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1. Education, Pedagogy and (3as

1.1 Emergent consciousness in learning delivery systems

G/ tlraa Aa | O2YYdzyAad O2yOSLIié dal NBINBUG ¢KI

GX6SQNBE Ittt YARRES Oflaa y2¢é oc¢2y@ . fFANE M

bwiAOKS G(KAO]l 1ARa R2 o0SGGSNI GKIY LR22NE Of S@S|

INJuly 2017 (G KS 22dzNy I f Qad NBEIdzZ F NI O2y GNAROGdzii 2 NI 5
social media a®ajvid Hazg posted a proposal on Facebook, setting off a chain of events
leading to the issue of PRISM you are reading now (Fig.1). The online reaction to hiasdea
immediate and heartfelt. Our impression of that moment was that there was a hunger to talk
about the lived experience of class in education and to relate this experience to our wider
institutional, social and economic contexts. With this special issu® hope to better
represent the issue of class in education as well as the experience of watasggstudents

and academics.
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t Dajvid Haze e
.

Just some thoughts, before | try to grab some more sleep.
The working class scholar project — communities of fate and communities of practice.

In the immediate wake of the recent academic conference | have attended, and after shuffling off the
dust from the experience of stasis, ideas began to emerge based upon the experience and indeed
cumulative experiences. Often when these conferences discuss diversity, the focus is on gender, race
and ethnicity, sexuality, intersectionality, but very rarely class.

What | propose is a social scientific, arts and humanities research group that consists exclusively of
thinkers who have transitioned from working class backgrounds to the middle-class environs of
academia. These scholars, who have emerged from communities of fate, have a hybrid identity and
dynamic/ dialectical tension unlike those scholars who come from privileged communities of choice.
Following the concept of convict criminology, these working-class scholars are arguably vital today for
engaging in contemporary issues — mainly pedagogical and political — supporting the rights and dignity
of working class people post-Grenfell and promoting class consciousness.

Despite illusions to the contrary, there is a continuing divorce between the research, publications,
teaching and conferences that take place in academia and the concrete experiences of real people in
the contexts of their lives. It would be useful to conduct research that attempts to capture the
experience of students and others who have made/ making this transition between the classes - this
process is never complete and is ongoing. This would involve engaging with graduates from
communities of fate, who often discontinue research and scholarly activity — these are the people who
would be vital for this project, alongside existing teachers and scholars who have made/ are making
this transition.

Just a preliminary sketch - is anyone interested?

Q Terry McDonough

x Even "working class' can be aspirational when you're looking up! Starting life in an
incubator with teenage parents in a deprived mill town is like starting a game of
monopoly - half-way through - with your face nailed to the floor. Count me inl O

Figure 1: Facebook conversation on working class academics

In the United Kingdom in the 1990s and early 2000s there seemdx ta developing
O2yaSyadza ©OASgs> | INRPAzZLIIKAY]1X SYLX2eAy3a LK
GYSNAG2ONI Oeé¢ |yRZ Ay NBFESOUA2Yy 2F Cdzl dz2 | YI
that society was progressing naturally and inevitably towgaadiberal democratic, globalised
meritocratic end state. The collapse of the world economic system in 2008 and the punitive
measures used to bail out the financial markets in the years that followed (which in the UK
gSNBE Ol f f SR dal dza ividh M3ing Bequality aNdSsavhga éuss @ ihle weffare

state and public services. The pasash period has also seen a resurgence of populist and
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extreme rightwing politics. At this moment the debate around social class and education
seems more pertinehand necessary than ever. Our initial and informal discussion of the
theme revealed an abiding anxiety over class identity, a rfraccturing and division that
distracts from gross societal inequalities and decreasing social mobility. Is this class self

consciousness rather than classnsciousness?

This journal is hosted at an institution in one of the most deprived areas of the United
Kingdom. Staff here are regularly trained in equality and diversity for characteristics such as
race, gender and sexu®l, but bias based on social class is not covered. As Diane Reay
suggests, social class is insufficiently addressed in teacher training and education, leading to

0KS A&dadzSQa YINBAYFfAAlIGAZ2Y O

Xdzy GAf 6S | RRNBaa az2O0Al f (onthea socidl dassl OSy G NJ

will remain the troublesome wdead of the English education system. | am not
conjuring up here some gentle shadowy ghost haunting our classrooms but a

potential monster that grows in proportion to its neglg&teay, 2006)

Diane Reay was the first researcher to be mentioned in the comments on the Facebook

post above and we are absolutely delighted to publish her article in this issue.

The question that then arises is wietr the low status of class issues in education and
society is a result of unconscious bias or, as Henry Giroux suggests in this issue, because there

is an active, conscious depoliticisation through reinforcement of ignorance and illiteracy.

More profoundy, illiteracy is also about refusing to act from a position of
thoughtfulness, informed judgment, and critical agency. llliteracy has become a

political weapon and form of political repression that works to render critical
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agency inoperable and restage @ SNJ a | Y2RS 2F R2YAYIl GA
provides the foundation for individuals to be governed rather than a foundation

that enables them to govern.

We note the increased prioritisation of skills over education and growing emphasis on the
employability ¢ school leavers and graduates. Does this suggest that class consciousness,
creativity and critical thinking may be seen as superfluous at best and, at worst, a threat to

the established social and economic order?

hdzNJ OF € £ F2NJ LI LIS ¥ (1dz2D& ¥ 4 DR & dzak/NEla&®asS AYS ¥ SMAEN.
both as a reference to (re)emergent class consciousness in education and in relation to the
recasting of pedagogy, teaching and learning in the more robotic, instrumental and
behavioural vocabulary of learrgndelivery, programme management, assessment and
quality assurance, with implications of a future of artificial intelligence and algorithmic
SRdzOF A2y ® twL{aQa NBYAG A& (2 66St02YS |IyR
emergent authors and practitiers and the reaction from our contributors to the call has

been truly impressive in its breadth and quality.

1.2 Conclusion
Il Fa GKS WNBaAaAIYySR O2YLIX AIYyOSQ |yR Wadzm YAa:
paper, got the better of us and extinguishedr hopes and beliefs in a higher education

system that levels the opportunities for all its students rather than divide them?

This special issue contains six articles, three think pieces and one book rex@wv
50,000 words on a topic we have beeith®ly told no longer exists, or if it doesan justbe
surmounted through more aspiration and participation? The commitment and critical insights

in this issue will hopefully inspire every reader to engage with this research and schmlarshi
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2. In thisissue

This special issue is opened AyLife Lived in Class: The Legacy of Resistance and the
Enduring Power of Reproductitnom Diane Reaylt has her own life and career as a case
study, one originating in a workiagass coalmining area, before twengtgars as a primary
school teacher in London and then as an academic and Professor of Education at Cambridge
University. The case study advances the influential work of Pierre Bourdieu on the
relationship between a habitus and a field through its concep odcalcitrant habitus. The
article supports its position through many examples of personal experiences that illustrate
both selfdefeating and transformative consequences of resistance. It posits the effects of a
FASER Olyy2i 0SS 285892 Y&LIVo& 2uAM) AgA @2ANHa iGN

CKFyla 2 GKS RSLIWGK 2F AdGa lyrfearas GKAaA
alarming examples of the impact of class and its relationship with other influences. It

guestions the ability of higher educatido surmount these problems when:

~ ~ A

XG6KS | OFRSYe Aa | FAStR RSTAYSR o0& YIS |

where racism of intelligence is compounded by the misogyny of intelligence.

Henry Giroux in Higher Education and the Politics of the Radlo@hgination then
provides a piercing account of the contemporary threats and pressures facing higher
education. It serves immediate notice to their urgency from increasing authoritarianism,
deregulation and privatisation. It identifies a political prdjbehind pedagogies of repression
and education that merel{grovides the foundation for individuals to be governed rather than

a foundation that enables them to govefh.

The article encourages all educators to protect the cultures that make democrasyplaos

and rebut the current attacks on the truth, honesty, and the ethical imagination. It argues this

5
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requires a new way for thinking about education, one that halts the creation of a predatory
Oftlaa 2F WdzySGKAOIf 1 2Y0 A Sraton thaNReR Au@dllyodld RS | R
y2i KIFI@S SYy@ArAairz2ySRQ® LG +Ffaz2 AyOfdzRSa Of S|t
their higher education teaching than merely train students for the workforce:

Critical pedagogy is about more than a strugglera&signed meanings, official

knowledge, and established modes of authority: it is also about encouraging

students to take risks, act on their sense of social responsibility, and engage the

world as an object dboth critical analysis and hopeful transfoation.

The third article iBeyond the Curriculum and the Classroom: A case study of a curriculum
enhancement programme in an English secondary sefioeie Rachel Jacksoputs forward
her research from teaching classics on an as@nool curriculum erdncement programme.
I FEF 2F GKS LI NGAOALIYyGA KIFR 0GCLAFSicSA@ABSSH A FA !
programme that provided learning opportunities usually reserved for elite educational

institutions. The paper includes five portraits of the papasits that provide fascinating

insights into how these young people perceive their futures.

This is followed b?wA a1 & . dzZAAYyS&daKQ hy t SNOSLIWiAz2ya 2
Educationfrom Christina Donovan The intriguing title illuminates the padoxical and
O2y Fft AOGAY3I NBaLkRyasS (KS GSNXY WNRa1Q LINERAzO
FdzZNIKSNJ SRdAzOI A2y O2tfS3aS Ayd2 (GKS O2y Tt A0l
investigates how the term is defined by different memberstfff and captures what they
O2Y&AARSNI G6GKS OKINIY¥OGSNRAGAOA 2F |y WG NRaj

perceptions influence attitudes towards such students who in the consequences of the
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YyS2t A0SNIf SYGBANRBYYSY (G gk hdlBnandiaK Bedlth dIBHEINE & Sy

organisation.

The next article is fromAbdul Aziz Hafiavho in, Class Precarity and Solidarity in
Education: Social Value €eation and Norownership Social Infrastructuresnsiders the
Great British Class Survey 2013 dts class at the bottom of this ranking system, the
‘precariat’. It extends earlier work by acknowledging the sociospatial complexities of class and
argues for understanding difference in relation to global dependence and the reproductive
mechanisms of igcarity. The potential to provide security through higher education is then

considered.

Alex Dunedinthen providesClass, Opportunity and the Lesser Minds Problem: A Ragged
University Responsehich considers his work in the free education project the dedg
' YAGSNAAGED® CKAA AYAGAFGAOGS dzaSa GKS !yQa i
opportunities at community events in social spaces. The piece opens with discussion of the
Lesser Minds problem and processes of dehumanisation and dementaiisdtne social
justice aspirations of pedagogy are contemplated as are the relationships we encounter when

education is reduced tdfree€ market principles.

The first of the three think pieces in this special issue, comes Rarard Wyattwith
Raymond Wliams the working class academithis contemplates the key ideas from one of
the founding fathers of cultural studies and argues for his contemporary relevance. The piece
O2yaARSNE 2AfftAlIYaAaQ LIA2YSSNAYy3 Ayaryd@rioa FNP
dzy RSNE Gl yRAY3a tABSR SELSNASYyOSa FyR KAaa (81
alternative collective opinion; an important method as such thoughts may not always reflect

dominant ideologies.
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David Allan provides the second think piece&lass Education, and MindsetAllan
considers the influence of attitudes in education, employment, and social status. It reflects
on the role of education for maintaining rather than alleviating class divisions, through its
ability to reproduce capital rathethan its production. The piece offers a clear challenge for
educators, one where we aim to educate beyond the curriculum to create more life chances

and informed choices for our students.

This is followed by a third think pied&pntainment and Divisionv&luating ClasBased
Metaphors in Higher Educatidoy Terry McDonough The use of Conceptual Metaphor
Theory is put forward to understand the divisive effects in educational discourse from terms
4dzOK -n-B9 @1 6 KAIKSNI SRdzOI (i A Zhgughkfyl brehidin &f$his) S R dzO
metaphor is provided in the piece which stands as a clear provocation and challenge to this

artificial and damaging distinction in the different classes of HE now available in the UK.

This special issue then concludes witdl S NJ { Mab® revie®@ af Virginia Eubanks
(2017)Automating Inequality: how higtech tools profile, police and punish the po®his
0221 Kla S@2t SR FTNRBY 9dzolyl1aQ NBaSFkNOK |yR
technology in everyday life ants embeddedness into the infrastructure of welfare in the
United States¢t KS NBOAS¢g St dzOARI G6Sa a2y$S 2F GKS GNRd
pervasive and destructive oweeliance on technology as a means of disassociating and

alienating the por.

We hope that you enjoy reading this issue and that you find it inspirational for your own
work and/or thinking. PRISM welcomes your responses, critiques and counterpoints for

future issues.
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Abstract

L KIFI@S allsSyd Ye ¢gK2ft S tclst §irl ang'theW &falpdma®> T A NB U
school teacher, and later as an academic. My academic career spans over-fiwenty
yearstakingk S 62 N)] 2F tASNNB . 2d2NRASdz 2 GKS fAYAlC
is to engage with his research affectively as well as intellectually, to recognise our own

social and academic positioning in the same powerful way he recognised and worked with

his own autobiography (Bourdieu, 2007). It also requires the deconstruction and
reconstruction of his concepts in relation to our own distinct experiences. In this article |

attempt to tease out the many different and antagonistic embodiments of the oelstip

between a habitus and a field, taking myself as a case study. | am going to focus on two

fields: the workingclass coamining community of my childhood and youth, and the

educational system.

The difficult thing is not to rise in the world, bwhile rising, to remain oneself
- Jules Michelet (1846)

2dzNRASdzQa O2yOSLJi 2F KFroAddza Aa (GKS (GKS2N
becomes embodied in the individual in the form of dispositions that remain powerfully linked
to economic andwtural background (Reay, 2004). Bourdieu (2@22) writes in Sketch for
aSelft yIfeara (GKIFIG WikKS aLI OS 2F LIaaroAiAfAldASa
2NJ NBLJzZ aA2y GKFG RSLISYyRa 2y GKSdhiNadwaySa IKaG A

consequence of an originary habitus even for those of us whose habitus has been

10
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transformed. He argues that we cannot understand habitus without analysing the formation

of the dispositions associated with the position of origin:

Experienceihked to one's social past can and must be mobilised in research, on
condition that it has previously been submitted to a rigorous critical examination.
The relation to the past which remains present and active in the form of the habitus

has to be sockanalysed. (Bourdieu 200p, 113)

Figure 1: Working class siblings (1959)

There were many powerful dispositions associated with my position of origin. In the tough
O2Ff YAYAYy3 O02YYdzyAdeé L 3INBG dzLd AysS GKSNBE g S
the bosses and the workers, the working classes and the middle classes. My great
grandmother, who was still alive when | was a little girl, would spit at the radio every time a
member of the royal family or an aristocrat was mentioned. She would spit rhthreyi were
actually talking. We were told life was hard, unfair and that our fate was a constant diet of
exacting work. My father would always tell his children we were just as good as anyone else,

but the subliminal message was of course that we were bts message was reinforced by

11
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the educational system where, as free school meal children, we had to line up after the
GYy2NXIfé¢ OKAEfRNBY YR KIFE@S 2dz2NJ yI YSa NBIR 2«
the world generates powerful dispositions@bposition, obduracy, defiance, rigidity but also

those of solidarity, determination, singhaindedness, and seftliance; a habitus of
recalcitrance (Skeggs, 200d, 89). Less palatable but more difficult to own are those
dispositions of shame and inferity. Alongside the opposition and resistance there was a
powerful internalisation of the judgments we received from wider society, that we were
AYVFSNA2NI YR (K2a$S 2dzRIYSyGasz NBAYTF2NOSR oe@
enough, generaté enduring dispositions of poor confidence, dekithing and low seif

esteem.

Figure 2: A working class family (1956)

| am not sure what readers notice in this photo of me and my family from the 1950s, but
| see the defiant abject, but shiningthr@lk (G KS Ft02S0GA2y A& Yé Y2i(K
had eight children but continued to wear28-inch elastic bandaround her waist into her

sixties.

12
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| hated my schooling. | can say that now, but for many years it seemed ungrateful to feel
thisway. |l¥ 2y S 2F . 2dz2NRASdzQa 26f+FGSay G4KS GSIFOKS
education, culture, training and career to the state education system (Bourdieu, 1990a). | felt
| had been lucky, a chosen escapee. Yet many years later when | tried to devsbops
analysis of my own trajectory, | realised | had fought for every educational advance. My
educational experiences were pitiless and harrowing. My year three teacher turned out to be
the woman on the posh private estate | had taken three of my yeursgplings and three
other children for a walk around. When we tried to smell the flowers growing over the wall
2F KSNJ FNRyYy(d 3IFNRSYy> akKS OFffSR dza aaldzyé Iy
When | walked into her classroom a few months laiermy first day at Junior School, there
was a mutual shock of recognition. Despite all my earlier efforts, | was once again put on the
O2dzy OAf SadaldsS dGrotSo L aLlsSyda + 24 2F GAYS
my head. Oneboyinn®f a4 221 SR GKFId GKS a5¢ Ydzad aatry
it so much. However, to the amazement of the other children | passed the 11 Plus without
any practice, or the tutoring nearly allthe midelef | a4 OKAf RNBYy N
Ydzad oS | YAadlr1S 5AFLyS OFyQi KI@S LI aaSRé

&
o
w»
>
[N
m (/))
M ¢
Fal

Grammar school was both an escape and a torment. | was in the top set, one of only two
working class girls, and the judgments were still raining down on menddliyteacher in year
8 accused me dbeing a liar, a thief and a cheat, and because parents like mine never went
into school it was the maternity ward sister who had delivered me, the mother of another girl

in my class, who finally came in to defend me and prevent me from being excluded.

| an going to write about just one day of many long days of terror, anxiety and
overwhelming fear of failure that epitomizes the resisting habgumay first day at schooll
want you to picture a scene in a small town primary school on the edge of theetdsliin
Derbyshire in the mid950s. A little girl barely aged five has been gently pushed through the
school gate by a harassed mother with baby in pramya&-old sat on top, and a crying 3
yearold clutching the bar at the side of the pram. The matihagshes off. The little girl is
already late, and it is her first day at school. She cautiously makes her way to the front
entrance and a kindly secretary ushers her into the reception classroom. Lingering at the door
the little girl immediately notices aumber of things. First, Roy Machin and Raymond Wilson,

two boys from her council estate are sitting at a table laboriously copying the letters on a

13
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sheet of paper. Doris and Edith, also from the estate, are sitting opposite them. Her eyes
swivel round tle classroom. At the other tables, unknown children are reading. The little girl
instantly recognises the very familidanet and Johreading series. She and her mother had
been reading the books since she was three and she had recently started to tegauhger

sister to read book one.
The teacher looks up, smiles, and asks her name, then walks over to the desk to check the
NEIAAGSNY G{Al0 20SN) GKSNBxX¢ A&AKS alea LRAYUGAY
The little girl hesitates. She wants to read, @@ can already write the alphabet on her

own. She does not need to copy.

The little girl's father has told her two things about school "Be polite and put your hand
dzL) 6 KSy @2dz 41 lFyeluiKAy3IZh FyR Gl ftél &up aLISH |
The teacher frowns, a twinge of irritation fleeting across her face.

G, Saxé akKS SyljdzANBa D

¢CKS tAGGES AANI alea OSNe atz2gfteé |yR az2ftSy
0KS 20KSNJ GFof Sake

¢CKS (S OKSNDa FTNRgy dRINBSyYUEd RHE2dz aAld 6 KSN.

The little girl reluctantly slides into her chair but refuses to pick up a pencil, stung by the

unfairness of it all. She wrestles with herself and fidgets until the teacher comes across and

this time raises her voice.
G2 KIFIG 2y SFEOAOBNARaAA(GKSe@2dz OKAf RKE
¢CKS fAGHES FANI 221& dzLJ YR aleaszx a. dzi aA

She is made to stand in the corner with her face to the wall for her insolence, but the next

day she is moved to a table of readers.

This is a move away from the childré know, and am familiar with, to a group whose
mothers have told them not to sit with children like me. To remain with my friends means to
not progress educationally, while to join those who are seen to be educational achievers is to

be positioned as thenwelcome outsider.

14
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| want to suggest the dispositions of the resisting habitus were already formed in that
five-yearold; that they are evident in the stubborn uncompromising oppositional stance |
took to the unfairness of authority. But at the same é&irthe dispositions of solidarity, that
were part of the life blood of my coal mining community, were already under threat,
powerfully in tension with a hypetompetitive streak that was encouraged by both my
parents. That was the first, but far from thestatime | felt a deep sense of relief mingled with
fear and an acute sense of disloyalty. Stubborn determination combined with a strong
competitive streak became the hallmark of my schooling. Speaking of resistance Bourdieu (in
Bourdieu and Waquant, 1992ygues that intellectuals often forget that the dominated are
socialised by the very conditions in which they live, and that they are therefore often
determined, to varying degrees, to accommodate to their situation, lest the world be totally
unliveable ér them. Through much of my schooling, and later university experience, the

world verged on being unliveable for me.

