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Abstract

A sociocultural view casts feedback as a process that is influenced by context and prior experiences. Yet few have
investigated how past feedback experiences shape current student engagement in feedback.

The aim of this paper is to interrogate the feedback histories of students to find out how prior experiences with
feedback frame their attitude to and use of feedback in current postgraduate courses. To do this, reflexive thematic
analysis was conducted on qualitative data gained from interviews and longitudinal audio diaries.

Early results suggest that: 1. In the past, teachers were the first point of contact for feedback which stays the same in
future courses. 2. Students lacked peer feedback in their past degrees, resulting in distrust in this form of feedback. 3.
Absence of education on feedback literacy in previous courses leads to other sources of information, e.g. self-
feedback, being rarely considered.

Full paper

Background: Concerns about student failure to use feedback information are prominent in the literature (Esterhazy &
Damsa, 2019). Students often do not make sense of feedback information from multiple sources, interpret and apply
it to their subsequent work (Carless & Boud, 2018).

In this paper, we focus on one aspect of this by showing how past feedback experiences (students’ feedback
histories) frame current expectations of and actions upon feedback information from various sources, such as
teachers, peers, unit forums, self.

Aim: This paper examines how feedback histories shape students’ utilisation of feedback information. Our
conceptualisation encompasses previous feedback experiences from various contexts (formal study, work, family,
volunteering/internships), using various sources of information (teachers, peers, self, work managers/colleagues,
friends), and different processes (peer review, self-feedback, learning conversations).

Literature review: Through a sociocultural lens, feedback is considered as a process influenced by previous
experiences and context (Esterhazy, 2019). Few studies explore the impact of learners’ feedback histories on the
feedback in new contexts. Malecka et al. (2022) emphasise that learners adjust to new contexts by comparing their
past feedback experiences with current environments. The presence of context and culture specific skills gained in
prior education might hinder learning of international students if their prior experiences differ from what is expected
from them in a new context (Rovagnati & Pitt, 2021; Rovagnati, Pitt & Winstone, 2021).

Participants: Participants were ten postgraduate coursework students from various Master’s courses (Teaching,
MBA, IT, Business, Sport Management) at a large Australian university.

Research design: The study uses three guiding theoretical frameworks: sociocultural theory (Vygotsky, 1978), and
the concept of learning lives (Erstad, 2012, 2013) and learning careers (Bloomer & Hodkinson, 2000) to examine
spatial and temporal aspects of feedback histories.

Primary data from a qualitative study was collected over a trimester. Participants completed an entry interview, a
series of longitudinal audio diary entries, and a final interview. Reflexive thematic analysis (Braun et al., 2019) was
used to generate themes.

Results and discussion: Early results suggest that prior feedback experiences influence students’ future actions on
feedback from various sources. Below, we present the generated themes.

1. In past feedback experiences, teachers were the first point of contact.

Unsurprisingly, the majority of feedback histories were about feedback from teachers. Despite the spread of student-
centered approach to learning, traditional views on teachers as providers of knowledge dominated students’ prior



education experiences. In their Bachelor’s degree, students reported to be less engaged with feedback. If they
needed some input, they expected to approach teachers, which they rarely did. More active learners sought formative
feedback from tutors only.

In postgraduate courses, this tendency remained unchanged. However, Master of Teaching students stood out in
their perception and evaluation of feedback information. They tended to look at comments from teaching staff more
critically. Concerns were expressed because teachers were expected to serve as role models but sometimes failed to
provide effective feedback.

2. Students rarely experienced peer feedback in their past degrees.

Despite broad support for peer feedback in the literature (eg. Tripodi, Vaughan & Wospil, 2021), reports of peer
feedback encounters were infrequent. If some feedback with classmates took place, it was typically in the context of
an assigned group project where they discussed each other’s contributions.

The absence of previous peer feedback experiences appeared to contribute to students’ reluctance to seek feedback
input from classmates. Some students expressed doubts about the effectiveness of peer feedback as they do not
know their peers well and do not trust the reliability of their comments. Other participants struggled with online
communication, so they did not reach out to ask for assistance.

3. Lack of reflective tasks and no education on feedback literacy in previous courses.

No reflective tasks or feedback literacy interventions that are pivotal for learning (Winstone & Winstone, Little et al.,
2023) were reported by participants, resulting in students not seeing value in alternative sources of information or in
their adopting an active role. When asked, learners mentioned situations when they received comments from friends,
family members or work colleagues. However, they did not recognise this (or self-feedback) as a valuable element of
their learning.

Conclusion: This paper shows how feedback histories of postgraduate coursework students shape their perception
and behaviour in current feedback processes. The implications from this are: scaffolding students to increase their
engagement with feedback by incorporating relevant tasks into courses, feedback design to promote reflection,
educating teaching staff on providing productive input and designing appropriate feedback processes.
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Abstract

Resits provide ‘a second chance’ for students. Consequently, it is essential that we support students to make the
most of this chance. Students with resits may lack academic confidence and become ‘disengaged’. Similarly,
students who have interrupted may also lack academic confidence, having been away from the University. Resits and
interruption are a significant problem and barrier to continuation.

Learning is dictated not only by the external environment but also internally through self-belief. Self-efficacy is related
to a student’s emotional state and self-confidence and is an important asset for students to develop. Improving self-
efficacy may be one way in which students can improve their engagement and help themselves.



This presentation outlines work (focus groups & questionnaires) conducted to consider the methods and strategies
used to engage students during resit preparation and following interruption. We explore recommendations for good
practice and considering way to help students to improve their self-efficacy / engagement.

Full paper

Resits provide ‘a second chance’ for students (Ricketts, 2010, p.351) and it is essential that we support our students
to make the most of that chance as part of an inclusive approach to teaching and learning. Having failed the original
assessments, students with resits may lack academic confidence, they may find it difficult to admit failure, they may
not seek advice on how to turn failure into success and hence they may become ‘disengaged’. Similarly, students
who interrupt their courses, typically have assessments that they need to catch up on and obstacles to overcome
before they can continue their academic study. Thus, students who have interrupted also often lack academic
confidence, having been away from the University and the academic environment. Here the challenge is support
students to become ‘re-engaged’ with their studies. Resits and interruption are clearly a significant problem and
barrier to continuation, and we need to consider ways to best support and engage our students.

From an individual perspective, social cognitive theory draws attention to the importance of self-belief and efficacy in
an individual’s learning and development (Bandura, 1999). Students are seen as powerful agents who can see an
improvement in their academic performance, because of their own self-reflection and confidence to act. Learning is
therefore not dictated only by the external environment but also internally through self-belief. Indeed ‘there is
evidence (Bandura, 1997) that self-efficacious students participate more readily, work harder, persist longer, and
have fewer adverse emotional reactions when they encounter difficulties than do those who doubt their capabilities’
(Zimmerman, 2000, p.86). Self-efficacy has been related to a student’s positive emotional state (that helps
engagement) and self-confidence (belief they can do it) and is an important asset for students to develop. Improving
self-efficacy may be one way in which students can improve their engagement and help themselves.

This presentation will outline work (from focus groups & via questionnaire data) conducted at the University of
Manchester, as part of an Institute of Teaching and Learning Fellowship awarded to Karen Lander. The following
issues are explored (i) to consider the methods and strategies we already use - and optimally could use - to engage
students during resit preparation; (ii) to explore the challenges and barriers for student re-engagement following
interruption; (iii) to explore possible recommendations for good practice in terms of student involvement and support,
considering ways to help students to improve their self-efficacy and engagement. We present potential differences in
student engagement levels across course level, course topic content and via on-campus and blended delivery
modes. Finally, we outline mechanisms that are currently working well for students, providing them genuine gains in
learning effectiveness, support and/or the community through student engagement.
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Abstract

Experiential learning activities in vocational post graduate degrees typically combine theoretical and practical content
to ensure that graduates are ‘practice-fit' and ready for essential aspects of professional life. These classroom
activities can include scenario-based role plays and demonstrations where learners engage with peers to emulate
real-world practice contexts. While retrospective studies highlight positive learning outcomes associated with
experiential learning, relatively little is known about the in-vivo student experience. Students currently enrolled in four
vocational postgraduate degrees at the University of Melbourne answered quantitative and qualitive questions
designed to understand their perspective of the value of experiential learning activities in the classroom. Findings
from the mixed methods analysis indicate that relational pedagogies should be central to the design of experiential
learning tasks. The main theme, ‘Balancing challenge with care’, was informed by subthemes connected to cohort
factors, individual student qualities, and pedagogical aspects related to being clear, collaborative and constructive.

Full paper

Background: This project aimed to evaluate and better understand the student experience of engaging in small-
group, experiential learning tasks in online and on-campus environments. Experiential learning activities in vocational
post graduate degrees typically combine theoretical and practical content, and therefore aim to simulate practice to
ensure that graduates are ready for various aspects of professional life. These learning tasks include activities such
as scenario-based role plays and demonstrations (Kolb, 2015). In classroom contexts, these non-graded learning
tasks are often constructively aligned with graded assessments or core competencies that are relevant to work
placement and future employment requirements.

Classroom-based experiential learning tasks are centred around the principle of ‘learning through doing’. Despite
literature highlighting that graduates of vocational courses look back on these classroom activities and see value in
their contribution to learning, relatively little is known about the in-vivo student experience of associated challenges or
risk of harm through their engagement. Risk is in fact considered to be inherent in these learning activities as
students are deliberately placed out of their comfort zones, challenged and destabilised (Morris, 2020). Experiential
learning can therefore elicit strong emotional responses in some students, which can either enable or be a barrier to
learning and achievement (Taylor, 2018).

However, an increasing number of young people in Australia are reporting high levels of anxiety. The most recent
report from the Australian Institute of Health and Welfare indicates that 15% of young people aged between 18 — 24
years old experienced high or very high levels of psychological distress. Psychological distress is defined as an
individual's overall level of psychological strain or pain and is highly correlated with the presence of depressive or
anxiety disorders. Surveys of young people in Australia during the first year of the pandemic reveal that psychological
distress rose to 26% (Brennan et al, 2021), while other reports indicate that 74% of young people considered that
their mental health was worse since the outbreak of the COVID-19 (Headspace, 2020). Teachers are increasingly
taking the mental health of learners into consideration during curriculum design. Anecdotally, teachers within at this
University observed a growing trend for post-graduate students to ‘opt out’ of experiential learning activities and
request to just observe their classmates instead.

Various learning theories are relevant when considering the learner experience, effectiveness, and suitability of
experiential learning activites. For example, cognitive disequilibrium is a state of imbalance when encountering
information that requires learners to develop a new schema or modify an existing schema. However, disequilibrium is
often an uncomfortable state for individuals, and therefore some learners seek to quickly return to a state of
equilibrium (D’Mello & Graesser, 2012). When faced with applying new knowledge to an active learning task in a
small peer group, the discomfort of learning may become too great for students with anxiety or learning disabilities
resulting in them choosing not to participate.



Hattie and Ziere (2018) consider that learning task design should follow the ‘Goldilocks Principle’, where the task
should not be too easy/boring, not too hard, but ‘just right’ for the learners’ stage of education. Teachers should
therefore tailor learning experiences to the needs of the learner and their learning stage to both promote engagement
in learning and foster learning environments that support wellbeing. Teachers and tutors who facilitate experiential
learning tasks would benefit from a deeper understanding of what ‘just right' means when considering the intersection
between learners’ stage of education and their health and learning diversity.

Method: Students from four vocational postgraduate degrees at the University of Melbourne answered quantitative
and qualitive questions designed to understand their perspective of the degree to which experiential learning activities
are considered valuable to their learning, and the challenges and/or benefits they identity.

Findings and conclusions: Findings from the convergent mixed methods analysis indicate that relational pedagogies
should be central to the design of experiential learning tasks. The main theme, ‘Balancing challenge with care’, was
informed by subthemes connected to relational qualities of the cohort/group, individual student qualities, and
pedagogical aspects related to being clear, collaborative and constructive.
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Abstract

Abrupt transitions to online-only teaching during the uncertainties of the early weeks of the Covid-19 pandemic in the
UK exacerbated precarities in the role of HE teachers which are only now being considered. This study uses
narratives and photographs to reveal a series of emotionally-charged responses and ensuing behaviours at the
micro-level of teaching during the first phase of lockdown life. Extending frames of liminality and extremity, we draw
upon visual and narrative methodologies to explore individual perceptions of the challenges, ambiguities, and
opportunities in digital teaching and learning practice. Three themes of precarity and security, perceptions of time in
pandemic life and work, and communication between lecturers and their university are investigated. Our paper
reports on the outcomes of changed routines, enforced autonomy and possible new independencies with an
emphasis on perceptions of precarity in the sector during this liminal phase.

Full paper

This case study focuses on a UK faculty of Business and Law with participating academic staff experienced in face-
to-face, hybrid and online teaching. Data was collected in real time during the first phase of lockdown in March-May
2020. Widespread confusion and the disruption of the pandemic crisis saw a ‘momentary crumble’ (Goffman, 1959) of
social expectations at the macro level. Micro-level included rapid adaptation of routines and roles for teaching staff,
the abandonment of assessment strategies with communication noise between the University and teaching staff, and
fading management control as we all rapidly pivoted online. This is counter to pre-pandemic HE contexts where
gradual moves online had produced diminishing conditions and freedoms for digital roles (Collins et al, 2020).

Whilst respondents had digital and pedagogical expertise for this pivot, abandonment of existing, long-standing
prescriptive work delivery and expected assessment schedules were a major element in provoking significant
emotional responses. This study explores the varying reactions and behaviours through the lens of respondent
generated narratives and photographs. We used these to capture everyday encounters of value (Kelly, 2020) during
the initial ‘critical period’ of lockdown crisis (Stein, 2004). The narratives provide important insights capturing a liminal
moment of change and contextualise impacts of managerial decision making on pedagogic strategies and delivery.

The data was collated into three themes; the first of which was precarity and security. Respondents all experienced
forms of precarity and emotional vulnerabilities as they pivoted online, despite previous ‘assimilation’ (Littlejohn,
2023: 367) with digital teaching methods. Fear was invoked through unpredictability and the ‘socially constructed
chaos’ (Ettlinger, 2007: 322) of the stay-at-home order and crisis footing. One participant stated that ‘Early March
was categorised by worry.... what alternatives and possibilities were being put in place’, while another reported
‘quickly’ being ‘at breaking point’.

In terms of perceptions of time, analysis of photographs and narratives showed time manifesting in unexpected and
challenging ways; what Turner describes as a ‘moment in and out of time’ (1969: 360), as ‘normal’ social
expectations ceased. Alongside Reitan et al (2022: 10) we noted recurring ambiguities in and around how time was



experienced, both generally, in relation to impact as days became (un)structured, and specifically in relation to
management ‘ownership’ of academic staff time. Respondents adopted coping strategies through a ‘temporal
template’ (Ybema, 2010: 483). One respondent reported that ‘perceptions of control reappeared’. This supports
Ybema (2010: 484) who posited that we ‘construct a linear sense of self-continuity’ during a ‘precarious, ill-defined
context’. This was evidenced through active measures of ‘trying to stick to work hours’ and even deliberate
scheduling in what would previously be considered extreme hours. One participant commented on altering their work
pattern ‘from 3am to 9am...when no one else was up’. Respondents’ photographs, such as one of garden design,
also asserted control, illustrating mitigating work stress in ‘exchanging commuting hours’ for ‘little projects’ of value.

In relation to communication, Pradies et al (2021: 155) explore pandemic tensions. Their discussion investigates
difficulties for leaders ‘tasked to provide a clear vision...while themselves immersed in fog’. This was borne out in our
respondents’ comments where they highlighted that messaging on cancelling classes, exams and meetings was
seemingly ‘not-thought-through’ and often contradictory. One emotionally-charged example of such communications
was when notification of assessment changes were sent out at 5pm on a Friday, ‘who else was going to be there for
the students...I. This resulted in ‘angst, panic, frustration and consternation’ from students as online forums ‘buzzed’
with questions in a way ‘never’ previously experienced. Line management from faculties was considered by some as
‘invisible or at least inconsistent’, they described ‘a world off kilter’ as evocative of the confused and noisy
communications characterising early lockdown life and work.

Findings evidence a nuanced picture of multi-dimensional responses. Whilst some participants found work in
lockdown challenging or damaging, others welcomed the becoming of alternative selves through new independence,
responsibility and release from tired teaching routines and managerialism. In these cases, positive identity framings
emerged, encouraging the development of future resilience.

Reflecting on pandemic teaching, these findings contribute to understandings of our journey to where we are now. At
the micro level we consider this through the lens of Conroy and O’Leary-Kelly, (2014: 68) who define a liminal period
as a self-constructed time with a sense of ‘who | was’ moving to ‘who | am becoming’. In some senses academic
engagement has been refreshed because of this phase of ‘betwixt and between’ (Turner, 1969: 359) as tutors
grasped the reins of teaching.
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Abstract

The global COVID-19 pandemic imposed significant upheaval upon higher education institutions around the world,
heightening neoliberal institutional responses and academic precarity. However, while much of the literature assumes
that academics have been passive during this upheaval, this paper analyses the forms of resistance of teacher
education academics from Australia and New Zealand (n=13) that emerged during lengthy pandemic lockdowns.
Drawing on feminist, post-structural and critical pedagogy theoretical understandings of resistance, we propose and
illustrate three framings of resistance: ‘public opposition as resistance’, ‘education as resistance’, and ‘everyday
activisms as resistance’. Participants described how they resisted changes individually and collectively by working to
maintain quality education, collegiality, criticality and care. Such diverse forms of resistance created a ‘crack’ in the
hegemonic logic and the precariousness of daily academic life, creating new possibilities for critical consciousness,
creativity and collegiality even during pandemic times when what academics held most dearly was under threat.

Full paper

An emerging body of literature suggests that for many academics, the neoliberal conditions of higher education have
been further heightened since the advent of the COVID-19 pandemic (e.g. Blackmore 2020; McDougall 2021;
McGaughey et al. 2021). However, much of this literature assumes academics have been passive during this
significant upheaval of their institutions, and that the neoliberal project is all-encompassing and totalising. Much less
attention has been given to how academics have resisted these changes and worked to maintain quality education,
collegiality, criticality and care. In this paper, we consider the experiences of teacher education academics from
Australia and New Zealand (n=13) who were interviewed during the height of the pandemic lockdowns. What
emerged from these interviews was a sense that the capacity to resist the forces of neoliberalism became very
important to our participants at this precarious time for the academy, and that this took multiple, and often unseen,
forms.

Our focus on academic resistance is contextualised by questions about the role of the university in contemporary
society and by the degree to which neoliberalism in higher education is a totalising force. Drawing on feminist, post-
structural and critical pedagogy theoretical understandings of resistance, we understood that ‘domination is always
partial and leaky’ (Giroux 2000) and that resistance is much more than ‘fighting’ or ‘objecting’ and can include multiple
forms of action and non-action, including refusal (Zembylas 2021), re-inscription, adaptation and subversion
(Manathunga and Bottrell 2019; Thomas and Davies 2005; Webb 2018).



Our research involved semi-structured interviews with 13 teacher education academics who were employed within a
university faculty or school of education at recruitment. As our research took place at a time when most of the
research team and participants were in lockdown scenarios, our methodological strategies were restricted to online
interviews rather than face-to-face or more embodied options such as observations. Nine academics were recruited
from eight Australian universities while four academics were recruited from two New Zealand universities.

Our analysis revealed three framings of resistance: ‘public opposition as resistance’, ‘education as resistance’, and
‘everyday activisms as resistance’. While resistance is most commonly understood as an oppositional act that is
publicly expressed and viewed (Johansson and Vinthagen 2014), our interviews found few examples of this, in all
likelihood reflecting the precarious times of the pandemic when public displays such as protests were relatively rare
(Pleyers 2020). However, all participants gave examples of using education as a form of resistance in Freirean and
critical pedagogical styles — by drawing on a strategic selection of critical knowledge to expose their students to and
strategies which enhanced their critical consciousness (Freire, 1973) as well as advocating for utopian pedagogies
which encouraged alternative ways of being that humanised deeply neoliberal spaces. Finally, participants gave
examples of everyday acts of resistance that sought to build caring collaborative relationships within ‘uncaring’
institutions that at times refused to accept policies which undermined both education and each other.

