valued capabilities students value 

from diverse geographic locations nation-wide. Within this structure, local 

authority schools, universities and colleges could engage in forming social 

bonds through WP. 
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Appendix 1: Interview Questions 

Interview questions for each group were structured similarly to those for the 

students but differed according to the role played in the teaching process. UBI 

students in this study included recent programme graduates as well as peer 

mentors who were recent programme graduates who had returned to the 

programme to engage in mentoring for current students. Interview questions for 

all research partners sought their perceptions of what happened in differing 

learning contexts, what worked, what did not work and why, what was 

achieved, what difference it made for the students/alumni and the wider staff. 

Essentially the interview questions drew out differing perceptions of what was 

learnt from direct intervention work. 

Student Interview Questions 

Grand Tour Questions 

Could  you walk me through a typical Saturday morning at Upward Bound?    

Start with activities at home that are different from other days and continue through the steps 
until you have arrived home from Upward Bound. 

(If you now work for UB how is it different?) 

Can you tell me what a typical week of daily life would look like for you from beginning to end? 

Before you began participation in the UB programme, how did you feel about attending classes 
away from school on Saturdays? 

What did you expect? 

What did you find?  

Thinking back, did your experience at UB affect your performance/behaviour as a student? 

Can you tell me what a typical week/day of school would look like for you from beginning to 
end? 
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Specific grand tour questions 

Tell me about a past (and recent one if you work for UB now) UB experience you can 
remember from the moment you arrived until the moment you left. 

Does anything about your time at UB (experiences, events, relationship, etc.) specifically stand 
out for you? 

(If you now work for UB how are they different?) 

What helped you believe what you believe, about that experience? You can do now that you 
believe that? (outcomes, achieved functioning) 

(If you now work for UB how are they different?) 

Can you tell me about the last time you thought about something from UB in the course of your 
week? Tell me what happened and why you thought about it? 

Guided grand tour questions 
 

When you thought about something from UB during the week, did it affect what you were doing 
in school/work or at home in any way at all?  

Can you describe the way it affected you? 

Can you remember where you sat the last time you were in class at UB and describe for me 
some things that you experienced as you sat there? 

What helped you believe what you believe, about that experience?   

What can you do now that you believe that? (Outcomes, achieved functioning) 

Task-related grand tour questions 

Could you tell me what it was like working with the Peer Mentors and Student Ambassadors? 

If you are a Peer Mentors or Student Ambassadors what is it like working with one another? 

What about working with the Peer Mentors and Student Ambassadors helped you believe what 
you believe, about that experience working with them? What can you do now that you believe 
that? (outcomes, achieved functioning via community/cultural processes, social 
arrangements and programme structure) 

Could you tell me what it is like working with the students? 

What about working with the students helped you believe what you believe, about that 
experience working with them?  

What can you do now that you believe that? 
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If you study during the course of the week, can you describe to me when that might be?  

Could you describe what you found yourself studying the last time it happened during the week? 

Does working with the staff and students help at  school/work/home? 

Mini tour questions 

What are the rules, programme’s curricula? 

Why do you think they are in place? 

What language is encouraged? 

Specific mini-tour questions 

When was the last time you experienced that part of the Saturday morning routine?  

Can you describe the way it took place that time? (alumni/staff) 

After you thought about (something)from UB that time in the middle of the week, did you in any 
way change the way you performed in school or at home? 

Guided mini-tour question 

Can you show me what happens during the specific part of the Saturday routine that we talked 
about? 

Task-related mini-tour question 

Can you describe what you are thinking or feeling as you move through that part of the routine 
you are showing me? 

Example question 

Can you give me an example of the kind of studying or thinking you find yourself remembering 
during the week? 

Experience questions 

Can you tell me some of your favourite experiences at UB?  

This can be outside of classes and learning. 

What worked, what didn’t work and why? 
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What is pastoral support and why? 

Why do students participate in the poetry slam, what is its value? 

Which activities develop positive academic and aspirational outcomes? 

Direct language question 

How would you describe the way you feel when you remember something from UB during the 
week? 