We cannot make sense of habitus without seeing gsypchological and emotional terms,
and in relation to the symbolic violence individsiace. | suggest that those of us who end
up working with Bourdieu do not do so by chance and happenstance. His texts emerge out of,
and resonate with, the resisting habitus. For Bourdieu (18986) ‘what is problematic is the
fact that the establisheé order is not problematic’. He saw research as not just about the
production of knowledge, but as part of the struggle to generate social change through

providing different ways of seeing the social world:

Scientific explanation should teach the reseanclwhere his liberties are really
situated and resolutely to refuse the infinitesimal acts of cowardice and laxness
which leave the power of social necessity intact, to fight in himself and in others
the opportunist indifference or conformist ennui whichaavs the social milieu to
impose the slippery slope of resigned compliance and submissive complicity.
(Bourdieu, 1998pp. 4-5)

However, for me to conform to the values and requirements of the status quo would not
be opportunism but defeatism. Resignednmpliance and submissive complicity when you

are at the bottom of the social hierarchy is to accept your own exploitation and oppression.

15
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Yet, | argue that even in early childhood there were strongly ingrained dispositions of
fatalism in my habitus: nottalism in the traditional sense of despair and passivity, but rather
that |1 had no choice. | was caught up in a family project of social mobility that had been

decided for me before | was born.

Bourdieu is not just an academic whose work personifiesnaiom between resistance
and reproduction, there is a parallel tension between agency and structure. We socially
Y20Af ST SaLSOArtfte (kK2a$sS tA1S YS 6K2 &dzLli? 3
represent the agentic among the working classes, batgue that my propulsion was a
strange sort of agency little to do with free will and choidead to be socially mobile. There

was a longstanding historical rage in my family about the way the world was and still is.

My great grandfather went to prisoin the great depression of the 1930s for punching
and knockingput one of the two police constables who tried to caution him for poaching a
rabbit. He spent 9 months in Derby jail. My great grandmother was arrested for breaking the
first newly installedplate glass window in the town my family lived in. It belonged to an
alderman and richest man in the town. She told the magistrate he deserved it for showing off.
My father once walked out of his colliery in protest at the safety conditions. His matewlat

used to joke he had gone on strike on his own.

| strongly believe my disposition to resist, to refuse to compromise or comply are rooted
in an historical family habitus characterised by righteous indignation and defiance, engrained

notonlyinmypdl 5y 14 Q 3ISYSNI A2y o6dzi ISYSNI GA2ya oS
its effects are not ephemeral and shadowy. They are powerfully tangible.
| have written extensively of habittess-history and Bourdieu asserts that:
In each of us, in varying pragpNIi A 2y 4 GKSNB A& LI NI 2F @
@SAUSNRIE&Qa YIYy ¢6K2 AYySOAllofte LINSR2YAYIl (¢
little compared with the long past in the course of which we were formed.

(Bourdieu, 2000pp. 78¢79)

hyS 27F . 2 dzNRakidedzisdcallésiTthél.Dead Seize the Livinghumping
policemen, breaking the windows of capitalists, organising armaa strike, are part of a

family history of opposition to the way things are that has had a searing impact on the way |
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am. Such acties are the outward expression of a habitus of recalcitrance. As Skeggs (2004,

p.89) argues:

We also need to be able to understand the habitus of recalcitrance, of non
belonging, of necaring, those who refuse to make a virtue out of necessity, the
WFRARF YR Waz2 6KIFIGIQ 2F dziGSNIYyOSaz (GKS NI F

does not want to play the dominant symbolic game and accrue any value?

That legacy of recalcitrance is sedimented in my bones, my physiology, in constant war
with a hypercompetitive conforming self. The definition of threcalcitrant is one who has an
obstinately uncooperative attitude towards authority or discipline, and although | far too
often comply and compromiséhere are key points when a stubborn refusal and defiance

Gr1Sa 20SNJIYR L FTAYR YeaSt¥s 2F04GSy |3l Ayad

Bourdieu (1990bp. 90) argues that the subject is not the instantaneous ego of a sort of
singular cogito, but the individual trace of an entire collective histand | would argue that
the traces of a collective history are evident throughout my life. Bourdieu (20Q70) writes
2F KIFI@GAy3 (2 LINODVRNSE (WSR (AQOKRA RFLIGNEEWVALF Q | YR
of us from working class backgroundeawbecome academics are engaged in the constant
WO2YOAfALFLGARZY 2F O2yiNINASAQ G(GKIFG FHapt®BNI GSa
is fundamentally about the integration or the lack of integration of the disparate experiences
that make up a lmgraphy (Bourdieu, 1984) but it is when there is a lack of integration that

Bourdieu writes about the cleft habitus.
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Figure 3: First year at University (1968)

a@ DNIYYIN a0K22f KSIR(OSIOKSNI 62t R YSY wwL
was ridnt. | stubbornly persisted only to arrive at my Russell Group institution to find there
GSNBE y2 WWIANI A tA1S YSoQQ LF¥ GKSe RAR SEAA
is deeply inscribed on the body. My workiolgss habitus was evidein a range of both crude
and subtle embodied differences. It soon became clear that | had mastered no arts of
FAAAYAEFGA2Yy ® | G -8ckdsl bdy Ndyedrorsiyhiiriends ¢aie and sailitzo f A C
WYl I gSy Qi L aSSy & 2 dail heyiverk ¢h 2ofask 2dMdi liad rda@a@edlto & Y A f

gatecrash the dance. He had thought | worked in Woolworths.

Like my father before me, | staged two solitary protests in my first year at university. The
first when our sociology lecturer told us coal miners kéegir coal in the bath. | stood up
8Stf SR GNUH2©OA&AKHE GKSY g1t {1{SR 2dzid® a& NBadz (

three weeks.
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After coming top in my firsyear examinations | ended up doing a joint honours degree
in Politics and Economicswhs both the only female and the only student from a working
class background on the course. | was stalked by the Sociology Lecturer, a married man with
children. When | turned to my economics tutor for help, he suggested we spend the weekend
awayinhisg dzy G NB O2dGdF3S (G2 Wg2N] GKAy3Ia 2dziQo
wife. Confronted with a field where | was seen to have little intellectual value, but rather an
excessive physicality that was attracting unwanted attention, | resorted to tictteat is
common among high achieving young women with low -esteem. Faced with a
dehumanising objectification, | tried to lose my body. Habitus is the social world internalized
in the body and that social world was making me sick. | became tllwiits anorexia, then
bulimia, and left university with a secorulass degree and a strong sense of being bruised

and battered by the whole experience.

This is the reference | left university with. It refers to my appearance more than my
intellect and foaises on personality traits. In fact, when it does mention intelligence it refers

to it as innate!

| have known Miss Reay for 2 and a half years, nearly one year of which as her
tutor, and can vouch for her impeccable character and personality. She ig a ver
personable and agreeable girl, always sensible and extremely well presented. She
is a conscientious and reliable person with a strong dose of innate intelligence and
practical ability. Furthermore, Miss Reay possesses-@ermmtive and sensible

dispositon, while her honesty and integrity are beyond question.

When | read it, | felt simultaneously upset and betrayed, but | was also struck by a
powerful sense of recognition. | did not challenge it because on one level | felt this man had
seen the real aspposed to the fabricated me: the shop girl rather than the aspiring academic.
So, | gave up on academia, an academic career, and trying to be middle class, and did not go

back for twenty years.

Bourdieu, as many feminists have pointed out (Skeggs ana&d04), is not very good
on gender. So far, | have spoken of the recalcitrant habitus wholly in class terms, but the

academy is a field defined by male as well as upper class power: a space where racism of
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intelligence is compounded by the misogyny ofelligence. But while my coal mining
community had at least provided me with resources to challenge and fight the former, there
were no generative dispositions to combat the latter. | tried desperately to transform my

body.

Figure 4: Last Year at Warsity 1970

Although we can change our outward appearance, our classed bodily and mental
dispositions are not so easy to refashion. Writing about academia, Bourdieu (1990a) asserts
that to understand the academic field is first to understand the fieithwhich and against
which one has been formed. However, workitlgss men experience a very different
academy to working class women, one that similarly undervalues them but rarely reduces

them to sexual objects.

In order to deal with the social determations and existential contingencies that
compose the self, you first need to understand them. This has been an attempt to understand
the impact of class on my developing subjectivity as a child and young woman through
. 2dzNRA SdzQa 02y O &tdliladzhi$ coricept/o Habituts yBBurdiey (in Bburdieu
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and Wacquant 1992p. 82) acknowledges the existence of everyday forms of resistance
FY2Yy3 R2YAYFGSR ANRdAzLIAS o6dzi KS f I NHSt& RAAYA
LJ2 LJdzf A & Y Q dsistangeSBaBrdidu &n Bedrdieu and Wacquant, 1992) argues, often
materialises in countecultural expressions that only further the marginalisation of an

already marginalised grqu My life has been a complex amalgam of painful, but also at times

joyous myriad adaptations, responses, reactions and resistances to the way the world is. It

has been an almost constant struggle to make the world a different place.

The dominated for Bourdieu (in Bourdieu and Wacquant, 1992) are faced with two
equally bad chizes: cooptation or resistanesum-further exclusionThe problem with much
NEaAadlryOS Aa GKIFIG AG Aa ONBIGAGSST &dzo OSNAEA
resistance involve a lot of energy, but ultimately reconstitute reproduction. My teesies
over a period of 65 years have transformed my own life but they have made no difference at

all to the status quo.

We cannot transcend the effects of a field by pulling ourselves up by our own bootstraps.
There is a slim and slippery line betweee tlesistant and the resisting habitus, and similarly
between a resisting and a reproductive habitus. Recalcitrance may be sedimented in your
very bones but all the opposition and defiance you can muster is not sufficient on its own to
change the status qu As Robbins (200p.onT 0 LR Ayida 2dzi> . 2dz2NRAS
w2dzaaSl dzQa O2yGSyidAzy 2y AGa KSIRY WLG Aa vy
chains. On the contrary, we are born in chains and constantly strive to construct the functional
fAOQGAZ2Y GKIFIG 6S INB FNBESQ® ¢KId LISNBE2YATFTASA d
born in chains we spend a lifetime struggling to construct the fiction that we are free. | think
that is one of the most important lessons to be learnt from nifg, Idrawing again on
. 2dzNRASdzQa ¢2NRay WINBSR2Y Aa y20 3IAGBSYyY Li
1990b,p. 15), and social mobility under neoliberal capitalism is never a collective act. It is

isolating, alienating, habitus as the oftemcontrolled return of the repressed.

As Bourdieu (in Bourdieu and Wacquant 1992y n 0 adl 6Sas> WNBaArAadl yo
YR &adzoYAdaairzy OFy o6S fA0SNI GAyY Idefeatitgar®l NSO f
transformative consequences, abdve tried to illustrate through my own experiences. The
fAYAGA G2 OKIFy3dS IINB OSyidiNIft (2 GKS NBOFft OA
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heart but, as | found out all too often, that refusal is undermined by power imbalances that

can be ballenged but rarely transcended.

C2NJ 122 YdzOK 2F Y& tATFTS 20KSNJ LIS2L) SQ&a LIR2s¢
in my fifties finally afforded me a voice that might be heard. However, the desire to be
recognised and respected, combined with @lanng sense that | was not authorised to speak
meant that even as a Cambridge Professor | frequently felt | was not entitled to my own
words, my own views, that they lacked legitimation and would work to accentuate the
differences between myself and otreem the academic field. It is only after retirement, as |
approach my seventies, that | finally feel able to begin thinking in my own words (Reay, 2017).
There is a terrible consequence in this silencing of those of us growing up working class. It is
no longer terrible for me, but for the people | left behind, the stitbrking classes. | may have

found a voice but no one with the power and resources to effect change is listening to it.
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Abstract

In this paper, | address the vital civic principle that democracies cannot exist
without informed citizens and that education itself must be about more than
training and is essential to creating critical and engaged citizens. Such an
understanding is imperative at a time when democracy is under siege all over the
globe. As an example bbth the rise of authoritarianism and the challenge it poses
to higher education, | focus on not only the election and presidency of Donald
Trump but also an emboldened culture of manufactured illiteracy that exhibits a
disdain for any notion of educatiearedded to the pursuit of the truth, science, and
the public good. | argue that the Trump administration is engagedtisimply a
neoliberal political project designed to consolidate wealth and power in the hands
of the financial elite, but also is rewking of the very meaning of education both
as an institution and as a broader cultural forBeemocracy and politics itself are
both in crisis and under siege. The central issue for this essay is what it might mean
for educators to take seriously the natighat democracy should be a way of
thinking about education one that thrives on connecting equity to excellence,
learning to ethics, and agency to the imperatives of social responsibility and the
public goodRegarding the discourse of civic couragejaaesponsibility and the
ethical imagination, | argue that civic literacy is crucial to a democracy and that
the university must play a vital role in creating the formative cultures that make
critically engaged citizens possible. In addition to takimghese issues, | will point
to several recommendations that provide an alternative to some of the oppressive
conditions now shaping institutions of higher learning, particularly in the United
StatesIn doing so, tonclude with a particular emphasis dretneed for educators
to developa new language of governance accompanied by reclaiming the
discourse of civic courage and the ethical imagination, all of which | believe are
central to any viable notion of transformative democratic change.

23



PRISM 2(1) Education, Pedagogy and Class prismyjournal.blackburn.ac.uk

1. Introduction
52y FfR ¢NHzYLIQA | aOSyRIFyOe Ay ! YSNEs@ey LI2f A
civic illiteracy, a corrupt political system, and a contempt for reason that has been decades in
the making. It also points to the withering of civic attachments, uhdoing of civic culture,
the decline of public life, and the erosion of any sense of shared citizenSlailvanising his
base of true believers in posiection demonstrations, the world is witnessing how a politics
of bigotry and hate is transformedtma spectacle of fear, division, and disinformatiomder
President Trump, the scourge of @™ century authoritarianism has returned not only in
the menacing plague of populist rallies, feaongering, hate, and humiliation, but also in an
emboldenedculture of war, militarization, and violence that looms over society like a rising

storm.

¢KS NBIFfAGE 2F ¢NHzYLIQa StSOGAz2y IYyR KAa
developments of the age because of the enormity and the shock it has produced. Thee whol
world is watching, pondering how such a dreadful event could have happened. How have we
arrived here? What forces have allowed education to be undermined as a democratic public
sphere, capable of producing the formative culture and critical citizens ¢bald have

prevented such a catastrophe from happening in an alleged democracy?

We get a glimpse of this failure of civic culture, education, and civic literacy in the
willingness and success of the Trump administration to empty language of any meaning,
practice that constitutes a flight from historical memory, ethics, justice, and social
responsibility. Under such circumstances and with too little opposition, government has
taken on the workings of a dimagination machine, characterised by an uttisregard for
GKS GNYziKX FyYyR 2F0Sy F002YLI YASRI & Ay ¢ NIz
GKNBF1aQ O6D2LIWATSE HAMTO® LY GKAA AyadlyoSsz r
¢ NHzY L)  RYAYAAUNF GA2Y Qa @brite higtofyAbit&lso ta-obliterdty LIG Y 2
it. What we are witnessing is not simply a political project but also a reworking of the very

meaning of education both as an institution and as a cultural force.

Truth is now viewed as a liability and ignoranceirdug. Under the reign of this
normalised architecture of alleged common sense, literacy is regarded with disdain, words

are reduced to data, and science is confused with psesaience. All traces of critical thought
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appear only at the margins of the cute as ignorance becomes the primary organising
principle of American society. For instance, two thirds of the American public believe that
creationism should be taught in schools and most Republicans in Congress do not believe that
climate change is cauddéoy human activity, making the U.S. the laughing stock of the world
(Ellingboe and Koronowski, 2016). Politicians endlessly lie knowing that the public is addicted
to exhortation, emotional outbursts, and sensationalism, all of which mimics celebrityeult
Image selling now entails lying on principle making it easier for politics to dissolve into
entertainment, pathology, and a unique brand of criminality. The corruption of both the truth
and politics is abetted by the fact that the American public basome habituated to
overstimulation and live in an ewaccelerating overflow of information and images.
Experience no longer has the time to crystalize into mature and informed thought. Opinion
now trumps reason and evidendmsed arguments. News has bete entertainment and
echoes reality rather than interrogating it. Popular culture revels in the spectacles of shock
and violence (Evans and Giroux, 2016). Defunded and corporatised, many institutions of
higher education have been all too willing to make tculture of business the business of
education, and the transformation has corrupted their mission. As a resalty colleges and
universities have been McDonalized as knowledge is increasingly viewed as a commodity
resulting in curricula that resembla fastfood menu (Beck, 201@p. 53-59). In addition,
faculty are subjected increasinglytoaVdal NIi Y2 RSt 2F f I 62 dzNJ NBf I GA
fl0o2N) waA06 O2ada IyR (2 Ay ORSBdentsSareind lietleNJ wa A C
and arerelegated to the status of customers and clients. On a larger scale, the educational
force of the wider culture has transformed into a spectacle for violence, trivialised
entertainment, and a tool for legitimating ignorance. As education becomes cenalit@s

itself it removes democratic values and a compassion for the other from the ideology, policies,
and institutions that now control American society. Other threats to higher education come
from conservative think tanks, faight groups, and rightving pundits who are monitoring
faculty syllabi, calling for universities to teach the Great Books model of humanities
education, and urging legislators and college administrators to eliminate tenure and academic
institutions that address major social igsusuch as poverty and voter registration. In some
cases, afright and neeNazi groups are issuing death threats against faculty who speak out

against racism and other volatile social issues.
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| am not talking simply about the kind of aimitellectualisn that theorists such a
Richard Hofstadter, Ed Herman, Noam Chomsky and Susan Jacoby have documented,
however insightful their analyses might be. | am pointing to a more lethal form of illiteracy
that has become a scourge and a political tool designedaiynto make war on language,
meaning, thinking, and the capacity for critical thought. Hedges (2009) is right in stating that
WiKS SYLWGAyYySaa 2F fly3da3IS Aa | 3IAFLG G2 RSY
landscape with manipulated images atidKk S A RA2Ya 27F Yl aa Odz G dzNB
trust, freedom, responsibility, and choice have been deformed by a market logic that narrows
their meaning to either a commercial relationship or to a reductive notion of getting ahead.
2 S R2y Qi hep BSlov&durhéw cariilnstead of loving with courage, compassion,
and desiring a more just society, we love a society saturated in commodities. Freedom now
YSIFya NBY2@Q0Ay3 2ySQa aStFT FTNRBY |ye aSyasS 27

privatised orbits of selindulgence and unbridled sellfiterest.

2. Manufactured llliteracy

This new form of illiteracy does not simply constitute an absence of learning, ideas, or
1y26t SRIS® b2NJ Oy Al 0SS az2f St é& GLIKENISo dz? OR Sii
(Aschoff, 2015). On the contrary, it is a wilful practice and goal used to actively depoliticise
people and make them complicit with the forces that impose misery and suffering upon their
lives. At the same time, illiteracy bonds peopldedd the pretence of a community bound by
a wilful denial of facts and its celebration of ignorance. How else to explain the popular
adzLILI2 NI F2NJ a2YS2yS t A1S 5 2lgve thépoothyNedecdtdd!'s K2 0 2
(Stuart, 2016). His followers awalling to put up withhis contemptuous and boisterous claim
that science and evidendeased truths are fake news, his dismissal of journalists who hold
power accountable as the opposition party, and his willingness to bombard the American
public with anendless proliferation of peddled falsehoods that reveal his contempt for
intellect, reason and truthWhat are we to make of the fact that a person who holds the office
of the presidency has praised Alex Jones publicly and thankedbhithe role he played in
his election victory? Jones is a conspiracy trafficker who runs the website Infowars and
0StAS®Sa GKIFG {SLWo® mm g1 a& |y GAYaARS 220¢é |
was fakedWhy was there no populist revolt byshsupporters for his endorsement of failed

lfrol Yl {SYylFIrd4S OFYRARIFIGSET w2é az22NB3X WYWgK2 KI
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Fa&&ldzf G FYR AYFLLINRLNREFGS &SEdzrt 0SKIF@A2dzNI |
if not endorsement by Trump suppers in the face of a rightving press that spreads insane
conspiracy theories. This includes the reprehensible claim that David Hogg, a student and
journalist at Marjory Stoneman Douglas High School, is a "crisis actor” rather than a witness
to mass shoting in which 14 students and 3 staff people were killed. Ideological extremists
now lead the Republican Party in the United States. In fact, the face of that extremism was
on full display recently wheirthur Jones, a Holocaust denier and former leadérthe
American Nazi Party, won the Republican nomination for the 3rd Congressional District seat
in Illinois. The drumbeat of fascism is no longer a mere echo of the Ip@stacy no longer
simply marks populations immersed in poverty with little aceds quality education; nor

does it only suggest the lack of proficient skills enabling people to read and write with a
degree of understanding and fluency. More profoundly, illiteracy is also about refusing to act
from a position of thoughtfulness, infored judgment, and critical agency. llliteracy has
become a political weapon and form of political repression that works to render critical
agency inoperable and restages power as a mode of domination. llliteracy both serves to
depoliticise people because iecomes difficult for individuals to develop informed
judgments, analyse complex relationships, and draw upon a range of sources to understand
how power works and how they might be able to shape the forces that bear down on their
lives. llliteracy provide the foundation for individuals to be governed, rather than a

foundation that enables them to govern.