While our study was conducted at a very specific point in time of precarity for the academy and revealed some of the
significant constraints under which academics continue to act and work, it also pointed to the ‘conditions of possibility’
(Manathunga and Bottrell 2019, 2) that still persist in the contemporary, post-colonial university for critical resistance.
Our study helped to develop a three-fold framing of academic resistance during the pandemic that is theoretically
infused and empirically substantiated. We propose this generative framing could support future research and
understandings of resistance which support and advocate for connection, creativity and the promotion of the
pedagogies of hope and enable the construction of alternative identities and meaning for educators as well as for the
future practitioners they seek to produce.
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Abstract

Crisis leadership research has a long history in business, but less so in higher education. Crisis leadership pre-
COVID generally focused on acute crises, which raises the questions: what lessons can be learned from the
experiences of higher education leadership during COVID, and how does existing crisis leadership theory align with
the experiences of leaders managing a chronic crisis?

| conducted a qualitative investigation into leadership at a Finnish university during COVID. Nine leaders varying in
institutional hierarchy and unit participated in semi-structured interviews; transcripts and documents were analyzed

descriptively (to identify which groups directed campus discourses) and thematically (to identify how leadership was
conducted).

Results supported the core concepts of existing crisis leadership theory, but identified new elements potentially
important for successful leadership during chronic crises. The identified themes have been integrated into a model of
crisis leadership featuring culture and context, preparation, information flow, adaptive leadership, and time.

Full paper

Crisis leadership research as a field has a long history in business, but less so in education, and even less so in
higher education. Core elements of existing crisis leadership theory include dividing crises into phases (early-, in-,
and post-crisis; e.g., Wu et al., 2021), and existing educational crisis leadership research has highlighted the
importance of adaptive leadership, collaboration, communication, complex decision making, context, and well-being
(Striepe and Cunningham, 2021).

The SARS-CoV-2 virus’s arrival in 2019 caused a resulting multi-year global pandemic. Unfortunately, nearly all
crisis leadership pre-COVID focused on acute, short-term crises, which raises the questions: what lessons can be
learned from the experiences of higher education leadership during COVID, and how does existing crisis leadership
theory align with the experiences of leaders managing a chronic crisis?

In this paper | report the results of a qualitative investigation into leadership at a Finnish university during

COVID. Nine leaders varying in institutional hierarchy and unit participated in semi-structured interviews; transcripts
and collected documents, including university press releases, were triangulated and analyzed descriptively (to identify
which groups directed campus discourses) and thematically (to identify how leadership was conducted).

Between March 2020 and April 2022 the university alternated between periods of campus closures and openings,
with the first closure in mid-March coming as a surprise to many leaders. During closures, most teaching and
research was conducted remotely, and during openings activities could take place with COVID-related restrictions
limiting on-campus activities, with progressively fewer limitations as time went on. By April of 2022 functionally all
COVID-related restrictions at the campus had been removed and on-campus operations were prioritized.

Overall, results supported the core concepts of existing crisis leadership theory, but identified new elements
potentially important for successful leadership during chronic crises. Newly identified themes include time,



information flow, metrics, and culture. These themes were integrated into a model of crisis leadership, which
highlights the importance and interaction between culture and context, preparation, information flow, adaptive
leadership, and time (figure 1).
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The importance of thoughtful use of metrics was highlighted. Before the Omicron variant emerged in November
2021, leadership had clear, frequently-reported metrics that guided decision making at many levels: the number of
infected and quarantined staff and students in each unit. Post-Omicron these data were no longer collected, and no
replacement metrics were chosen, which coincides with a lack of clarity and focus in discussions of leadership
decision making in the Omicron phase of the crisis (late 2021 and onwards).

The university dramatically altered its leadership practices during the crisis. An existing committee consisting of the
heads of all faculty/division-level units on campus became the center of crisis discourse, meeting frequently and
strongly influencing the rector’s final decisions. Other groups on campus, especially those that met less frequently,
were less involved in leadership discourses, and questions were often preferentially routed to the more frequently
meeting group.

While decision making was essentially top-down at the highest levels, when rapid decision making was required
leadership appeared to revert from a managerially-influenced system to a more collegial system that prioritized



organic networks of contacts over formal meetings. This organic system has great potential for efficient, adaptive,
and rapid crisis decision making, but requires formalization and community awareness to ensure equity and fairness
in application.

While leadership was overall successful at mitigating the effects of COVID in the pre-Omicron phase of the crisis, two
missed opportunities emerged from the analysis. The pre-crisis phase, wherein the campus had multiple weeks
between the start of lockdowns in other countries and the beginning of campus closures in Finland, was not used
optimally. This left campus leadership, especially at the dean level and below, almost completely unprepared for the
campus closures in mid March. The second missed opportunity was a near complete lack of discussion among
interviewed leadership regarding enhancing equity in the return to campus operations in the Omicron phase of the
crisis. Campus leadership pushed a return to campus operations for both staff and students without appearing to
discuss the possible inclusivity costs of such decisions (e.g., to those unable to be on campus or those at high risk of
negative outcomes from infectious disease).

The study resulted in two policy recommendations being identified. First, continued support for the development of,
and expansion of the guidelines for, nationally-required university contingency plans would likely facilitate successful
management of future crises. Second, reconsideration of funding models during crises could help prevent
misalignments between leadership’s fiscal motivations and the needs of the university community during a crisis.
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Abstract

The Russian invasion of Ukraine, on 24th February 2022, was met with widespread condemnation across Europe,
with a large number of universities and higher education-focussed national and supranational organisations all
issuing their own statements about the invasion and subsequent conflict and, in some cases, taking specific action in
relation to one or both of the nations. This article draws on an analysis of 55 such statements to examine what they
reveal about how higher education organisations conceptualise the European HE space, and the position of Russia
and Ukraine within it. Specifically, the article considers what spatial imaginaries — pertaining to higher education — are
evident in the statements about the Ukraine conflict issued by higher education organisations across Europe, and the
extent to which the statements provide evidence about the role of these organisations as normative policy actors.

Full paper
Introduction

The Russian invasion of Ukraine, on 24th February 2022, was met with widespread condemnation across Europe.
This was evident with respect to higher education (HE) as much as any other sector, with many universities and HE-
focussed national and supranational organisations issuing their own statements about the invasion and subsequent
conflict and, in some cases, taking specific action in relation to one or both nations.

In this paper, we analyse these statements as they provide an important lens through which to understand more fully
how HE organisations conceptualise the European HE space, and the position of Russia and Ukraine within it. This is
important in relation to broader debates about the ‘Europeanisation’ of HE across the continent, and the extent to
which reforms have resulted in shared European perspectives (or what we refer to in this paper as shared ‘spatial
imaginaries’). We answer two specific research questions: (i) what spatial imaginaries are evident in the statements
about the Ukraine conflict issued by HE actors across Europe? and (ii) what do these statements reveal about the
role of HE actors as normative policy actors, shaping spatial imaginaries?

Methodology

We draw on 55 public statements, specifically web pages, announcements or open letters from a broad sample of
national and regional HE organisations responding to the outbreak of conflict between Russia and Ukraine in early
2022. The statements are derived from a broad, non-representative sample of HE actors across national and regional
European organisational spaces. These include national actors and universities from six European nations selected
on the basis of their geopolitical positioning within Europe and the relative weight of their HE systems: France,
Germany, Hungary, Poland, Spain and UK. We also sampled statements from cross-European organisations with
either a regional remit for HE, or that are umbrella organisations, or networks of European universities.

Findings: European Spatial Imaginaries as Geopolitical Act?

First, in relation to spatial imaginaries, our evidence suggests strongly that it is only organisations with a specifically
European remit that drew on explicitly European spatial imaginaries in their statements about Russia and Ukraine.
For national organisations, the war is not seen as a threat to Europe specifically but, rather, bilateral relationships or
international norms and/or the global academic community. In some cases, the same values were seen as under
threat by both European and national organisations, but these were typically framed as ‘European’ only by the cross-
European actors. These data suggest, then, that below the discourse of Europe and a European (HE) space
circulated by regional bodies, is a traditional framework of a bilateral, nationalist ‘we’ standing with ‘them’. There is
very little sense, from these statements, of a collective ‘we’ under attack. This national focus is broadly in line with
previous work that has shown, for example, how various European HE initiatives have often been used for largely
national purposes; and how European ‘spatial imaginaries’ have been taken up, by HE actors across Europe in a very
piecemeal fashion, with national perspectives often retaining a strong hold. Thus, the evidence presented above can
perhaps be seen more accurately — not as evidence of a recent retreat into a national frame of reference — but as a
manifestation of the underlying national orientations of an incomplete Europeanisation process.



Second, in relation to HE actors’ roles as agential, normative policy actors shaping spatial imaginaries, the discursive
strategies mobilised in actors’ statements varied widely, from vociferous and explicit to passive and pithy, and in
limited cases absent entirely. Material strategies, such as enacting or calling for specific, targeted policies also varied,
from calls to eject Russia from the European Higher Education Area and discontinue academic and research
collaboration to more nuanced positions distinguishing existing partnerships or Russian students and staff as distinct
from the interests and aims of the Russian government. One on hand, the findings conformed with what we might
anticipate based on national actors’ geographical and relational position within the European Union and the European
regionalisation project, with France and Germany issuing the sharpest criticism and targeted responses, Hungary and
Poland more muted and at times self-preserving stances, and Spain and UK somewhere in between these groupings.
On the other, however, we see evidence of heterogeneous positions among the variously sampled national actors,
pointing to the agency of organisational actors in discursively and materially shaping geopolitical positions which are
not necessarily harmonious with the positions of national governments.
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Abstract

It has long been debated as to whether HE is a site of social mobility that promotes meritocracy or social reproduction
that creates and exacerbates inequalities in societies. In this paper, | argued that HE, even when democratised and
provided free to everyone, reproduces inequalities unless coupled with an inclusive sectoral design, an expansion of
funding, and a wider strategy to reduce socio-economic inequalities. To do so, | studied the case of Syria, which has
always claimed to have a meritocratic HE system that is designed to achieve equality in society by providing free HE.
| analysed the database of the Ministry of Higher Education for 15 academic years (2001-2015). | unpacked four
types of inequalities, namely HE provision mode-based inequalities, specialisation-based inequalities, city-based



inequality, and gender-based inequalities. Finally, | show how gender dynamics and roles are changing in the HE
sector as a result of the Syrian conflict.

Full paper

The debate around the role of education in society is a very old one amongst sociologists. In Western sociology, this
debate around the role of education in society has been addressed by the work of functionalist sociologists such as
Emile Durkheim (Durkheim, 1956, 1997, 2002). In Sociology, the concept of social stratification and its relationship
with the social order is of fundamental importance (and debate). Functionalist thinkers perceive that societies embody
both competitive elements and social solidarity features. They tried to answer a fundamental question about how
society can design an efficient and fair system of stratification that balances the competitive elements within it while at
the same time maintaining social stability/coherence. Education was perceived to play this role (and others) by
functioning as a meritocratic and achievement-based stratification system that selects and allocates people to roles in
society based on their merit only. In this way, people will be fairly sorted and progress (achieve social mobility) into
social positions based on their capacity. However, structuralist sociologists, such as Pierre Bourdieu (Bourdieu, 1977,
1986, 1998), perceive education as a tool which reproduces social stratification and the cultural hegemony of the
elite. Accessing and finishing education could be dependent on the “forms of capital”. Also, the “field” of education is
designed to fit the middle-class “habitus” (tastes and attributes) which limits working-class individuals’ ability to enter
the field and makes them feel out of place in HE, and as a result, struggle/drop out of education (Lee & Kramer, 2013;
Reay et al., 2010). In particular, Bourdieu conceptualised HE as a “sorting machine that selects students according to
an implicit social classification and reproduces the same students according to an explicit academic classification”
(Naidoo, 2004, p. 459).

The latter argument that students’ socio-economic background has a lot of influence on HE access, decision, and
attainment is quite documented by recent empirical research (Ball et al., 2002; Bukodi et al., 2021; Bukodi &
Goldthorpe, 2013; Crawford & Greaves, 2015; Reay et al., 2010). To disconnect the influence of socioeconomic
background on people’s chances in education, there is a line of research and activism that extends from South
America to Africa to the Far East demanding that HE should be free (Bellei & Cabalin, 2013; Cini, 2019; Samuels,
2013). While it could be an important first step, free HE is not a magic wand that solves the inequality of access or the
influence of socioeconomic backgrounds on education attainments. In this paper, | argue that free HE, if it is not
coupled with an inclusive sectoral design, an expansion of funding, and a wider strategy to reduce socioeconomic
inequalities, will continue to exacerbate inequalities. | argue this by analysing the case of Syria which, for over fifty
years, has followed a socialist model of HE that is free to everyone.

Following Jones & Goldring (2022) and Williams et al. (2021) archival analysis strategy (data exploration, migration
and merging, organisation and cleaning, checking, analysis and visualisation), | analyse the Syrian Ministry of Higher
Education (MoHE) archive. This database covers the years from 2001 to 2015 and includes data for the students’
access and graduation divided by the type of education (public, private, higher institutes, and technical institutes),
level of education (undergraduate and postgraduate), gender (male and female), faculty, specialisations, city. There
is also data for the number of academics in each university and faculty divided by gender.

The data analysis unpacked four types of inequalities, namely HE provision mode-based inequalities (private/public
universities, higher institutes, virtual learning, etc), specialisation-based inequalities, city-based inequality, and
gender-based inequalities. The inequalities manifested themselves in the rate of access to the sector and academic
specialisations, graduation rates, and student-teacher ratios. Using academic literature, grey reports and students’
testimonies, | then interpret the data and show that these inequalities were the results of inefficient sectoral design. In
particular, the Syrian admission system created a hierarchy of specialisations that has been reflected in society and
created a hierarchy of prestige for disciplines and careers. The distribution of universities across cities
disadvantaged, in particular, rural areas and female students. The unequal development of academics and staff led to
huge discrepancies in the quality of courses, which was reflected in huge discrepancies in the graduation rates.
Finally, findings show how gender dynamics and roles are changing noticeably in the HE sector as a result of the
Syrian conflict, which is quite common for women to become the breadwinners in conflict and post-conflict contexts in
the absence, death, or migration of males (Petesch, 2017).
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Abstract

Academic debate highlights the need to develop inclusive teaching practice and faculty professional development to
accompany the implementation of inclusive higher education policies. This study addresses this need by investigating
the factors that determine the degree of implementation of inclusive pedagogy through a comparative US-EU study.
The research is based on the analysis of original data from an international survey, conducted within the framework
of a Fulbright-Schuman research in 2022. The study reveals that overall US faculty have reported a higher level of
inclusive teaching practice than their European counterparts. No other individual characteristic, classroom specifics,
faculty international profile or institutional profile matters in explaining the utilization of inclusive pedagogy. Further
cross-regional comparison shows that in the European Union professional development training is a particularly
effective lever to promote inclusive teaching, while in the USA it is formal institutional level discussions that promote
the implementation of inclusive pedagogy more effectively.

Full paper

In the post-COVID19 era, inclusive teaching represents a key issue facing higher education research, policy, and
practice. Academic debate highlights the need to develop inclusive teaching practice and faculty professional
development to accompany the implementation of inclusive higher education policies to ensure successful student
learning (Addy et al., 2021; Carballo et al., 2019; Landorf et al., 2018). Considering new global developments,
inclusive pedagogical approaches have the potential to shape the future of internationalisation of higher education by
addressing the challenges linked to COVID19 pandemic, financial or geopolitical crises, as well as contribute to the
implementation of United Nations Sustainable Development Goals and Europe 2030 Strategy.

Inclusive education, understood as equal access and opportunities, has become a guiding principle of higher
education agendas in the United States and the European Union in recent years. However, the practical
implementation of this principle requires inclusive teaching and, more broadly, inclusive pedagogy — understood as
the beliefs and knowledge underlying inclusive teaching practices (Florian & Kershner, 2009).

There is an increasing scholarly interest in exploring the relationship between inclusive pedagogy and global learning
in the changing context of the Internationalisation of higher education (Mittelmeier & Yang, 2022; de Wit & Altbach,
2021). Current global challenges, such as the COVID-19 pandemic, anti-racist movements, displacement crises and
climate change provide strong impetus for inclusive teaching approaches to prepare competent graduates that can
learn, live, and thrive among diversity and address global problems collaboratively. Scholars tend to agree that
inclusive pedagogy is key for leveraging the benefits of diversity within the classroom and society and ensuring the
success of global learning for all (Deardorff & Arasaratnam-Smith, 2017; Landorf et al., 2018).

This study addresses the above-mentioned needs by exploring the question of what factors determine the degree of
implementation of inclusive pedagogy. The analysis applies a comparative approach, investigating higher education
policies and practices from the United States and the European Union. The research is based on the analysis of an
original data from an international survey, conducted within the framework of a Fulbright-Schuman research project in
2022. The survey was designed based on mixed methods (qualitative and quantitative).



The significance of this research is twofold. Firstly, the topic of inclusive teaching represents a salient subject for
higher education policy, practice and research in both the EU and the US. Also, inclusive pedagogy addresses key
needs and challenges of contemporary international education, such as growing student diversity and non-traditional
learners (e.g., working students, life-long learners), multicultural education, and international students and refugees
(Clifford, 2011; Unangst & Crea, 2020). Moreover, understanding how to design policy and practice for achieving
scalable implementation inclusive higher education is vital for embracing the post-COVID opportunities for
internationalising higher education through innovative approaches, such as collaborative online international learning,
addressing the inequitable and pernicious consequences of previous internationalisation strategies within higher
education (Leask, 2020). This would allow, therefore, to move forward the academic and policy discussion from
challenges to advantages of inclusive education, in line with Sustainable Development Goal 4 of the United Nations.

The study reveals that overall US faculty have reported a higher level of inclusive teaching practice than their
European counterparts. No other individual characteristic, classroom specifics, faculty international profile or
institutional profile matters in explaining the utilization of inclusive pedagogy. Also, we evaluate four levers that
institutions employ to promote the implementation of inclusive pedagogy. Out of these we see that incentives and
online resources do not affect the implementation of inclusive pedagogy significantly, while formal discussion and
professional development are effective. Further cross-regional comparison shows that in Europe professional
development is a particularly effective lever to promote inclusive pedagogy, while in the US it is formal discussions
that promote inclusive pedagogy more effectively.

Further cross-regional comparison shows that in the European Union professional development training is a
particularly effective lever to promote inclusive teaching, while in the United States it is formal institutional level
discussions that promote the implementation of inclusive pedagogy more effectively.

Therefore, we argue that higher education institutions must invest in increasing faculty understanding and practical
implementation of inclusive teaching. Institutional level policies must be accompanied by practical actions promoting
faculty development training as well as various discussions on values, believes and practice of inclusive teaching to
achieve its scalable implementation. This will contribute to tackling new developments in international education, such
as ensuring inclusive and equitable education for an increasingly diverse student body and preparing students for
engaging in social justice and positive global change, in line with United Nations Sustainable Development Goals.
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12 A multiplicity of student voices: an intersectional exploration of
structural inequalities in international mobility experiences

Research Domain

Student Access and Experience (SAE)

Rationale

Against the backdrop of a volatile geopolitical landscape it is increasingly important to critically interrogate a
prevailing narrative depicting international students as a uniform group of transnational elites. Shifting global mobility
flows and the emergence of regional higher education hubs in the ‘Global South’ progressively contest our
understanding of the academic, cultural and social experiences of international students. Concomitantly, new forms of
structural inequality in higher education need to be circumnavigated by international students. This symposium aims
to critically deconstruct the notion of ‘international student experience’, acknowledging its subjective and highly
individualised nature and foregrounding the lived experiences of internationally mobile individuals, whose voices
remain largely absent from the higher education literature. Intersectionality is adopted as an analytical lens to provide
a basis for understanding the multiplicity of experiences of international students. The ‘critical turn’ in the
internationalisation of higher education is still to fully conceptualise and reflect upon the development of inclusive
higher education practices and policies which are context-specific.

In response, this symposium brings together research from a range of higher education contexts with diverse
international student mobility flows. An intersectional lens is needed to address how individual pathways of mobility
experiences are influenced and shaped. Through an exploration of the lived experiences of international students in
the UK, Portugal and Australia, the changing landscape of internationalisation in higher education is considered. The
intersectional analyses under discussion deliberate upon the interplay between socio-economic status and gender,
alongside geographical considerations of countries of origin and study destinations, in order to foreground a
multiplicity of international student voices from varied contexts. The lived experiences of international students from
diverse backgrounds (socioeconomically, geographically and gendered) are rarely considered comparatively across
different countries in both established and regional hubs of international higher education. Therefore this symposium
offers nuanced intersectional accounts of lived mobility experiences, in order to capture the complex ways in which
social capital is exchanged across transnational fields. The papers in this symposium examine factors such as



cultural homogeneity, language and colonial legacies to understand how intersectionality can compound or challenge
structural inequities within higher education.

The papers reflect upon the increasing diversity of international student backgrounds and how the amplification of
heterogeneous student voices is needed to (1) understand experiences of structural inequality in higher education
and (2) to inform the development of context-specific inclusivity-focused educational policies and practice in an
internationalised higher education sector.