Hypothetical-interaction question 

So, if you were telling a friend about your experience that you had at UB, how would you describe 
it to them? 

Contrast Question 

Have your thoughts about yourself as a student changed? How? 

Have your thoughts about yourself as a citizen changed? 

Contrast verification question 

You said that A, B and C in UB all had an impact on you. Did they each impact you in the same 
way or are they different in some way? 

You said that you usually remember a certain aspect of UB, during a particular kind of weekly 
action, X. Do you think about the UB learning experience (classes), A, differently when at 
school or at home such as Y or Z that you mentioned, takes place? 

Dyadic contrast questions 

Can you tell me the difference between A and C at UB? Can you think of any other reasons 
why C would be different from A?  

So, A and C are different, have we listed all the ways? 

Triadic contrast question 

Is B related to A or C in the way you experience them or are A and C more related to each 
other than to B? 
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Rating question 

How would you rate the experiences we have just named in their ability to impact your daily 
life? 

What was achieved, what difference did it make for the students/alumni and the wider 
community? 

What do you believe is the biggest “take away” for you from your experience at UB? 

Domain verification question  

Have your thoughts about yourself as a professional/student changed since attending UB? 

You described some different ways that UB has impacted your weekly routine. You said that 
you felt X because of what you had experienced at UB. Are there different kinds of ways to feel 
X? 

Did the staff play a role? How/Why not? 

Did the Students play a role? How/Why not? 

Included term verification question 

What do you believe you can do or be, after completing the programme? (this doing and being 
is called functioning) 

Which experiences at UB helped you believe what you believe you can do what you do? 
(outcomes, achieved functioning) 

When you say that this part of UB was Z, is that also part of X? 

Semantic relationship verification question 

Are you saying that when you do Y it is because of X or is it just something similar that 
happens? 

Native language verification question 

Would you usually say X to your family or is that just a term you are using with me because I 
am a teacher/group leader at UB? 

 

Cover term question 

You said a specific part of UB affected you. Are there different ways that it has affected you? 
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Included term question 

Are you saying that X, Y, and Z all feel like the same kind of learning experience for you? 

 

Alumni Interview Questions 

Grand Tour Questions 

How did you happen to come to Upward Bound? 

What was school life like before UB? 

How did you see yourself as a student (world if needed)? 

How is it different now? 

Thinking back, before you started the program, how did you feel about coming/what were your 
expectations about attending/participating in the program? 

What did you expect to gain from attending? 

What did you find? 

Did you meet new people? If so, who? Who had an impact on you? 

Did your thinking change in any way? 

Thinking back, did your experience at UB affect your performance/behaviour as a student? 

Why does Upward Bound exist outside of school? 

What type of social and academic encounters take place at UB? 

Which types of language and discourse mark encounters and interventions? 

Specific grand tour questions 

Why does UB work with LPA students? 

Does anything about your time at UB (experiences, events, relationship, etc.) specifically stand 
out for you? 

What worked for you/others? 

(If you now work for UB how are your views different?) 
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What helped you believe what you believe, about that experience? How do you know that you 
can believe that? (outcomes, achieved functioning) 

Task-related grand tour questions  

Could you tell me what it was like working with the Peer Mentors and Student Ambassadors? 

If you are a Peer Mentors or Student Ambassadors, what is it like working with one another? 

What about working with the Peer Mentors and Student Ambassadors helped you believe what 
you believe, about that experience working with them? 

What can you do now that you have been a peer mentor? (outcomes, achieved functioning via 
community/cultural processes, social arrangements and programme structure) 

Could you tell me what it is like working with the students?  

Mini tour questions 

What are the rules, programmes, curricula? 

Why do you think they are in place? 

What language is encouraged? 

How do linguistic exchanges and discourse impact functioning within a Capabilities Approach 
framework? 

What types of communication and discourse frame programme processes? 

Experience question 

Can you tell me some of your favourite experiences at UB?  

This can be outside of classes and learning. 

What worked, what didn’t work and why? 

What is pastoral support and why? 