This mode of illiteracy now constitutes thrmodus operandiof a society that both
privatises and kills the imagination by poisoning it with falsehoodssumer fantasies, data
loops, and the need for instant gratification. This mode of illiteracy and education has no
language for relating the self to public life, social responsibility, or the demands of citizenshi
The prevalence of such manufacturdlderacy is not simply about the failure of colleges and
universities to create critical and active citizens; it is about a society that eliminates those
public spheres that make thinking possible while imposing a culture of fear in which there is
the looming threat that anyone who holds power accountable will be punished (Furedi, 2006).
Under such circumstances, the attack on education as a public good and literacy as the basis
for producing informed citizens is less of a failing on the part of educatsnmany

conservative pundits claim, than a deliberate policy to prevent critical thinking on the part of
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both teachers and students. At stake here is not only the crisis of a democratic society, but a

crisis of education, memory, ethics, and agency (Ms@ég, 2015; de Zengotita, 2006).

What happens to democracy when the President of the United States labels critical
YSRAIF 2dzifSdia Fa aSySyaASa 2F GKS LIS2L} S¢& |y
tweeting lies and misrepresentations? What happensdé&mnocracy when individuals and
groups are demonised based on their religion? What happens to a society when critical
thinking and facts become objects of contempt and are disdained in favour of raw emotion
or undermined by an appeal to whbtS. Counseltdo the President Kellyanne Conway calls
Gt OSNY I daKPE KRIEIDWISy K (2 | a20AFt 2NRSNJ NUzZ SR
blames the poor for their condition and subjects them to a culture of shaming? What happens
to a public that retreats ind private silos and becomes indifferent to the use of language in
the service of a panicked rage that stokes anger but not about issues that matter? What
happens to a social order when it treats millions of illegal immigrants as disposable, potential
terrorists, and criminals? What happens to a country when the presiding principles of a
society are violence and ignorance? What happens is that democracy withers and dies, both

as an ideal and as a reality.

In the present moment, it becomes particularly urgeéot educators and concerned
citizens all over the world to protect and enlarge the formative cultures and public spheres
that make democracy possible. The attack on the truth, honesty, and the ethical imagination,
makes it all the me imperative for educators to think dangerously, especially in societies
that appear increasingly amnesiac, that is, countries where forms of historical, political, and
moral forgetting are not only wilfully practised but celebrated. All of which becaatigbe
more threatening at a time when a country such as the United States has tipped over into a

mode of authoritarianism that views critical thought as both a liability and a threat.

Not only is manufactured illiteracy obvious in the presence of abci#jeculture that
collapses the distinction between the serious and frivolous, but it is also visible in the
proliferation of anttintellectual discourses and policies among a range of politicians and anti
public intellectuals who are waging a war on sce, reason, and the legacy of the
EnlightenmentHow else to explain the present historical moment with its collapse of civic
culture and the future it cancels out? What is to be made of the undermining of civic literacy

and the conditions that produce aactive citizenry at a time whemassive sefenrichment
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and a gangster morality at the highest reaches of the U.S. government undermine the public

realm as a space of freedom, liberty, dialogue, and deliberative consensus?

Authoritarian societies do mor&an censor, they punish those who engage in what might
be called dangerous thinking. At the core of thinking dangerously is the recognition that
education is central to politics and that a democracy cannot survive without informed citizens.
Critical anddangerous thinking is the precondition for nurturing both the ethical imagination
and formative culture that enable members of the public to learn how to govern rather than
be governed. Thinking with courage is fundamental to a notion of civic literatywibas
knowledge as central to the pursuit of economic and political justice. Such thinking
incorporates a critical framework and set of values that enables a polity to deal critically with
the use and effects of power, particularly through a developeteef compassion for others
and the planet. Thinking dangerously is the basis for a formative and critical culture that
expands the social imagination and makes the practice of freedom operational. Thinking
dangerously is the cornerstone of not only @@l agency and engaged citizenship, but the

foundation for a democracy that matters.
3. The Politics of Pedagogy

Any viable attempt at developing a democratic politics must begin to address the role of
education and civic literacy as central to both po#itand the creation of individuals capable
of becoming critical social agents willing to struggle against injustices and fight to reclaim and
develop those institutions crucial to the functioning and promises of a substantive
democracy. One place to begimthink through such a project is by addressing the meaning
and role of higher education and education in general as part of the broader struggle for and
practice of freedom.

Across the globe, the forces of freearket fundamentalism are using the eduicatal
forces of the wider culture that include diverse cultural apparatuses such as the mainstream
media, alternative screen cultures, and the expanding digital platforms to reproduce a culture
of privatisation, deregulation, and commercialisation. Thiwhde waging an assault on the
historically guaranteed social provisions and civil rights provided by the welfare state, higher
SRAzOl A2y X dzyA2zyas ¢2YSyQa KSFHfGK OSydiNBaz |

while undercutting public faith in th defining institutions of democracy.
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increasing number of societies in which democracy is warirfgilure in the power of the
civic imagination, politicakill, and open democracy. It is also part of a politics that strips the
social of any democratic ideals and undermines any understanding of education as a public
good and pedagogy as ampoweringpractice, a practice which acts directly upon the

conditions which bear down on our lives in order to change them when necessary.

One of the challenges facing the current generation of educators, students, and others is
the need to address the question of what education should accomplish in a society at a
historical moment when it is about to slip into the dark night of authoritarianism. What work
do educators have to do to create the economic, political, and ethical conditions necessary to
endow young people and the public with the capacities to think, questionbt, imagine the
unimaginable, and defend education as essential for inspiring and energising the citizens
necessary for the existence of a robust democracy? In a world in which there is an increasing
abandonment of egalitarian and democratic impulsesiat will it take to educate young
people and the broader polity to challenge authority and hold power accountable? This is a
particularly important issue, especially when higher education in the United States and other
countries is being defunded and stnts are being punished with huge tuition hikes and
crippling finance debts. Moreover, as education collapses into training, studems
subjectedto right-wing policies and a pedagogy of repression pushed by politicians; right
wing billionaires, and hedgfund managers (Saltman, 2016; Ravitch, 2014; Giroux, 2015).
Such pedagogies are wedded to a debilitating audit culture that kills the imagination and

imposes notions of accountability that are as sterile as they are intellectually deadening.

Given thecrisis of education, agency, and memory that haunts the current historical
conjuncture, educators need a new language for addressing the changing contexts and issues
facing a world in which there is an unprecedented convergence of resogréieancial,
cultural, political, economic, scientific, military, and technologigahcreasingly used to
exercise powerful and diverse forms of control and domination. Such a language needs to be
seltreflective and directive without being dogmatic and needs to recggthat pedagogy is
always political because it is connected to the acquisition of agency. That is, education is
always a moral and political practice that not only produces knowledge but also legitimates

particular identities, modes of identification, dess, and narratives that support particular
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individual and social relations. In this instanogking the pedagogical more politicakans

0SAYy3 GAIATIY(H Fo2dzi WiKFG OSNEB Y2YSyild Ay 6K
bSAy3 O2yaidAilddziSRT 2N 20250034 INB 6SAy3 ONBI
that educators need to be attentive to those practices in which critical modes of agency and

particular identities are denied, viewed as excess or treated as dibpms

In part, this suggests developing educational policies and practices that not only inform,
inspire, and energize people but also challenge the growing number ofdemtocratic
practices and policies that inform the global tyranny of casino cagntalNess, 2015). Such a
vision suggests resurrecting a democratic project that provides the basis for imagining a life
beyond a social order immersed in massive inequality, endless assaults on the environment,
and elevates war and militarisation to the hi&gst and most sanctified national ideals. Under
such circumstances, education becomes more than an obsession with accountability
schemes, audit culture, market values, and an unreflective immersion in the crude empiricism
of a dataobsessed markedirivensociety. In addition, it rejects the notion that colleges and
universities function to primarily train students for the workforce. This is a reductive vision
now imposed on public education by high tech companies such as Facebook, Netflix, and
Google thatwant to encourage what they call the entrepreneurial mission of education,

which is code for collapsing education into marketsed notions of training (Singer, 2017).

Central here is a notion of pedagogy that should provide the conditions for students to
recognise how to use the knowledge they gain both to critique the world in which they live
and, when necessary, to intervene in socially responsible ways in order to change it. Critical
pedagogy is about more than a struggle over assigned meanings, |dfficeledge, and
established modes of authority: it is also about encouraging students to take risks, act on
their sense of social responsibility, and engage the world as an object of both critical analysis
and hopeful transformation. In this paradigm,dagogy cannot be reduced only to learning
critical skills or theoretical traditions but must also be infused with the possibility of using
interpretation as a mode of intervention, as a potentially energising practice that gets

students to both think and @ differently.

| think thatJM Coetzegthe Nobel Prize winner, is right in criticising the current collapse
2T SRdzOI GA2Yy Ay(2 {Ndveryidwodidas goGerninghts ngtiedt fratndzii (i K
their traditional duty to foster the common goodnd reconceive of themselves as mere
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managers of national economies, universities have been coming under pressure to turn
themselves into training schools equipping young people with the skills required by a modern
SO02y2YéQ 6/28SG1SSX Hnmoo ®

Lost in thisnstrumentalised view is that students are not just workers but also citizens,
and education is about more than training. Learning skills for the work place is no excuse for
purging from education what it means to teach students how to think criticallygrane the
common good, exercise a sense of social responsibility and support a world of values, feelings,
and the ethical and political foundation necessary for a democratic society (Bauman and
Donskis, 2013. 196). Yes, we must educate young peoplenwiite skills they need to get
220a o0dzi & SRdzOI G2NBR ¢S Ydzaid taz2z GSIOK K¢
G2 FAIKG F3IFAyad GK2asS a20Alf &a2dz2NOSaQ GKI
WAYSIljdzl f AG&Z dzyKIF LILIAMyFSESaNA yIIyoOR oy § SIRvTF S/a85a HKndaYul 0 yf

At issue here is the need for educators to recognize the power of education in creating
the formative cultures necessary to both challenge the various threats being mobilised
against the ideas of justice and democracy while tgaing for those public spheres, ideals,
values, and policies that offer alternative modes of identity, thinking, social relations, and
politics. However, embracing the dictates of making education meaningful in order to make
it critical and transformatie also means recognising that cultural apparatuses such as the
mainstream media and Hollywood films are teaching machines and not simply sources of
information and entertainment. Such sites should be viewed as spheres of struggle that need
to be removed fom the control of the financial elite and monopolistic corporations that use
them as workstations for propagandising a culture of vulgarity,-aedbrption, and

commodification while eroding any sense of shared citizenship and civic culture.

There is an urgent political need for both Canada and the United States, among other
countries, to understand what it means for an authoritarian society to weaponise and
trivialise the discourse, vocabularies, images] aoral means of communication in a variety
of education and cultural sites. There is also a need to grasp that a ndnilkenh discourse
does not provide the intellectual, ethical, and political tools for civic education (Brenkman,

1995). How is such lgnage used to relegate citizenship to the singular pursuit of unbridled
selfA YU SNBadGazr fSIAGAYIGS akKz2LWAyYy3I Fa GKS dz i
essential public services as reinforcing and weakening any viable sense of individual
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respongbility, while using the vocabulary of war, militarisation, and violence to address a vast

array of problems often faced by citizens and others.

I do not believe it is an overstatement to argue that education can all too easily become
a form of symbolic ashintellectual violence, one that assaults rather than educates. Examples
of such violence can be seen in the forms of an audit culture and empirically driven teaching
that dominates higher education, especially in the United States, and also increasingly
other countries such as the United Kingdom, Hungary, and Turkey. These educational projects
amount to pedagogies of repression and serve primarily to numb the mind and produce what
might be called dead zones of the imagination. These are pedagogiesatthaiargely
disciplinary and have little regard for contexts, history, making knowledge meaningful, or
expanding what it means for students to be critical and engaged agents. Of course, the
ongoing corporatisation of the university is driven by modes sdeasment that often
undercut teacher autonomy, treat knowledge as a commodity, students as customers, and
impose brutalising structures of governance on higher education. Under such circumstances,
education defaults on its democratic obligations and beeera tool of corporate interests
and market driven values, all the while deadening the capacity to think otherwise in order to

act otherwise.

One of the fundamentakhallengesfacing educators within the current age of an

emerging authoritarianism worldige is to create safe educational spaces for students to

I RRNBaa WK2g (1y26fSRIS ARSEBYRGEIRY D2 fiKSaz2

(Mohanty, 1989). Education in this sense speaks to the recognition that any pedagogical
practice presupposes sonmotion of the future, prioritises some forms of identification over
others, upholds selective modes of social relations, and values some modes of knowing over
others. Moreover, such an education does not offer guarantees as much as it recognises that
its own visions, policies, and practices are grounded in particular modes of authority, values,
and ethical principles that must be constantly debated for the ways in which they both open
up and close down democratic relations.

The notion of a neutral, objeiste education is an oxymoron. Education and pedagogy do
not exist outside of ideology, values, and politics. Ethics on the pedagogical front demands
an openness to the other, a willingness to embrace a culture of questioning, dialogue, and an

ongoing critcal engagement with texts, images, events, and other registers of meaning as
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they are transformed into pedagogical practices both within and outside of the classroom.
Education is never innocent because it is always implicated in relations of power egificsp

visions of the present and future. This suggests the need for educators to rethink the cultural

and ideological baggage they bring to each educational encounter. It also highlights the
necessity of making educators ethically and politically accdalatand seklreflective for the

stories they produce, the claims they make upon public memory, and the images of the future

they deem legitimate. Understood as a form of educated hope, education in this sense is not

an antidote to politics, a nostalgic Y& Ay 3 F2NJ I o0SGGSNJ G4AYSZ 2N
FfOGSNYFGABS ¥Fdzi dzZNBQd LyadSrRE AG A& Ly WHGd
Ay (K2&aS F2NOSa& gAGKAY (GKS LINBaSyid oKAOK | NB
When viewel as an important democratic public sphere, education can provide opportunities

for educators, students, and others to redefine and transform the connections among
language, desire, meaning, everyday life, and the material relations of power as part of a

broader social movement to reclaim the promise and possibilities of an open society.

In an age when authoritarianism is spreading across the globe, it should come as no
surprise that many governments consider any notion of critical education dangerousdeecau
it creates the conditions for students and the wider public to exercise their intellectual
capacities, cultivate the ethical imagination, hold power accountable, and embrace a sense

of social responsibility.

One of the most serious challenges facirdmanistrators, faculty, and students in
colleges and universities is the task of developing a discourse of both critique and possibility.
This means developing discourses and pedagogical practices that connect reading the word
with reading the world and dag so in ways that enhance the capacities of young people to
translate their hidden despair and private grievances into public transcripts. At best such
transcripts can be transformedy 102 F2N¥a 2F Llzof A0 RAaasSyid 2N
2F @MEELID 2yS GKIG KFIE AYLRNIFYOG AYLEAOFGAZ2Y
tyranny and authoritarianism (Falk, 2011). taking up this project, educators and others
should attempt to create the conditions that give students the opportunity to aeqthe
knowledge and courage necessary to make desolation and cynicism unconvincing and hope

practical.
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Democracy begins to fail, and political life becomes impoverished in the absence of those
vital public spheres such as public and higher educationhich civic values, public
scholarship, and social engagement allow for a more imaginative grasp of a future that takes
seriously the demands of justice, equity, and civic courage. Democracy should be a way of
thinking about education, one that thrives a@onnecting equity to excellence, learning to
ethics, and agency to the imperatives of social responsibility and the public good. The
guestion regarding what role education should play in democracy becomes even more urgent
at a time when the dark forces @futhoritarianism are on the march across the globe. As
public values, trust, solidarities, and modes of education are under siege, the discourses of
hate, racism, rabid seifterest, and greed are exercising a poisonous influence in many
societies and isnost evident in the discourse Donald Trump and his merry band of anti
intellectuals and white nationalists. Civic illiteracy collapses the distinction between opinion
and informed arguments, erases collective memory, and becomes complicit with the growing
criminalisation of a range of behaviours and the increasing militarisation of places such as

public schools and society itself.

Yet, there are signs of hope. For instance, young people in the United States are
protesting around a number of crucial issuéliversity students are organising against the
massive increase in student debt. In Parkland, Florida, high school students are mobilising
against gun violence. Throughout the United States, young environmentalists are aggressively
struggling against cograte polluters. Students joined with teachers to wage a successful
strike in West Virginia. In short, in the age of financial and political zombies, finance capitalism
has lost its ability to legitimate itself in a warped discourse of freedom and chiigce.
poisonous tentacles have put millions out of work, turned many Black communities into war
zones, destroyed public education, undermined the democratic mission of higher education,
flagrantly pursued war as the greatest of national ideals, and turnegtison system into a
default welfare institution for punishing minorities of race and class. It has also produced
massive inequities in wealth, income, and power, pillaged the environment, and blatantly

imposed a new mode of racism under the silly notidra postracial society.
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4.Reviving the Social Imagination

| want to conclude by raisirtge question of how as educators we can begin a meaningful
conversation about how to redefine and reclaim the mission of colleges and sitigsras
democratic public spheres. In doing so, | want to address in general terms the importance of
what | have called the need for a new language of governance accompanied by reclaiming of
the discourse of civic courage and the ethical imaginatiomfathich | believe are central to
any viable notion of change that | am suggesting.

Regarding the politics of governance, | have argued both explicitly and implicitly that
educators, students, and others concerned about the fate of higher educationtoeadunt
a spirited attack against the managerial takeover of the university that began in the late 1970s
with the emergence of a market fundamentalism called neoliberalism, which is an economic
system that argues that market principles should govern ustthe economy but all of social
life including education. This is an ideology that has produced cruel austerity policies,
defunded public goods, and created what amounts to a culture of cruelty. Central to such a
recognition is the need to struggle agsina university system developed around the
reduction in faculty power, the replacement of a culture of cooperation and collegiality with
a sharklike culture of competition, the rise of an audit culture that has produced a very
limited notion of accountatity and evaluation, and the narrow and harmful view that
O2ftfS3Sa wWakKz2dzZ R 2LISNIGS Y2NB fA1S LINRGJIGS
Ay O02YS 3Sy SNIpBR ifadditoh, ariy mavement forcréforming colleges and
universities must both speak owdgainst modes of governance that have reduced faculty to
the status of part time employees and join the fight to take back the governing of the
university from the new class of managers and bureaucrats that now outnumber faculty, at

least in the United States but less so in Canada.

Regarding the discourse of civic courage and the ethical imagination, | have argued that
informed citizens are crucial to a democracy and that the university must play a vital role in
creating the formatre cultures that make such citizens possible. In part, this would mean
creating intellectual spaces free of coercion and censorship and open to multiple sources of
knowledge in the pursuit of truth, the development of critical pedagogies that inform,
energse, inspire, empower and promote critical exchanges and dialogue. These should be
spaces in which educatioh2 Odza S& 2y WRAALRaAGAZ2Y & | yR |jdz €

36



PRISM 2(1) Education, Pedagogy and Class prismyjournal.blackburn.ac.uk

2y UKS FdzZ FAEtYSYyid 2F AYRAGARIzZ f LdficalSefser | £ Q «
aims to overcome the moral blindness and undermining of the social and ethical imagination

that accompanies those deadening repressive pedagogies rooted in utterly instrumental
approaches to teaching and learning. These are educational zblaésaccelerate the

deadening of the mind, reduce social responsibility, and diminish the ability to imagine a

future different from the present.

There is also the need for providing faculty not only with time and resources necessary
for critical teachingand meaningful scholarship but also ftithe employment and
protections for faculty while viewing knowledge as a public asset and the university as a public
good. With these issues in mind, let me conclude by pointing few initiatives, though
incompkte, that might mount a challenge to the current oppressive historical moment in
which many societies and their respective colleges and universities now find themselves

(Aronowitz, 2014).

First,there is a need for what can be called a revival of theadomagination and the
RSTSYyOS 2F (KS LJzmtAO0 3I22R Ay 2NRSNI G2 NBOf |
AYLlz aSad® ¢KAa OFff ¢ ®deinrent deBoctaty Miihe ®ake of thef || NH S
evidence that, at the national level, theiis no democracyA ¥ 06& WRSY2 ONJ O& Q
STFFSOUGADS LIR2LIz F NI LI NOIAOALI GA2Y Ay GKS ONHzO
2014). One step in this direction would fwe young people, intellectuals, scholars and others
to go on the offensive &l Ayaid | O2yaSNBIFGAGBS SR OF YLI A
RSY2ONI GATAY3 waAioOoe AyTFidzSyOS 2y (KS ylLiA2y(
harnessed to the demands of the warfare state nor the instrumental needs of corporations.
Clearly, irany democratic society, education should be viewed as a right, not an entitlement.
Educators need to produce a national conversation in which higher education is defended as
a public good and the classroom as a site of deliberative inquiry, dialoguetitical thinking,

a site that makes a claim on the radical imagination and a sense of civic courage. At the same
time, the discourse on defining higher education as a democratic public sphere might
hopefully provide the platform for moving onto the largesue of developing a social

movement in defence of public goods.