Chair

Alina Schartner
Newcastle University, Newcastle, United Kingdom
Sam Shields

Newcastle University, Newcastle, United Kingdom

Discussants

Sam Shields
Newcastle University, Newcastle, United Kingdom
Alina Schartner

Newcastle University, Newcastle, United Kingdom

97 “Maybe in Portugal this is the correct way to ask the question, but in
Angola you cannot do it like that”: International doctoral students’
perspectives on the qualities of supervisors

Pinto Susana

University of Aveiro, Aveiro, Portugal

Research Domains

Student Access and Experience (SAE)

Abstract

Although there is a greater diversity of international doctoral students (IDS) enrolling in PhD Programs worldwide and
the role of supervisors in doctoral journeys is crucial, research on IDS’ perspectives on the qualities of supervisors
remains an understudied area. This contribution explores the perspectives of IDS from the Community of Portuguese
Language Countries, attending the PhD Program in Education at the University of Aveiro (Portugal), regarding the
qualities of a good supervisor. Semi-structured interviews were conducted with 11 IDS from Angola, Brazil, East
Timor and Mozambique. Results from thematic analysis show that IDS value intrapersonal, interpersonal and
communicative qualities associated specifically to pursuing a doctorate overseas. Within those, they underline:
knowledge of their origin contexts (cultural characteristics, research traditions); acknowledgment of the influence of
those contexts in learning/research approaches; and flexibility regarding students’ variety of Portuguese language.
Findings highlight the importance of supervisor professional development for intercultural doctoral supervision.



Full paper

The greater diversity of students enrolling in PhD Programs worldwide has posed several challenges to supervisors
and institutions. Although research has been addressing international doctoral students’ (IDS) journeys focusing on
their motivations/expectations (Xu & Grant, 2017) and challenges in taking a PhD overseas (Pinto, 2021), IDS’
perspectives on the qualities of supervisors remain an understudied area, namely in Portugal.

Doctoral supervision is a complex task requiring a set of disciplinary and transversal qualities: discipline knowledge,
research skills and methodological expertise, communication skills, interpersonal and intrapersonal competences,
digital skills, management skills and contextual knowledge (Baptista, 2013; Buirski, 2021; Chiappetta-Swanson &
Watt, 2011; Dimitrova, 2016; Fillery-Travis et al., 2017; Halse, 2011; Holmes et al., 2020; Wang & Byram, 2019).The
qualities put forward in the literature seem adequate to supervising IDS, but as highlighted by Adrian-Taylor et al.
(2007) supervisors are central in IDS’ journeys since these “tend to have fewer social supports to help them cope with
the many challenges they face while studying abroad” (p. 92). Challenges are related to adjustment to a new
social/academic reality and to the encounter of different academic, research, epistemological and communicational
cultures (Pinto, 2020). In this context, supervision arises as an intercultural contact zone “... where disparate cultures
meet, clash and grapple with each other, often in highly asymmetrical relations of domination and subordination”
(Pratt, 1992, p. 4). Intercultural doctoral supervision has been defined as a social and relational space where different
cultures meet and where supervisors acknowledge students’ prior intellectual, cultural and personal histories
(Manathunga, 2014).

In Portugal, HEI have received a growing number of international students from the Community of Portuguese
Language Countries (CPLP).The increase of CPLP students is visible not only at graduation and master levels but
also in doctorate Programs (DGEEC, 2021). This trend is perceived at the University of Aveiro, one of the Portuguese
HEI in which CPLP doctoral students have a higher weight. In 2021, the PhD Program in Education, ministered at the
Department of Education and Psychology, was attended by 87 IDS (53% of the total number of students) and of
those 78% were from the CPLP, especially from Brazil, Angola and Mozambique.

This study aimed at understanding the perspectives of CPLP IDS, attending the PhD Program in Education,
regarding the qualities of a good supervisor. Participants were 11 IDS (aged between 33 and 60 years) from the
CPLP: six Angolan, three Brazilian, one East Timorese and one Mozambican. Their mother tongues were:
Portuguese (five students), Kimbundu (two), Nhungué (one), Umbundu (one), Kikongo (one) and Indonesian (one).
The interviews were submitted to thematic analysis (Clarke & Braun, 2013) and the following overarching themes
concerning the qualities of a good supervisor emerged: intrapersonal qualities; interpersonal and communicative
qualities; academic and research qualities.

Results show that IDS value intrapersonal, interpersonal and communicative qualities associated to their condition of
“foreign students” such as: acknowledgement of the influence of their cultural, linguistic, educational, professional and
personal backgrounds in research development, flexibility regarding their variety of Portuguese language and their
integration in the host institution. Specifically, IDS underline that their supervisors should know their origin contexts as
to cultural characteristics, research traditions, and educational backgrounds, requiring supervisors to acknowledge
the influence of these in approaches to learning and research. In this context, being flexible, available, emotionally
supportive and empathetic are crucial supervisors’ qualities which highlight the importance of personal supervisory
interaction, especially if we consider IDS’ feelings of solitude and distress (Pinto, 2021). These feelings are often
sharpened by a sense of invisibility in the host institution which makes IDS value supervisors’ ability to promote their
integration and help them to develop a sense of belonging. Another important issue is the need for supervisors to be
flexible regarding IDS’ variety of Portuguese language. For many of them, Portuguese is their second language and
they speak different varieties of Portuguese. This poses challenges as to oral and written interaction with supervisors
and as to thesis writing.

Findings emphasize the need for institutional reflection and discussion on the intercultural dimension of doctoral
research and supervision. It is up to Portuguese universities to promote this, involving their management structures,
doctoral schools, directors of doctoral programs, supervisors, and students. A shared reflection-action can enhance
the creation of “dialogic spaces” (Robinson-Pant, 2009) where the encounter of different ways of thinking, learning
and researching can empower all those involved. This reflection-action has to encompass an institutional
responsibility in the investment in supervisors’ professional development as to intercultural communicative skills and
skills to supervise across languages and cultures.
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212 Privileged mobilities? The complexities of class in Chinese women's
international education projects

Fran Martin
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Research Domains

Student Access and Experience (SAE)

Abstract

This paper draws on an ongoing longitudinal study that began in 2012 and charts the experiences of 50+ women who
travelled from China to Australia to undertake tertiary education. In general terms, Chinese students in western
nations come from middle-class backgrounds; indeed, international study has been posited as a defining
characteristic of middle-class lives in urban China today. However, both the concept and reality of "the middle class"
in contemporary China are distinct in notable ways from understandings based on Euro-American contexts. By
presenting selected participant stories, this paper will illustrate the wide range of socio-economic backgrounds
represented among Chinese women who study in Australia, and will draw out the multiple vectors of financial,
academic, political and cultural capitals that intersect to position individual students in complex and heterogeneous
ways within the broad category of China's transnationally mobile middle classes.

Full paper

This paper draws on an ongoing longitudinal study that charts the experiences of 50+ women who travelled from
China to Australia for university (Martin 2022). Here, | will sketch out the broad background of participants’ classed
experience in historical context. In the version presented at the conference, | will also present two to three
participants’ stories to illustrate the complexity and heterogeneity of their classed experiences.

Following the death of Mao Zedong, from 1979 the Chinese Communist Party initiated a series of market reforms
that, four decades later, have thoroughly transformed the structure of class in China, both by intensifying social
stratification and by complicating its underlying logics. Whereas under high socialism, access to resources depended
almost wholly on one’s political and institutional relationship to the party-state, in the reforms era a hybrid of market
and reconfigured state forces has enabled increasing numbers of professionals, managers, and entrepreneurs across
private, collective, and state sectors to accumulate unprecedented levels of private wealth (Bian et al. 2005;
Goodman and Zhang 2008; Li Zhang 2010; Goodman 2014). Today these groups may be characterized as
constituting China’s new middle classes.

The central place of academic achievement in China’s middle-class imaginary is well established (F. Liu 2008). A
number of factors have combined in recent decades to extend the geographic range of educational credential seeking
among China’s middle classes to a transnational scale, producing student outflows of unprecedented size and with
them a new, education-based economy of Chinese transnationalism. The upsurge in privately funded Chinese young
people traveling overseas for education has been fueled, on the most basic level, by rising wealth and the Chinese
middle classes’ belief that standards of tertiary education in Western nations and Japan are in general higher than
those in most Chinese universities. “Study-abroad fever” is also fed by the middle classes’ anxieties about the
reproduction of their social status in light of an ever more marketized, inequitable, pyramid-shaped, and competitive
secondary education system at home.

But the cultural capital students hope to attain is not only the direct result of educational credentials that would help
them land desirable jobs. It also connects to transnational mobility and cosmopolitan habitus as themselves carriers
of value. As in Johanna Waters’s Hong Kong example, students and parents hoped that Western education would
“inculcat[e] [students] into the mores of a cosmopolitan and hypermobile middle-class lifestyle” (Waters 2008, 10). In
China today, Western education has become a commodity that indicatively expresses and consolidates middle-class
social status (Xiang and Shen 2009).

The family backgrounds of the core participants in my study reflect this background. Most of the students’ families
belonged to the professional, entrepreneurial, and managerial middle classes. They mainly lived in larger cities on the
wealthy eastern seaboard and in central and southwestern provinces, although about a quarter were from smaller,
less developed cities in these areas. The parents worked in state or private enterprises as managers or in a range of
professional roles, including as engineers, editors, designers, teachers, doctors, accountants, and media workers;



many were also entrepreneurs running their own trading, manufacturing, or other small businesses. Some were
government cadres; a smaller number—Ilargely mothers—were nonprofessional employees.

But although all participants’ families could be classified at the broadest level as belonging to China’s middle classes,
they demonstrated a spread from the lower to the upper segments of this diverse and fragmented class formation. At
one extreme, one or two families subsisted on income from small-scale family businesses that involved parents in
hands-on manufacturing and retail activities; at the other extreme, some parents were high-ranking cadres and
wealthy professionals with significant investment holdings. The class history of participants’ families was also diverse,
including some parents with only basic levels of education who began life as smallholding farmers and struck it rich
as entrepreneurs in the manufacturing and construction sectors during the 1980s and 1990s, alongside other parents
who were born into far more privileged situations and held postgraduate qualifications.

In light of this background, the live version of this paper will present individual stories that illustrate the complexity and
heterogeneity of the deceptively simple “middle-class” status of Chinese women students in western study
destinations, and the ways in which financial, academic, political and cultural capitals intersect to produce the
particularity of their classed experiences of education mobility.
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234 ““It’s not easy”: Amplifying voices of ‘Global South’ international
students in the UK
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Newcastle University, Newcastle, United Kingdom

Research Domains



Student Access and Experience (SAE)

Abstract

The dominant discourse of international students characterised homogenously as socially, culturally and
economically advantaged is increasingly contested as international student mobility (ISM) flows are changing.
However, empirical analyses of the experiences of international students from diverse backgrounds remain limited.
This paper seeks to offer a contribution to this lacuna through a consideration of the structural inequalities in higher
education experienced by Global South international students in the UK. Twelve semi-structured interviews were
undertaken with international students from the Global South using a narrative inquiry approach. The thematic
analysis drew upon ‘intersectional consciousness’ and identified gender, economic precarity and familial
commitments as shaping participants’ experiences of studying. In highlighting the heterogeneity of international
students’ lived experiences, it is recommended that their voices are utilised in the university sector to develop more
supportive policies regarding equality, diversity and inclusion.

Full paper
Context:

The literature on international student mobility (ISM) has tended to focus on this group of learners as privileged,
transnational elites who are able to ‘convert different capitals across borders for the ultimate purpose of maintaining
and maximizing social advantages’ (Yang, 2018: 698). However, internationally mobile students are a heterogeneous
group, and their experiences are multidimensional and highly stratified (Glass et al., 2022; Mittelmeier et al., 2022;
Ploner, 2017; Schartner & Shields, 2023). A growing number of students from a wider range of geographical areas
and socio-economic backgrounds are seeking international student mobility (Deuchar, 2022), for example the
estimated upturn of outwardly mobile students from sub-Saharan Africa is projected to double by 2050 (Kigotho,
2023). Therefore, this paper seeks to critically interrogate and deconstruct the notion ‘international student
experience’.

Global South international students are likely to be impacted by pre-existing inequalities — with hidden costs and risks
to student mobility with the potential for social and economic inequalities being reproduced rather than challenged
(Malet Calvo et al., 2022: 384). The term ‘Global South’ emphasises geopolitical relations of power and ‘references
an entire history of colonialism, neo-imperialism, and differential economic and social change through which large
inequalities in living standards, life expectancy, and access to resources are maintained’ (Dados & Connell, 2012: 12
-13). Countries within Latin America, Asia, Africa and Oceania are typically defined as part of the ‘Global South’. One
impact of pre-existing inequalities for Global South students may be their dependence upon precarious paid
employment whilst studying (Malet Calvo et al., 2022). Arguably, Global South international students may encounter
particular challenges as part of ISM due to the status of their country of origin and they may need specific types of
support during their period of study abroad (Malet Calvo et al., 2022: 383). There are likely to be economic and
emotional challenges experienced which have to be balanced against individualised success stories of social
mobility.

Main research question:

How do gender and socioeconomic background affect the identities, experiences of university life and understandings
of mobility of international students from the ‘Global South’ studying at UK universities?

Research Design:

Narrative inquiry was adopted as the methodological approach in this study. As Clandinin & Connelly (2004:19)
contend ‘stories are powerful, we all tell stories in our everyday life’. The semi-structured interviews with the twelve
international students lasted approximately 50 minutes with the length of interviews lasting between 30 minutes to
one hour and 30 minutes. The intersectional thematic analysis acknowledges that stories are shaped by the social,



economic and historical context that we are situated in. The thematic analysis of the interview transcripts drew upon
the concept of ‘intersectional consciousness’ which highlights participants’ understandings of the advantages and
challenges related to how their multifaceted intersecting identities influence their educational experiences (Nair &
Vollhardt, 2020; Curtin et al., 2015).

Ethics:

The study was approved by the Ethics Committee at the institution at which the researchers both worked. The ethical
guidelines of both the British Educational Research Association (BERA, 2018) and the British Association for Applied
Linguistics (BAAL, 2021) were also drawn upon. The study is mindful of confidentiality and anonymity and
consequently pseudonyms are used for the names of participants and the names of higher education institutions.

Findings and discussion:

Similarly to Pasztor (2015: 833) our findings query if universities have entered a new era of ‘widening participation’ or
if HEIs continue to act as ‘transmitters of privilege'. The study findings revealed that our Global South participants’
lived experiences did not ‘fit" with the dominant narrative of ‘privilege’ typically attributed to international

students. Furthermore, ‘privilege’ was understood comparatively with their lifestyles in their country of origin. Paid
employment was needed to manage living costs and/or tuition fees in the UK and to send remittances. Scholarship
funding from countries of origin was not generally sufficient for covering the cost of living in the UK. Both men and
women students engaged in transnational caregiving providing both emotional and financial assistance. The
challenges encountered by Global South international students meant that competing demands were managed
alongside studying, highlighting that there are gaps in our understanding related to programme outcomes for students
from the least developed countries (Campbell & Neff, 2020). This paper amplifies and pluralizes the voices of
international students from the ‘Global South’, with the intention of providing ‘narrative story data’ for universities
wishing to improve their support services in relation to equality, diversity and inclusion.
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383 Developing a global translation of Widening Participation to support
international HE students
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Research Domains

Student Access and Experience (SAE)

Abstract

The Office for Students (OfS) set out a range of criteria emphasising the importance of making Access and
Participation Plans more accessible and easily comprehended for students, parents and other stakeholders.
However, these criteria relate specifically to domestic students while the large cohort of international students in the
UK are overlooked. Higher education institutions (HEIs) will fail to achieve their goals to support their entire student
body when a partial understanding of the student experience is considered. This proposed study conducted focus
groups and individual semi-structured interviews to explore how international students understand the concept of
‘widening participation’, what terms and language are used globally, and how they might be recognisable across
appropriate global equivalents. This proposed study can help HEI staff to gain more comprehensive knowledge about



their international students, and thereby minimise barriers, navigate dilemmas, establish inclusive approaches and
support a more sustainable development in the institutions.

Full paper

Do understandings of educational equality in higher education ‘stop at the border’ (Tannock, 2018)? Despite the
United Kingdom’s large numbers of international students, language and policy of widening participation in the UK
context often explicitly and implicitly excludes international students. Yet as of 2022, the UK had the second highest
number of international students in the world (HESA, 2022), having climbed dramatically from a total of 450,835
undergraduate and postgraduate students in 2016/17 to 605,130 in 2020/21, an increase of 24%.

International students, while commonly homogenised in the contemporary research as young, privileged, and
consumerist, are nevertheless a diverse population. International students choose the UK as a study destination for
diverse and complex reasons, such as its educational prestige, diversity, culture and career opportunities, many of
which are associated with complex dynamics of diaspora, coloniality, and soft power (Lipura and Collins,

2020). Previous research has demonstrated that many international students experience economic disadvantage
(Choudaha, 2012), racism and marginalization (Zewolde, 2022), persistent attainment gaps (Reilly, et al., 2019), and
indeed access international HE differentially (Van Mol, 2022). This suggests that considering equity in relation to
international students is an important and underdeveloped area of research. Yet there are currently significant
lacunae within the data that many HEIs hold on international students (Hayes and Cheng, 2020), and a limited
understanding from student perspectives of how this marginalisation may be experienced (Heng, 2018).

This gap is glaring when the new priorities for access and participation for HE providers are examined (2022) as the
definition for widening participation does not include international students. Indeed, many widening participation
categories as set out by the Office for Students (OfS), cannot be assessed with existing sector-level data on
international students. The translation and understanding of these OfS categories in relation to international students
are more problematic. Since such a significant proportion of the student population is comprised of international
students, there is pressing need for HEls to establish how domestic widening participation criteria relate to the
international context.

As of 2022, The University of Manchester has the second highest number of non-UK International students in any
UK HEI, with over 17,000 of its 44,000 students coming from abroad. This makes it a uniquely apt context to explore
the intersection between widening participation efforts and international student populations. In a pilot study, we
conducted focus groups and semi-structured interviews, comprised of undergraduate and postgraduate international
students from diverse economic, national, social and linguistic backgrounds.

The aim was to explore how widening participation was understood by individual students, how they perceived the
OfS criteria, and how they might be translated into appropriate global equivalents. Students volunteered through a
variety of recruitment methods, including via the Student Union, student societies, and email communication through
programme and course administrators. Recruitment materials specified that volunteers were sought from a range of
economic, social, national, and linguistic backgrounds, and gave examples in accessible language. However, student
volunteers from all backgrounds were eligible to contribute. Confidentiality was assured, and participants were offered
the option of participating in either focus groups, or online individual interviews. Questions focused not on personal
experiences, but on students’ understandings of the concepts of widening participation, and the associated criteria.
Through discussion with the researcher, and in the case of focus groups, with other participants, shared
understandings of the specific challenges associated with translating these criteria and concepts were developed,
and alternative, transnationally accessible language and terms proposed. Template analysis, a form of structured
content analysis, was applied to build up a synthesis of understandings.

The results will support the development of phrasings and framings that can be adopted and examined in future
research projects as well as to inform institutional data collection and practice. This pilot project can inform practice,
helping HEI staff to gain more comprehensive and holistic knowledge about their international student cohorts, and
thereby minimise barriers, navigate dilemmas, and establish inclusive approaches across institutional practice, from
recruitment, to teaching and curriculum, to graduate outcomes.

This workshop seeks to bring colleagues from UK HEIs together to discuss the early findings of this research, solicit
responses, and discuss implications for their own research and practice. It aims to generate critical discussion around
existing practice and barriers to better understanding this complex and under-researched area (Mittelmeier et al.,
forthcoming).
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Abstract

This presentation provides an insight into how academic and professional services staff have engaged with digitally
enabled pedagogies across a range of modes of delivery in a UK university. The overarching aim of the research was
to understand the opportunities and challenges digitally enabled technologies had afforded them. The study is framed
through sociocultural theories of identity and agency, specifically Figured Worlds (Holland et al, 1998). Utilising photo
elicitation as a research tool, staff perceptions of their digital capabilities and the factors that had informed their
perceptions were explored. We outline how the findings from the study have informed the development of a self-
evaluation professional development model based on seven typologies of digital educators. Additionally, we reflect on
the role of the university in creating the appropriate conditions that provide staff with the capabilities to influence their
own professional development and transformation into new figured worlds.