Why do students participate in the poetry slam, what is its value? 

Why does learning take place outside of school? 

Which activities develop positive academic and aspirational outcomes? 

How did the GCSEs go? 
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Contrast Questions 

Have your thoughts about yourself as a student changed? How? 

Included term verification question 

What do you believe you can do or be, after completing the programme? (this doing and being 
is called functioning) 

Which experiences at UB helped you believe what you believe you can do what you do? 
(outcomes, achieved functioning) 

Is there anything else you would like to add? 

Contrast Question 

Have your thoughts about yourself as a student changed? How? 

Have your thoughts about yourself as a citizen changed? 

Contrast verification question 

You said that A, B and C in UB all had an impact on you. Did they each impact you in the same 
way or are they different in some way? 

You said that you usually remember a certain aspect of UB, during a particular kind of weekly 
action, X. Do you think about the UB learning experience (classes), A, differently when at 
school or at home such as Y or Z that you mentioned, takes place? 

Dyadic contrast questions 

Can you tell me the difference between A and C at UB? Can you think of any other reasons 
why C would be different from A?  

So, A and C are different, have we listed all the ways? 

Triadic contrast question 

Is B related to A or C in the way you experience them or are A and C more related to each 
other than to B? 
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Rating question 

How would you rate the experiences we have just named in their ability to impact your daily 
life? 

What was achieved, what difference did it make for the students/alumni and the wider 
community? 

What do you believe is the biggest “take away” for you from your experience at UB? 

Domain verification question  

Have your thoughts about yourself as a professional/student changed since attending UB? 

You described some different ways that UB has impacted your weekly routine. You said that 
you felt X because of what you had experienced at UB. Are there different kinds of ways to feel 
X? 

Did the staff play a role? How/Why not? 

Did the Students play a role? How/Why not? 

Included term verification question 

What do you believe you can do or be, after completing the programme? (this doing and being 
is called functioning) 

Which experiences at UB helped you believe what you believe you can do what you do? 
(outcomes, achieved functioning) 

When you say that this part of UB was Z, is that also part of X? 

Semantic relationship verification question 

Are you saying that when you do Y it is because of X or is it just something similar that 
happens? 

Native language verification question 

Would you usually say X to your family or is that just a term you are using with me because I 
am a teacher/group leader at UB? 

Cover term question 

You said a specific part of UB affected you. Are there different ways that it has affected you? 
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Included term question 

Are you saying that X, Y, and Z all feel like the same kind of learning experience for you? 

Staff Questions 

Grand tour questions 

Could you walk me through a typical Saturday morning at Upward Bound? Start with activities 
at home/work that are different from other days and continue through the steps until you have 
arrived home from Upward Bound. 

Can you tell me what a typical week of daily life would look like for you from beginning to end? 

Before you began participation in the UB programme, how did you feel about attending classes 
and working on Saturdays? 

What did you expect? 

About students? 

About staff? 

What did you find? 

what do students /staff achieve and do? 

Thinking back, did your experience at UB affect your performance/behaviour as a 
student/professional? 

Can you tell me what a typical week/day of school would look like for you from beginning to 
end? (if other questions lag) 

Specific grand tour questions 

Tell me about a recent UB experience you can remember from the moment you arrived until the 
moment you left. 

Does anything about your time at UB (experiences, events, relationship, etc.) specifically stand 
out for you? 

About students? 

About staff? 

Are there different aspects to student learning at UB? 

What helped you believe what you believe, about that experience?  
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Do you believe that? (outcomes, achieved functioning) 

Can you tell me about the last time you thought about something from UB in the course of your 
week? Tell me what was happening and why you thought about it. 

Guided grand tour questions. 

When you thought about something from UB during the week, did it affect what you were doing 
in work/school or at home in any way at all?  

Can you describe the way it affected you? 

Could you show me what you were doing the last time you were working at UB and describe for 
me some things that you experienced as you did it? 

What helped you believe what you believe, about that experience? What can you do now that 
you believe that? (outcomes, achieved functioning) 

Task-related grand tour questions.  