Second, | believe that educators need to consider defining pedagogy, if not education

itself, as central to producing those democratic public spheres capable of creating an
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informed citizenry. Pedagogically, this points to modes of teaching and learning willing to
sustain a culture of questioning and enable pedagogical practices through what Kristen Case
calls moments of classroom grace (Case, 2014). Pedagogies of classroom grace heint to t
conditions for students and others to interrogate commsense understandings of the
world, and begin to question, however troubling, their sense of agency, relationship to others,
and their relationships to the larger world. This is linked to broadmiggogical imperatives

that ask why we have wars, massive inequality, a surveillance state, and a range of other
problems. There is also the issue of how everything has become commodified, along with the

withering of a politics of translation that preverttse collapse of the public into the private.

These are not merely methodical considerations but also moral and political practices
because they presuppose the creation of students who can imagine a future in which justice,
equality, freedom, and democeg matter. In this instance, the classroom should be a space
of grace- a place to think critically, ask troubling questions, and take risks, even though that
may mean transgressing established norms and bureaucratic procedures. Such pedagogical
practicesare rich with possibilities not only for understanding the classroom as a space that
ruptures, engages, unsettles, and inspires, but also extends the meaning of learning into wider
cultural apparatuses in which education functions often by stealth to shsyigects,

identities, and social relations, often so as to mimic the values of a mdrkegn society.

Education as democratic public space cannot exist under modes of governance
dominated by a business model in which omlgrporate CEOs are hired asiversity
presidents; it undermines its democratic mission of the university when tehneefaculty
are filled with contract labour, students are treated as customers and learning is increasingly
defined in instrumental terms removed from community neeltsthe U.S. over 70 percent
of faculty occupy noitenured and partime positions, many without benefits and salaries so
low that they qualify for food stamps. It gets worse. In some parts of the United States,
adjunct faculty are now hired through temgmgenciesFaculty need more security, falme
positions, autonomy, and the support needed to function as professionals. While not all
countries emulate this model of faculty servility, it is part of a neoliberal legacy that has

increasingly gained tracin across the globe.

Third, educators need to develop a comprehensive educational programme that

would include teaching students how to live in a world marked by multiple overlapping modes
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of literacy extending from print to visual culture and electiooultures. It is not enough to
teach students to be able to interrogate critically screen culture and other forms of aural,

video, and visual forms of representation. They must also learn how to be cultural producers.

This suggests expanding the paraders of literacy and educating students to develop
skills necessary for them to both produce and work in alternative public spheres such as online
journals, television shows, newspapers, zines, and any other platform in which different

modes of representadn can be developed.

Such tasks can be accomplished by mobilizing the technological resources and platforms
that many students are already familiar with. It also means working with one foot in existing
cultural apparatuses to promote unorthodox ideas ameéws that would challenge the
affective and ideological spaces produced by the financial elite who control the commanding
institutions of public pedagogy in North America. As | mentioned earlier, what is often lost by
many educators and progressiveshat popular culture is a powerful form of education for
many young people and yet it is rarely addressed as a serious source of knowledge. As Stanley
| NBEy2gAiGl KIFIA 20aSNIBSR: WiKS2NRada FyR NBaStk
culture, and citure in the anthropological sensethat is, everyday life, with the politics of
SRAzOl GA2Yy Q O0pBBY26AGI I HAnyZ

Fourth, academics, students, community activists, young people, and parents must
engage in an ongoing struggle for the right of studemtdé given a free formidable and
critical education not dominated by corporate values. This means young people should have
more influence in the shaping of their education and what it means to expand and deepen
the practice of freedom and democracy. Punply, educators need to be attentive to their
histories, needs, aspirations, and hopes. At the very least, if higher education is to be taken
seriously as a public good, it should be tuition free, at least for the poor, and affordable for
the affluent. The is not a radical demand and is not unprecedented as countries such as

Germany, France, Norway, Finland, and Brazil already provide this service for young people.

Accessibility to higher education is especially crucial at a time when young people have
been left out of the discourse of democracy. They are the new disposable populations who
lack jobs, a decent education, hope, and any semblance of a future better than the one their
LI NByida AYKSNAOIGSR® ClOAy3a gKIG ywdOKE NRiI K B/ yIS
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reminder of how finance capital has abandoned any viable vision of the future, including one
that would support future generations. This is a mode of politics and capital that eats its own
children and throws their fate to the vagariestbe market. The ecology of finance capital
only believes in short term investments because they provide quick returns. Under such
circumstances, young people who need long term investments are considered a liability. If
any society is in part judged by Wwat views and treats its children, the United States by all

accounts is truly failing in a colossal way. This is not a script to be repeated in Canada.

Moreover, if young people are to receive a critical and comprehensive education,
academics might corder taking on the role of public intellectuals, capable of the critical
appropriation of a variety of intellectual traditions while relating their scholarship to wider
social problems. This raises questions about the responsibility of faculty to funciion a
intellectuals relating their specialised knowledge to wider social issues, thinking hard about
WK2g 060Sad G2 dzyRSNEOFYR K2g LI2gSNI g2Nja Ay 2
the interest of economic and social justice (Robbins, 2016).

Fifth, in a world driven by data, specialisms, and the increasing fragmentation of
knowledge, educators need to enable students to develop a comprehensive vision of society
GKFd WR2Sa y20 NBfé 2y p.560)3f0tSs odyathroa§hdaad 6! NP
understanding of the wider relations and connections of power that young people and others
can overcome uninformed practice, isolated struggles, and modes of singular politics that
become insular and sedfabotaging. In short, moving beyond a siAgkue ori@tation means
developing modes of analyses that connect the dots historically and relationally. It also means

developing a more comprehensive vision of politics and change.

Sixth, another serious challenge facing educators who believe that colleges and
universities should function as democratic public spheres is the task of developing a discourse
of educated hope. Informed and educated hope goes beyond critique, extending it into the
realm of the possible. Critique is important for breaking through thel lddlcommonsense
assumptions that legitimate a wide range of injustices. It is also crucial for making visible the
workings of unequal power and the necessity of holding authority accountable. However,
critique is not enough and lacking a discourse oféhogn lead to a paralysing sense of despair
or, even worse, a crippling cynicism. Hope speaks to imagining a life beyond commodities,

profits, and branding, combining a realistic sense of limits with a lofty vision of demanding
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the impossible. Reason, just, and change cannot blossom without hope because educated
hope taps into our deepest experiences and longing for a life of dignity with others, a life in
which it becomes possible to imagine a future that does not mimic the present. | am not
referring o a romanticised and empty notion of hope, but to a notion of informed and realistic
hope that faces the concrete obstacles and realities of domination but continues the ongoing

Gral 2F WK2fRAYy3 (GKS LINBaSyd 09y yR (Kdza d

The discourse of possibility not only looks for productive solutions, it also is crucial in
defending those public spheres in which civic values, public scholarship, and social
engagement allow for a more imaginative grasp of a future that takesisdyidghe demands
of justice, equity, and civic courage. Democracy should encourage, even require, a way of
thinking critically about education, one that connects equity to excellence, learning to ethics,
and agency to the imperatives of social respongybdind the public good. Authoritarianism
has created in many societies a predatory class of unethical zombies who are producing dead
zones of the imagination that even Orwell could not have envisioned, while waging a fierce
fight against the possibilitiesf a democratic future. One only has to look at the U.S. Turkey,
the Philippines, and Hungary, to realise that the time has come to develop a political language.
This is one in which civic values, social responsibility, and the institutions that supewrt th
become central to invigorating and fortifying a new era of civic imagination, a renewed sense
of social agency, and an impassioned international social movement with a vision,
organisation, and set of strategies to challenge the neoliberal nightmarnelfamgthe planet.

The dark shadow of authoritarianism may be spreading, but it can be stopped. That prospect
raises serious questions about what educators, youth, intellectuals, and others are going to

do today to make sure that they do not succumb te thuthoritarian forces circling so many

countries across the globe, waiting for the resistance to stop and for the lights to go out. My
FNASYRS GKS tFGS 126FNR %AYyYy NARIKGE @ Ayarads
times of pessimism,theJ2 8 8 A0 Af A& 2F & dzZNLINR &S dé ¢2 FRR
history is open, and it is time to think otherwise in order to act otherwise, especially if as

educators we want to imagine and fight for alternative futures and horizons of pligsibi
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Abstract

¢CKA& LI LISNI NSLER2NIA 2y TAYRA yida drojeEtNi@whichi KS | dzii K
Classics as an aftechool curriculum enhancement programme was offered to Year 9

pupils (aged 134) in a maintained school in Salford. The programme also incorporated

excursions to supplement the extracurricular lessons deliveyethd researcher (a

gualified English and Classics teacher) whilst working as a teacher of English at the

secondary school. Qualitative and quantitative data from a questionnaire (n=14), a focus

group (n=5) and observations are presented here as a cadgisto the perceived impact

of this curriculum enhancement programme on the participants, half of whom were
ARSYGAFASR 08 GKS a0OKz22f | a WRA&AlIR@GlIyGlF3ISRQO®

1. Background and aims
1.1Policy context
Since the introduction of the National Curriculum in #1888 Elucation Reform Aahade
it too difficult for many maintained schools to justify Classics (the study of Ancient Greek and
Romancivilisationg on the more limited timetable of subjects to be taught (Forrest, 1996,

44), it became typical for only acaderally selective schools to offer the subject. Classics as
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a school discipline, therefore, became typically associated with elite educational institutions

such as grammar and fgegying schools (Hall, 2015).

At the time this research was conducted (2016g Department for Work and Pensions
KFR LINRPLRaSR GKFG AdG 61 a GKS SRdzOF A2y aeéai
irrespective of their backgroundK I @S G KS F2dzy RFiA2ya GKS@& ySSF
(DWP, 2015p. 1). However, Erfgl Y RQa SRdzOF GA2y a@daidsSyz O2yaa
of school (maintained, academy, free, grammar;f@ging), meaning that children start their
educational journey on unequal grounds. WS @ L2 Ay (ia 2dzix (GKS KeéLkR
policy statis quo is one that valorizes choice whilst recognizing that choices come with
NE&a2dz2NOSa GKFEG NBYFAY @SpR). Mae Sdpan -eseréh inR A & G NA
grammar schools found that children need access to the educational opportunities (Sardoc
and Mason, 2016) and resources (Peterson, 2017) that many children from poorer
backgrounds do not get. This explains why only 2.4% of grammar school places are assigned
to those eligible for free school meals (Andrews et al., 2016), used as a proxy fr soci

economic disadvantage.

Young people able (or enabled) to attend these prestigious schools, if available in their
geographical vicinity, are offered more curricular opportunities (such as the opportunity to
study Classics) and have more educational opputies beyond the classroom, that put them
Fa +ty TR@GFEYyOGFr3IS Ay GKS Fdzidz2NBE o/ 20KNIy Si | f
were offered as part of this project, specifically the opportunity for Year 9 (agdd )LBupils
in a nonselectve maintained school to study Classics during an &téool class and go on

excursions.

1.2 Background

My own attendance at a negelective maintained secondary school that did not offer
Classics meant that | only discovered it as a discipline atfeithcollege. | was then inspired
to take English and Classical Literature at a Russell Group university, followed by a teaching
diploma in English and Classical studies (as it is known in Scotland), again at a university in the
Russell Grgo. Although Iqualified as a teacher of both English and Classics, the two
maintained schools | taught at did not off€tassicsso | was unable to teach the subject that

inspired me so much.
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| did however offer an afteschool curriculum enhancement programme of Gies,
2NAIAYFEtEe GFNBSISR G LlzAafta ARSYGAFASR oé@
attainment. Encouraged to be a more reflective practitioner duringMasters of Education
(MEd), however, | began to see haWi KA & Y I & NBatypd & IIAsSics GKaS &
LI- NI A Odzf F NI & St A (p 28] whichizviRissni(ZD03pbaies @@ Classics 1 0 =
teachers themselvesWith the National Curriculum alreadyy I NN ¢ | yR St AUA A
2001,p. 110)further privileging those marked dzii | & WIATFTAISR | yR Gl f Sy
1y26y +ta Ay (GKS LI ado FRRa G2 (GKS aSyasS GKI
stereotyping of Classics as elitist, the revised curriculum enhancement project reported in this

paper was opend all Year 9 students.

1.3 Aims of the research

As part of thepractitioner research that formed the MEd dissertation, | generated some
insights into the potential of offering Classics as a curriculum enhancement programme
taught after school and offite. Although the afterschool class, brandgdLASSics CLA®Ss
offered to all Year 9 pupils, the research focused upon young people experiencing some form
2T RAAFTROIYy(GlFI3S® ¢KS I OFRSYAO FGGlrAyYSyld 27
is a governrant priority (DfE, March 2013) and had a personal relevance for me as someone
from an economically disadvantaged background, as identified by eligibility for free school

meals.

¢KS fFr0Sf FT2NJ RAaAlFIRGIyYyGlF3S dza SR fekrgbitobOK 2 2 f &
the (rather loaded) termW5 SLINRA @ A2y t dzLJAf t NBYAdzYQ 6 9 R dz
2015). The Pupil Premium Indicator (PPI) has its limitations; children may be in receipt of Pupil
Premium for reasons other than economic deprivation, faaraple if they have spent some
time in care, and identification often requires parents to apply for financial aid in the form of
FTNBES &a0K22f YSIfao |1 SyoOS (GKSNB gAff 06S dzyAR
defined by the Department for Educati (DfE, December 2013).

The project delivered in the final term of 2015, aimed to have a positive impact upon a
group of Year 9 students in two ways. Firstly, via curriculum enhancement in the form of a
CLASSics CLAfSvered after school using my ownxertise as a qualified teacher as well
as visits from a Classics PhD student at the University of Manchester and a Greek actor at the
University of Salford who had recently played the Ancient Greek poet, Sappho in a play.
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Secondly, through excursions toducational establishments: Manchester museum,
Manchester Art Gallery and the University of Cambridge, including their Cast Gallery and

Fitzwilliam Museum.

2. Cultural capital

¢KS . 2dz2NRASdzaAlYy O2yOSLIi 2F WwWOdz (dadd £ OF L.
without its flaws, as Hannon et al. (2017) also identify in their study of a similar project. They
acknowledge that valuing the mores of the dominant class at the expense of the those of
f 26 SNISOR2¥ANA O I NP dzLja 1227) cduldrdifd@a indgiaality. A similay
aSyiadAayYySyid Aa SELINBaaSR o6& DAFYYIF{1F{A SG Ito
Odzft G dzZNBQ RA & 02 dzNI :Sid (ad2adzyKIp.ASHaEie Ed @ty et 2 &
own cultures. This is a rather stereotypicéw of the interests of disadvantaged children

which the curriculum enhancement programni@,ASSics CLA®Sllenges.

Rather than starting with the notion that children from disadvantaged backgrounds begin
GAOGK  WRSTFAOAGQ (K Indtthd societalxep®dudian oflinedpidlited F | dzf |
(as Hannon et al. (2017) warn) this project merely offered cultural opportunities which
participants would not have ordinarily due to the inequalities of the school system. It is
acknowledged that more affluenthildren enjoy economic as well as cultural advantages
(Sullivan, 2002) and simply offering a course usually taught in privileged educational arenas
will not correct this imbalance. Giannakaki et al. (204.8,97) go further, theorising that it
couldactizl f f @8 LINP @S RIy2dEAg3II NE SKOSR2 #9YRI @5 (KS
possessing legitimate culture/power, they will aspire to become like them, reinforcing the
2LIINBAAAGDGS NBIAYS 6SAIKGSR | 3L A paats ardildd oY QP ¢ F

(@]
[da'y

believe that possessing the cultural capital gained as part of the course would be an automatic
means of upward social mobility. It was not the intention to perpetuate the misconception
that the education system is so meritocratic, asiai (2002) warns could be the case with

interventions aimed at enhancing cultural capital.

The intention was not to claim that this curriculum enhancement programme would act
Fa F LI yFrOSE 2 GKS AySldzl £ A0ASINIFXF LA AT AZOK 2
GKAOK {dzAf t AGlI Yy Q& OoHnnuHO NBOBASG 2F SYLANROL f
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The benefits of Classics as cultural capital and the different contexts in which this extra

curricular programme was taught are now outlined.

2.1 The Benefits of Classics

/ faaroa WdzaSR G2 o0S aSSy la aGauKSp.2)SONEBI
implying that the subject was considered exclusive in the past, but various initiatives have
AyaildA3ardSR I WRSY 2p0IMd).The@anibddyd/Anline ltatin doj&ct, forn m o
example, was deemed successful (Department for Education and Employment, 2001) in
providing material to teach Latin in neselective schools. Gay (2003) focuses upon why some
primary schools have adopteti¢ Latin Minimus project and concludes that the course has
AYONARYAAO @GFtdzSY Al O2YLX SYSyida 1 Aad2NE | yR
Y2NI £ &20AFft FyR OdzZ GdzN» £ Q o{a{/ 0 RS@St 2Ll
Standards in Edation (Ofsted 2004), which was also noted by Shannon (2003). However, he
also found that the inclusion of Classics in the state sector was thought to raise the status of

schools (Gay, 2003), therefore perpetuating the elitism of the subject.

Other initiaives have redressed the perception of Classics as elite by highlighting that it
Oy 06S AyOfdzaA@Sd tlhdzZ oOownmol F2dzy R (KIFG GK
SYL}R 6 SN¥Y Sy G Qp. 148) hrdzirie Cambridge School Classics Project (@B6P),

FAYa Wwi2 YIS GKS OftlFraaaldlf g2NIR I O0OSaaArotf S
' 3ST 6KFGSOSNI GKSA N3 Chssidsds @entfiedibf Hubbard @G0L  H n N
ppol0 Faszx Ay TFIFOGXZ Y2NB Ctti6sSidr huk ledaBe thewhbdlit, 6 SO
forms and structure of the ancient world, being early precursors of our own, embody them in
GKSANI Y240 RANBOU FYR aAYLIX S F2NNXYQd /[t aaa
enhancement programme is therefore jusd. In those schools where Classics is offered,
Shannon (2003) found that ext@urricular activities and visits to museums made some
Classics departments more successful and provided examples fronrpaye®y school and a

comprehensive school. The @ottial benefits of excursions more generally is now outlined.

2.2 The benefits of excursions
A review of studies into field trips highlights that opportunities for such trips has

decreased (DeWitt and Storksdieck, 2008) despite having some acadersitdan well as
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affective impact, if well designed. Features of successful trips according to DeWitt and
{G02N] AaRAS01Qa onHnny0 NBGBGASE OFlYy 06S ARSYGATFAS
a) structural (teacher input and planned activities before during and after the visit)

b) sociccultural (the novelty of the destination and social interactions whilst there).

Taking heed of this advice, my excursions were structured, with focused tasks planned
that did not inhibit freedom to explore the two museums and galleries. The visit to
Manchester At Gallery took the form of a treasure hunt whereby students had to work in
groups to find the answers to questions about mythology located in the paintings or their
descriptions. At Manchester Museum, iPads were made available so the students, again
working in groups, could photograph material they thought answered questions assigned to

them by museum staff.

The trip to the University of Cambridge was especially justified by its unique nature that
could not have been replicated in the classroom or angll@ontext. The artefacts of the
Fitzwilliam Museum allowed students to see examples of what they had learned about during
classes and the Cast Gallery provided an idea of the scale of the statues that they had only
previously seen in pictures. The sodméractions advised in the literature were particularly
noticeable at the University of Cambridge. The young people were given a tour of
accommodation by a current student, who encouraged them by telling them how she was the
first in her farming family tgo to university. They also enjoyed lunch at Selwyn College with
two recent Classics graduates who told them about the collegiate system of the university

and regaled them with tales of dinners in academic dress etc.

3. Methodology
Fichtman Dana and ¥dol-Silva (2003), who study the classroom research of a reflective
practitioner, asserted that it was the:
2dzEGF L2 aAiGA2y 2FXRAFFSNBYG RIEGE a2dNOSax
as the understandings generated by each in isolation, that helpéeéoup her

thinking and gain new perspectives upon her particular area of conpe#8)
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Similarly, my practitioner researchusesamMits § K2 R | LILINR I OKZ NBO2YY
teacherasNBE & S NOKSNJ Y2 @SYSy i Q o6& [/ 2K Ssthe®divialat ® 0 H.
focus group, observations and a survey of ogenled questions, although answers to these
were then quantified according to the soea@onomic background of the respondents, as
identified by the PPI. Other quantitative data on programmeadtance was also helpful in

interpreting the impact of the curriculum enhancement project.