Full paper

Twenty first century university educators are increasingly utilising digitally enabled pedagogies (DEP). The Covid 19
global pandemic accelerated this shift, requiring them to enter new virtual and digital territories. For some, this was a
welcome opportunity to explore the ‘possibilities and potentials’ that digital technologies afford (Markelj and Sundvall,
2023), whilst for others it was a ‘disorientating’ and unwelcome experience (Watermeyer, Crick, Knight and Goodall,
2021). Post pandemic, the HE sectors face a ‘fork in the road’ (Emerge Education and Jisc, 2020) regarding the
future of digital learning. If the sector is to capitalise on the increased digital capabilities remote learning has
afforded, regardless of the mode of delivery, then there needs to be personalised support and professional
development that is relevant to the confidence and competence of the individual.

This paper provides an insight into how academic and professional services staff have engaged with DEP across a
range of modes of delivery in a UK university. The overarching aim of the study was to understand the opportunities
and challenges digitally enabled technologies had afforded them. By exploring individual experiences, it enabled us to
identify how individuals perceived their digital capabilities and understand the factors that had informed their
perceptions. Findings from the study informed the development of a self-evaluation professional development model
based on seven typologies of digital educators.

The theoretical framework for this study was based on sociocultural theories of identity and agency, drawing
specifically on Figured Worlds. Figured worlds are understood as “socially produced, culturally constituted activities
(Holland, Skinner, Lachicotte and Cain, 1998: 40-41). Through day-to-day social activity, individuals come to ‘figure’
who they are through the ‘worlds’ that they participate in and how they relate to others both within and outside of
those worlds (Urrieta, 2007:107). This perspective resonated with our research intentions, as we recognised that
each participant in the study inhabited multiple, often competing worlds that influenced how they engaged with
DEP.

The study utilised the methodological principles of photo elicitation (Pink 2007). This approach aligned with a figured
world perspective, as it allowed for the exploration of how individuals interpret and assign meaning to abstract
concepts to form their own ‘figured world’. Participants from the university’s teaching and professional services staff
were invited to join hybrid focus groups. A range of fifteen abstract images were offered as a stimulus for discussion.
The participants were asked to select images that were representative of their experiences of DEP. Using images in
this way created a ‘space of authoring’ (Holland et al, 1998) to help them make sense of how they were perceiving
themselves. This also helped to ‘sharpen’ their ability to reflect upon and explain their experiences (Auken, Firvoll and
Stewart, 2010) and perceptions of DEP, as well as encourage collaborative knowledge production.

Analysing the participants responses to the photo elicitation activity through a figured world lens enabled us to
understand how relationships, practices, people and cultural resources informed their perception of themselves and
others as digital users. Factors that contributed to their responses aligned to such aspects as confidence and



expertise in the use of digital pedagogies as well as their position and time served in a Higher Education context.
Through thematic analysis (Braun and Clarke, 2022) patterns in perceptions and experiences were grouped into what
we have termed as typologies of digital educators. The typologies have been developed as images with
accompanying descriptions. The participants choice of images from the photo-elicitation activities, and their narratives
informed the illustrations.

In the conclusion to our presentation, we outline our intention for the typologies to act as artefacts which can be used
as a reflexive, agentic tool to support digital users self-evaluation and professional development. Additionally, we
reflect on the role of the university in creating the appropriate conditions that provide staff with the capabilities to
influence their own professional development and transformation into new figured worlds.
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Prior to COVID-19, studies indicated a limited use of education technology and online learning in music education
across Australia. How music was taught and assessed online during, and after the pandemic pose potential solutions
to known issues (i.e., sound quality, latency, technology skill requirements, etc.). In today’s teaching environment
post-COVID, tertiary music academics need a working-understanding of online music assessments and identification
of their direct links to learning outcome achievement. Using Systematic Review, this project explored multiple
databases to identify global online music assessment practices with primary focus at the higher education level. This
presentation will address the key themes rising from the results of the systematic review --including challenges and
opportunities Key recommendations for future research and recommendations for integrating online music
assessments as sustainable practices will be considered.

Full paper

As we look to the future of higher education music teaching, online learning and its integral counterpart of online
assessment have potential to be key pedagogical tools for continuing to enrich music teaching and learning by way of
technology-enhanced learning experiences. It specifically addresses the sustainability challenge facing the
conservatoire wherein “music will no longer be able to sustain its place in the curriculum in a world that sees
technology as the elixir for international competitiveness” (Mantie, 2017, p. 24). Therefore, this Systematic Research
investigated the topic of online music assessment to evidence the potential, as well as the limits, for integrating online
music assessment into higher education music teaching.

Background

With the required shift to online teaching due to the COVID-19 pandemic, many music instructors experienced online
teaching for the first time, especially in Australia (Johnson & Cheok, 2021). Various technology challenges and
curriculum planning issues were identified by those new, and not so new, to teaching music online (Cheng & Lam,
2021; Biasultti et al. 2021). However, rising above the challenges of the pandemic and emergency remote teaching,
music academics also experienced positive teaching and learning outcomes to suggest online music learning allowed
for improved performance feedback (Habe et al, 2021), increased student self-efficacy when submitting online
performance assessments (Ritchie & Sharpe, 2021) and “important changes in approaches to rehearsal and time
management, set- ting career goals, and establishing novel collaborative interactions with peers” (Schiavio et al.,
2021, p. 175). With the field of online music learning increasing, it is timely to advance the corpus of research of
online music assessment.

Scholars in the area of online music learning identify that the online music learning experience can better support
music students with differentiated learning through the use of asynchronous and synchronous online learning tools
(Pike, 2020). Further, it can decrease anxiety due to its flexible nature of access (Blackburn & McGrath 2021) and
support “potential in online music education to leverage technologies more to decentralize the teacher, engage more
of the learner, and adapt to the specific needs of each” (Johnson & Lamothe, 2018, p. 203). Overall, online music
learning can use a Learning Management System (LMS) for presenting learning materials and resources, provide
asynchronous and synchronous music lessons (see King et al, 2019; Pike, 2020), upskill students’ integral software
towards their professional music career (Schiavio et al., 2021), support scaffolded curriculum resources (Johnson,
2022) and encourage novel activities for music student learning (Schiavio et al., 2021).

Together, these online music learning opportunities can activate constructivist and participatory learning experiences
(Johnson, 2022; Keast, 2009). Yet, during the pandemic, some online music instructors refrained from teaching
“pitch, resonance, pedal use fingering, embouchure and timing” (Vaizman, 2022, p. 161). Known research in online
music teaching and learning needs to be located, and shared among researchers and practitioners. This builds upon
Biasutti’s 2015 call for “the effectiveness of the online tools, and resources needs to be tested, and the pedagogical
and didactic approaches to the online learning activities need to be assessed” (p. 49). To date, there is still limited
thorough investigation of the research surrounding online music assessments at the higher education level.



Therefore, a Systematic Review of the literature on online music assessment was completed. Three databases (i.e.,
JSTOR, ERIC and ProQuest) were used to identify research within the specific inclusion and exclusion criteria. The
results indicated a limited amount of research in the discipline-specific topic (i.e., online music assessment in tertiary
learning). Further, it suggests that we cannot assume that research conducted in other disciplines are not directly
applicable to online music assessment. Finally, the results suggest that there are secondary items (i.e., research
regarding online music assessments in middle and secondary schools, and informal online learning) that pose
potential for further research and implications for online music assessments at the tertiary level. These areas will be
explored in the presentation along with recommendations for future research. From the small amount of research
within online music assessment located, we suggest that there is potential indication for it to contribute to the
sustainability with higher education teaching and learning to promote accessibility, financial feasibility, and inclusive
learning for all.
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Whilst the expansion of entrepreneurial education programmes globally places emphasis on developing and nurturing
the talents of students and researchers, we focus on the need to attract and develop enterprising talents to teach the
subject and guide learners in realising their potential. Enterprise and entrepreneurship education in UK Higher
Education teaches and supports learners with a diverse spectrum of those taking the role of ‘educator’ (spanning
various practitioner and research-focussed ‘career types’) from entrepreneurs and industry professionals, to
academics, often from very different disciplinary backgrounds.

This paper draws on qualitative data situating the prominence of ‘Imposter Phenomenon’ voiced in the dialogues of
educators from different career types in this field, and their strategies to manage a sense of disjuncture and struggles
for (self-perceived) legitimacy. As such, we emphasise the complexities in educator identities in ‘becoming’ an
entrepreneurial educator, suggesting professional development opportunities suitable to address feeling like an
imposter.

Full paper

With the expansion of entrepreneurial education programs across universities (Winkel, 2013; Jones et al., 2018;
Kiskis & Kiskiené, 2021) the need for enterprising talents teaching the subject has increased. Yet, the EEE’s profile
and perspectives have been left largely unexplored (Steiner, 2014; Neck & Corbett, 2018; Wraae & Walmsley, 2020;
Wraae et al., 2022). Specifically, whilst Imposter Phenomenon (IP) has a strong resonance within academia (Addison
et al, 2022; Breeze, 2019; Hutchins & Rainbolt, 2016), the role of this often-debilitating phenomena in the
experiences of Enterprise and Entrepreneurship Educators (EEEs) remains relatively unexplored. In a burgeoning
field of enquiry and a teaching subject/approach, professional practitioners and entrepreneurs often take on the role
of educator in entrepreneurship and enterprise education, and academics from other disciplines such as marketing or
economics are drawn upon to teach the subject (Bennett, 2006, Finkle, 2007; Schleinkofer & Kulicke, 2009; Trivedi,
2014).We argue that those working within this context offer particularly interesting perspectives on the processes of
‘becoming’ EEEs and enable a critical reflection on ‘legitimacy’ in academia for educators more broadly.



Data examined in this paper draws the competencies EEEs must develop to perform the role, highlighting a
typography of EEEs as ‘professional’ or ‘academic’, career types. The data exploration specifically around the theme
of IP was thematically analyzed across 19 semi-structured interviews with EEEs based in England. Originally, the
term ‘Imposter phenomenon’ is rooted Clance and Imes’ (1978) psychological exploration of high-achieving women
who expressed a sense of ‘intellectual phoniness’ and a palpable sense of ‘not being good enough’; and over time
the more medicalized/individualized term of ‘imposter syndrome’ has gained prominence. In this research however,
we conceptualise the phenomenon sociologically, as ‘imposterism’; as shared, context-specific phenomena enacted
in practice. Academia, broadly speaking, is represented with strong associations of intellectualism, situating ‘the
university’ as a space for intelligent, confident individuals who know ‘the rules of engagement’ in a sociocultural and
embodied sense i.e. they know how to ‘do’, ‘act’ and ‘behave’ in these contexts (Addison, 2016; Mountford-Brown,
2022). However, EEESs’ experiences troubled this sense of ‘confidence’ and of ‘knowing’ the ‘rules of engagement’
and furthermore, detailed strategies to help to manage the phenomena.

One of the key experiences of EEEs in both academic and professional services roles was feeling like an imposter
during their initial employment period, or in their ‘becoming’ stage. The phase of becoming is conceptualized as
encompassing the period of entering the profession and the first few years on the job. Despite rich antecedent
experiences including those as an entrepreneur, working in industry, or completing a PhD, the sense of not quite
fitting or being ‘enough’ became palpable across different EEE experiences over the course of the first year on-the-
job. During this period, many EEEs realised that their antecedent competences had a ‘shelf-life’ (Eggers et al., 2012;
Pierce et al., 2015; Skrinjarié, 2022) and while useful to get the job, the same skills are insufficient to perform the job.
To build legitimacy, professional EEEs emphasized their entrepreneurial experience to show ‘they have walked the
talk’ and to show they are qualified to deliver entrepreneurial education. Academic EEEs tended to rely more on
sharing educational achievements (doctorates) to achieve legitimacy, not having the ‘real world’ entrepreneurial
experience. However, if they had antecedent professional or entrepreneurial experiences, they also assetise them.

As EEEs perceived limitations of their antecedent capabilities, they identified specific learning needs and
professional development opportunities to address these. All participants focused on the development of teaching
and learning skills and the most frequently identified was the need to enhance their socio-cultural or contextual
knowledge (Zuboff, 1988), i.e., their understanding of the processes, politics, and practices in HE, and their
theoretical subject knowledge of entrepreneurship (education). For all EEEs, peer learning with immediate colleagues
(Marsick and Watkins, 2001; Moraes and Borges-Andrade, 2014; Watkins et al., 2018) and non-formal learning by
immersion in the wider EEE community (traversing disciplinary and institutional boundaries) are crucial competence —
and confidence — development opportunities. For academic EEEs, immediate disciplinary colleagues were important
for informal peer-learning and in creating a sense of belonging and forming pedagogical content knowledge through
conversations, observations, and sharing of materials (Orlander et al., 2000; Tovar et al., 2015; Beaton,

2021). Contrary, professional EEEs, emphasised the importance of attending short peer-learning events external to
the organisation but similarly working across different disciplinary boundaries that exist institutionally. These results
regarding the competence development of EEEs at this stage confirmed a social view of learning (Cseh et al., 1999;
Scheeres et al., 2010) is crucial.
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Abstract

To investigate the impact of disadvantage on student engagement and achievement under different teaching and
assessment methods, this study compared the effects of pedagogic changes implemented during the COVID-19
pandemic on the performance and engagement of students from diverse backgrounds using a cohort-study
approach. The study analysed learner analytics and academic performance data of first-year undergraduate students
across three learning scenarios: (i) in-person teaching and assessment, (ii) in-person teaching with online
assessment, and (iii) online teaching and assessment. Findings revealed that the achievement gap between
disadvantaged students and their peers was widest when education was conducted entirely online, resulting in poorer



outcomes for disadvantaged students. In light of these results, Higher Education institutions should monitor and
assess the potential consequences of their chosen educational strategies on different student groups. Both the
teaching methods employed, and the demographic composition of the student body are significant factors to
consider.

Full paper

The COVID-19 pandemic necessitated the shift to online teaching and assessment in higher education, raising
concerns about the impact of digital poverty on education. Studies have reported varying effects — both positive and
negative - of this transition. This study used learning analytics to examine the impact of three teaching and
assessment approaches on disadvantaged and non-disadvantaged students (categorised using IMD: Index of
Multiple Deprivation), investigating attainment, engagement patterns, and their interactions with different modes of
teaching and assessment.

Our findings (see Figures 1 and 2) indicated that students from disadvantaged backgrounds experienced poorer
outcomes compared to their peers during online teaching and assessment. This was evident in both the percentage
of credits obtained and the marks achieved, aligning with previous studies (Bird et al., 2022; Kofoed et al., 2021).
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Figure 1: Estimated marginal means of the linear mixed-effects model for end-of-year mark (y axis),
(T)eaching/(A)ssessment mode (x axis) and IMD (different symbols). Error bars indicate 95% confidence interval.
Asterisks indicate significant differences in attainment between disadvantaged and non-disadvantaged students for
the relevant teaching/assessment mode (* p<.05; ** p<.01; *** p<.001).
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Figure 2: Estimated probabilities of students obtaining 120 credits (y axis) from a logistic mixed-effects model of the
relationship between credits obtained (120 credits or <120 credits), (T)eaching/(A)ssessment mode (x axis) and IMD
(different symbols). Error bars indicate 95% confidence interval. Asterisks indicate significant differences in credits
obtained between disadvantaged and non-disadvantaged students for the relevant teaching/assessment mode (*
p<.05; ** p<.01; *** p<.001).

Cluster analyses showed that while disadvantaged students displayed higher engagement levels than their peers in
the in-person teaching and assessment scenario, this association disappeared in online learning (see Figure 3).
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Figure 3: Relative proportions of students in each cluster by IMD (left panel=disadvantaged, right panel=non-
disadvantaged) and (T)eaching/(A)ssessment mode (different bars). Numbers in brackets are the count of students in

each cluster and IMD.

Further analyses were conducted to investigate attainment in each engagement cluster (see Figure 4). The
attainment gap between disadvantaged students and their peers was greatest in the low engagement cluster and
when teaching was online.
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Figure 4: Estimated marginal means of the linear mixed-effects model for each (T)eaching/(A)ssessment mode
(different panels), end-of-year mark (y axis), cluster (x axis) and IMD (different symbols). Error bars indicate 95%
confidence interval of the mean. Asterisks indicate significant differences in attainment between disadvantaged and
non-disadvantaged students for the relevant cluster (* p<.05; ** p<.01; *** p<.001).

Despite similar engagement patterns between the two groups, the attainment gap therefore widened significantly
during online teaching and assessment, particularly among students in the low engagement cluster. Consequently,
disadvantaged students faced a combination of challenges, including a higher likelihood of being in the lower
engagement cluster (linked to lower attainment), overall lower attainment associated with their background, and
reduced achievement under the online teaching and assessment conditions compared to in-person teaching and
online assessment. Who you and how you teach both matter.
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Increasing participation has led to increasing debts for students and government in funding higher education which
has led to increase focus on assessing the ‘value for money’ higher education. In England this culminated in the b3
regulation where 60% of full-time first degree undergraduate need to be in positive outcomes 15 months from their
course end. This study uses a simulation methodology to explore how effectively the OfS can identify the true
population value of positive outcomes, the precision of those estimates and accuracy with which it can classify
courses/universities below the 60% threshold. We find that whilst the OfS can accurately estimate the true population
value it cannot do it with sufficient precision to enable correct classification below the 60% threshold when sample
sizes are small and/or the percentage of the population is small nor when the true population value approaches the
60% threshold.
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Around the world participation in higher education has increased leading to increased debts for students and
governments culminating in a focus on the value for money of universities (Bondar et al. 2020; OECD 2017). In
England the Office for Students met that call by introducing the b3 regulation and in particular the progression metric
which requires 60% of full-time undergraduate to have a positive outcome by 15 months of their course end (Office
for Students (OfS) 2022). This study sought to evaluate how effectively the proceed metric could identify the true
population value, how precise its estimates were and crucially how well it could identify courses below the 60%
threshold. The consequences to universities of falling below this metric are severe not just with reputation damage
but also with financial fines or even the cessation of degree awarding powers.

This study uses a simulation methodology where synthetic data for a virtual population is repeatedly generated and
sampled from under specific conditions which can be varied across specific factors (Morris, White, and Crowther
2019). We varied three factors, first the percentage of graduates in the population with a positive outcome which went
from 20% to 95% by 5% increments. Second, the population size was manipulation from 40 students up to 1000
student increased by 10 students each iteration. Third, we varied the percentage sampled from 30%, minimum
threshold set by OfS, to 90% each time increasing by 5%. The simulation procedure followed three phases: data
generation, sampling of the data and calculating statistics from each of the sample. We focussed on four main
outcome measures bias, coverage probability, precision and misclassification. Bias is the mismatch between
population and sample estimates. Coverage probability refers to the proportion of true population values inside a
confidence interval. Precision is the width of the confidence intervals and misclassification is the likelihood that a
population above or below the 60% threshold is accurately identified as being above or below the threshold.

The results showed that generally the level of bias i.e. the sample estimates of positive outcomes roughly matched
the true population estimate and as the sample size and percentage of the sample increased bias reduced as the
variability in the bias estimate. Both points highlight the importance of a) maximising response rates to the graduate
outcome survey from which the B3 regulations are calculated and b) ensuring comparisons are not done at too
granular level like courses where result will vary widely. The coverage probability was good for both 95% and 90%
confidence interval indicating that around 95% and 90% of the time the sample value did indeed fall within the
confidence interval as would be expected. Third, the range of confidence intervals, precision of confidence intervals,
could vary widely which would make it difficult for the OfS to correctly identify areas below the 60% threshold. For
example, sample size of 50 or less students had confidence interval that had an average range of 26% for the 95%
confidence interval and 22% on average for the 90% confidence interval. Even for samples of 100 or less the 95%
confidence interval varied by 14.93% on average and 12.55% for 90% confidence interval. Finally, as the population
percentage in positive outcomes become closer to the 60% threshold it becomes increasingly difficult to accurately
show it is below the 60% threshold. For example, in a sample size of 50 or below with a true population value of 55%
in positive outcomes in 94.5% of samples the upper confidence limit of the 95% confidence interval was above 60%
suggesting not enough certainly in that course being below the threshold. This highlights that judgements about what



are above or below the threshold using 95% or 90% confidence interval becomes increasingly difficult with small
samples or small percentage of the population being surveyed.