Could you tell me what it is like working with the staff (Peer Mentors and Student Ambassadors 
or Group Leaders and Teachers or Programme leadership)? 

What about working with the Peer Mentors and Student Ambassadors Group Leaders and 
Teachers or Programme leadership helped you believe what you believe about that experience 
working with them?  

What can you do now that you believe that? (outcomes, achieved functioning via 
community/cultural processes, social arrangements and programme structure) 

Could you tell me what it is like working with the students? 

What about working with the students helped you believe what you believe, about that experience 
working with them?  

What can you do now that you believe that? 

Did working with the Peer Mentors and Student Ambassadors Group Leaders and Teachers or 
Programme leadership help at work/home? 

Mini tour questions 

What are the rules, programme’s, curricula? 

Why do you think they are in place? 

What language is encouraged? 
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Specific mini-tour questions 

When was the last time you experienced that part of the Saturday morning routine? Can you 
describe the way it took place at that time? (alumni/staff) 

After you thought about (something)from UB that time in the middle of the week, did you in any 
way change the way you performed in school or at home? 

Guided mini-tour question 

Can you show me what happens during the specific part of the Saturday routine that we talked 
about? 

Task-related mini-tour question 

Can you describe what you are thinking or feeling as you move through that part of the routine 
you are showing me? 

Example question 

Can you give me an example of the kind of studying or thinking you find yourself remembering 
during the week? 

Experience question 

Can you tell me some of your favourite experiences at UB? This can be outside of classes and 
learning. 

What worked, what didn’t work and why? 

What is pastoral support and why? 

Why do students participate in the poetry slam, what is its value? 

Which activities develop positive academic and aspirational outcomes? 

Direct language question 

How would you describe the way you feel when you remember something from UB during the 
week? 

Hypothetical-interaction question 

So, if you were telling a friend about an experience that you had at UB, how would you describe 
it to them? 
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Contrast Questions 

Have your thoughts about yourself as a professional/student changed? How? 

Have your thoughts about yourself as a citizen changed? 

Contrast verification question 

You said that A, B and C in UB all had an impact on you. Did they each impact you in the same 
way or are they different in some way? 

Directed contrast question 

You said that you usually remember a certain aspect of UB, A, during a particular kind of weekly 
action, X. Do you think about the UB learning experience (classes), A, differently when at school 
or at home such as Y or Z that you mentioned, takes place? 

Dyadic contrast questions 

Can you tell me the difference between A and C at UB? Can you think of any other reasons why 
C would be different from A? So A and C are different, have we listed all the ways? 

Triadic contrast question 

Is B related to A or C in the way you experience them or are A and C more related to each other 
than to B? 

Rating question 

How would you rate the experiences we have just named in their ability to impact your daily life? 

What has UB achieved, what difference did it make for the students/alumni and the wider 
community? 

What do you believe is the biggest “take away” for you from your experience at UB? 

Structural Questions 

Domain verification question 

Have your thoughts about yourself as a professional/student changed since joining UB? 

You described some different ways that UB has impacted your weekly routine. You said that you 
felt X because of what you had experienced at UB. Are there different kinds of ways to feel X? 
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Did the staff play a role? How/Why not? 

Did the Students play a role? How/Why not? 

Included term verification question 

What do you believe you can do or be, after participating in the programme? (this doing and being 
is called functioning) 

Which experiences at UB helped you believe what you believe you can do what you do? 
(outcomes, achieved functioning) 

When you say that this part of UB was Z, is that also part of X? 

Semantic relationship verification question 

Are you saying that when you do Y it is because of X or is it just something similar that happens? 

Native language verification question 

Would you usually say X to your family or is that just a term you are using with me because I am 
a teacher/group leader at UB? 

Cover term question 

You said a specific part of UB affected you. Are there different ways that it has affected you? 