3.1 Methods

It was thought that a focus group would be the best way to capture themglbrtant
OKAf RQA LISNRERLISOGADS 6t dzy OK | yhietheh thgy @8ught H a1 MM
participation in the programme had changed their opinion on anything, with a particular
SYLKIFaAra 2y WdzyAGSNEAGEQ YR WOINBSNEQ LINRBYL
participants to some of the opportunities enjoyed intelschooling would raise their career
FALIANI GAZ2Yyad ! f0K2dAK L y2¢ NBFfAaS GKFG WA
Oy 2@SND2YS &aiNHzOG dzNI t A ypSa1)zit wak & staBidg painy & 2 OA
for the research

T 1Ay 3 AyaLA NI A 2 eamiNRtorLibératdh wick theiedudation @fH O
the disadvantaged in communiyased organisations in the United States was studied, a
j dzSadGA2yylFANBS WwWi2 LINRPO6S K2g (KSeé& SEmRSNASYOS
0 Sy ST ph O81) viaRalso issued. This anonymous paper questionnaire also served to
uncover perceptions that the participants may feel uncomfortable sharing as g gfble
survey consistedofopeS Y RSR l|jdzSadA2ya WIAPRY IOA SHINPEZINAT K
in line with The United Nations Convention on the Rights of the Child, 1989 (Pollard§2014,
481).Although the questionnaire was completed anonymously, | was careful to keep those
completed by PP students separate to see if theeess any difference for these individuals
K2 I NB RSSYSR 2FFAOAIftE WRAAIRGIYy(GlFI3ISRQOD

As a teacher at the school, | had the additional method of observation at my disposal

(Tillema et al., 2008), which is a standard practice that pupils are aware o€ fdiksctions,
as a teacheresearcher, were recorded in a journal and the participants and their guardians
were aware of the use of these written observation notes. The additional method of
observation offered another layer of insight into the impact ttie curriculum enhancement

programme had on participants that maybe even they were not aware of, thus would not
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appear in the questionnaire or focus gmu These observation notes supplemented the
information gathered in the focus group and questionnaatowing for the multiple views of
WNEFfAGEQ GKFIG NS FFE@2dzZNBER Ay GKS WAY (I SNLINEB
YFIAytfe dzaSR (2 adzZJJ SYSyid GKS @2A0Sa 2F FAOS
YS (2 02y ai \\Ezcoi, 2082)8f kiEshdndividual
3.2. Ethical considerations

In accordance with the ethical guidelines published by the British Educational Research
Association (BERA) in 2011 (as this was the mogt-giate version at the time) approval for
pupilsto participate in the research was sought from guardians as well as the young people
themselves. The consent and assent forms were approved by the ethics committee at the
University of Glasgow, the awarding institution of this MEd. As required by thesethic
committee, a plain language statement detailing the use of survey, focus group and
observation was also provided. This document explained the purpose of the research,
emphasising the right to withdraw without consequence. Parents and participants wsae al
Faddz2NBR (KIFIGd GKS 2yfeée LRGOISYGAFf WKIENYQ YA
excursions. Disruption to schooling was, however, kept to a minimum by visiting local sites
during lunch time on Wednesdays when core lessons (i.e. Englighahilwere not taught
that afternoon. Furthermore, pupils were also only permitted to participate in the excursions

if their overall school attendance was above 90%.

As a teacher at the school, | was aware that the power dynamic may have led the young
people toparticipate out of obligation, which was not the intention. To mitigate against any
sense of coercion, | did not press pupils for completed forms (as | did with the consent forms
for the excursions, as required by lampo coercion was apparent, as not mlembers of the
voluntary afterschool class participated in the MEd investigation. Only 14 returned their
parental consent forms out of the 28 Year 9 students who attended at least onesatteol
session voluntarily. Despite interesting observationsashe of the other 14 attendees, these

could not be included.

Whist it was acknowledged in the consent form that participation in the focus group
would reveal the identities of the assenting pupils, all other measures to protect privacy were
put into placewhen reporting of the findings. Confidentiality was assured via the use of

pseudonyms, explained next.

51



PRISM 2(1) Education, Pedagogy and Class prismyjournal.blackburn.ac.uk

3.3. Participants

The programme was offered to the target population at an assembly delivered to all 199
Year Qupils,so the project could be as ilusive as possible. Althougimly asmall sample of
14 seltselecting young people consented to participate in this study, consenting individuals
did have discrete and identifiable characteristics, by chance, divided equally between those
in receipt of Pup Premium and those not. Once the regular attenders were analysed in terms
of the data held by the school and shared with teachers as standard, it became clear that

there were four distinct categories:

1. Pupil Premium (PP)
2. Higher Attainers (HA)
3. PP AND HA

4. non-PP/HA.

Though not representative, this range added to the breadth of the data gatheralibw
comparisons between different demographicSoded pseudonyms have been assigned
according to these identifiers and adhering to gendpecific names. Studés on thePupil
PNBYAdzY 6tt 0 NBIAAGSNI 6SNB | aaAPRAYySKRIpOFI XYE
AYRAGARdzE£a INB |fa2 OflFaaSR a BaAIRBNEWGGl .
(n=2).Higher! GG Ay SNE 6 HQ 006 yorSHats ¢ho (s difiB fise categories
GSNBE IAPSY yI WOaT@KNI WIAGIOFRp KDY

3.4 Limitations

bStazy | yR hpidiA NYaSa SONdin minke & LINI OGO A GA 2y SNI |
or smaliscale qualitative studies, and therefore islikaly to be replicable. It provides a
A0FNIOAY3 LRAYG F2N RAaOdziraskazchler, Kizkhdwig®dlined | a
limitations of my methods but maintain that the presentation and analysis of the findings |
gathered offer insights into the Inefits of the CLASSics CLAB8gramme. For example, in
hindsight, a focus group with 14 teenagers becomes rath#ocused for some and more
focused upon the loquacious individuals of the group (Robson, 2005dhsaquence, was
able to construct mag indepth portraits of five individuals from the group rather than

presenting superficial findings of all of them. Like Hannon et al. (2017231), who in a
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similar study had a small sample of 14 yelts,the F A Y RAy 3a | NB WAf f dzYAY
gey SNI f AalofSQo

There were also limitations to using a questionnaire, which is why this method was not
relied upon and only formed part of this research. Attempting to quantify perceptions in
j dzZSadA2yylrANBa Aa LINROf SYLI dule@surteys (SikrinanA G dzRS
2013). Also, although clarity of questions was carefully considered (Gilbert, 1993), the final
YEAY 1jdzSadGA2y 60ST2NB GKS aSOGA2y F2N WFAY!

There were, however, observation data to slgypent the limited survey findings.

CKSNE Aax K2gSOSNE (GKS RFY3ASNI 2F | YI3IyAT
researcher being physically present (Robson, 2005), but also being the teacher of the
programme, and of English in the school, thouggny of the participants were not my pupils.
Observations can always be critiqued as besnfjective but this is to be embraced in the
AYGSNILINBGAGS LI NIFRAIY HKSNB Al Aa FO0lyz26fSR:

R o SI OK NBaSI NDKS

(0p))

and thatallresearchisasSy G Al f £ & O0Al &

2014,p. 7).

3.5 Analysis

Content analysis was employed to categorise the latent content of questionnaire answers
in a highinference system (Robson, 2003) of grouping similar ansteeidentify possible
trends. Survey data was also quantified according to how many respondents gave similar
IYA6SNE YR gKSGKSNI 0KSe& ¢gSNBE QRipgguamitiNg R Wt d:
RFEGF Ay GKA& gF& WSELNl yRAI AdASX e |jRA3ISELASHYTAG AGCKSS
(Mackenzie and Knipe, 2006, 3) as it was then possible to detect any differences in effect

upon students of differing backgrounds.

An attendance register was also kept, as is routine procedure, and this provided helpful
guantitative data to be analysed using the RAG (red, amber, green) system common in
schools. This basic code displays poor attendance (less than 90%) as red, acceptable
attendance (9606%) as amber and high attendance (above 97%) as green. A similan syste
was employed when calculating attendance at the afiehool class, although because there

were only twenty sessions available (including the excursions) and the class was competing
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against other activities (see Table 1), 50% attendance was coded ambeati@ndance

above and below this coloured green and red respectively.

This analysis was helpful when sampling participants for the portraits, which were used
to present the qualitative data from the focus group and observations. Paula (PP), Beth (both
PP and HA), Hannah (HA) and Nick and Niamh-BR/itHA) were chosen as they were high
attenders in the programme (see Appendix) and vocal in the focus group, therefore sufficient
20aSNBFGA2Y RFEGE gl & | @FAflLotS (G2 aYyriINmS
different backgrounds, though it is not the intention to suggest that these are representative.
¢CKS ljdzt t AGFGABS RIEGE FNRBY 20aSNBFGA2Yya YR
merely describe a sample @e participants. The way | fia presented these inevitably
reflects what | think is importan{Taylor and Bogdan, 1984) but my analysis is broadly

descriptive to allow the reader to draw their own conclusions from my findings.

4. Findings

Findings from the questionnaire are displayiedabular form divided into the effect of
the curriculum enhancement programme on the two different types of consenting attendees
AdPSPd gKSGHKSNI 6KS NBaLR2yRSyGa 6SNBE ARSYGAFAS
(non-PP). The accompanying narvaiis separated into what was said about the curriculum
content of the classes and about the excursions. Some observations of the excursion element
2F GKS LINRPINIYYS IINB GKSYy akKlINBRX F2ff26SR
group, which foca upon how the curriculum enhancement project may have altered their

aspirations.

4.1. Questionnaire answers

Curriculum content of classes

Whilst six of the seven neRP respondents mentioned subjespecific reasons why they
had joined the programme (@stion 1), compared with only three PP students, in Question
3, subjectspecific content was most frequently mentioned by PP respondents as what they
wSye22eSR (KS Y2adQed Ly FyagSN (G2 GKA& 1jdzS3
mentioned by one no#PP respondent, whereas two PP students stated this, with another

2yS 0SAY3I Y2NB ALISOATAO o62dzi 2yS LI NIAOdz |1
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KIFIR Of SIFNXf& 3IFAYySR &4dzo02S0Oi0 1y26fSR3AS | yRI Ay
most frequently by PP participants as either what they enjoyed the most (n=3) orwadhad
appeal to others (n=50ther interventions that seek to redress soeiconomic inequalities
KIS 0SSy ONAGAIdzZSR Fa YSNBfe WA0IBINA®AY I |
0dzi GKAA LINPINIYYS SOARSyGfe LINPOBARSR a42YSUOK

answers from the PP cohort.

All participants said that they would recommend the scheme to friends or younger
relatives (Question 5) and the curriculusantent of the classes can be identified as a factor
in this. ®me pupils evidently enjoyed the classes as they requested additional lunch time
sessions because they did not want to miss out if they were unable to attend alsafteol
classes due to theonflicting activities mentioned in answer to Question 2. Attendance overall

is displayed in the appended register.

Excursions

For the noat t NBalLRyRSyGasx Al slFa (GKS WINRLAQ
compared to two PP students who said sometrsngilar (Question 3). However, Question 4
revealed that going on trips appeared most frequently (n=3) by PP respondent in the answer

to what they would like to do more, whereas only one A®R said something similar.

Nespor (2000), who ethnographicallyudied school contexts in the United States of
America, identified a feeling that working class students miss out most on opportunities for
learning beyond the classroom, which could explain why this cohort were keen to have more

of these experiences.

Unfortunately, Question 7, which could have cast some light on this theory, was not
answered accurately enough by those who were permitted by the school to participate in the
excursions (according to their attendance). The survey therefore could not determine
whether the excursions provided the students with experiences they would not otherwise

have had access to. Fortunately, observations were also made to supplement this data.
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Table 1. Answers pertaining to curriculum

Questions Themes from Main Answers @&n Pupil Non-Pupil

Premium Premium

Q1. Why did you Wanted to learn about ancient history/ Classics/ myth 3 6
voluntarily join
CLASSics CLASS Friend was doing it. 1 1
{2dzy RSR Tdzyk w21 Q0 2 0
Wanted to try something new. 1 0
Q2.Ifyoumissedny |. dza&k O2dzZ Ry Qi 32 2NJ &AY 3 2
session, can you Absence from school. 1 2
explain why this was? Other school activities. 1 0
Detentions. 2 0
Thought they had not missed any. 0 2
Not answered. 0 1
Q3. What have you Learning about mythology. 2 1
enjoyed themost? Learning new things. 1 1
Trips. 2 5
Classical QI. 1 0
Oracles. 1 0
Q5. Would you Yes. 7 6
recommend the class?| Definitely. 0 1
Q6. What in particular | Learning new/ interestinghings. 5 3
would appeal to
others? Trips. 1 1
Interactivity. 0 1
Listening to stories. 0 1
Quizzes. 0 1
Not answered 1 0
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Table 2: Answers pertaining to trips

Questions Themes from Main Answers Given Pupil Non-Pupil
Premium Premium
Q4. What would Trips 3 1
you liketo do more | earn more about fictional characters/ lifestyle of real 2 4
of? people from that era.
Working with more visitors. 0 1
Classes more often. 0 1
Not answered. 2 0
Q7.Had youbeen | MisunrRSNR G 22 R ljdzSadAz2y So3ao 3 4
to any of the places Had been to Manchester Museum. 1 1
we visited before? Had been to Manchester Museum and Art Gallery. 0 1
Had not been to any. 2 0
Not answered. 1 1
Further comments. | Have enjoyed Classics. 2 3
Really liked trip to Calmidge. 0 1
Not answered. 5 3

4.2. Observations

Observation provided the means of gauging just how new the other contexts of learning
were for the participants, although it was difficult to differentiate between the disparate
categories of student§PP/ HA/ PP + HA/ ndPP/HA). From a simple show of hands when
organising the three excursions away from school, it would appear that: seven out of the
eleven participants who attended the Manchester Museum excursion had been before; four
out of ten had feen to Manchester Art Gallery; and only one pupil, Natalie {RBAVA), said
they had been to Cambridge before. It can be inferred from these observations that many
members of the group have, for whatever reason, not experienced some of the cultural
opportunities even within their own geographical vicinity. Giving members ofGhASSics
CLASE KS 2LJIRNIdzyAate G2 @OAaArAlG oKIG KFE@S 06SSy
history museums (Nespor, 2000), gave participants more opportunities toiinthase public

spaces than are ordinarily takemp.u
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4.3. Portraits
Nick

Ly GKS F¥20dza 3INRdzLIr bAOl Glrft{1SR I €204 lFo2d
2LISYSR Yeé SeSaQr IRRAYy3I OGKFdG AdG YIFRSsalAY NBI
GKFG KS WNBFrHftfe Sye228SR (GKS Omdmeda® o Y R &S deH &
bAOl ¢la y20 I WKAIKSNI FGOGFAYSND T OO0O2NRAY 3 |
demonstrated by his being the highest attendance at the dlagppendix).

2 KAfald bAO1Qa O2y(INAROGdzi A2y a QLASSEK@AER2 Odza 3
positive for him, one wonders whether he did actually believe that anyone in the group would
actually make it to the University of Cambridge as he wasrobggorovocatively telling other
members of the class that his sister thought the trip to Cambridge was cruel in giving them
false hope as it is unlikely that they will ever get to study there (paraphrased). The trip, and
perhaps programme overall, had bée Ay 4§ SNILINBGSR Fa gKFG . SNI I
2LIAYAAYQO

Hannah

I FYyylFKE OFiS3a32NAaASR a | WKAIKSNIFGdFAySNR
FY FYAYFG2NI 2N I gNAGSNI 021 LQY NBFffe LI aaha
WiKFGQa y2i NBFIffteée OKIFIYy3aISRQI |fGK2dzZa3K gKI 0 K
G2 al yOKSaiSNI | yAOSNEBAGE odzi y26 L O2dzZ R NE
of how one of their participants gained a sense of hope from avigit 1 9 o0dzi WwYaz2YS
GSNBE adAftf NBfdzOGlyd G2 aSS GKSyaSt@gSas a oS
Of  pma@yod | FyyrK fa2 RAaALIXFESR GKAAa NBf dz0
aoATate FT2f{f{26SRIBESUK GWLY OAEER WONHZOOD 2 Wik A Y
comments, what Hannah added to her positive comments about the trip to Cambridge
' yAOGSNEAGE Oy 68 ARSYGATASR Fa WNBfdOGlIyd 2
trip led her to aspire for and eluctance to believe she could achieve this.
Paula

The most frequent attender from the Pupil Premium category was Paula, who talked a lot
in the focus group about her ambitions, which did not include univer8iyservation notes

L2 Ay i G 2 redaséddzinfidénge imayisvering questions on the course. For example,
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when a Classics PhD student from the University of Manchester visited the school to deliver

a session andskedWg K& f SIFNY Fo2dzi KAAKWE NBKDEdDzE k dzA G A ©
itQa AYUSNBaGAY3IHQ 1 @Ay3 (FdzAKG KAaG2NE (2 t
school, her confidence appeared to have increased during the programme. Of course, this

may be due to natural maturation but anecdotal evidence from a colleague,hald known

her in both a pastoral and an academic capacity for the duration of her schooling thus far,
ddz33Sa0SR GKIG Ad KFER 2yfeé 0SSy aiAyoS aidl N
increased confidence in English lessons. This colleague haccentdsked to provide any

evidence of this sort but felt compelled to approach me with her observations, such was her

belief that the curriculum enhancement programme should be credited for the change.

Beth

Beth was a key student for me as she was onRbpil Premium registeand considered
' WKAIKSNI FGOGFAYSNR® 5dz2NAy3 Yé 2y aokKz22f R
a0K22ft YSIHfaQ yR WAaAFISR IyR GlIftSyGadSRQ a2 L

fellow higher attainer, Hanngthave aspirations to go to a prestigious university. She said that

AaKS WglyiSR G2 6S I KIANRNBaAaaASNI IO SorgayB G 6 dzi
a2 L GK2dzaKGO YIeoS L O2dz R ¢2NJ] & | OKAfRQ
require a degree, | was perplexed as to how she reached that decision from her mother
working at aR 2 O GRdIEES NE ® 2 KSy |41 SR Wy2(d I R2002NX
could not explain why she had been inspired to be a nurse from her experienceaoéat
G2NJAYy3 Ay | R2002NBQ aAdzZNESNE® hFT O2dzZNASZ yd
0S GKIFIG GKS Y2NB OFNRAYy3I NRf{S 2F | ydzZNBES | LILJ

FOGrAyYSyidQ 1 06St A decoh@nt Makdgtduil2nmiSng hed féel tha NJ & 2 (
being a doctor is out of her reach, despite displaying the academic aptitude that could get her

there.

Niamh

Unlike Beth, Niamh was not categorised by the school as being a higher attainer, nor was
she on the Pupil Premiumegister. Niamh, again, unlike Beth, spoke of being inspired by the
GNAL) G2 /1 YONRR3IS | yAGSNERAGEY WwWaSSAay3a (G(4KS R
A0SYSNE |a ¢SttQd LG A& AyGSNBadAy3da OGKFG o

CambridgdJniversity, when one might have expected the two higher attainers, Hannah and
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Beth, to be most affected by a visit to a university they could more realistically aspire to

attend. Although it did have some impact upon Hannah, Beth was not as interested.

5. Discussion and conclusion

Reay (201).H 0 LINRLIZ &SR | WwWiz2Grfte RAFTFSNByYyd ol &
WL NBGIfdAay3 27F @8s®knowedBigéd dnd d hfdadening buit &f ywHEat
constitutes educational success beyond the narrowlp RSYA OQ® L Y y2i4 a
Wg2NJ Ay3a Oflaad 1y26fSR3ISEAQ I NB o6dzi LINB&adzYl o f
different things that are equally as valuable. This study disrupts this notion by presenting
evidence that young people identifidny the PPI gained knowledge of a subject beyond the
curriculum they were taught in school and furthermore, they enjoyed this new learning.
Disadvantaged children, therefore, can gain a lot if they are only given the chance to

experience the cultural cagt enjoyed by their more privileged peers in elite schools.

bSaLR2N I RG20IFIGSR GKIG WFASER GNARLA | NBE &aA3
FNB F2N¥Xa 2F aedvYozf AO OF LA 80j. This prejectp®vidgdt 2 F |
opportuthA G A S& F2NJ e2dzy3 LIS2LIX S G2 OrAaArld WSE2GAOQ
not had the chance to experience them before. Simply acquiring this capital, however, is not
Sy2dzaK ' yR 42YS LI NIOAOALIYyGA SNBIlI ZLNBY2EA YD
the higher attainer who remained unconvinced that she would gain a place at Oxbridge,
though the Cambridge trip had inspired her to try. Although some participants gained
confidence, others, like the higher attaining PP student, remaimadaved, suggesting that

access to opportunities does not affect the social inequalities inherent in society.

It has recently transpired that at least three of those involved (Nick, Natalie and a pupil
who did not return her consent form to be includedtire study) have subsequently chosen
Classical Civilisationasaff S @St adzwaSOd® !'a y2yS INBE O2yaitr
however it would appear that young people in this demographic are still underrepresented in
this subject. This is corrobded by the most recent available data onlLAvel uptake
provided by one exam board, Cambridge Assessment. In 2011, 0.7% of students identified as
WKAIK RSLINAGIF A2y Q ( 2-RPeVel biitkrsAdiepped ftd- 056% inQ016 OA &
compared with 2 S ARSYGAFASR Fa Wi2g RSLINAGIFGA2YC
remained at 0.8% for both categories (Gill, 2012; Carroll and Gill, 2016). Although this
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difference may seem negligible, it does suggest that there is still a-socimomic divide in

this discipline.