This simulation powerfully shows the very serious challenging of trying to regulating at a micro-level like course or an
area where sample sizes are less than 50 or even less than a 100 as the sample estimates or the true population
value will vary more, the confidence intervals will be far large and therefore discerning who is above or below
threshold will be exceptionally challenging especially as the population value approaches the threshold. Another
important but perhaps hidden assumption of using a 95% or 90% confidence interval is the in-built acknowledgement
that means sometime areas above particular threshold will incorrectly be identified as below.
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Abstract

In line with international trends, Japanese higher education (HE) has recently emphasized the importance of
assessing educational learning outcomes and making such learning “visible.” Specifically, the Japanese government
has encouraged universities to implement institutional-level Assessment Plans that specify different indices to
document and evaluate student learning attainment. This attention on learning assessment is occurring as new HE
educational governance and quality structures --broadly known as “Learning Management”—are being dramatically
reformed within Japan. To understand how Assessment Plans are being implemented and used at the institutional
level in this context, this study conducted a nationwide survey. On the one hand, the results suggest that Japanese
HE has broadly succeeded in adopting institutional-level assessment of student learning outcomes within a relatively
short time. On the other hand, evidence suggests that issues remain, both in how such assessment data is used and
in the different ways organizations implement such plans in practice.
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Introduction

In line with the outcomes-centered approach emphasized by the Bologna Process, Japanese Higher Education (HE)
has recently recognized the importance of articulating student learning outcomes at the institutional level
(Chukyoshin, 2016). As with other HE systems, Japan’s shift to outcomes-based education has increased the need to
make learning “visible” (Hamana, 2018). Universities have been asked to create “Assessment Plans” that capture
student learning attainment and convey these results to campus leadership (Chukyoshin, 2020). Japanese
institutions, however, face an additional challenge: the simultaneous reform of quality governance processes —known
as “Learning Management”-- focused on making educational leadership more efficient and

coordinated (Chukyoshin, 2018). Given the lack of a “decision-support” tradition in Japanese HE, Japanese
Institutional Research offices confront new assessment demands while negotiating an evolving administrative
landscape wherein this data is used.

By exploring the intersection of organizational management and learning practice, this study also contributes to the
scholarship (e.g. Ruef and Nag, 2015) analyzing the interrelationship of university category-type and institutional
behavior. Contextualized within Japan’s dramatically declining college-age population, the meaning and nature of
universities’ Assessment Plans could vary significantly. A large, internationally ranked research institution such as the
University of Tokyo, for example, could conceive of its assessment needs quite differently from that of small, tuition-
dependent private schools. The Japanese government has encouraged this thinking by urging private institutions to
consider pursuing one of four future “types” of HEls that it feels possess the best chance of surviving. (MEXT,

2022). By analyzing the assessment practices of both research-oriented national universities, community-oriented
municipal/prefectural universities and tuition-dependent private universities, this paper will provide new insight into
how organizational imperatives and quality assurance demands interact in complex ways.

Methods

This research conducted a nation-wide survey of accredited 4-year Japanese universities during 2022-2023. An
online survey questionnaire was sent to the academic affairs vice-president of all 787 accredited 4-year institutions.
The survey’s goal was to inventory, at a national level, both the assessment content of these Plans, and to explore
how such data is used within Japanese HE institutions in practice.

Results

The survey received 240 responses, or a 30.5% response rate. Approximately, 71% of responses came from private
institutions, with the remaining survey responses coming equally from national and municipal/prefectural universities.
This is in line with the national ratio.

In terms of results, two-thirds of respondent universities reported that they had adopted Assessment Plans at their
institutions, suggesting widespread adoption at the national level. (See Table 1) Nonetheless, challenges inhibiting
the effectiveness of these Assessment Plans were visible. Only 14% of university vice-presidents who implemented
such plans said that their assessment data was “often” used by their organizations. (See Table 2) Additionally, only
24% of these universities reported “regularly auditing” their assessment plans, raising the possibility of Assessment
Plans becoming routinized and losing their original dynamism. (See Table 3)

Survey results of universities implementing Assessment Plans likewise suggest that the meaning and function of
these plans differ greatly by institution category. National universities appear to have approached these plans as
longer-term tools of curricular reflection, while private institutions seem to use plans as immediate, external feedback
mechanisms to gauge student satisfaction and performance. The indices most used by private schools, for example,
were enrollee satisfaction scores and job-placement performance (79% and 80% respectively versus only 60% and
52% respectively for national universities). Along these same lines, private school Assessment Plans were about
twice as likely as national universities (64% vs. 32%) to use 3rd-party credentials and qualifications to demonstrate
program learning attainment. In contrast, national universities’ most popular assessment indices were the attainment
of learning outcomes as defined by their own academic programs (i.e. 68% for national institutions vs. 51% for private
ones). (See Table 4) The contrast between the reflective orientation of national universities and the consumer
satisfaction emphasis of private schools is also seen in how different universities approach the assessment process.
In contrast to 40% of national universities “regularly auditing” their assessment plans, only 22.3% of private
universities did likewise. (See Table 3)

Discussion



Given that the government has promoted institution-level Assessment Plans for only a decade, the overall adoption

rate within Japanese HE is impressive. Nonetheless, evidence suggests that challenges remain, both with regards to
how the data is used, and in the frequency with which assessment indices are themselves reevaluated. Finally, more
attention must be paid to how institutional category informs the adoption of Assessment Plans, as the nature of these

plans appears to vary greatly between private and national institutions.
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Abstract

In recent decades, doctoral education has grown in strategic importance for the knowledge society and economy.
This resulted in the massification of the doctorate and its related professionalisation, with a focus on doctorate's
ability to develop skills beyond research competences and to enhance employability outside of academia.

We examine how this context influences doctoral candidates' experiences and perspectives of the doctorate, using
interview data obtained between 2000 and 2022 in Portugal, Germany, and Australia. Five narratives emerged in
candidates’ perspectives on agency, precarity, hope, demands and value of the doctorate.

Findings reveal that regardless of their national, institutional, and academic contexts, candidates see the doctorate as
a place for professional and transferable skill development, making it relevant not only to academic research but also
to work-settings beyond academia. This suggests that candidates are actively redefining the doctorate, with the
global doctoral education transformation becoming the cornerstone of the doctoral experience.

Full paper
Introduction and context

Driven by several factors doctoral education has undergone a deep transformation in the past few decades.
Massification of higher education has impacted doctoral education, resulting in increased enrolments, greater number
of doctorates awarded (Carvalho & Cardoso, 2020; Nerad, 2014), and more diverse doctoral candidates’ profiles,
backgrounds and expectations towards the degree. Such factors affect the career prospects and future employment
of PhD holders (Bernstein et al., 2014; McAlpine, 2020). Simultaneously, changes in the academic profession e.g.,
greater precariousness, deterioration of working conditions (Deem, 2020), have contributed to the expansion of
doctoral graduates’ career paths beyond academia, including in public, private and non-profit sectors (Bernstein etal.,
2014; McAlpine, 2020). This emphasises the link between employability, attainment of competences and doctoral
education (Balaban, 2020; Carvalho & Cardoso, 2020) in a context where it further emerges as a fundamental



resource for the knowledge society and economy. Such forces influence the ‘definition’ and ‘design’ of doctoral
education, in Europe and worldwide targeting its organisation, delivery, funding, and quality.

Higher education contexts of each country vary in its structure, governance, funding, scale, etc. National, regional
and local governments often shape the institution and the doctoral program on offer. The academic socialisation
processes in turn shape and form the candidate, their doctoral experience, their identities, and ultimately their
personal and professional futures (Gardner et al., 2014).

In this study we examine how the dimensions of doctoral education transformation, which relate to skill development
and employability, are perceived by doctoral students from different countries, hence, situated in varying higher
education contexts. In the presentation we will provide an overview of skill and employability related aspects of
doctoral education transformation, report on our study, elaborate on and discuss the findings.

Methodology

In view of doctoral education transformation across the globe, particularly the focus on employability and skill
development, we were interested to examine how this effects the doctoral experience, the way candidates navigate it,
their behaviours and actions. We drew on three sets of interview data, collected in three different countries: Portugal,
Germany, Australia. Semi-structured interviews and focus groups with 42 candidates were conducted in these three
countries in 2020-2022 and data was thematically analysed. While the interviews addressed various research foci
pertinent to skill development during candidature, five themes emerged where doctoral experiences were similar
despite national differences.

Findings

Regardless of the national, higher education, and doctoral education contexts, doctoral candidates' experiences,
perspectives, and behaviours appear to be surprisingly similar leading us to believe that global doctoral education
transformation has indeed become the cornerstone of the doctoral experience. Specifically, our PhD participants’
perspectives suggest that doctoral education worldwide is experiencing a move to ‘professionalisation’, as candidates
recognise the need to prepare for careers outside academia while simultaneously fulfilling the requirements of
academic research training. This is evident in the five narratives we identified in our data:

Agency: Doctoral candidates demonstrate significant agency in driving their skill development in both areas, research
competencies and transferable skills, because of the need to possibly work outside academia.

Precarity: Doctoral candidates perceive academic careers are precarious across the world and keep a firm focus on
developing their employability, through seeking non-academic work experiences, preferencing applied research,
networking, etc.

Hope: Doctoral candidates engage and invest considerable time in additional activities outside their PhD research in
hope to enhance their chances in and outside academia that might lead to opportunities, career capital, etc.

Demands: Doctoral candidates expect more support from the university in employability and career development
Value: Doctoral candidates see value of PhD training beyond academia whereas non-academic employers do not.
Discussion and conclusion

Despite different national higher education and doctoral education contexts, doctoral candidates' expectations and
perspectives in three different countries appear to converge. Doctoral candidates in Portugal, Germany and Australia
share similar experiences, perspectives and behaviours in relation to skill development and employability for diverse
careers. This study provides qualitative evidence for the transformation of doctoral education in the context of the
knowledge society and academic capitalism (Cardoso et al., 2022). The doctoral degree while traditionally presented
as training for academic careers is actively reshaped by candidates as a site for professional and transferable skill
development. As such, doctoral education is experiencing a shift in purpose as training for academic and non-



academic careers. Aside from offering qualitative evidence on the shifting purpose of the doctorate, the study seeks
to spark further debate on what can be learnt from multinational comparative insights on the subject.
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Abstract

This presentation showcases a collection of work by recent UK education doctoral graduates (Waller, Andrews &
Clark, forthcoming (2024)). It demonstrates the unique contribution of ‘insider’, practice-based doctoral studies in
aiding understanding of the rapidly changing professional and policy contexts confronting doctoral candidates and the
wider practitioner/researcher community. Addressing questions regarding impact and progression for practice-based
doctoral graduates (McSherry et al., 2019; Boud et al., 2021), the collection’s innovative curation process provides an
example for developing early career researchers (ECRs) and maintaining supervisory mentoring relationships in post-
doctoral spaces.

The volume’s 14 chapters are co-authored by the ECR and an experienced academic. The process offers a
supported pathway into publication; a series of workshops and writing retreats scaffolded their development and
production.

The presentation concludes with a contributory author (Laura Manison-Shore) reflecting on her experience of
participating in the process, and an assessment of its value for developing ECRs.

Full paper

This presentation, which showcases an edited collection of work by recent UK doctoral graduates from one English
university’s education department (Waller, Andrews & Clark, forthcoming (2024)), begins with a short introduction
setting the scene for the wider project. It demonstrates the unique contribution of ‘insider’, practice-based doctoral
studies in aiding our understanding of the rapidly changing professional and policy contexts confronting education
doctoral candidates, their peers, and the wider higher education-based practitioner researcher community (Burnard et
al., 2018). In the context of discussions regarding impact and progression for practice based doctoral graduates
(McSherry et al., 2019; Boud et al., 2021), the innovative process of curating the collection is an example for
developing doctoral graduates into early career researchers (ECRs), maintaining supervisory mentoring relationships,
and enhancing scholarship and research practice in the post-doctoral space.

The volume under discussion features original, cutting-edge, contemporary work in a range of educational settings
from graduates of our Professional Doctorate in Education (EdD) and Education PhD programmes. The collection
itself includes 14 chapters, each co-authored by the ECR and an experienced academic, usually someone from their
supervisory team. The doctoral graduate is lead author in all instances, with this process offering ECRs a supported
pathway into academic publication; a series of workshops, seminars, guidance videos and focussed writing retreats
scaffolded its development and production. The pairs of authors were also matched with another to act as a sounding
board for the development of ideas for their chapters, and as critical readers for one another’s writing.

The forthcoming collection concludes with a chapter from a leading academic in the field, Prof Meg Maguire (KCL),
who discusses the contribution of the edited volume in furthering our understanding of the interplay between
educational policies and professional identities and offers reflections upon the potential of doctoral studies to explore
topics across various educational contexts.

This presentation includes a brief contribution from a lead author of one of the chapters (Manison Shore &
Rosenberg, forthcoming), who will outline the process and procedures they undertook to complete the chapter,
arising from their EdD research (Mansion Shore, 2022). The study explored how Bourdieu’s (2001) notion of symbolic
violence impacts the perceived choices of young women training to be primary school teachers. They will discuss
how they selected the part of the thesis they wanted to develop in their chapter and how they worked with a member
of their supervisory team to extend the discussion in the thesis from their own perspective to also embrace their
supervisor’s, and how this process was a ‘journey’ for them both, hopefully spawning future collaborative projects.



The lead author will reflect in the presentation on the successful (and the less successful) aspects of this innovative
writing process.

We hope that the discussion following the presentation will focus on the potential for such collaborative ventures in
enhancing Postgraduate Scholarship and Practice in university departments and other professional settings.
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Abstract

In 2020-2021, 17% of income at UK universities came from international student tuition fees. At some institutions,
over 50% of tuition fee revenue comes from international students (HESA, 2023). Over-reliance on international
student fees is a risk across the higher education sector in the UK as well as in other countries. This presentation will
share findings from two reviews: (1) an international literature review on system- and institutional-level preparation for



funding loss; and (2) a policy document analysis of relevant UK higher education system-level policies and guidelines
on institutional funding and higher education funding sustainability. Together, these reviews will inform a discussion of
research and policies that may enhance the resilience of higher education institutions in the UK in the event of
revenue |oss.

Full paper

In 2020-2021, 17% of income at UK universities came from international student tuition fees. That same year, 22% of
students at UK institutions were international according to the Higher Education Statistics Agency (HESA, 2023). But
at several universities in the UK, international students represented over 50% of the incoming student body (Walsh,
2022) and brought in more than 50% of the tuition fee revenue. For example, in 2021-2022, fees from international
students represented 65% of the total tuition fee revenue of University College London. Over-reliance on international
student fees is a risk across the higher education sector in the UK as well as in other countries. Part of this risk is
because international students overwhelmingly come from a few countries. In 2021-2022, in the UK, 27% of
international students came from two countries: China and India (HESA, 2023). The recruitment of international
students often relies on recruitment agents, a practice that has been problematised (Nikula et al., 2023). In the UK,
the diversity of international students has decreased following 2020-2021 (HESA, 2023), in part due to the reduction
of students from the EU following Brexit (Amuedo-Dorantes & Romiti, 2021), with the number of EU students
dropping by 53% from 2020/2021 to 2021/2022 according to data from HESA.

Over reliance on revenue from overseas international students (in part to compensate for the loss of EU-nationals) is
a newer system characteristic, partially driven by decreasing public funding for higher education institutions as well as
the growth of the higher education sector and geopolitical factors (Dobson, 2021; Scott, 2012). To date, funding from
international student tuition fees has been growing in the UK. But this might be a temporary phenomenon. As the UK
engages in system-level conversations about sustainable university funding (Universities UK, 2023) and promotes
policies that may affect international flows to the UK (e.g., through changing visa policies), research on preparation
for potential revenue losses from international tuition fees is timely and strategically important for the higher education
system.

This topic is of practical and immediate significance, yet it has received little attention in the academic literature.
Previous research has documented the loss of revenue from international students in Australia and New Zealand
(Gao & Ren, 2020), discussed the implications of this loss of revenue for the business model of universities (Ross,
2020), analysed the lack of financial risk disclosure in 2019 annual reports (Carnegie et al., 2022), and emphasized
the impact that funding loss from international tuition revenue had at Australian universities, especially in terms of
layoffs among university staff (Doidge & Doyle, 2022). But existing literature primarily relies on the Australian context
and there is little research in the UK context.

To address this gap, our presentation will discuss results from two reviews. First, we will present results from a
literature review on higher education system- and institutional-level preparation for funding loss. This literature review
will map what is known about how higher education systems and institutions prepare for potential loss of funding from
international student tuition fees. Yet because we know that the body of literature on this topic is underdeveloped, this
literature review will also include system- and institutional-level preparation for funding losses regardless of the type
(e.g. loss of government funding, decrease in domestic students etc.). This literature review will have an international
scope, encompassing publications beyond the specific case of the UK higher education system. Second, we will
conduct and present results from a policy document analysis of relevant higher education system-level policies and
guidelines in the UK.

By presenting findings from both the literature and policy reviews, we hope to shed insight into the financial risk
deriving from the overreliance on overseas students’ tuition fees from specific destinations, whilst outlining possible
pathways for higher education institutions to deal with such risk and harness classroom and on-campus cultural
diversity. The authors also hope to use the SRHE presentation as a forum to discuss their plans to collect empirical
data on preparation for and responses to losses in higher education funding and gather valuable feedback from
SRHE attendees.
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Abstract

This study utilises poetry as a unique medium for investigating perceptions of 'belonging' among higher education
staff. By applying poetic content analysis, we delve into an intricate examination of belonging within the lens of
individual intersectional identities. Eighteen poems, contributed by professionals from the higher education sector,
were subjected to scrutiny, which led to the discovery of four primary themes: 'Community’, 'Exclusion’,
"Transformation’, and 'Self'. These revelations have prompted a series of proposed strategies that could potentially
enhance the sense of belonging for all personnel within higher education institutions. The recommendations and
emergent narratives pivot on an aspiration for the higher education industry to acknowledge more fully and foster the
inherent dedication prevalent among staff towards the promise and potential of higher education in the present and
beyond.

Full paper
|. Introduction

This paper highlights the novel approach of using poetic content analysis to explore the concept of 'belonging' within
the context of higher education. Building upon intersectional theory (Crenshaw, 1989), we focus on the experiences
and emotions of university staff members, and how these intersecting identities play into their sense of belonging
within their institutions.

I1. Methodology

Our study employs poetic content analysis, a qualitative research method that engages with the textual intricacies
and emotional richness of poetry (lllingworth, 2022). 18 poems were collected from staff across different institutions,
demonstrating a spectrum of experiences. This sample size was guided by the principle of thematic saturation (Hsieh
and Shannon, 2005). Our selection process was inclusive, as only duplicate submissions were excluded. The
interpretive lens was grounded in our positionality as researchers and educators (Berger, 2015).

I1l. Analysis and Results

Four major themes were unearthed: 'Community', 'Exclusion’, 'Transformation’, and 'Self'. Each theme was resonant
with past literature in higher education, adding depth and emotional nuance to our understanding. The theme of
'‘Exclusion’ for example, echoes research on marginalised identities within academia (Mayhew et al., 2006).

V. Discussion and Recommendations

While the sample size is recognised as a limitation, our study underscores the richness of the data that can be
extracted from poetic analysis, and the power of such narratives in guiding institutional change (Prendergast, 2009).
Recommendations, grounded in the emergent narratives, encourage institutions to foster a culture of inclusion and
recognition.

V. Conclusion

Poetic content analysis provides a nuanced perspective on belonging in higher education. Future research should
further delve into this innovative method, considering the varied contexts of different educational institutions.
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Abstract

Belonging is increasingly understood as important for students’ success at university; however, in this presentation
we examine the value of thinking in new ways about this elusive idea. Our research evidences how learners often
enact belonging in ways that challenge institutional expectations of the essential nature of belonging, or of the fixed
nature of ‘belonging spaces’. Drawing upon empirical data from interviews, and video blogs with students, we
foreground the relational and multiple ways in which students create and enact belonging, and how belonging is
entangled with material spaces and artefacts. We consider how challenging dominant discourses around belonging is
particularly important at this pivotal moment in higher education, where, as we emerge from a global health crisis, the
very purpose of higher education is being reframed. We argue that interrogating the nature of belonging is needed if
we are to understand students’ diverse experiences in more meaningful ways.

Full paper

Recent research, policy and practice has begun to engage the complex concept of belonging in ways that are having
significant impacts upon higher education (Gravett and Ajjawi 2021; O’'Shea 2021). Recognising the urgent need to
support diverse populations of students, belonging has become a term that appears to promise a great deal — if we
can just support, or ‘build’ it effectively. However, belonging is a complex concept, and a troubling tension exists
between sectoral desires to fix and foster an abiding ‘sense of belonging’, and the relational ways in which individuals



experience both belonging and space. In this presentation, we share our research from a SRHE funded project that
sought to discuss and navigate the concept of belonging with students themselves, in order to learn more about how
students experience, create and conceptualise belonging. We tease out some suggestions for more nuanced ways in
which we might understand students’ diverse experiences, to avoid belonging joining the ‘encrustations of buzzwords’
(Maclure 2010, 278) that pervade contemporary education discourses.