Included term question 

Are you saying that X, Y, and Z all feel like the same kind of learning experience for you? 
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Appendix 2: Consent Forms and Information Sheets 

The Alumni Consent Form 
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The Alumni Information Sheet 

 

 



245 
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The Staff Consent Form 
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The Staff Information Sheet 
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The Student Consent Form  
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The Student Information Sheet 
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The Parent Information Sheet 
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Appendix 3: Interview Prompts 

The interview questions sought to draw out perceptions of what happens at 

Upward Bound from differing perspectives. Additionally, interview questions 

sought perceptions of what contributed to the stock of shared meanings or the 

pool of resources and knowledge in the zone of proximal development (ZDP) in 

which learning takes place. Black Emancipatory Action Research (BEAR) 

includes the understanding that widening participation students marked by low 

prior attainment (LPA) and the communities with whom they interact in direct 

intervention, engage in learning and should be able to determine what is valid 

or useful knowledge. 

Interviews were structured to interpret culture, functions, and meanings of the 

activities and interactions at Upward Bound. Because a capability is a potential 

functioning, functioning is an important part of a meaningful learning 

experience. Developing capability through functioning requires structured 

formal and informal learning experiences in a space constructed to deliver 

learning experiences that include functioning as a pedagogical tool. Questions 

centred on the research partner's perceptions of the actual and potential assets 

that the group could draw upon. 

Moving from general to more specific interview questions were ordered by 

importance of issues in the research agenda. Often discussions took on a life of 

their own. Beginning with Grand Tour Questions, the Tour questions sought to 

draw out data on the Broad perceptions of functioning and a comparative 

analysis of learning environments begin the interview process.  
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Some Grand Tour Prompts included: 

Could you walk me through a typical Saturday morning at Upward Bound?  

Start with activities at home  

Before you began participation in the UB programme, how did you feel about attending 

classes away from school on Saturdays?  

Thinking back, did your experience at UB affect your performance/behaviour as a 

student?  

 

Specific grand tour prompts follow the Grand Tour. These prompts allow research partners to 
engage in reflection on their time at the programme. Some Specific Grand Tour Prompts 
included: 

Tell me about a past (and recent one if you work for UB now) UB experience you can 

remember from the moment you arrived until the moment you left.  

Does anything about your time at UB (experiences, events, relationship, etc.) specifically 

stand out for you 

Task-related grand tour questions allow research partners to reflect on key social interactions. 

Some prompts include: 

Could you tell me what it was like working with the Peer Mentors and Student 

Ambassadors? 

Capabilities are built on a person's perceptions of functioning and self-efficacy or agency. The 
Experience question sought to draw out research partner perceptions of meaningful 
experiences including the Poetry Slam. Some sample prompts include:  

 

Can you tell me some of your favourite experiences at UB?  

This can be outside of classes and learning.  

What worked, what didn’t work and why?  
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Why do students participate in the poetry slam, what is its value?  

Contrast Questions sought to draw out research partner perceptions of change and introduced 
the concept of citizenship within a group and society. Some sample prompts include: 

Have your thoughts about yourself as a student/teacher changed?  

How?  

Have your thoughts about yourself as a citizen changed? 
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Appendix 4: Observation Goals 

Observation goals set by the researcher together with templates helped the 

researcher organise themes and categories while recording observations. 

Observation goals included interpreting structures and processes in the 

classroom and outside of class.  A sample selection from a written observation on 

5/3/2017 follows. 

Ritual 

morning staff meeting. Meet with meeting in lounge... all staff... conversations 

interstaff b4 meeting... PM (programme manager... bried 10 min address, gl meet w 

group staff… some on time others trickle in... language used in meeting mix of 

english dialects and hybrids… hybridity plays a large role in multicultural, multiaged 

and gendered staff. Different dress and cultural messages about dress 

  



259 

An example of class structure supporting processes: 

 .  
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Additionally, programme ritual events such as the ‘Poetry Slam’, 

‘Acknowledgements’ and ‘Vote With Your Feet’ were primary sources of data.  

Observation goals included identifying and interpreting language and 

communication produced in curricula. 
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Following is an example of a class transition: 
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Appendix 5: Field Notes 

Field notes helped the researcher incorporate events, themes and theory into 

observations. 
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