5.1 Concluding thoughts

What is evident from this study is that the curriculum enhancement programme had a
positive impact upon the participants in the project and although this does not come close to
counterbalancing the inequalities elseee in society,t still made some difference. The
impact, though not quantifiable, has attracted the interest of other parties and a similar
initiative has been repeated in a naelective academy in Liverpool, though this just went
beyond the curriculumnot the classroom. It is possible for ngpecialists to teach Classics,
too, and funding is available from the charity, Classics for All, to facilitate teachers in the state

sector who wish to try this.
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Appendix

Attendance at Sessions
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Abstract

Since incorporation, the economic value ofistuts to colleges has seen the language of

'risk' and 'dropout’ permeate the further education sector, placing retention and

achievement high up on the agenda, with what appears to be little consideration for the
consequences this might have for the stuidethe terms describe. This study provides a

RSGIFAf SR SELX 2Nl GA2y 2F (KS O2y Tt AO0lGAy3 | OO2 d:
tutors, support staff and managers within a further education college and the implications

for their practice with stzZRSy 10a ¢K2 | NB ARSYGATASR Fa WIH{a N
LISNOSAGPGSR NARA]l A& adNRy3Ite |aaz20AlGSR gAGK 0S5
which could adversely affect students from-Gb f {t SR WRA Al RGlIy il 3SRQ o
Therefore, this gper makes the case that the notion of risk could disproportionately

impact upon students who are marginalised for a variety of reasons. This could lead to

LIN} OGA0Sa 6KAOK | OGAa@gSte SEOfdRS aiGdzRSyida 6K
therefore of les value to an institution operating within a neoliberal marketplace.

1. Introduction

Further education policy, as in many other parts of the educational sector, is littered with
GKS fl y3dz 3§ 2T waidl yRFNR&aQX WNA 3 andzND X W
W O02dzy it oAfAdleQd 'a + NBadzZ G 2F GKS wmdopH C
education providers were incorporated into a centralised funding system, competition for
marketshare has become a key driver of institutional practice. Alleges become
AYONBLF aAy 3t af AV|2NE ysoiddaRiS/ySiasa O02YS G2 NBLINBaSy

lower value (i.e. less likely to complete their chosen course) are a financial risk. As such, this
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LIF LISNJ Ll2aArda GKIF G WNondafoRedidBdrdNnBaag Simdltaneoysly S (i K A ¢
expected to balance their success rates with their duty to promote social and cultural
inclusion (Lippke, 2012) This paper will outline research findings which investigate the
fly3dzZ 3S 2F WNR &d2izQ NBYU StieiBdasBoNEvl Ryt RN it

of England. It will argue that higgtakes teaching environments and performarimaesed

education policy has created a conflict of professional identity for lecturers, whilst students

who constitute their definition of sk are simultaneously the subject of both their concern

FYR GKS a2dz2NOS 2F o6flYS FT2NJ GKSANI WHd NRalQ
performanced 8 SR | OO02dzy G 6 At AG& LINF ONDBGAIR Yy FAUDK f A
leading, in somecases, to risk GSNES LINF OGAO0Sa FyR GKS W2(3KS
W@dzf ySNIof SQob

2. The neoliberal environment: Performativity, competitive individualism and
risk

The relentless pace of public education policy since 1992 has created unprecedented
instability in the sector. The prevalence of frewrket practices that the further education
and skills sector has been subjected to over the last thirty years has seen services which were
traditionally the preserve of localgccountable authorities, beirgradually ceopted to serve
a different purpose. This new purpose, influenced by wHatvey (2005)efers to as the
Wy S2f A6SNIE LINRP2SOGQ A& 2yS Ay BKAOK GKS FTNB
of policies call into question thpurpose of education, whose needs it is supposed to serve
and how these are supposed to be n{@pple, 200680 ¢ KS Wy S2f A0SNI f Aal
policy caused a significant shift in how policy is ideologically underpinned, fundamentally
affecting values and opational practices within the sector, at the heart of which lies
competition (Lazzarato, 2009)The logic of the free market leaves the environment ripe for
individualism, as the spirit of competition relies on the creation of winners asef$gLeach,
2017) It is therefore the risk of losing that shapes institutional practice and the mechanisms
employedi 2 WAy Qd wAial] GKNAGSa Ay O2yRAGA2ya 27
colleges to avoid such risks by employing whatever tactics they can to mitigate against them.
There is evidence to suggest that such practices have led to the prevé@lefice Wt Y &A y 3 QX
Fa AyadAddziazya O02YLISGS (FmRayN FinieS2002) 2sseince,d | £ dzl ¢
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GKS WaddzZRSyiQ 0S02YSa | WdzyAdiQ 6KAOK OlFy 068
increasingly unstable markétucas & Crowther, 2016)

Competitive individualism has therefore shifted how relationships forged within
colleges. AGleeson et al. (201NB Ft SOG T d Ay burs€sawrd thedfelito by 6 KA
RSt AGSNBR FyR &0dzRRSyia ¢SNBE GAS6SR Fa | YS
managerialism and funding centrgSda KI @S NBRdAzOSR OF NAy3 Ay
Finnie (2002p. 154) demonstrate that at its worst, competitidoetween further education
providers has seen a wiekpread use of coercive tactics to attract or retain students:
GO02YYSyiGa Fo2dzi WEdzNAYIQ 2N WLIRI OKAYy3IQ LlzLJA
perceptions of learners as, at worst, commoditigslt i OF'y 68 GNI RSR 2 NJ
implies a disregard for student needs and further demonstrates a fundamental shift in values
Fa | NBadzZd 2F LR2f{AOASE oKAOK FT2NDS|{SRAOI (A2

2.1 Performativity and practices ofisk-aversion

According toBjursell (2016)the trend towards commodification in education andeth
NBadzZ GFyd YFENJSG @lFfdzS 2F aiddzRSyda NBLINBaSyld
a2 OA It p.2aaThe\udceréainty created by the neoliberal environment has resulted in
risk being carried by individuals within institutions, and thugssure to conform to
OSY UGNt AaSR WwWaill yRresddRtarént ofiaidit ardzN3pecol Q [I 8 S NB 05 IR
Rami (2017argue that as a resultcolleges have become evarore heterogeneous over the
last thirty years in a bid to satisfy the needs of government.

ThisseOl t f SR Wwadl yRIFINRa 3SyYyRIQ YIyAFTSadha Ada
surveillance of teaching, monitolg of performance and uniformity of curriculum,
accompanied by strict hierarchical management structifess, 2003; Hill et al., 2015)his
led to teaching practices which are performadz#sed and targetiriven rather than student
OSY(iNBRZ | LKSy2YSy2y 02 YY ZBAlf, 2005N\NFBriormbtdbgg R (1 2
therefore not only dictates what learning is valuable but also the kind of student that is
valued. AsB&l oHnnp0O | A&aSNIA&AX LISNF2NXYIGAGBS Odz G dzN
individual or organisation within a field of judgement. This issue of who controls the field of
2dzZR3ASY Sy (i p.243). GlenstrCedal. 2@15) are further keen to pointtbat the data

drawn on by policymakers (grade profiles and success rates) do not fully reflect what a
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provider does in producing inclusive, transformational learning environments. Conversely,
failure to recognise the important work that colleges do irstheégard could be undone as
GolaAy3da TFdzyRAYy3I 2y NBGSYGA2Yy |yYyR | OKASGOSYS)
NB f I G A @liyley & Whabar£2017%. 479) The implication is that if a student appears to

0S | WNRAa1Qx GKS& N’ 2F y2 @FftdzS G2 GKS Ay:
avoided for a college to stay financially healthy (ibidtkins (2017)gsserts thathe policy
environment has forced conceptualisations of young people into two broad categories: as
WLINROESYQ YR Fa WNBaz2dzZNOSQd ¢KSasS 02y OSLidz
ARSY(GATe (KS WLINROtSYQ altasdu®agéda o0ST2NBE (KSe@
HOH W. SO2YAYy3 yS2tA06SNIfQY LYLIOG 2y LINRBFSaa

Several studies have analysed the impact of the neoliberal, performative environment
upon the professional identity of lecturers in further and higher educatjémis, 1999;
Bathmaker & Avis, 2005; Ylijoki & Ursin, 2Q018Jhich constitutes a move from
WILIINRPFSaaA2ylrtAayYyQ G2 WYIFLYFISNAIEAAYQ oO! OAA
professional to subject of audit means that the pursuit of key performandeators can
potentially override matters of transformative teaching and learning. The prevalence of risk
at all levels of the institution cultivates environments where surveillance and evaluation are
embedded into the everyday activities of actors witlain institution. AsPage (2017p. 3)
y20Sasz dao6S IINBE Ftf adz2NOSAfL f kog Gbourab Nfadsh ¢ vy 2
created a hypesensitivity towards identifying risk. Preoccupation with risk can lead
practitioners to develop a deficit approach towards students, which can lead to pathologising
them in various ways if they deviate from the exfaion that the environment dictates
(Atkins, 2016; Bathmaker & Avis, 2005; llisley & Waller, 2017).

b2GA2ya 2F Ay RANBERIZ ViSANGOYA f IAYilR Q WREE Fy 20 I LI
collectivism in meeting social challenges. Within a competitive maskéipols and colleges
are singlehandedly responsible for their own success or failure. Falling success rates are the
responsibility of individual teachers, just as failure to succeed is the responsibility of the
student (Finlay et al., 2007Boocock (2015.728)02 y i Sy Ra (G KI 4 d&aFdzy RA Yy 3
G2 2F GKS Y2340 LIR2oSNFdzZ  SOSNEBE dzaSR AY

achievement targets on an institutional levebhilst keeping dayo-day governance at a
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distance. He argues thattelR2 gy L2t A 08 NBFT2NXNa -BEIAYNEE DEND2

the part of the individual, whether that be the institution, the manager or the lecturer.

It has been further argued bgoffield (2017p. 33) that Hudit threatens to become a
form of learned ignorand® When neoliberalismdecomes what educationalists @Ball &
Olmedo, 2013p. 85) this necessitates a shift in vakagientation. This shift proposes that
individuals are responsible for their own fate, and this notion is reinforced by practices-of self
interest (Boocock, 2015). Atkins (20p7r 0 KIF & | NHdzZSR GKIFG Ay GKAA
homogenising certain (workin@f 8 a0 3INRdzLJa 2F @&2dzy3 LIS2 LI SX
NBalLR2yaArotS F2NJ KSANI FlAfdzNB G2 LI NIAOALI (¢
GKS y20A2y (GKFd GKS WLINRoOfSYQ a0GdzRSYyid Aa Ay

who woul negatively affect retention and achievement.

This form of aggressive individualism is reinforced through fear. Teaching has become a
WKAIK & lolhSy 5 | Nk Hidseiadpdénts with who are richer in ability, are
more favoured (Hill et al., 2015l effect, social and cultural value translates to economic
@ tdzS Ay GKAa aSiddAy3aoe {(ddzRSyida 2F wiz2g g td
olaira 2F ad0dzRSy(d ydzYoSNE o6LftatsSe g 2IkffSNE
I SNBRA2YQ &GN GS3IASE a a2YS &addzRSyda 0O2YS
Finnie, 2002; Boocock, 2015). The aim of this research study was to establish how risk was
conceptualised by staff within FE institutions, and what the impliostimight be for students

identified as such.

3. Methodology

hyS 2F GKS OSYyGNlf FAYa 2F GKS NBaSHNODK gl
and how these shaped the thinking and practice of staff in a General Further Education
College (GFE). GFBre predominantly large institutions with multiple campuses offering
generally vocational qualifications from Pathway @hevel 1) to Level 4, with some also
offering Higher Education provision. Therefore, FE encompasses not only a broad variety of
edud GA2Y LINPODA&AA2YX o0dzi faz2 + ONRPFIR RAGDGSNEAL
particularly important in this setting, as many of the students have experienced previous

educational failure.
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¢KS aiGdzRé UGKSNBT2NB a2 degfided, wBat shff inémbdrsh & K K
O2y&ARSNBR (GKS OKINI}YOGSNRaAaGAOA 2F +y WLHG NI
influenced their thinking towards them. Therefore, the research was concerned with the
principlesthat affected the use of the word, rathehan the word itsel{Moses & Knustson,

2007) The way an individual interprets a phenomenon bawe significant consequences for
the world around them, and as such the aim was to understand the lived experience of the

word and the nuances of its everyday use.
3.1 Qualitative Interviews

A series of sermstructured, oneto-one qualitative interviewsvere conducted with a
crosssection of staff and students across the institution. The interview schedule was
designed to be as open as possible to allow as much freedom as possible for participants to
describe how they perceive the world around thé@ohen, Morrien, & Manion, 2003)The
interviews sought to establish how these perceptions differed amongst staff in different
LI2aA0A2YyaT AY I RRAGAZ2Y (2 lyeé O2YY2ylftAlASa

the institution.

The interviews were cordered manually using thematic analysis. Each participant was
FAa1SR (2 RSTAYS 4KIFG GKS (GSNya WNRaAalQ FyR
categorised under the broad e STAY SR O2RS& 2F WNA & tcdesr Yy R WA
that followed emerged from the raw data in the transcripts. This approach ensured that the
analysis was as true to the raw data as possible, which allowed themes to emerge directly

from individual experience.
3.2.Participants and Research Setting

The context for the remarch was a large General Further Education College (GFE) in the
North of England. A total of eight interviews were conducted with staff from various
departments across the institution including two senior managers (Executive Director for
Marketing and Stdent Services, Head of School for Hairdressing and Beauty Therapy), a
middle manager (Student Services Manager), two support staff (Learning Support Practitioner
and Mental Health Support Tutor) and three lecturers (from Art & Design, Catering &
Hospitaliy and Computing & IT). Participants were approached from a diverse range of
OdzNNXR Odzft dzY YR &dzlJL2 NI FNBlFa G2 SadlofArak |

70



PRISM 2(1) Education, Pedagogy and Class prismyjournal.blackburn.ac.uk

used in practice across the college. The name of the institution and the participatite

study were anonymised to protect their identity.
4.Findings! YRSNAEGFYRAY3 LISNOSLIIA2ya 2F GKS WFH{H NR

The findings of the study revealed that there was a broad acceptance by all participants

that the definition of the term 'risk’ ithe context of the college was linked to the belief that
a student was likely to withdraw from their course of study. However, this seemed to be
Of2aSte tAY1TSR (2 GKS LI NILAOALIYGAQ LISNE2YI
teaching, supporto' I y I ISNRAFf adlFr¥Fd !'a &dzOK (GKS FAYRA
used in a standardiseday, but the meaning was highly subjective. It was a term generally
fAYy1SR (G2 adGdzRSydGa sK2 ¢gSNBE WRAAIR@GlIyGl3aSRQ
characteristics or environmental factors that may affect their chances of success. The most
O02YY2y 62NR dzaSR (G2 RSaONAROGS Iy WG NR&a1Q ai

Godd L g2dAZ R NBEIFNR SN¥Y GKS RSTAYAUGAZ2Y 27

to particular barners or a learner who erm for a set of reasons or descriptives or

what we know we would regard them as a college as being a learner who may be

Y2NBE fA1Sfte@ (2 RNRBL) 2dziX SNXY 2NJ I €SI NySH

f SFNYSNE | ¢ 2 BlarkethdE Studeht/Séticesfi 2 NJ 2 F

Therefore, although risk was associated with ra@mpletion, it was also linked to a series
of behaviours which were used to calculate the level of risk the student presented. The
analysis that follows describes definitionsrisk under four key themes which emerged from
the data: WA Yy G SNy | § NA&] O0SKIFIGBA2dzINEQY WSEGSNYI §
W3 dzo OSNEA2Y Q

4.1.Internal risk behaviours

Internal risk behaviours SNE (1 K2a&S GKIFG O2dz R rbaBce b y 1 SR
their course, such as poor attendance and low achievement. Therefore, in one respect, a
student was 'at risk’ if they were 'not performing to the standard' [Lecturer 2, Computing &

IT] that was required to complete a course. This could be bedhesstudent in question was

missing work due to absence, or because they were failing to meet their targets.
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The notion of 'not performing to the standard' was linked to a lack of motivation, poor
behaviour and a failure to 'contribute' on the part ofeltstudent. Managers in the study
stated that it was used frequently to describe a student who was going through the
disciplinary process: one example provided by a senior manager linked the notion of risk to
conduct, describing this kind of student as 'qaetely disaffected' [Director of Marketing &

Student Services].

However, many of the participants drew an explicit distinction between what they

described as the 'college’ view of risk and their personal definitions of risk. Support staff were
more likey to link risk to notions of safety and welfare, stating that their responsibilities to
didzRSydia ARSYGATFASR a WIHd NrAalQ SEGSYRSR Uo
the student in a more holistic capacity. Although they acknowledged ttiahdance and
achievement was an indicator of risk, they were keen that the student should not feel judged
because of these factors. As a result, they appeared to be more concerned with external risk
indicators that may impact upon learning.

Go!'y @FHAdGHNRAEI Aa6 yedoz2Re ¢gK2 Aa i NARAaJ

studies within the college. | think that's the college perception. Erm, what my

perception is, it's even more broaanging than that. We have students who we

know are at risk of nofparticipating in their studies fully or passing them

successfully, erm, but then there are so many issues outside of the college that are

impacting upon their lives, that we kind of have a conscious and moral

responsibility to make sure those students afiel TS¢ [ SFNYyAy3I { d:

Practitioner]

GoKIG fSOGdNBNA Ay GKS O2ftfS53S g2df R 4SS

attendance, unpredictable attendance, erratic, not doing the work, but then | see

another picture... to me it's wider thanthiscoleg wa Sy dF €t | S K { dzLJL

The above demonstrates how conceptualisations of risk were often codep@ndent.
Although there was a common understanding of risk as-campletion, the nature of the
support staff role expanded this definition to indkeisafeguarding and protection. Therefore,
from an internal perspective, risk could constitute poor performance on a course, a potential

WRNPIEA Q 2NJ I &l FS3dzZ- NRAYy3I O2yOSNYy e ! & &dzOK=Z
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kind of relationship the sfhmember had with students. For some (particularly the Executive
S5ANBOG2NI F2NJ al NJ SiAy3 IyR {GdzRSy i { SNBAOSao

sets of circumstances described above.

GL GKAY1l GKFG OFy @ NEewR®dyplgyicelide. 2ty ¢ KA OK
risk may be, for example, someone who hasn't gone through the full admissions
LIN2OS&da FyR KIFIa I NNAGSR OSNE 1G4S Ay (KS
KFEFR I 20 2F &adzZlJL2 NI i aO0K22ftXteimyaSNI YI yI
of being at risk from a corporate point of view, from a college point of view it's

about them being at risk of not attending and therefore not achieving. Dropping

2dzi> SIFNI@ RNRL) 2dziXx L KIFI@S (62 RSLI NILYSY
be... well, mind you, three actually... so at risk | would say predominantly would be
aGdzRSYyd aSNBAOSaX odzi GKSy dF G NRARALUY A& | f
making sure that we keep all our learners safe so there are a number of different

‘atrh a1 Q¢ W5ANBOG2NI 2F al NJSGAy3 FyR {(dzRSy

The complexity in this (abbreviated) statement by the Director for Marketing and Student
Services echoes the complexity in identifying internal risk behaviours though the notion of
0KS adl yRIsBO2 SR PNRBY QF RSTAYAGA2Y T (GK2dAaAK (
FOly26ft SRASR® 2 KSYy [[dzSaiA2ySR FTdzZNLKSNE GKS 5
2y GKIFIGod L GKAY]l L dzyRSNEGFYR ¢gKIFG L YSIy o@
WUING 1 Q a I aaz2OA | -toBpetiad | saigty2badiadiodr amd perfermayice yed to
a blurring of definition which appeared to have the effect of linking any notion of vulnerability

with risk.
4.2.External risk behaviours

External risk behaviouravere linked to environmental factors that manifested
themselves in terms of behaviour in college. All members of staff interviewed acknowledged
that there were external influences that eitheginforced orwere the cause of a 'risk’ status.
Some of the extal circumstances cited by participants included care leavers, students from
non-traditional families, students with financial issues, domestic violence in the home,
students with criminal records, students who were registered carers and teenage pdrents,

this is not an exhaustive list. There were also links to the personal characteristics of the
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student such as learning difficulties, mental health issues and disabilities. If the student had
known involvement with external agencies, this also seemeldet@an immediate indication

of risk [Head of School, Hairdressing & Beauty Therapy].

These risk indicators manifested themselves variously in the forms of behaviours such as

Wi 2y SEtAYySaaQ:s WRA&A2NAFIYyAaAlF A2y QS  NIFFdf NBSHIEFQI
Wi T Ay SaaQr2 WFAHAAGdySas WRASAF TFSOGA2Y QY WHy3aSs
common word used to describe this student of this kind was 'vulnerable’. However, some
participants also seemed to suggest that students carriedtibrden of their vulnerability
themselves, in the sense that they were somehow responsible for their circumstances and
the consequences for achievement on their course. They 'made themselves' at risk, either due
to external influences in their lives or t&use of their level of personal commitment to the
course.