Emerging from the pandemic, there is renewed scrutiny of the purposes of higher education. And yet, against this
background, notions of belonging continue to be individualistic and with the university positioned as ‘subject’ of this
belonging. Despite the diversity of the student body and the dynamic and temporal nature of belonging, a relatively
homogeneous perspective that focuses on positive and uniform narratives of belonging, dominates. These discourses
that inform ‘best belonging practices’ elide both the diversity and the politic of belonging. Belonging is often tied to
notions of power in terms of who has the power to define who belongs and how belonginess is conveyed (O’Shea,
2021). In this paper, we contend that we need to handle notions of belonging and non-belonging with care, to
understand both when non-belonging equals exclusionary practices that are harmful, and equally, when non-
belonging is either a choice or just a natural experience as we evolve between connections (Gravett, Ajjawi and
O’Shea under review).

Our research was conducted in two universities, in Australia, and in the UK. Thirty students took part in semi-
structured interviews and/or a video-blog. Vlogs are a ‘participant-directed method’ (Sutton-Brown 2014, 170) which
captures the material and affective aspects of participants’ everyday lives. These short video narratives are made
with the video function on a mobile device and accompanied by brief self-narration. In their viogs, students were
invited to show themselves or simply their spaces and objects of belonging. The conversation prompts provided in the
interviews and vlogs included:

1. Tell us what a ‘typical’ day of study might look like for you?

2. Tell or show us your learning spaces? What specific objects do you need when studying?
3. What does belonging look and feel like in these spaces?

4. Who / what helps you to belong to the course, university.

Reflexive thematic and visual interpretation methods were used to inform data analysis.

Our research shows that students define, enact and experience belonging in diverse and sophisticated ways. Our
data identified the ways in which students actively curated their experiences of belonging. Students described actions
that were purposeful and strategic, and that created spaces and practices that were meaningful to them. Some of the
actions that were described included: seeking purposeful connections, emotionality and taking risk, and curating safe
and personal spaces from which to connect with self and others. For many students, the connecting from a sense of
safety was important. Crucially, students showed agency in creating and curating multiple and flexible experiences of
belonging, in different times and spaces. Belonging was shown to include multiple sensual, affective, and material
dimensions.

As a result, while belonging still holds significant value as a concept for informing contemporary theory-practice in
higher education; this concept needs to be handled with care. Given recent overuse, there is a real danger belonging
will simply be reduced to a buzzword that functions as a shorthand for simplistic ideas that do not resonate with the
granular lived experiences of contemporary students. Our research showed belonging to be a concept that was
flexible, situated, multiple, evolving, purposeful, experienced in both micro practices and as a sense of something
larger. We suggest that educators consider how belonging operates as a nuanced and complex concept: as ‘a matter
of concern’ (Latour 2004) as opposed to a ‘matter of fact.” In such a framing, belonging needs to be considered as



something we are concerned, curious and care about, as opposed to something that can be easily fixed, fostered or
measured.
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Abstract

Given that names signal people’s socio-cultural identities, including ethnic heritage of race, language and/or
nationality, there must also be a trend toward greater cultural diversity of students’ names in UK higher education. In
this article, we position the cultural diversity of students’ names, and particularly the pronunciation of students’
names, as key issues of equality, diversity and inclusivity. We present findings from our study of the pronunciation of
students’ names in institutions of higher education in England and show how student-facing staff in higher education
manage students’ names when they are unsure how those names should be correctly pronounced. We conclude that,
to better support the pioneering ‘identity work’ already undertaken by individual staff, policymakers in higher
education should develop and implement ‘whole institution’ initiatives in recognition of the pronunciation of students’
names as a key equality, diversity and inclusion issue.



Full paper

In the UK, growth in the number of international students and students of minoritized ethnicities studying in higher
education suggests that student populations have become less monocultural, mononational, and monolingual than
previously. Ethnicity is linked to names (Pilcher 2016), and so it can be surmised that these changes in the socio-
cultural profile of student populations also mean that there is a wider diversity of names amongst students. However,
there is a paucity of evidence about the significance of names and naming in education in the UK, including for
experiences of higher education, and for the development and operation of institutional equality, diversity and
inclusivity practices and policies.

In this talk, we draw on findings from our British Academy-funded study of the pronunciation of students’ names in
institutions of higher education in England (Pilcher and Deakin-Smith 2022). In this exploratory study, we surveyed
undergraduate degree-awarding institutions in England to gain a snapshot of existing policy and practice. Our survey
captured responses from 31 institutions. Only two reported that they had a formal policy/guidance on the
pronunciation of students’ names, and both of these related solely to graduation. This finding suggests that higher
education in England is not engaging systematically with the issue of the pronunciation of students’ names. We also
held qualitative interviews to better understand how students experience the (mis)pronunciation of their names and
how staff manage students’ names when they are unsure how those names should be correctly pronounced. Our
focus in this presentation are the practices used by student-facing staff when they are unsure how to pronounce a
student’s name.

Staff participants in our studies reported being motivated by equality, diversity and inclusion (EDI) concerns to
engage in a range of innovative practices of their own devising. These included directly asking a student (on a one-to-
one basis, not in a group setting) the correct way to say their name, Googling correct pronunciations, and writing
phonetic ‘cheat sheets’. In our analysis of these activities, we adapt Goffman’s (1959) conceptualisation of identity
work as being undertaken in different locales, including ‘front stage’ in public settings where there is an audience, and
‘backstage’, where preparatory rehearsals take place before a public ‘show’. Whether undertaken in preparation for
graduation ceremonies, daily in encounters with students, in front stage and/or in backstage locales, the various
identity work activities described by staff in our studies in relation to the pronunciation of students’ names were
evidently ad hoc, and improvised, the result of their own individual motivation and efforts, and oftentimes, not entirely
trusted to work. These findings point to a lack of training, resources, guidance and/or policy about the pronunciation
of students’ names at an institutional and/or national level or, at least, a lack of knowledge about its availability.

Our findings enable us to identify actionable ways (some suggested by our staff participants themselves) that practice
and policy in higher education can better engage with this important EDI issue. We recommend that institutions of
higher education develop and implement ‘whole institution’ solutions. Holistic and potentially transformative strategies
might include: the incorporation of names and identities including in relation to pronunciation within EDI training for all
staff (tailored to meet the differing needs of e.g., academics and professional services staff) and within induction
activities for all students, whether domestic or international; the adoption of and the integration with existing digital
students’ records systems of fit-for-purpose software specifically designed to aid the correct pronunciation of names
through capturing audio-recordings of individuals saying their own name (e.g., NameCoach 2023); the
implementation of policy to encourage all staff and all students to include an audio-name recording (created, for
example, through NameCoach) in their email signature as a route to normalising declarations of the pronunciation of
names; the development at both local and national level of resource banks to widely publicise and distribute guidance
and tools to aid the correct pronunciation of names.

Whole institution’ strategies incorporating multifarious solutions would shift the work of correctly saying students’
names more firmly to the ‘backstage’ and would help rebalance the significant identity workload currently borne by
individual student-facing staff - and, of course, by students themselves. Such solutions would systematically engineer
into the whole duration of a student’s period of study and across all aspects of a student’s day-to-day interactions with
staff an embedded recognition of the importance of names for their embodied identities, for their experiences of
higher education and for issues of equality, diversity and inclusion more broadly.
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Abstract

Disabled students remain systematically disadvantaged compared to their non-disabled peers. It is essential that
educational practitioners and policy makers appreciate the complexity of the disabled student experience in order to
address this issue. In the present study, we identified 60 online forum posts (and 31 replies to the posts) discussing
personal experiences of disability and Higher Education. Online posts (and their replies) were subject to inductive
thematic analysis and six themes were extracted from the data. These themes were (i) Impact on education, (ii)
Isolation from peers, (iii) Seeking advice and support, (iv) Barriers to assistance and accommodations, (v) Impact of
accommodations, and (vi) Providing guidance and support. Recommendations for practice focus on the practical and
social support required to ensure that disabled students are neither marginalized nor disadvantaged.

Full paper

Despite an apparent commitment to creating an inclusive and accessible environment, disabled students remain
systematically disadvantaged compared to their non-disabled peers. For example, it may be more difficult for disabled
students to access information during lectures (e.g., taking notes), participate in class activities (e.g., group-work),
and complete assessments (e.g., oral presentations, written examinations) compared to non-disabled peers (Fuller et
al., 2004). It is essential that education practitioners and policy makers appreciate the complexity of the disabled
student experience in order to address this issue. For example, disabled students may be concerned that a request
for accommodations makes them ‘extravisible’ (Goode, 2007) in an environment where disabled students are more
likely to experience isolation, self-consciousness, fear of stigmatization, bullying and rejection (Shaw & Anderson,
2018). The present study investigates disabled student experiences of Higher Education through analysis of online



forum posts. We identified 60 online forum posts (and 31 replies to the posts) discussing personal experiences of
disability and Higher Education. Posts (and their replies) were subject to inductive thematic analysis.

We identified six themes relating to disabled students’ experiences of Higher Education. Theme 1: Impact on
education (67% of original posts, 23% of responses). Students feared falling behind with their studies and were
aware of the impact that disability had on their grades. As a consequence, a number of posts described suspension
or a reduction in the number of classes taken. Students were aware of the additional challenges they experienced
compared to their non-disabled peers. In particular, disabled students were aware that they needed to work harder
than non-disabled students and were often underestimated or dismissed. Theme 2: Isolation from peers (18% of
original posts, 3% of responses). Posts described an isolation from peers. In part, this reflected avoidance and
othering from non-disabled peers. Isolation was also a consequence of the challenges posed by disability, especially
in relation to the limited energy and time available to disabled students. Theme 3: Seeking advice and support (62%
of original posts, 0% of responses). Posts often requested guidance from other forum users. Students were especially
interested in advice related to engaging with disability services and advice was particularly valued by those in similar
circumstances or with relevant experience.

Theme 4: Barriers to assistance and accommodations (47% of original posts, 16% of responses). The challenges
experienced by students seeking assistance and accommodations were clear. For example, posts outlined the length
of time required to arrange accommodations and denial of appropriate support. Where accommodations had been
provided, some students reported a reluctance to use them. This reluctance reflected a range of issues including
concerns that they were not ‘disabled enough’ or that they would be perceived ‘differently’ to their non-disabled peers
by academics. Theme 5 Impact of accommodations (23% of original posts, 29% of responses). Posts often discussed
the impact of accommodations. These included both the benefits afforded by accommodations and the limitations of
these. The accommodations received did not, however, fully address the challenges experienced by disabled
students. In part, limitations of the accommodations provided were a consequence of unsupportive disability services.
Theme 6: Providing guidance and support (0% of original posts, 81% of responses). Responses to posts were
typically focused on providing guidance and support. Guidance addressed both general health issues and academic
studies and placed particular emphasis on engagement with disability services or academics and obtaining
accommodations. Responses also provided emotional support and solidarity. To conclude, themes demonstrated the
manner in which educational achievement and the broader student experience were affected by disability.
Recommendations for practice focus on the practical and social support required to ensure that disabled students are
neither marginalized nor disadvantaged.
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Abstract

Whilst care experienced young people are one of the most under-represented groups in higher education in the UK,
some care experienced young people do make successful transitions to and through university. Research in this field
has routinely drawn on the concept of resilience to understand why some care experienced young people succeed in
higher education despite experiencing considerable adversities and inequalities (Cotton et al., 2014). Drawing on the
voices of 10 care experienced students and graduates from UK universities, the paper highlights the role of their
learning identities, positive experiences of education during their time at university, supportive adults and social
capital as key to the formation of their resilience. The data provides an opportunity to critique the concept of resilience
which is often used to explain care experienced students’ success in higher education by highlighting the role of wider
circumstances in their successful transitions to and through higher education.

Full paper

In recent years there has been a burgeoning interest in care experienced students’ transitions to higher education
(Jackson and Ayaiji 2007) and their experiences of it (Cotton et al., 2014; Cotton et al., 2017; Ellis and Johnston
2022). Research in this field has made significant progress in illuminating both the multifaceted challenges faced by
care experienced students (Jackson et al., 2005; Jackson and Ayaiji 2007; Ellis and Johnston 2022), as well as the
positive outcomes and ‘successes’ of those who do make it to university and progress through it (Cotton et al., 2014;
2017). Given that care experienced students are amongst the most under-represented group of students in higher
education (Harrison 2020), the recent focus on those who successfully transition to higher education and their
experiences of it, is a valuable and welcome addition to research in this field.

As researchers have sought to understand care experienced students’ successful transitions to and outcomes in HE,
they have highlighted the numerous factors which help to explain why some care experienced students are
successful in transitioning to HE and progressing in it. These factors include good prior educational attainment,
supportive and encouraging adults (Driscoll 2013), stable and supportive school and care placements and good
financial support (Jackson and Cameron 2012). In addition, young people’s resilience and self-reliance has been
identified as important in supporting young people’s transitions to HE (Driscoll 2013). Indeed, the notion of resilience
has become a widely used concept to explain why some young people with experience of care do well in and
progress through HE, despite experiencing considerable adversities and hardships (Cotton et al., 2014; Pinkney and
Walker 2020; Ellis and Johnston 2022). Researchers working in this field have been keen to emphasise that
resilience is not an intrinsic characteristic, but rather, is enabled by environmental factors such as having supportive
and caring adults (Driscoll 2013; Cotton et al., 2017). With respect to care experienced young people in higher
education, Cotton et al (2017) argue that institutional and wider environmental factors are crucial in young people’s
university experiences and outcomes. Pinkney and Walker (2020) also reveal how care experienced students’
success in higher education can be explained by a myriad of factors, including the presence of supportive adults who
are able to provide practical, emotional and financial support, as well as students’ own resilience, drive and
determination. Collectively, these studies highlight the role of social environmental factors such as supportive
relationships with key adults to students’ resilience. In doing so, this body of research has countered individualising
narratives embedded in resilience discourses in policy and public discourse.

Notwithstanding these important insights, there is a need to better understand the roll of young people’s wider social
and educational circumstances in their transitions to HE and progression in it. Drawing on data from qualitative
interviews with 10 care experienced UK students and graduates, this paper reveals that a myriad of factors helps
explain their successful transitions to university and progression in it. These include their positive learning identities
and enjoyment of learning prior to and during their time at university. They also include supportive adults, social
capital, chance opportunities and luck. These factors are socially structured by circumstances beyond the students
and graduates' own making. Thus, the resilience shown by these students and graduates was deeply bound up with
and had emerged from their wider circumstances, including their positive learning identities which had begun to form
at earlier stages of education and prior to embarking on university. The paper reveals therefore that whilst the
concept of resilience may have value in illuminating the determination and drive shown by individuals, we should
recognise that resilience is always forged in the context of wider circumstances. The paper also argues that the over-
reliance on the concept of resilience can mask the deep and enduring inequalities, experiences of adversities and
trauma, which powerfully shape care experienced young people’s experiences of higher education.
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Abstract

Inequalities in who accesses and succeeds in English higher education persist. A key feature of policy aimed at
‘widening participation’ to HE has been the idea that targeting should be used to reach the most in need, under-
represented groups. Through interviews with nineteen WP practitioners working across England, this research
explores how national policy is translated into local settings when it comes to targeting. With a focus on professional
contexts (the values, beliefs, and experiences of WP practitioners) and material contexts (resources, budget,
staffing), it examines the degree to which variations in practice can be explained by context. Importantly, it also sheds



light on how context shapes the prioritisation of target groups and facilitates or impedes individual young people
taking part in these activities.
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There remain stubborn inequalities in who enters and thrives in the English HE sector. For over two decades,
government policy and regulation have directed HE institutions to deliver measures to widen participation and to
target these efforts at students from under-represented groups. Practitioners working in discrete departments within
universities which deliver WP outreach activities have been subject to shifting messages about targeting, with the
conception of ‘WP target groups’ reconfiguring over time. Understanding how targeting policy is translated into
practice within WP departments matters, because these decisions ultimately determine who is included, and who is
excluded, from participating in potentially life-changing initiatives.

Taking a view of policy as enacted through a process of struggle, mediation and recontextualization involving a range
of policy actors (Maguire et al., 2015; Ozga, 2000), this research explored the extent to which variations in targeting
approaches are a product of the contextually-contingent nature of WP policy enactment. While a small body of
research has examined the ways that English HEIs translate national WP policy into their local settings, this has
tended to draw on institutional documents (McCaig, 2015; McCaig & Adnett, 2009) and interviews with university
leaders and senior management (Butcher et al., 2012; Greenbank, 2006, 2007). Rarely have approaches to policy
enactment been explored from the perspective of practitioners; policy actors situated ‘on the ground’ of WP (McCaig
et al., 2022; Rainford, 2016, 2021).

Semi-structured interviews were conducted with nineteen WP practitioners working in HEIs across England, featuring
a diverse sample of regions, institution types, and job roles. Transcripts were thematically analysed, guided by a
framework of four contextual dimensions developed by Braun, Ball, Maguire, and Hoskins (2011) in theorising policy
enactments within secondary schools. | focus here on two of the dimensions: professional and material (see Benson-
Egglenton (2022) for a discussion of situated and external contexts).

The shaping force of the professional contexts that WP practitioners bring to their roles — their values, identities, and
experiences - varied by the size of the WP team and its resources, the nature of their position within it, and their skills
and knowledge related to targeting — but were always present. Practitioners were very rarely agency-less
implementers of targeting policy; while heads and deputy heads of departments had more obvious roles in developing
official strategies, those in non-management roles described ways that they nudged the execution of targeting to
better fit with their personal ethics and beliefs about the aims of WP and which young people are most in need, as
well as being informed by earlier experiences of delivering programmes. While this context was more subtle, there
were multiple examples of practitioners shaping the prioritisation of different target groups, such as pushing for
students outside of London to be eligible for programmes or making particular efforts to include more boys.

The material contexts of a WP department — its available budget, staffing and resources — reflected the institution's
market position and student intake. Less diverse, high-tariff universities generally had much larger teams which
included dedicated evaluation staff, who appeared to have a significant role in shaping the enactment of WP targeting
policy, providing the ‘interpretations of interpretations’ that steer a team’s approach. For some smaller WP
departments, time and cost implications drove a reliance on postcode measures and school-level data. For all kinds
of institutions, the quality of data available to carry out targeting policies — in particular the high degree of self-
reporting for individualised measures — was a significant constraint. In some cases, this appeared to have
consequences for the selection of target groups, as practitioners were dissuaded from data that was challenging to
verify such as FSM and parental occupation, and more inclined to use ‘quantifiable’ postcode metrics. In addition, the
level of demand for places on a WP programme relative to available resources also shaped targeting by necessitating
a more or less strict approach. Effectively, those applying to popular programmes at high-status institutions are often
required to meet a much greater number of WP criteria to be successful; this is likely to exclude young people who
experience real disadvantage, but who don’t tick every box.

While the interlinked contexts of an institution’s position within the marketized HE sector, makeup of its student
intake, and nature of its relationship with the regulator were found to be the primary forces shaping WP policy
enactment, findings in relation to professional and material contexts suggest that a number of other factors inflect the



interpretation of targeting and that these contextualised interpretations have clear implications for the target groups
that are taken forward.
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Abstract

This paper investigates the key factors impacting the student experience in Australian higher education (HE)
institutions, for international and domestic students. Drawing on data from the 2019 Student Experience Survey
(SES) with a sample of 208,734 undergraduate and postgraduate students (54,613 being international students) from
39 institutions, this research provides empirical insights into the impact of various factors on the student experience.
Results reveal that international students' experiences vary based on their region of origin. Being an international
student moderates the effects of each aspect on the overall educational experience. Teaching quality, student
support, and skills development have weaker effects on international students' overall experience compared to
domestic students, while learner engagement and learning resources have stronger effects. These findings have
significant implications for research, practice, and policy in HE, emphasizing the need to invest in the international
student experience for improved university performance and an equitable education system.

Full paper
Introduction

The student experience in higher education (HE) is increasingly recognized as a crucial aspect, with its impact on the
quality of education delivery being widely acknowledged [1, 2]. Although the term ‘student experience’ is often used,
its definition is still unclear [3]. The concept has evolved to include not only teaching and learning, but also student's
engagement with administrative and support services [1, 2, 4, 5, 6].

Furthermore, the larger cohort of international students in HE reinforces that the concept of a unidimensional student
experience is no longer valid and a thorough assessment of the HE experience is required [4, 7, 8]. Most studies,
however, focus on specific aspects of the HE experience and specific set of student demographics, failing to capture
the multidimensionality of the HE student experience and the interactions between the various aspects of the student
experience. This paper aims to address the gaps in the literature by offering a comprehensive understanding of the
multidimensionality of the HE student experience in Australia.