Gaedpl ahGdRSYyid O2dAZ R O2YS G2 &2dz I yR NBGSH f

at risk of withdrawing from educationa student can put themselves at risk by

what they reveal by whatthey & ¢ w{ 0 dzZRSy G { SNBWAOS& al yl 3ISN

Ly GKAa aSyasS o0SAy3a WL NRaA1Q 2F4Sy YSIEyld
were not just 'beyondheir control', but also 'beyonduro 4 KS O2f f S3SQauv 02y
Services Manager]. As one lecturer putitgust using the term 'at risk' identifies and labels
GKS addzRSyd Fd NARa]l SOSYy FdZNIKSNI L GKAY1¢ of
4.3. Risk calculation, profit and loss

Several participants were explicit about the institutional pressure to meet expected
targetsF 2 NJ NBGOSYyGA2y yR I OKASOSYSYyiG> 6KSNB Ay
with financial loss. Therefore, to calculate risk, they needed a way to identify it. As a result,
vulnerability (or external risk indicators) became a way of diagnosikg ris

G¢tK2aS 6SNB GKS {AYR 2F SNE OKI NI OGSNAa&GAC(
into tutorsso that we knew when somebody was not going to be fundedsome

NBFazy YR ¢KSNB GKS FAIdzNBa F2N 2dzNJ LI NI

[Lecturer 2, Computing & IT]
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In somecasesthis was before students had even started college. Both senior managers
in the study stated that risk can be identified as early as enrolment through disclosures on
their application form (such as declared conviogp mental health issues or learning
RAFFAOMZ 6ASE 2N RAALX I @Ay3 WIYEA2dzAQ 06SKI A
retention and achievement caused staff to be vigilant to what they perceived as
Wadzt Yy SNI oAt AGEQd C-2ohscicas? r¥cSgnition ¢f $hblBissahdnée they a S 3

experienced in relation to this.

LY (GKS TFANRG AaAE

5SS1a 6SQNBE 200A2dzaft e
a dzLJLJ2vé Ba¥e no choic2 SQNB T2 N

OSR 2 R2 (KIlGdé of

Hospitality]

The needo identify at risk students in the first six weeks of the academic term caused
staff to work with risk on monetary terms. Within this context the risk is no longer attributed
to the student butbecomes a tool to identify where money may be lost. One ipgodnt

linked this to changes in funding policy:
L NBlrffte GKAY]l AddYa O2YS | 02 dziwheteh G K OKI y.
the student's seen as a poundso they're at risk of going, we're at risk of losing
Y2ySeé¢ o{GdzRSyd {SNBAOSa al ylI 3SNEB

Thepressures associated with this view of risk made the definition and use of the term

sometimes problematic:
Ithinki KSNBE Q& | f2d 2F LINBrcdudzidBas, BiM&stseea dzo 2 S Ol
Fa o0fFO1 FYR SKAGSZ A0Qa ¥ES8@ SNYXAA2ANDR XN
that difficulty [Mental Health Support Tutor]

4.4 Risk and subversion
{2YS adGFFF FSt40 GKIG GKSNB gt a fSOSNIIAS Ay
get help needed for the student and appeal to the setérest of staf.

GL FAYR A0 KSELJFdzZ o06SOlIdzaS AF &2dz ale& Al

if you said it to a manager, their first thought would be 'my staés' «{ G dzRSy {

Services Manager]
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L R2 GKAYy]l GKSNB ySSRa G2ingdl&gngpwaSy SNt
GKFdiY4ya GKS RFEFY3ISNE (GKIFG LIS2LX S OFy FlLit 27

Support Practitioner]

In this sense, the term was necessary to ensure students were retained. The two
members of staff above felt that the college walseady losing many students who were
never identified. For support staff, students 'at risk' were addressing 'major, major difficulties
in their life' [Learning Support Practitioner]. However, in the context of economic risk, there
was a general sensetime data that welfare was often subsidiary to targets. However, support

staff were more likely to use the term only with students in the context of support and safety.
5. Discussion and conclusion

It has become evident through the process of analyshaginterview data that 'risk’ is a
term with multiple definitions. The analysis found four key ways of accounting for risk within
the institution: WA y G SNy I £ NR&a]l O0SKIBA2d2NEQY WSEGSNYI ¢
W3 dzo O ShttengdoyisQbE EA 8 1SR 0S06SSy (KS dzaSa 2F WNA
explicit in the dissonance experienced by the managers and lecturers who at once had a duty
02 &adzlLI2 NI addzRSyda RAaLX FeAy3d SAGKSNI Ayd SN
the interests of their course through the monitoring of profit and loss. This tension appeared
G2 O2YLX AOFGS GUKS ©@OASg 2F aludzRSyida oKz 7FSt
ARSYUGAFAOLFIGAZ2Y 2F | WNRA1Q O0SKI OA zadtivo SO YS
the narratives of the lecturers in particular was reflected in their-setiscious understanding
2T (KS WLINRPTFAG YR f23aaQ 02y OSLIidz ftAap GA2Y 3
484) study of further education lecturers, wier G KSe& F2dzy R al  Of SI NJ O
LI NGAOALI yia GKIFIG GKS LINBaadzaNE (2 &aS0Odz2NB TFdz
GKAOK A& SOK2SR aiGNepy3ate oe [SOU0dzNBNI o 6K2
students harshly. It appeared toe this pressure that sensitised lecturers to risk indicators
such as poor performance or low attendance, making the student vulnerable to withdrawal,
LI NI AOdzf F NY¥ &8 Ay (GKS FTANBRG &AAE 655148 a6KSNBO:
mustbewil KRNI g6y AF aSNAR2dza FAYlIYOAlLf O2yaSljdsSyo
2017pnyno0® LG A& LkRraaAiofsS GKIFIG GKAA O2y Tt A0l
2F NR A1l OLINBR2 YA BIEYi BN I f & NJBRdeshifs e alelzN® O
WwO2ftf SISQ RSPAAVASINGZ VE ENBIRINB #0ASIK) | | /AR dENEBAQE Q
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5.1 Vulnerability as a determinant of risk

¢tKS GSyaAazy o0SG6SSy WNRa| | a @dzZ ySNIoAfAGER
students as "atisk’ using a pool of specific characteristics relating to their disadvantage, either
due to personal or environmental factors. External risk behaviours led to stereotypical views
of students sharing similar characteristics or experiencing similar prabl@merefore, the
Rdzieé G2 ARSYGATFTe Nral tSIFIRa G2 GKS W20KSNRAY
Johnson (2005discusses the power and influence of stereotyping in observing that
GaliSNB2GeLISa NBFESOG y AffdzaA2y I NE O2NNBT I
poor and lazy. Negative traits are easy to acqaind hard to lose... we tend to see our own
behaviour and judgements as common and appropriate, and to view alternative behaviour as
dzy O2YY2y |y Ap/325)LIhBshaNhels dnScéexplain that this kind of thinking
can lead to 'blaming the victimivhich happens when people try to attach meanings or causes
to events. In the case of 'risk' and student dvopt in further education, staff try to seek
explanations external to their locus of control. If the 'risk' is outside of their control, attrition

can be justified.

The performative nature of the further education system undermines the importance of
relationships as transformative, by placing conditions of success or failure onto the teacher
student relationshp. ¢ KS v 2 GNMR &/ LI2HABKEGTH tha pe&daptiors /of risk in this
study fuels the individualistic notion that people are to blame for their own circumstances
(Atkins, 2017)As a result, there was also a sense in the data that the status of 'risk' was
transient in nature; that a sident could fall (or opt) in or out of the category if they did
something to change their behaviour (in relation to attendance or achievement). However,
the cause of the risk was often attributed to a fixed part of that student's identity: for
example, th& socieeconomic background or whether they were a cégaver.Atkins & Flint,
(2015,p.252 6 a SNBS GKIFIG aKS3ASY2y A O dhydkngyedpevarei A @S
B NA2dzaft e LIAAGAZ2ZYSR AY RA&AOdzZNEAGS LINI OGAOSa
RAaAO2dz2NES 2F @dzf yYSNIoAfAGe KlFa GKS STFSOG 27
can then follow them throughout their leainmg journey.

' O0O2NRAY3 (G2 {GSLKSY . +Fft O6HnnpNSIPA2HARYN
0dzi-NWRBzA | A2y Qd Ly 20GKSN] g2nke®>] § BKASHNI A y(R
primacy of caring relations in work with pupils and eafjues has no place in the hard world
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2F  LISNIF 2 NY I ( %».480)i 18 this contekt fthie Elatiomshipd&ween the institution
and the student is fundamentally changed. This potentially weakens the ties that students
have with their educators, wbh could reduce trust for those who do not have the social or

cultural resources they need to navigate this system and may be more likely to fail to achieve.
5.2 Subversion for social justice?

It is important to note at this stage that the participantsthis study were not blind to
their obligation to support the vulnerable students under their care. The external risk
behaviours described above were taken seriously by all of the participants who felt that risk
also served to highlight when urgent acatizvas needed to support students, with the aim of
securing their longerm retention and achievement. This was particularly true of the Mental
Health Support Tutor and the Learning Support Practitioner who it could be argued had the
luxury of being able t@onstruct relationships with students outside of the performative
environment. In some ways the s€2 y 8 OA 2dza NBO23IyAlGA2y 2F (KS
@dzt YSNIF¥oAfAGEQ YR WNR&A]l & LINRFAG FyR f2aa
Wo SOYAYSNIo0fSQ Ay (GKA&a O2yGSEdl®d® ¢KAAa Aa S
demonstrated above by the Learning Support Practitioner and the Student Services Manager.
In this sense, notions of profit and loss can be used to motivate staff membersnoisoto
support and retain students who are vulnerable. However, this leverage is also restricted by
LISNF2NXYIFGAGS y2G4A2ya 2F WLINRPFAO |yR {23aQ:>
interested preoccupation with retention and achievement. Furthelisitlso important to
LI2AYy (0 2dzi GKFG GKAA AYyTEdzsSyOS gliskey &2Waflegg STFTFS
2017) at which student numbers were centrally audited. As such, the extent to which the
socialjustice concerns of staff could be successfully addressed was shaped by the rigidity of

the performative environment.
5.3 Limitations

Given the small scale of this research study, the findings presented here do not seek to
generalise the use of the ter’PNA 41 Q G2 Fff FdzZNIKSNJ SRdzOl A
AYONBI aAy3 K2Y23SySAde 2F (GKS SYy@ANRYYSyd o
themes which may be identifiable in similar institutions. Further, the rapid pace and change
of Further Educaiy L}t A0e tA1Ste OKFIy3aSa GKS yI Gdz2NB
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how risk is mitigated within institutions. However, the mindful consideration of how various
risks may influence student achievement and widening participation is crucial, whidtyis

further study of this phenomenon is advocated.

6. Conclusion

The research presented here has demonstrated that risk, and its association with
students, is problematic given the tensions in the accounts of the term described in this paper.
The notion drisk as both an economic and social phenomenon raises significant ethical issues
with regards to the inclusion of students in further education. The drive to identify areas of
potential profit and loss leads to negative conceptualisations of studentsmdnorepresent
' WNA&1Q (2 GKS FAYLFYOAlFf KSFfOGK 2F GKS 2NH
the difficulties presented to staff who work with €01  f SR W@dzf Yy SNI 6t SQ 2
recognising the wider contextual issues of their liv&@sff are also dutpound to safeguard
GKS O2fftS3ISQa AyiSNBatad 2KAftad ol NBySaa 27
practices to support student retention, the notion of vulnerability as undesirable within a

performative environmentemains in need of continuous challenge.
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Abstract

This paper builds on my previous work in this journal (Hafiz, 2017) on the potentialities of
prosociality as a remedy and responsewinlespread precarity. The aim is to ground
prosociality in cabperative social and educational practices rooted in the conscientisation
of social and solidarity economy. Pedagogical practices based on principles of solidarity,
reciprocity and sustainaliyi can be directed to the production of knowledge (and its
associated benefits) in order to meet the basic needs of food, energy, housing, energy
production, social caring and wdilking in general. This paper deepens the account of
prosociality by treatig it as a means for cooperation to produce social infrastructures that
have a protective function. These infrastructures provide important underpinnings of a
universal basic security to be delivered through a social and solidarity economy. | illustrate
this from precarity in higher education in the Newrest of England with particular
reference to the widening participation agenda. This enables me to extend the previous
analysis by linking it to the sociospatial complexities of class in higher education an
precarity. Specifically, | argue that class differences should be analysed in relation to a
differential relationship to the interrelated variables of global dependeqagiocal
potential that interact with the generative mechanisms of precarity.

1. Introduction?
This paper presents a taxonomy of precaggcurity as a heuristic device to explore and
critically interrogate recent classifications of occupational class in Britain. It proposes that

class stratification has important sociospatial aspects isrdetermined by the technical and

11 would like to acknowledge the assistance of Distinguished Professor Bob Jessop, Cultural Political Economy
Research Centre, Lancaster University. This article is the result of dissualaut key themes presented in
this paper.
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social division of labour in the local economy. This more comprehensive analysis allows for
finer-grained analysis that highlights the multidimensional, intersectional nature of
inequalities. This can provide guidelirfes a critical education for precarity in the university
environment. The careation of social value and nawnership social infrastructure may
protect undergraduates from crisiaduced and socialelational precarity through radical
post-politics and selforganisation. Key principles for delivering this project include a
commitment to social value production, na@wnership shared resources and social
infrastructure through social coperation, social production, the social economy, crowd

funding, the gt economy and social giving.

It is suggested that it is the circulatory patterns of precasigurity that significantly
RSGUSNNYAYS dzyRSNHNJ Rdzr 6SaQ loAfAGe (2 LIy F2
experience genuine social stability aocointinuing security over the life course. This analysis
enables practitioners to imagine a critical education for precarity that integrates class as a

crucial factor in precaritgecurity into critical pedagogical practice.

Social classes have a dual v&ece in social analysis. On the one hand, they are often
opaque and complex emergent products of objective social relations of exploitation and
domination. On the other, they areonstructsthat shape lived experience and identity
formation (Reay, Crozidr y R / f @02y Y Hamn0X LINRPGARAY3I 3INJI
LI NOAOALI G0A2Yy YSAIKO2dzZNK22RQ 2NJ Wg2NJ Ay3I Of
values to be upheld and restrictions to be removed (Featherstone and Griffin, 2016; Gillborn,
2010).Ly GSNXxXa 27F Oflaa IyR SRdzOFGA2YyZ GKS | F2N
FYR WFAGOAYT AYyQ FNIYSEg2N] 2F lylfeara TF2N ¢
of workingclass students is complex and there are many variations. Howelasis action in
the learning environment must recognise a differential disadvantage based on differing levels
of resources and support pf@ndpost university. The experience of Northern
dzy RSNENJ Rdz 6Sa Aa 2yS 2F o0SHBYDSI 29T Wa K ARdell OF
(Reay et al.p. 119). Clearly, the workinglass experience in higher education involves the
student learning new ways of being and making sense of their experiences. To acknowledge
class difference in education is to presupedsightly or wrongly) that students from other
WOfFraasSaQ 02YS (2 dzyA@SNBRAAGE 6A0GK RSaANIofsS

class mobility because they mirror, anticipate or prefigure the prestige and status of particular
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jobs and socigbositions into new occupations and work identities in the knowletigeed
economy. This makes higher education an important vector of promoting equality and
mobilizing diversity and helps us make sense of the recent outcry over institutional racism in
the curriculum and the academy (Bouattia, 2015; Bhopal, 2017). Race and class can seldom
be separated without distinguishing between minority and white members of the working
class. This is especially salient in the former industrial towns in NW Englanceanithd®

[ FyOFaKANBE gKAOK O2YLINARASE 2F | ydzyoSN 27
the basis of ethnicity and/or soceconomic circumstances. All universities face the risks of
pathologising particular class identity types, whether throughegoment policy or through

pedagogical practice.

Class action in education has been valorised as promoting social mobility through lifelong
learning (Leitch, 2006). It is argued here that in the contemporary moment political action
towards an evening outfaelass disadvantage is limited to barriers to entry. In order to include
class as a basis of critical pedagogy we need to acknowledge social relational difference and
act against prevailing conditions that do not promote a prolonged and continuous irisecur
over the lifecourse. Despite decades of policy designed to widen participation, social
inequality in education achievement actually worsened in the UK during the 1980s and early
1990s (Chowdry et al, 2010) and in recent times, eévap degree complebn and degree
class depends far more on the human capital available at the time of joining university
(Crawford, 2014). Certainly, the barriers to entry have been somewhat equalised through
student loans (HESA, 2018), but {ardsting social and culturatapital remain key

determinants of translating a degree qualification into wasgeurity/wageadequacy.

Maintaining equality in the opportunities to acquire a higher qualification rely on
favourable economic conditions and welfare support networks olierlife-course preand
post-university. More and more high skilled work does not provide wsegurity/wage
adequacy and therefore this work is not able to defer precarity due teepisting student
debt. At the same time, shifts in welfare policy anddab markets are creating further
insecurity for graduates. To cope with economic crisis is an essential survival skill in complex,
networked societies that experience rapid and unpredictable social and economic
interactions, mediated through economic pgliand networked social relations. This calls for

a conscientisation of structural vulnerabilities based on examining how the ¢tudzdlare
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interacting with the local sphere and exploring potential responses through {alade
network based action for saa production. This requires solidaristic and prosocial modes of
thinking and behaving that inform cultural practices ofamerative exchange, social value

production, nornownership shared resources and social infrastructures.

Social class relations caave different spatigemporal depth, breadth, and horizons of
calculation: from the longue durée of pattependent historical legacies to shdgrm or
momentary conjunctures, from local to global, and from skerin tactics to longerm
transformative grategic goals. We need to consider all aspects to make sense of the objective
sedimentation and tendencies in social stratification and to understand how subjective
orientations relate to them. In summary, class remains a central sociological concégt in t
analysis of how difference poses particular challenges to outceegaality in the classroom,
and is salient for the classification and understanding of the dynamics of social class in the
215 century. Class continues to provide the analytical toolsolbserve social change in

established solidarities and new identities (Savage et al., 2013; Wright, 2014).

There can be important and politically significant disjunctions between the objective and
subjective dimensions of class relations. At the levelsalbjective sens@andmeaning
making, class and cognate terms provide shape to individual subjectivities and identities. On
the one hand, a workinglass identity is not always adopted and valorised in terms of
earnings and assets; on the other, some actoes be unaware of class relations or, at least,
disconnected from a concrete class identity for themselves. Others have proposed new forms
2T WLINBOFNARFGQ Oflaa FYyR ySg FT2N¥xya 2F Of | 42
Wolfson, 2014). This prides the opportunity for social organisation of disparate identities
into a political force for action against social conditions in the university environment. If
occupational classification exemplifies social class and this is the basis for thinkuig abo
inequalities, then we exclude all those who do not fit into work type classifications and
exclude those that may be outside the limitations of the employment relationship, e.g., the
elite, a precariat underclass. New forms of classification of soass ¢k.g., Savage et al.,
2013) go further in describing and quantifying the characteristics of a particular social class,
for instance, income and cultural capital. However, both occupational class and idzasad
classifications do not clarify the sokieonditions associated with each of the classes.

Approximate distinctions made on the basis of income, jobs, education, location, cultural
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capital and proportion of the population in the categorisation of social class need to be
contextualised with furthe contributions to each classification in alternative scalar horizons,

e.g., globablocal. There is not enough space here to enter deeply into the sociospatial
nuances of inequality, except to note that the use of income and wealth as the primary
indicatas for progress is a myopic approach (Therborn, 2017). The North Atlantic and
Eurozone crises have impacted on social class structure through the structural shifts in
occupations (cf., The UK Commission for Employment and Skills, 2014) that have peecipitat

income uncertainty for graduates.

In classical class analysis (e.g., Marx, Weber) the focus is on the-tzmwtal relation
and, for Weber, on status differences too. The lens is that of employment as (in)security and
the basis of bargaining power ogsistantselforganisation. Their analysis documents social
change in the social structure and class division as the industrial age in Britain was unravelling
through its colonial interactions and the modernisation of society in general. For Marx, there
was a sense that the world was getting smaller as transportation, communication and other
technologies of capitalist economic practices became essential for trade and work. Today, we
have learning and communication technology to enable the transfer of leuiye, economic,
social and cultural goods across distances, and establish networked solidarities. In Britain,
class analysis requires an analysis of the influence and power of the British elite, exploring
differences in political involvement across the &l subjective understandings of political
efficacy and, subjective feelings of influence (Snee and Devine, B0455). In a university
environment such issues can be explored through the practices of a social and solidarity

economy.

2. Class and pedagical practice

Recent social, economic and political trends globally, nationally, regionally and locally
make inequality between social groups a grave concern in Britain today. A fortiori, this makes
class an important analytical in education and highBgthe importance of pedagogical
practices concerned with the spatial, geographic and social class differences (e.g., Giroux,
2002, 2010, 2014). In the British context, Clemitshaw (2013) and Stevenson (2010), have
collectively captured the ZicenturymonSy i Ay (GKS RS@St 2LIYSyd 6KSI

has given way to the language of commercialization, privatization, and deregulation and that,
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within the language and images of corporate culture, citizenship is portrayed as an utterly
privatized affair tlat produces selh Yy § SNBa G SR AYRA @MIBHzE f AQ O DA NER

In order to provide security through higher education, practitioners and students
collectively must vocabularise and enact a Freireian language of possibility, and direct it
towards agentialpotential, using cultural practices for the transformation of theory and
practice. It is evident that neoliberalism and the effects of consumerisation of fundamental
relations, e.g., higher education as a lifelong pursuit, are deeply rooted in ebdshd higher
education system. In places like Blackburn, a former industrial woedtass community,
significant proportions of the population would not identify themselves by class in the
traditional sense; of belonging to particular occupations, wiypes, family histories and
social traditions.Raceand Classare inseparable due to conflictual goals of improvement
pursued through the widening participation policy in England. Blackburn and many of the
surrounding former industrial towns have been subjectiexades of governmental action in
educational achievement and school improvement at all stages of learning. At the same time
the indices of deprivation continue to show that the Blackburn with Darwen borough is one
of 20 local authority districts with thieighest proportion of their neighbourhoods in the most
deprived 10 per cent of neighbourhoods (Department of Communities and Local

Government, 2015).

In a locality like Blackburn access to higher education depends heavily on student finance
loans and maitenance loans that provide an additional substantial income for students from
disadvantaged backgrounds to supplement any earnings for other work to support a
livelihood. At present more than £14 billion is loaned to around one million students in
Englandannually. The value of outstanding loans at the end of March 2018 reached £105
billion. The Government expects the value of outstanding loans to be around £330 billion
(201415 prices) by the middle of this century. The average debt among the first nodgortc
of post2012 students to become liable for repayment was £32,000 (Allen, Audickas and Tyler,
2018). This will affect the graduate population in Blackburn significantly with a heavily reliant
employment share in low paid work and service sector johsl92223, 9,200 students were
awarded first degrees and 1,600 were awarded higher degrees. In 2010/11, 331,atadull
students were awarded first degrees at UK universities and 182,600 (all modes) were awarded

higher degrees (Bolton, 2012). Cleahg social class divide has in some part been bridged, if
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entry into degree education by those from disadvantaged backgrounds is used as a measure
or indicator. But, does a higher education still provide social mobility that delivers
improvement in securitand weltbeing across generations? According to the Department for
Education (2017) 24 per cent of students in receipt of free school meals at age 15 make it to
higher education by the age of 19, and in the South West and East Midlands regions of England
the figure is just 15 per cent (Higher Education Policy Institute, 2018). Those graduates
without preSEA&AGAY 3 aaSOdNAGe oflyl1Siaég &adzOK | a
residing in close proximity to particular economic scalar activity (e.g., Thibd¥o Strategy).

To be uprooted from stable support networks is compounded by the risks of precarity,

temporary or prolonged, without supportive networks in regional and foreign economies.

The true measure of a higher education is in its benefits wglar public good. | argue
that this fundamental role of higher education production can be realised by developing a
glocal potential, the ability to direct knowledge capital in social production activity that meets
local basic needs. The ability to plamdacope with diverse economic crises is a prerequisite
for graduates today. Rapid adaptations in technology, jobs and employment practices
necessitate a regular enhancement of skills in response to shifting needs, or at least the
stability to refine and hoe existing skills. Another prerequisite for protection from precarity
is an engagement with financial investment in lifelong learning over theditese. Learning
that is directed at strengthening networks of security through access to social production
assets not sought in a critical education directed towards widening participation. Many
graduates are working in jobs that do not require degree qualifications. Furthermore, other

factors affect the ability to maintain a prolonged security over theddarse.

Class action in higher education needs to be understood in the context of a deepening
and widening retreat of state funded social protection systems, combined with employment
insecurity and an abandonment of the standard employment contract rhbgemployers in
welfare capitalist states. With the erosion of supportive welfare policies that promote well
being over the lifecourse, larger shares of risks from the crises from economic instability in a
globalised economy are (re)shifting to indivadst High skilled labour is not exempt from
existential threats from events and interactions at structural scales (global, international,
national, regional, county). Neither are they immunised from the ontological insecurity, if

uncertainty is experienceat the level of the individual, household and community, on a more
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regular basis. Human labour is being displaced by automation, robotics and artificial
intelligence combined with the major challenges of reviving growth, reforming market

capitalism and maaging technological change (The World Economic Forum, 2017).

Traditionally, class analysis is rooted in the industrial contracts of corporatism, in the
production and employment relations and the ownership and control of the means of
production. In a pasindustrial, welfareaverse capitalist society, classmplexity cannot be
reduced to occupational and work identities, or some abstract ascent from one class to the
other. Clascomplexity needs to be understood as the intersectionality of the conceptrat

of precarity in particular student biographies.

The expansion of the UK higher education sector (1BFIB) has been greater than in
most of the rest of Europe. However, occupational filtering down means that graduates are
entering jobs that were oncearried out by their norgraduate mothers and fathers. A degree
has become a requirement for an evarger proportion of jobs and skills mismatches are
leading to 4.3 million workers possessing skills and qualifications beyond the requirements of
their employment (Chartered Institute of Personnel and Development, 2015). The number of
non-employing businesses have increased by 112,000 with the growth being around +3%
(Business, Innovation and Skills, 2016; New Policy Institute, 2015), which is an inditatio
contemporary production practices that will in future perpetuate precarious labour market
experiences. The era of downward mobility is now a reality, the role of education in social
promotion valorised in discourses of meritocracy have been exposehbalss for the naked

inequality of human conditions and prospects (Bauman, 2012; Giroux, 2014; Giroux, 2015).

In Britain the increase in students from disadvantaged and unej@resented
backgrounds entering higher education; the increase in black amdrity ethnic (BAME)
students and white boys entering higher education; improving degree attainment and
graduate outcomes for BME students; reducing barriers for disabled students (Universities
UK, 2016) provide policy agendas that avoid the social relatibasis of disadvantage that
some students face. Recent concern about suicides amongst the student community is
evidenced by levels of mental iliness. Mental distress and low wellbeing among students in
higher education in the UK are increasing and aigh hrelative to other sections of the
population (Institute for Public Policy Research, 2017). The links between debt and mental
health for university students are well documented (e.g., Macaskill, 2018). A critical education
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for precarity necessitates adeNNA Odzt dzy G KI 0 RS@St21LJa addzRSy i
effects of debt and the potential strategies to limit the effects of debt over theckferse.

Such strategies include a sslifficiency that insulates against economic insecurity.

3. Recent clasifications of class: global dependence and glocal potential

¢KS ../ DNBFdG . NAGAAK /flaa {dz2NBSe o{ I @I 3
stratification has undergone change. It emphasises a class position based on income, types of
work, edu@tion, geographic location and cultural preferences. This stratification will now be
considered under the logic of two interrelated variables (global dependgiazal potential)
and will provide an integrated analysis of class for the purposes of aatmriagogy of
LINEOFNRAGEe®d ! ONRGAOINE LISRFI23I8 GKIG RS@OSt 2L
WAY GKS g2NIRQ® ¢2 06S WgAGK (KS ¢g2NIRQ Aa G2
transfers of knowledge capital translate to theodmgical, social, economic, political and
cultural environments. The nature of multiple interdependencies at multiscalar points of

action and economic transactions and its effects can be studied in the locality.

There is inherent tension but potential mplementarity between two scalar logics: those
of global dependence and glocal potential. The first highlights the multiple interdependencies
across territories, scales, networks and places in a still emerging and changing world market,
world of states, ad global society, ranging from the local through to the global. Conversely,
glocal potential indicates the differential scope to create conditions locally that facilitate
integration into (or, indeed, exclusion from) the wider economic, political, andakoci
environment on favourable terms. The aim is to provide security from precarity by investing
in (enhanced) localised social infrastructures rather than engaging in gadbe-bottom.
And this depends, in turn, on the development of an informed viewhaiv the global

environment affects the glocal potential of a locality, and to respond accordingly.
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Using the above schema to explore the circulation of precaetyurity across the new
classifications of class, | assume that each class has adlinectirect relationship with the
elite position within a circle (representing those within and outside of changes in the
circulation of precaritysecurity) that is squeezed into an oval due to the upward pressure

concentrating security in the elite andtablished middle class positions.

The elite position possesses and controls the most capital and creates crises by
accumulating surplus to increase security. The ewereasing returns (of rent, commodities,
residential and commercial property, intelleauproperty rights and profit) and through the
transfer of this capital into the globalised economy aligns the elite more or less towards a
globatdependence. Their economic behaviour may not correspond to their nationalism or
glocal outlook, but their serity relies on making senssnd-meaning of the world through
the finance and property markets that hosts their capital. They have a tendency towards a
cosmopolitan and open view of the world and possess networks of security that can span
large geographidadistances. In this position, security from precarity is experienced over a
prolonged and multinter-generational horizon. Existential threats and ontological insecurity
are mitigated through a security acquired from multiple sources. The utility odighatential

is only relevant when generational land ownership concerns are in play.

The established middle class possess skills, capital and inheritance that can be transferred
across generations, in order to defer, displace or delay precarity to a dter through
supplementary capital acquired through minor rents (additional property and savings) and
networked social relations, reliance on financial values or investment potentials from
markets, along with the elite position. In this position securstyriore or less experienced
over a prolonged and intergenerational horizon in a stable society. Existential threats and
ontological insecurity are mitigated over several generations acquired through inheritance
and savings, particularly intigenerational avings and capital, and close proximity to the
elite position. The utility of glocal potential is relevant as they live in secure neighbourhoods
with established social networks, possibly forged over a generation, charitable giving and

involvement in locaissues and a globalkependence through national issues.

The technical middkelass exchange skills that are more or less required over time (but
rely on factors like mobility, motility, regular upskilling and training). Their knowledge capital

must followthe circulation of security from significant development opportunities within the
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constraints of a global finance economy. The opportunity to acquire capital through housing
is also available to this position relative to the availability of debt. The&ctieconomic
interactions are mainly with the established middle class rather than the elite position. This
risk of precarity will depend on geographical location conditions, the cost of heaammings
differentials. Economic crisis may lead to tempgrarecarity and, if located where global
finance may be in retreat to other locations, can lead to prolonged precarity. A balance
between globaldependence and glocal potential is relevant as glocal potential cesebthe
volatility of the global econom through localised and networked solidarities. Existential
threats and ontological insecurity are deferred through proximity to the established middle

security position.

The affluent worker, traditional working class and precariat share a more interatise
position and interact with the global dependence as a goal but rely heavily on glocal potential
for social infrastructure and neawnership resources. Working in declining industries,
service sector jobs in a 24/7 economy, mobile knowledge workérsnewly acquired skills
or those without skills working in emerging local industries. The risk of precarity in these class
positions are most subject to precarity (temporary, prolonged and generational). The affluent
worker can rely on a high income oube shortterm but is still some distance away from an
enduring security. The traditional working class are at risk of absolute precarity periodically.
They also rely the most on glocal potential as the mechanisms of precarity can be mitigated
at the locd level through networked social relations. Precariat, without support networks,
experience absolute and prolonged precarity more regularly, due to infrequent income.
Existential threats and ontological insecurity for these three class positions emaoiatéofiv
income work; household debt; political dedividuation, isolation and dealignment; income
based poverty; lack of skills, ovgualification and a skills mismatch; declining social mobility

and; time poverty.

Britain is deeply divided: social antheic friction, fragmentation and disunity has reared
its head in recent developments that brings a return of a marginalised white working class in
opposition with the rest of society. Class in the classical sense is once again a point of
discussion and aysis in British politics and policy. Politics and policy, however, are not only
realisable in some abstract space of policy analysis or the institutions of governance but are

also achieved through relational practices between social beings outside thenpters of
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policy objectives. Class action in education has been a feature of politics in higher education
for many decades now (e.g., Readings, 1997). UK widening participation policy includes
distinct, interdependent and divergent policies across the foations of the United Kingdom,
broadly under a set of assumptions about the nature of educational inequalities, how they
arise and how they should be addressed, which are grounded in notions of equality of
opportunity and outcome. However, the higher agtation system operates in a global
dependent environment characterised by increasing national and international competition
(Donnelly and Evans, 2018) and a pressing need for evidence on widening participation
interventions in the UK context, and nuanceterpretation and development is required to
ensure that HEIs develop interventions appropriate to their own context (Younger et al, 2018,

p.29).

The implications of recent classifications of social class to the learning environment must
recognise thatducational backgrounds influence outcomes for graduates. This is replicated
in the different classes of universities that reproduce the differences in outcomes for
graduates from particular backgrounds through the destinations of those graduates. $ke cla
structure when linked to occupational outcomes demonstrates a differentiation between
graduates who are able or unable to achieve a prolonged security through immunisation from

the cycles of persistent economic crises.

4. A radical pedagogy for preadsy

Protection from precarity comes with security and a stability to make long term choices.
A radical pedagogy for precarity requires the conscientisation of alternative futures and a
deeper investigation of present crises in the particular localityhefuniversity. Social action,
political strategy and tactics are required to imagine new modes of social production, non
ownership social infrastructures that may provide sustainable approaches to development

and progress at a local level.
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Circulation of precarity Circulation of security

Low income work;
household debt; political
individuation, isolation
and dealignment;
income-based poverty;
lack of skills, over-
qualification and a skills
mismatch; declining
social mobility; time
poverty

The Venn diagm above condenses the conditions that result from the social, ecological,
economic, cultural or political conditions that prefigure the experience of precarity (these are

detailed in Appendix I).

The following seven factors (a detailed explanation avjated in Appendix Il) are relevant

and significant to understanding the experience of precarity in contemporary Britain:
1 Low income work
1 Household debt
1 Political individuation, isolation and dealignment
1 Incomebased poverty
1 Lack of skills, ovegqualification and a skills mismatch
1 Declining social mobility
1 Time poverty

In order to explore these factors in an assessment of class, education and pedagogical
practice both student and educator must engage in critical learning about these conditions
and the saial infrastructures required to mitigate them. The heuristic offers a device to

observe and analyse precarity and the associated uncertainty, at the level of individuals,

95



PRISM(1) Education, Pedagogy and Class prismyjournal.blackburn.ac.uk

households, communities and geographical locations. | am particularly interestedwn
precarity is affected through globdependent investments and the sources of local
vulnerability and how this affects the lived experience anddtiances of undergraduates,

and the wider community.

The disadvantage of access and outcomes in thevid&ning participation agenda does
not address the lack of particular resources and support that may have preceded and may
F2tt26 a2YS dzy RSNEHNI RdzZl 6§SaQ SRdzOF GA2y L 22dz
equates to the absence of particular resoescand support that provide prexisting
ontological security and this provides further advantages to defer the aforementioned factors
that create precarity. Blackburn and the surrounding areas feature disadvantages from all if
not most of the indices fodeprivation. This locality of the university provides a classroom for
inter/multi-disciplinary investigations to explore the experience of uncertain and insecure
social conditions that emanate from the generative mechanisms of precarity and how such
conditions in undergraduatesan be mitigated through social infrastructures that provide

security from crisisnduced precarity.

As briefly discussed, the interplay among generative mechanisms is complex. Nonetheless
each provides a basis for observation thgh fieldwork and a taxonomy for assessing levels
of precarity and how they interact. Strategies to bring about social change require particular
tactics due to the complexity of social relations. Social production of basic needs that is
collaboratively andco-operatively organised through formal and informal structures or
through anarchic, spontaneous, disorganised and inforehgpboliticisedand destatised
activism. It is necessary to elaborate on the relevance of the tetepliticisation and

destatisatian to a discussion about class, pedagogy and education.

Depolitisation connotes a conscientisation of political activity that makes a conscious
effort to identify and respond to the partisanship, ideological agendas, political motivations
that feature in ¢ass action in education, or in the macropolitics in our social relations.
Destatisation is to establish social interactions that are exchanged between social beings
outside of formal political and organisational processes. The accountability is in theirigu
principles of prosociality, solidarity, reciprocity and sustainability and democratic practices in
education that are directed towards meeting local welfare needs. Clearly, education is a

signifier of the prevailing cultural truth of a society. Higleelucation, in particular, is a rich
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source of understanding about how a society values education as a lifelong endeavour.
Depoliticisation and destatisation assume that it is the prosociality between social beings that
facilitate further ceoperative planing and action rather than established oppositional

partisan politics in the shadow of a hierarchy of vested corporate interests.

It has been proposed that graduates in developed capitalist welfare economies face
uncertainty and crisinduced precaty. Therefore, the social production of social
infrastructure and shared resources becomes an imperative for generic education beyond
university, an education that equips students with knowledge of the risks of-skitis debt
precarity. A critical pedamyy for precarity should be centred on pedagogical praxis that
provides a language for exploring the effects and generative mechanisms of precarity. The
focus of this needs to be on the gloHatal interactions through the territorial, place, scale
and nework potentialities and vulnerabilities. The shared precarity, albeit experienced
differentially by the educator and the student provides the scope for dialogicaiteational

action (Read and Leathwood, 2014).

In order to transform mental habits andobily practices, firstly, local solidaribased
associational spaces have to be created and utilised as the classroom for a radical critical
LISRIF 3238 F2NJ LINBOFNRGES Ay GKAOK 0SAYy3I WAY |
and insecurity)can® GNF YATF2NNXSR Ayid2 o0SAy3a WgAUK GKS
shared housing, access to common resources). Objective distance from reality can only be
created when approaches to develop social value production utilisegtissiplinarity, inter
disciplinarity, multidisciplinarity practices in order to produce social provisioning of housing,
food, energy and welfare in general, in exchange for time resources from graduates across

disciplines towards social provisioning.

In learning a commorahguage that articulates relations of oppression and domination,
S tSINYy (2 RSTAYS FyR (2 RAKdXYV AN &K OAOS
encounter the problem posing or imagining of alternatives, once we think about reality in
these terms. Tiis is the starting point of imagining an individual biography that is a unique
history, which is socially universal, common and shared, this being the need to sustain

ourselves in the evolutionary sense and through productive work.
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The widening particigion agenda in the UK has merely instituted social relations that
constitute peculiar pedagogical subjectivities and identities that presuppose the servility to
the neoliberal logic and the centrality of this as the purpose of higher education (Readings,
1997; Canaan and Shumar, 2008; Molesworth, Scullion and Nixon, 2011; McGettigan, 2013;
Rapper and Olsen, 2016). The did@ralisation of higher education in the UK legitimises a

higher education for employability rather than for a prolonged security olerife-course.

In opposition to the competitive behaviour based on the logic of a neoliberal economy,
prosociality provides the basis for learning new ways of thinking about our lives. Value
creation through knowledge that is directed to benefit otherglasustain us. Prosociality is a
foundational construct in the imaginary of alternative economic regimes and modes of
production. Prosociality refers to behaviours that are intended to benefit others and, are
associated behaviours such as, empathypperation, and reciprocity. Prosociality connotes
modes of thinking, behaviours, actions, and the social and educational practices that are
motivated to create value for others, but without the intention of manipulation, exploitation

or domination.

In Blackbm the escalation of food poverty is being responded to by-eajanised
foodbanks, contributed to by local residents and activists. The food bank is an exemplar of
how selforganised forms of social activism respond to crises in a way that partisaicgolit
policy analysis cannot achieve within the time of need for more and more families. A critical
pedagogy for precarity engages with such social conditions to understand the vulnerabilities
we all share, albeit differentially. This conscientisationhofv the globallocal interacts
provides ample research problems for engineers, sociologists and health and social care

professionals alike.

Conscientisation is the basic dimension of reflective action for educator and student.
CNBANBQa o wpioroalpedaybdy bf thé @préssed Holds utility for resistance by
the precarious in advanced economies. Educational practices inside and outside the
classroom that engage in a praxis of neoliberatsdeialisation, and encourage social
production for secuty against future precarity. This refers to the transformation of a
consciousness which has been historically and culturally conditioned through insecurity. The
common language that is available to a critical pedagogy of precarity starts with an encounte
GAOK LISNAR2YIf Wdzy OSNIFAydieQ FyR G261 NRa 0dzif
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provide opportunities to study class as a shared disadvantage and imagine the prosocial

practices of solidarity to produce shared resources.

5. Concludingemarks

| have attempted to apply the precarigecurity heuristic to the analysis of emerging
social class classifications, their relevance to widening participation in UK higher education
and critical pedagogical practice. The precasigurity heuristt has utility in giving shape to
class experience and conditions beyond myopic classifications, particularly in a former
industrial workingclass community in NW England. The heuristic has been integrated with
the new classes of the Great British Classy&u2013 and provides further depth to the
classifications in relation to the conditions and generative mechanisms of presadtyity
in the shadow of globalependence and glocal potential. The main contribution to critical
pedagogical practice is inighlighting the opportunity to engage in dialogic encounters
between practitioners and undergraduates centred on a Freireian radical pedagogical
language of possibility of social value production, {foewnership resources and social
infrastructures throughprosocial pedagogical practices, rather than rooted in a neoliberal
logic of competition. In conclusion, widening participation efforts need to recognise recent
developments in the market for skills and understand local conditions in a global context to
address issues of difference in outcomes for particular graduates. Higher education
practitioners can contribute to addressing the issue of declining social mobility by facilitating
a universal basic security and {teurse horizons for graduates by adopgtithe principles of
the social and solidarity economy in critical education. By understanding the circulation of
precarity-security we can imagine alternative futures, social and political organisation that is
directed to understanding local conditions, rnsenal biographies of precarity and the
protective factors that can insulate against the mudlimensional forms of precarity facing

graduates from low participation neighbourhoods.
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