Analytic approach

The study utilizes data from the Quality Indicators for Learning and Teaching (QILT) surveys [9], more specifically
from the 2019 Student Experience Survey (SES) dataset (n=208,734 undergraduate and postgraduate students from
39 HE institutions in Australia; with n=54,613, or 26.16%, being international students). The SES provides insights
into five focus areas, including skills development (SD), learner engagement (LE), learning resources (LR), student
support (SS), and teaching quality (TQ); as well as the overall educational experience (OE).

Firstly, we investigate the key factors impacting student experience and compare the experiences of domestic and
international students by fitting multiple linear regression models of the following form:

E= a+ B1xInt + f2x(C+e



Where E denotes a measure capturing one of the aspects of student experience or the overall educational
experience (OE), a is the model’s intercept; Int denotes the binary variable capturing the international status of the
student, C is a set of control variables including student factors; B are coefficients (or vectors of coefficients) to be
estimated; and e is the regression error.

The models are then used to examine how experiences vary for international students from different regions of origin.

We also investigate how international and domestic students differ in terms of the drivers of their overall educational
experiences. The models include interaction terms between measures of various aspects of student experience (Exp)
and international student status (Int). The models are of the following form:

OE= a+ B1xInt+ B2:(IntXExp) +B3xExp+B4xC+e
Findings

The findings indicate that international students report a worse OE than domestic students. However, international
students tend to report more positive experiences than domestic students with SD, LR, SS, and TQ, while they report
worse experience with LE. The patterns for student citizenship/residence status and English-speaking background
were comparable to international student status. The results also indicate that having positive experiences in all five
focus areas is associated with a better OE. Furthermore, this relationship was more pronounced for TQ, which is in
line with trends observed in the literature.

Compared to domestic students, international students from Oceania, Sub-Saharan Africa, and Southern and Central
Asia tend to have better OE and better experiences in all five focus areas (Figure 1). International students from other
regions tend to have an inferior OE than domestic students, with students from North-East Asia reporting the worst
experience. International students from North-East Asia also report the worst experience with SD and LE, while
international students from North Africa and the Middle East report the worst experience with TQ. While international
students from most regions have a better experience than domestic students with LR and SS, international students
from North-West Europe have marginally inferior experiences with LR, and international students from the Americas
and North-East Asia have slightly inferior experiences with SS.

Furthermore, this study found that being an international student moderates the effects of each of the aspects of
student experience on the OE. The effect of LE and LR on the OE is stronger among international students than

among domestic students. While the effect of SD, SS, and TQ on the OE is weaker among international students
than among domestic students.

Implications

This research offers valuable insights for theory, policy, and practice in HE, contributing to the goal of transformative
education for an interconnected and equitable world. The results suggest that policy initiatives aimed at improving
international student experience across multiple dimensions can enhance overall educational experience,
emphasizing the importance of investing in the international student experience as it is linked to university
performance.
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Abstract

Orientation and transition programs are intended to introduce a student to their university environment, physical and
cultural, and traditional include key elements. Despite this, there has not been comprehensive sector-wide
consideration on the impact of these programs on student’s wellbeing and academic outcomes at university.
Therefore, we undertook a rigorous systematic literature review of orientation programs and their impacts to provide
universities with a clearer understanding about what elements would support a student’s positive wellbeing and
academic outcomes.
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Introduction

For almost as long as university orientations have been standard practice, there has been questions regarding the
value of such practices (for example: Chandler, 1972; Grier, 1966). In spite of this, orientations are run at higher
education institutions around the world and are considered a fundamental event to support student’s transition into
the institutions community. Over the years, researchers and practitioners have highlighted the importance of
participating in orientation, with impacts on retention (Krause et al., 2005), wellbeing (Pascarella & Terenzini, 2005),
engagement with the university (Kift, 2009; Krause & Coates, 2008; Tinto, 1994), and successful completion of a
degree (Pascarella & Terenzini, 2005).There appears to be consensus that orientation activities are indeed
worthwhile for institutions to spend the time and money to run.



Previous researchers have indicated the value of orientation programs, bringing together theory, best practice, and
research examples to support practitioners and researchers alike understand and support first year students
(Pascarella & Terenzini, 2005; Upcraft et al., 2005) and are considered foundational documents. Included in Upcraft
et al. (2005) is a study that was undertaken to understand how higher education institutions in the US organise,
structure and evaluate the curricular and cocurricular elements of first year (Barefoot, 2005). This includes
consideration for the orientation programming and noted that while most institutions conduct evaluations, insufficient
information was found on the methods, and outcomes. Ultimately, many institutions were utilising measures of
satisfaction as the basis of their program evaluation. Another chapter in Upcraft et al. (2005) recommends best
practice considerations when designing orientation programs (Mullendore & Banahan, 2005). Even with these
seminal documents, there appears a lack of consensus regarding which elements of orientation, including timing,
length, and inclusions, have the greatest potential for impact.

Undertaking a systematic approach, this study seeks to synthesis key elements from 139 documents evaluating
undergraduate orientation programs from the United States of America, Australia and the United Kingdom to gain a
broader understanding of the overall effectiveness of orientation programs. Through this, | attempt to gain a clearer
understanding of the intention of these programs, how they are evaluated, and determine if there are potential links
between key program elements and outcomes, which could be recommended for inclusion in orientation programs
more broadly. This paper also seeks to be of use to future researchers and practitioners, by identifying and
synthesising key research to assist in identifying key priorities for future research.

Method

To identify existing evaluations, | conducted a systematic search informed by Preferred Reporting ltems for
Systematic Reviews and Meta-Analysis (PRISMA) guidelines (Page et al., 2021). This process of review was
undertaken with the intent to provide a comprehensive analysis of orientation evaluations across a key section of the
higher education sector. There has been increased recognition of the value of utilising the systematic review process
as a research process within higher education (Bearman et al., 2012), with a number of systematic reviews and meta-
analysis emerging in recent years (Berry, 2014; Franzoi et al., 2022; Matus et al., 2021; Tan et al., 2016; Tight, 2020;
van der Zanden et al., 2018; Younger et al., 2019).

The intent of this review was to identify empirical, quantitative examinations that investigated the outcomes and
impacts of orientation programs. To be included in this review, documents had to report quantitatively measured
impacts of higher education orientation programs, located within the US, Australia and the UK. Quantitative studies
were selected as we need to move beyond participation numbers and satisfaction ratings and consider tangible
impact. This will ensure we can demonstrate the value of these programs to students and institutions alike.

Additionally, documents were from 2000 onwards due to changes across the sector in relation to technological, social
and economic changes that have influenced participation in higher education (Baik et al., 2015; Mullendore &
Banahan, 2005; Pascarella & Terenzini, 2005). These changes have resulted in government led policies intent on
increasing participation, particular for students who are traditionally underrepresented in higher education (Australia.
Department of Employment & Training, 1990; Gale & Parker, 2013; Thomas, 2017; Wood & Breyer, 2017).

Results and discussion

The analysis of this systematic review is still underway but will be finalised prior to the conference. This analysis
seeks to answer the following questions: what is the intention of orientation programs; what is included in said
programs; what is being measured; and how long does participation have an impact.
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Abstract

In the context of rapid development of internationalisation in Chinese higher education, as well as the increasing
mobility of academics across country borders, more and more international early career researchers (ECRs) are
seeking career opportunities in Chinese universities. Using 32 in-depth interviews, we investigated international
ECRs’ acculturation strategies at Chinese universities through Berry’s theoretical tools. We find that the adaptability
of experienced international scholars are key indicators that have successfully led participants to achieve integration
strategy, and we demonstrate how a lack of response and feedback from the institution might lead participants to the
status of marginalisation and separation. Moreover, we emphasise that the individual strategy is not always freely
chosen, but largely impacted and constrained by the contextual feature of institutional culture. We highlight the
importance of notifying the dynamic nature of cross-cultural adaptation, and recognise the fluidity ingrained in this
process.

Full paper

In the context of globalisation and knowledge economy, the competition for talents with internationally recognised
expertise has spread around the world (Brown and Lauder, 1996; Altbach, 2015). Many nation-states have launched
policy and funding schemes to promote international mobility of university academics (Fahey & Kenway, 2010).
Moreover, the internationalisation of higher education has significantly promoted the academic mobility across nation
borders, and sometimes across different cultures. China has actively joined the positional competition in the global
battle for world-class excellence (Hazelkorn, 2009; Huang, 2015). As the rapid development of internationalisation in
Chinese higher education and the growing uncertainty in global HE sector, the number and scale of international
scholars, particularly Early Career Researchers (ECRs) working in China has significantly increased. However,
existing studies about international scholars working in China has been focusing on the policy and practices of
internationalisation at the institutional level (Huang, 2007; Yang, 2005; Ma et.al, 2012). Only few research paid
attention on international ECRs’ individual experiences. Their real encounters in the Chinese academic context are
far from being fully studied.

As part of a larger project on international scholars’ working and living experiences in China, this article focuses on
the exploration of international ECRs acculturation strategies and how their choice of strategies were affected by their
unique encounters with the social and cultural context of Chinese universities. We adopted a qualitative research
method and conducted in-depth interviews in 2016 and 2023 in top research universities in Shanghai. We collected
more than 400 international scholars’ profiles from universities’ official websites and recruited 32 international
scholars through email contact or snowballing. To achieve a more representative and balanced group of participants,
we also adopted purposive sampling method to incorporate participants relatively underrepresented in the profile
analysis stage, such as female academics and those from non-Western countries.

In this article, we revisit Berry’s influential theory on acculturation and utilise it as a conceptual tool to identify
international ECRSs’ strategies and unpack the hidden contextual determinants that take a significant role in
generating their unique pathways towards cross-cultural adaptation (Berry,1997;2005). We suggest that international
ECRs are generally caught up in the nexus of precarity and privilege. Both their career status and international
background act as essential roles in shaping their unique pathway in Chinese academic milieu. In regards to the
integration strategy, we find the inclusiveness of the institutional culture, and the adaptability of experienced
international scholars are key indicators that have successfully led participants to achieve mutual accommodation in a
plural cultural environment. In assimilation strategy, we explain why early career researchers are more likely to apply



the assimilation strategy, which entails a high degree of compliance with the dominant culture. Moreover, we
demonstrate how a lack of response and feedback from the institution might cause an enduring sense of
disappointment and emotional suffering, and eventually lead participants to the status of marginalisation and
separation. We emphasise that the individual strategy is not always freely chosen, but largely impacted and
constrained by the contextual feature of institutional culture and social milieu in general. According to the dynamic
interactions between the individual and the dominant group, one’s adopted strategy might subject to changes at
different stages of the adaptation phase. We suggest that the categorisation and identification of acculturation
strategies are helpful to understand international scholars’ situation at a given point, but it is of necessity to notify the
dynamic nature of cross-cultural adaptation, and recognise the fluidity ingrained in this process.

The results of this study provide detailed discussions on international scholars’ encounters in the context of Chinese
higher education system, which complicate the current linear understanding of this group’s cross-cultural adaptation
process and further contribute to the application of Berry’s theory with rich and nuanced empirical data. This paper is
also intended to contribute to the current literature, policy, and practice in the context of the limited attention that has
been paid to international scholars in China. This study focused on providing novel and detailed accounts of
international ECRs’ real-life challenges in Chinese academia, with an intention to facilitate mutual understanding
between Chinese academia and international academics, and to provide useful implications for practitioners involved
in international higher education.
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Foundation Year programmes enable students, who had not considered university level study, to embark on a four-
year degree programme (Webber, 2023,a,b). This conference paper and presentation will share initial findings from a
small-scale longitudinal research study in the UK, focusing on the lived experience of five students during their
degree with Foundation Year programme (Webber, 2020, 2023a, 2023b). Initial findings reveal how well the
Foundation Year prepared students for university level study including the development of study skills, self-belief and
academic confidence (Webber, 2023a, 2023b) . Factors that have led to these findings will be explored during the
presentation.

Full paper
Introduction

In the UK, Foundation year programmes provide a stepping-stone into Higher Education for those believing it is not
accessible to them (Prospects, 2023). They promote widening participation by accepting students with low UCAS
tariffs, students with non-traditional qualifications, mature students and those who have been out of education for a
long time. Foundation year programmes are viewed as a pathway to promote equal opportunities for disadvantaged
and mature students (Nathwani, 2019). A Foundation Year programme enables students to become accustomed to
the field of study and develop study skills needed for university level study (Prospects, 2023).

Research aims and methods

We introduced the BA Hons Early Childhood Studies or Education with Foundation year programme at the University
of Plymouth in 2019 . We were curious about whether this course prepared students for university level study, and
how successful these students would be during the duration of their four-year degree (Webber, 2023a, 2023b). We
felt the best way to measure this was through a longitudinal project to track the experiences of the new students on
our Foundation year programme, from their first year to the end of their degree studies.

Research into the extent to which Foundation year programmes successfully prepare students for degree level study
is limited (Curtis et al., 2017; Nathwani, 2019). Therefore, this longitudinal project offered an opportunity to collate
narrative data to develop the body of knowledge from a student perspective.

Ethical approval was granted through the University Ethical Committee. Five mature students volunteered to be part
of the longitudinal research study, names have been changed to preserve anonymity. Interviews took place twice a
year, during their four year degree programme, to capture their changing experiences and perceptions of their
university journey.

Findings

For the purpose of this paper, | am going to focus specifically on how well the Foundation Year prepared students for
university level study.

The students were glad that they had the opportunity to complete the Foundation year and felt it gave them the
necessary skills to embark on year one of university with confidence:

‘| think the Foundation year massively prepared me for it [Year 1]. | think if | had gone straight into this, | think | would
not be okay.’ Flo

‘...s0 pleased that I'd done that year [Foundation Year], and | would suggest anybody, who, you know they might
have been out of education for a while, raised a family, gone to work, maybe they've left school but are not quite sure
that they've got the skills to jump straight into a first year, | would recommend it.” Diana

‘I'm really glad that | did it. | think maybe that year allowed me to sort of park my old career and get a bit of
confidence that | could do something different... it was just a comfortable experience and | think...I might not have
made it through this year if | didn't do that.” Kate

Many students, initially lacked confidence in their ability to study and felt they needed to prove themselves, they also
struggled with imposter syndrome (Chapman, 2015).



‘I've got impostor syndrome enough as it is. To know whether or not that was the right step to take at the time
[starting the Foundation Year], | was a bit confused, but now I'm sort of like loud and proud | did it and I'm pleased |
did.’” Diana.

‘Foundation for me has been great and it's shown me that | am capable of certain things that | would have said, no,
no, she can't do that. Because I've been told my whole life you can't do that.” Stephanie

Being able to develop their study skills enabled their academic confidence to develop:
‘| think Foundation ... sets you up as a student more than anything.’ Flo

‘| feel like all of the work done in Foundation year is a huge help for the first year because you get that head start ...
whereas | am more confident in my coursework than a lot of my colleagues are.” Tony

Conclusion

Initial findings from this small-scale study suggest the value of Foundation year programmes in developing the
confidence and academic skills of students who may not have considered university level study before. Foundation
year programmes have the potential to transform student self-belief and open up opportunities that they had not
thought possible. These themes will be explored in more detail in future papers and at the SRHE conference to
analyse good practice and factors that may have led to these findings.
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This paper is situated in an ongoing curricular transfer collaboration project between NewGiza University (NGU-
Egypt) and University College London (UCL-United Kingdom). Using the Integrated Learning Curriculum framework
(Mitchell et al., 2019) as an underpinning theoretical framework, consultants from UCL have designed a challenge-
based curriculum that aims to equip undergraduate engineers with problem solving skills enabling them to confidently
approach the job market in the 21st century. Over two years, researchers from both institutions have worked closely
together to explore best administrative, academic and policy practices for transferring curricula across borders. Using
reflective journal logs as the data collection point, this paper adopts pattern matching to identify enablers and barriers
to the curricular transfer. Findings indicate interesting perceptions of the learning ethos across both cultural identities.
The study discusses implications to these findings along with opportunities for future research and policy
engagements.

Full paper
Introduction

In this study we present our research-informed understanding of international contexts of curricular transfer in Higher
Education. We identify contextual barriers and challenges embedded in the exchange policy and enacted in the
instructional practice. We briefly explain the research design, articulated to address the question: “How can on-site
research practice inform the administrative policy of curricular transfer of educational practice across international
cultural borders?” We conclude with a discussion of the implications of findings for research, policy and practice.

International Contexts of Practice: The Global Classroom Dilemma

Given the growing precarity around the educational world, which has partially been caused by the pandemic, the
growing numbers of displaced learners and other forms of distress, the post-COVID world is experiencing a very
rapid move towards the new trend of the ‘global classroom’ (Makramalla, 2022; Wiek et.al., 2013; Mason, 2002). This
means that across borders of culture, time zones and societies, learners can engage together and individually with
any instructional platform that is made available to them. We argue that this expansion into the 'global classroom’
presents itself as a challenge to local practitioners, as an underexplored area for researchers and as an opportunity
for policy makers.

International Contexts of Practice:

Across contextual borders, local practitioners are now adjusting themselves to the growing trend of a diverse and
heterogeneous virtual and in-person learner body, made up of local, displaced and foreign learners. Each of these
groups of learners carries with them a cultural baggage of expectations from the teaching and learning experience
(Makramalla & Stylianides, 2019).



International Contexts of Exchange and Legislation

Across contextual borders, local practitioners are preparing the aforementioned heterogenous learner body to be part
of a growing globalised community of practitioners, where cultural heritage and societal trends are mostly disregarded
(Makramalla, 2022). As a result, practitioners in the Higher Education sector target the standardisation of their
practices and of their learning experiences, often disregarding the uniqueness of each contextual culture (Makramalla
& Tilley, 2022). While this standardisation policy does have its advantages, it often overlooks the importance of
considering locally contextual voices and footprints of culture. This paper reports on an attempt to foster this culturally
sensitive contextual exchange.

The research question that guides this paper is hence: “How can on-site research practice inform the administrative
policy of curricular transfer of educational practice across international cultural borders?”

Research Design

This study presents analysis of a longitudinal collection of reflective journal logs written across two years by a
member of NGU. This facilitated comparative analysis between (1) the reflective entries related to the administrative
policy of curricular transfer and (2) the reflective entries related to the contextual culturally sensitive practice of the
cross-border exchanged curriculum. This longitudinal analysis adopted pattern matching (Yin, 2009) as a main
methodology. Identified patterns have been cross coded and further examined to uncover how they inform
international policies of academic exchange in the Higher Education sector.

Because of the word limitations, we will focus on presenting one main pattern in the findings. Throughout the
reflective journal entries, it was apparent that the nature of knowledge was perceived differently across the two
exchange parties. We will report further on this multi-layer investigation as part of the findings of the larger study from
which this work is derived. Regarding the nature of knowledge, we mean the perceived static versus dynamic nature
of mathematical content knowledge (Schoenfeld, 1992).

Implications on complexities of cross-border practice

In their work on the nature of knowledge, Schulmann et al. (1987) make a distinction between content and
pedagogical knowledge. While the first refers to the perceived nature of the content area itself, the second refers to
the perceived approach to teaching it. For the case of mathematics, our analysis identified interesting cultural
variations.

While one context considered mathematics to be a dynamic body of knowledge that drives the problem-solving
investigative practice, the second context considered it to be a static body of practice that needed to be mastered in
order to equip students to use it for other technical courses. As a result, the pedagogical practice of mathematics was
very procedurally oriented on one side and was envisioned as very challenged based on the other. This finding acts
as one lens to better understand the resulting complexities of practice, research and policy.

Discussion

The presented findings constitute a small part of our ongoing effort to explore how curricula have been enacted in the
cross-cultural transfer. Our target is to identify ideal ways to transfer a learning experience across borders, while
respecting the local culture.
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HEls are making commitments to greenhouse gas reduction and adopting sustainable practices with increasing
vigour. But might their progress be jeopardized by greenwashing? This paper argues that both purposeful and
unintentional greenwashing are a potential threat to HEIs’ engagement with the sustainability agenda. It reports on a
pilot research study which engages with a UK HEI's marketing and sustainability departments and finds evidence of
unintentional greenwashing influenced by a lack of sustainability literacy and collaborative orientation. It articulates a
plan for future research with UK HEIs to enable us to challenge purposeful greenwashing and avoid unintentional
greenwashing within the HE sector, and develop policy relating to greenwashing to inform marketing departments’
activity. We aim to support sustainable behaviours within HEl communities, building green trust within the sector, and
providing our students with exemplars of good practice to inform their future professional endeavours (Cownie, 2021).

Full paper

Understanding Greenwashing.



Whilst the origins of greenwashing are environmental claims and practices, Pizzetti, Gatti and Seele (2021, 23) claim
that greenwashing can be conceived as a multi-faced phenomenon encompassing both environmental and social
issues. Falsehood is the kernel of greenwashing and Pizzetti et al. (2021) offer a neat summary ‘the discrepancy
between ‘responsible words’ and ‘irresponsible walks”. Greenwashing has a wide range of negative consequences
including reduced trust and brand reputation and increased negative online negative word-of-mouth (Jahadi and
Acikdilli, 2009; Guo et al., 2018).

Greenwashing is the purposeful or unintentional disconnect between sustainability-related practice and
communication. Purposeful greenwashing can be conceived as opportunistic behaviour, the deceitful pursuit of self-
interest (Morgan and Hunt, 1994) embracing the violation of implicit or explicit promises (John, 1984, 279). Miller,
Munoz & Mallin (2021, 138) define opportunism as ‘behavior where candor or honesty is non-existent’.

If greenwashing can be purposeful or unintentional,, communication strategies and artefacts which knowingly seek to
misrepresent practice would be examples of purposeful greenwashing. Such approaches might comprise selective
disclosure of positive information with manipulative intents (Pizetti et al., 2021, 23). An HEI might highlight its move to
solar PV panels but purposefully omit to mention its investments into fossil fuels, displaying the lack of candor
highlighted by Miller et al. (2021). However, practices which do not live up to the agreed claims of an organisation, or
put undue focus on relatively unimportant activity could comprise unintentional greenwashing. Such practices could
be uninformed, imprecise or lazy.

Learning from a pilot study
This exploration of greenwashing in HE commenced with a pilot study aiming to:

Understand experiences of creating sustainability-related marketing content within HE.

It sought to explore whether intentional or unintentional greenwashing was evident within the marketing practices of a
UK HEI. The research sample comprised ten employees within the institution’s marketing and sustainability
departments operating at a range of roles and levels. Ethical approval was secured to include informed consent.
Online semi-structured interviews were chosen to understand participants’ experiences of working in this area and
explore the possible evidence of greenwashing. The research tool included open questions around participants’
experiences of working with the sustainability agenda, developing messages around sustainability and the challenges
participants experienced in developing messages around sustainability. Greenwashing was explicitly introduced
towards the end of the interviews.

Participants acknowledged that greenwashing was evident within HE — even suggesting that greenwashing was
normalized. Little sense of purposeful greenwashing — as deceit-based opportunistic behaviors (Morgan and Hunt
1994) — emerged. However unintended greenwashing was evident, reflecting a discrepancy between responsible
words and actions (Pizzetti et al., 2021).

Three key themes emerged which may help us to understand unintended greenwashing: sustainability literacy;
collaborative orientation; and authentic sustainability messaging. Figure one shows how together they may contribute
to unintended greenwashing within HE.

Insert figure one

The central greenwashing concern expressed by the HEI sustainability team was a combination of over-simplification
within communication messaging, with a focus on light, happy stories about activities with low impact. A lack of
sustainability literacy within the marketing team resulted in emphasis placed on aspects of sustainability practices



which ultimately are not very significant (e.g. recycling). This was further undermined by patchy collaboration
between the sustainability and marketing teams. One participant commented “Oh no, that’s not at all what we meant;
it's come out a bit wrong”. In short, they recognised unintended greenwashing. Key barriers to the creation of
authentic sustainability messaging were a lack of a collaborative orientation compounded by low levels of
sustainability literacy within the marketing team. A disconnect between authentic sustainability messaging and
sustainability activity comprised unintended greenwashing which may reduce trust and sustainability behaviours.

Moving forward

Drawing from the learnings of the pilot study and initial evidence that unintended greenwashing is relevant to HE,
future research is proposed, extending its scope to UK HEIs within Times Higher Impact Rankings (2023). The
research project aims to examine the nature, drivers and implications of unintended greenwashing behaviours within
UK higher education. Its focus will be staff and student focused activity, including recruitment of prospective students
and internal communications. Mixed methods will be adopted, embracing survey and semi-structured interviews
amongst marketing managers and executives within HEIs’ marketing departments, sustainability teams, students and
university staff.

This research can inform the development of policy relating to greenwashing within higher education. As universities
press forward on sustainability, unintended greenwashing threatens their success. This study suggests that
universities must attend to unintended greenwashing to influence the trust and sustainability practices (current and
future) of our students and staff.
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Figure one: Emerging conceptual framework
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Introduction. Achieving Sustainable Development Goal 4 in Africa is hampered by several demographic, historical,
and economic challenges in the incumbent Higher Education system. Recently, new disruptive innovators, so-called
‘challenger universities' emerged. This paper explores and compares challenger universities' innovation processes to
provide accessible, affordable, and quality Higher Education.

Methodology. A qualitative multiple case-study research design is applied. Unit of analysis are two challenger
universities operating in Africa: Nexford University and the African Leadership University. Document analysis was
used to collect data, and O’Leary’s (2014) ‘interview technique’ was used to identify connections and differences
between cases.

Findings. Five critical innovation practices were identified: financial innovation, the Hub and Spoke model,
competency-based online education, a focus on employability, and the use of emerging technologies.

Value: Results offer insights into how to achieve SDG 4, and also add nuances to the innovation debate, which is
dominantly situated in the Anglo-Saxion context

Full paper
Introduction

Sustainable Development Goal (‘SDG’) 4 outlines that by 2030 all women and men should have equal access to
affordable and quality tertiary education, including university. Moreover, such education should “increase the number
of youth and adults who have relevant skills for employment, decent jobs and entrepreneurship” (United Nations,
2023a). This target specifically “emphasizes that higher education must be globally accessible to all and of high
quality” (United Nations 2023b).

However, two key barriers prevent SDG 4 from being achieved in the context of Higher Education. Firstly, although
student enrollment in tertiary education has grown substantially over the last decades, Africa has the lowest tertiary
gross enrollment ratio globally. Existing universities in sub-Saharan Africa cannot absorb the growing demand
(UNESCO, 2010), leaving millions of eligible students unable to enrol in incumbent institutions of Higher Education.
Secondly, Africa’s existing public higher education system is hampered by several political, cultural, historical, and
economic challenges (Teferra and Altbach, 2004; Nyangau, 2014; Chipperfield, 2016; World Bank, 2017), such as
overcrowded classrooms, rising student-teacher ratios, and deteriorating infrastructure (World Bank, 2017, p.46).
Innovations are needed to address incongruities in the existing Higher Education system in Africa and achieve a
further substantial increase in student enroliment set out in Africa’s Agenda 2063 (African Union, 2023). However,
there are many barriers to innovation in incumbent universities, which, while not change-averse, are slow to change
(Cooley and Towers, 1996).

However, in recent years, new disruptive innovators in Higher Education, so-called challenger universities, are
emerging and growing (Marcus, 2021; Barosevcic, 2020, 2020a). Challenger universities are “moderately to
extremely innovative new institutions that offer a combination of new student experiences and unique outcomes



propositions all the way through to highly targeted and tailored offers with huge potential for scale” (Barosevcic,
2020a).

This paper explores the innovation processes challenger universities apply to contribute to SDG 4. The research
question posed is: How are challenger universities innovating to provide accessible, affordable, and quality Higher
Education that prepares graduates with the relevant skills for employment, decent jobs, and entrepreneurship?

Methodology

A qualitative multiple case study research design (Stake, 1995) is applied. Unit of analysis are two challenger
universities operating in Africa: Nexford University and the African Leadership University. Document analysis was
used to collect data, and O’Leary’s (2014) ‘interview technique’ was used to identify connections and differences
between cases.

Findings

Results suggest four key innovation practices. Firstly, to make Higher Education accessible and affordable, both
universities are engaged in process innovation in the form of financial innovations, including innovative pricing
structures and Income-Sharing-Agreements. Utilizing the Hub-and-Spoke model also substantially reduces per-unit
costs. Rather than constituting incremental innovations to help students pay fees without altering the business model
of the university, collective efforts implemented by both case universities constitute radical innovations, significantly
changing how the universities deliver value to their students, i.e., how they provide affordable education at scale
(Christensen, 1997; Du Plessis, 2007).

Secondly, to provide quality Higher Education, both case universities implement product innovations (competency-
based online learning) and business model innovations (Hub-and-Spoke model). Competency-based learning
answers the call for more career-oriented education (Mintz, 2022) and more flexible education (Mintz, 2022) because
students can shape their educational experience either by influencing who and what they learn (ALU) or by choosing
a specific future-oriented degree and deciding upon the speed of their study (NXU). The Hub-and-Spoke Model
furthermore allows both universities to offer a student experience distinguishable from incumbent universities,
address the many challenges inherent in delivering online education in Africa (Bayusuf et al., 2021), and encounter
the shortage of Ph.D.-level educated lecturers (Aduda, 2016; Chipperfield, 2016; Chuks Mba, 2017; Nganga, 2010,
2017).

Thirdly, both universities significantly improve educational outcomes by embedding students’ career readiness and
workplace competencies across the learning experience. As a result, while graduate employment rates remain low in
most of Africa (Omolo, 2010; World Bank, 2017), 85 percent of ALU graduates are placed in jobs within six months of
graduation, and 90 percent of NXU alumni achieve a 3-5x return on their investments.

Finally, utilizing new technologies constitutes the necessary infrastructure to establish affordable, scalable, quality
education models.



Value

Hence, by drawing upon emerging theories from innovation management and Higher Education (challenger
universities), this paper contributes practical examples of managing disruptive innovations and theoretical
suggestions for further study. It also adds geographic nuances to the innovation debate, which is dominantly situated
in the Anglo-Saxon context. Finally, results also offer new, practical insights into how to provide affordable, accessible
and quality Higher Education.
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Coupled with its postcolonial and contemporary challenges, the discussion about the role and value of Higher
Education (HE) in Nigeria has gained traction among its stakeholders. This research critically explores how the value
of HE in Nigeria is being constructed in public discourse. Media analysis, coupled with a discourse approach, was
used to reconnoitre the value construction and narrative hegemony of the role of HE. The finding shows three
dominant frames for constructing HE in Nigeria: (1) labour market value-driven model of education; (2) vocational-
oriented education, (2) and neolibralisation of education. Also, there was a power imbalance and social inequality in
the discourse around HE, where the government and academics have more discursive power and control over this



discourse in the media. This study recommends exploring the perspectives of underrepresented voices in the
discourse around HE in Nigeria and the impacts of neoliberalisation of education on student experiences and
outcomes.
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The discussion around higher education's challenges and transformational value has gained purchase among its
stakeholders (Jaja, 2013; Uduk, 2016; Oni et al., 2010; Ogunode and Musa, 2020; Asiyai, 2013). Some have
attributed these challenges and "value naming" to the inability of higher education to cater for the exponential
increase in yearly enrolment and the country's population (see Chukwurah, 2011; Kanyip, 2013). Other researchers
have identified issues such as policy rigidity and repudiation, inequity in access and participation, western-centric
curriculum, poor funding, uncanny lecturer-student ratio, incessant strike actions, gaps in skills, knowledge and value
provided and demands of labour markets and workforce, and implicit and explicit exclusion because of individual
makers of differences or identities (see Okebukola, 2006; Uduk, 2016; Arowosegbe; 2016; Ogunode, 2020).

While there has been extensive empirical and positional research on the challenges facing higher education in
Nigeria (see Okebukola, 2003; Uduk, 2016; Arowosegbe, 2016; Ogunode and Musa, 2020), none of these studies
employs a media analysis and critical discourse analysis as a theory and method to examine how the value of higher
education and its challenges are being constructed in public discourse; This pilot study fills this gap and hopes to
make meaning stride to the prevailing debates on higher education research in Nigeria.

The discourse analysis methodology involved the selection of two (2) Nigerian newspapers (Punch and Daily Trust)
published between 2021 to 2022. These two media outlets were chosen because they are ranked top among the rest
for wider coverage of audiences and their consistency of publishing education and policy issues; they have excellent
editorial standards and are go-to for education officers and policymakers in Nigeria (Adeyemo, 2015). The time
horizon (2021-2022) was also considered because of the small-scale nature of this inquiry and to ensure the rigour of
the finding of this study. Besides, this period could be regarded as Post-lockdown because of the COVID-19
pandemic. It was when different alternative schooling emerged, and the value of education was massively questioned
in Nigeria, where access to the internet for online learning was foreboding.

The study built on prior literature that has illustrated various constructs for students and HE, such as students as
consumers rather than learners, neoliberalisation of HE, and students as future workers. The analysis found a similar
construct of HE in Nigeria, primarily as a 'factory' for future workers, leading to three framing ideologies: a labour
market value-driven model, a shift to vocational-oriented education, and the commodification or marketisation of
education.

The findings indicated a prevailing narrative within Nigerian HE institutions about the ideal university model,
suggesting that the 'common sense' approach for universities is to prioritise entrepreneurship and labour market
readiness for students. The discourse emphasised the role of universities in workforce development and economic
growth, signalling a shift from traditional academic-centric approaches to a more market-oriented model. This shift
aligns with broader global trends towards the commodification and neoliberalisation of education.

The discourse analysis also revealed that the perspectives of academics and government officials dominate the
educational policies and practices discourse, potentially sidelining the valuable input of other stakeholders. The
underrepresented voices of students, parents, non-academic professionals, and non-governmental organisations
could result in a mismatch between the education provided and the practical needs of students and the job market.

Additionally, the use of images of government officials and academics accompanying their statements in the media
can lend authority and credibility to the discourse, potentially endorsing the presented views as 'official’' or 'correct.’
This finding parallels strategies in political discourse used to legitimise positions and actions, presenting them as
beneficial, necessary, or inevitable.

Overall, this research uncovers a significant ideological shift in higher education, as portrayed in Nigerian media. The
dominant perspective frames universities as labour market-oriented institutions, emphasising vocational skills, and
promoting marketised education. The study emphasises the importance of including multiple perspectives in shaping
education policies and practices, which currently overlook the perspectives of essential stakeholders.



Further research is recommended to explore these underrepresented perspectives in the discourse around HE in
Nigeria. Also, it would be valuable to investigate the impacts of the marketisation and neoliberalisation of education
on student experiences, career aspirations, and transitions into the job market.
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This case study investigates the influence of Teaching Practice (TP) on the professional skills development of
education students at Lead City University, Ibadan, Nigeria. Seventy-five 300 and 400 Level education students were
purposively selected for the study, and a Likert rating scale questionnaire was used for data collection. Findings
reveal that students' TP experiences positively contributed to the development of various professional skills.
Interactions with colleagues, co-operating teachers, and university supervisors were identified as significant factors
influencing the enhancement of these skills. The study underscores the importance of co-operating teachers and
university supervisors in facilitating the development of students' professional skills during TP. These individuals bear
the vital responsibility of mentoring student teachers and proactively addressing any negative perceptions or attitudes
they may hold towards teaching. The study made recommendations on how teaching practice exercise can be
improved.

Keywords: Colleagues, co-operating teacher, professional skills, student teachers, teaching practice, university
supervisor
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Background

Teaching practice is essential for preparing student teachers through practical training to become effective and
competent classroom teachers (Khalid, 2014). Nigerian universities, including Lead City University, have made it
mandatory for education students to undergo teaching practice for a minimum of twelve weeks before graduation,
recognizing the importance of work experience in developing professional skills. However, previous literature (Ukoh,
2016; Nkambule & Mukeredzi, 2017) questions the effectiveness of the program. Issues such as students not giving it
enough importance, limited engagement between supervisors and students, and uninteresting co-operating teachers
have been reported, resulting in a lack of interaction and learning opportunities. These challenges contribute to
concerns about the quality of teachers produced and their classroom performance in Nigeria.

To address these concerns and improve the teaching practice program, it is crucial to assess its effectiveness,
particularly at Lead City University, Ibadan. This study aims to examine the influence of student teachers' teaching
practice experiences on their development of professional skills, focusing on education students at Lead City
University. To achieve the aim, one research question and one hypothesis were raised.

RQ: To what extent does the TP exercise enhance the development of student teachers’ professional skills?



Ho: Student teachers’ experiences with different individuals (colleagues, co-operating teachers and university
supervisors) they interacted with during TP will have no significant influence on their development of professional
skills.

Student Teachers’ experiences during TP and their development of Professional Skills

It is expected that teaching practice would enhance student teachers acquisition of professional skills (Aglazor, 2017).
These professional skills are the expertise, personal qualities and competencies that a teacher needs to possess and
display in order to be effective on the job as a teacher. Such skills that were considered in this study include lesson
plan preparation, self-confidence, effective classroom management, communication skills, selection of instructional
materials, time management, evaluation of students’ performance, selection of appropriate teaching methods and
student-teacher relationship (Ukoh, 2016). Student teachers experiences during TP have been found to have
influence on the development of their professional skills (Aglazor, 2017; Ikitde, & Ado, 2015; Khalid, 2014). Several
factors, which contribute to experiences of student teachers during TP have been identified in literature. However, the
focus of this study is on student teachers’ interactions with colleagues, cooperating teachers and university
supervisors.

Methodology

The study is a descriptive case study research with Lead City University, Ibadan, Nigeria as the case study university.
In Lead City University, students go for their first teaching practice at the end of their 200 level second semester and
the second one at the end of the 300 level second semester. Therefore, the respondents (n = 75) were purposively
selected from 300 and 400 level education students during the second semester of the 2021/2022 academic session.
A Likert rating scale questionnaire was used for data collection (r=0.79) and descriptive analysis and simple
regression were employed for data analysis.

Results and Discussion

The weighted mean of student teachers' development of professional skills during TP was 3.33 (SD=0.58), indicating
that the majority of student teachers agreed that TP enhances the development of the listed professional skills. The
most developed skill, according to the students, was self-confidence in effective lesson delivery (x=3.44, SD=0.66),
followed by communication skills (x=3.41, SD=0.76), lesson note and lesson plan preparation (x=3.39, SD=0.73),
evaluating students' performance (x=3.35, SD=0.69), selection of appropriate teaching methods (x=3.32, SD=0.76),
relationship with students (x=3.32, SD=0.64), selection of instructional materials (x=3.31, SD=0.68), improvisation of
teaching aids (x=3.29, SD=0.67), effective classroom management (x=3.28, SD=0.81), and time management
(x=3.23, SD=0.83) in that order. This finding aligns with previous research acknowledging work experience as an
effective method for developing professional and transferable skills (Tymon, 2013; Marais & Meier; 2014Pitan &
Muller, 2023).

The results of multiple regression analysis indicate that student teachers' experiences with colleagues, co-operating
teachers, and university supervisors significantly and positively influence the development of their professional skills
(R*=0.203, F(1,73)=19.8, p<0.0001). This suggests that experiences with these individuals explain 20.3% of the
variance in student teachers' professional skills development. This result is consistent with Khalid (2014) who found
that students, colleagues, co-operating teachers and supervisors (in that order) contribute significantly to student
teachers’ professional development.

Implication

Given the importance of student experiences with colleagues, co-operating teachers, and university supervisors
during TP as found in this study, universities should orientate faculty of education Lecturers about the significance of
their roles in TP's success. Partnering schools should also be informed about the responsibilities of co-operating
teachers.
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Widening participation (WP) in higher education (HE) remains a significant component of UK education and wider
social policy landscapes. It aims to create a university system addressing the under-representation of particular social
groups. Mature working-class students are one such group, yet they have recently largely disappeared from this
agenda. The journey for those entering university via an Access to HE course provides valuable context to the WP
agenda. This paper presents a comparative analysis of two narrative studies conducted 20 years apart. It evidences
the ongoing value of progressing into HE for mature working-class women taking an Access course. The research
makes visible the realities of class-based inequalities, highlighting how they are experienced and continue to shape
educational and employment trajectories. The women participants were motivated yet constrained by their classed
consciousness. We present practitioner-led enquiry as a valid epistemology which provides important insights into
mature students’ journeys into university.
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Introduction

Widening participation (WP) to higher education (HE) remains a significant component of UK education and wider
social policy (McCraig, Rainford & Squire, 2022).WP refers to activities and interventions that increase the number
of students from under-represented social groups (Jones and Thomas, 2005), including those from less advantaged
backgrounds, and mature students (DBIS, 2011). Mature working-class students have recently become largely
invisible in this agenda (Fraser & Arman, 2019). This is consistent with the significant decline in the number of mature
learners entering HE over the past decade (OFS, 2020),and problematic since if access and participation in HE is to
be increased and widened, the barriers facing this group of students need to be understood. The significance of
progressing into university via an Access to HE (Access) course provides valuable context to the WP agenda.

Access to HE courses have long made a worthy contribution to the widening participation agenda by providing a
pathway for entry into university for non-traditional students (Hubble & Connell-Smith, 2018). Mature working-class
women students face specific barriers to success when taking an Access course as their lived experience of class is
shaped by gender, and constrained by systemic inequality (Reay, 2003; James et.al., 2013).

This paper draws upon two practitioner-led, narrative enquiries, carried out 20 years apart, to consider whether
aspects relating to mature female student journeys have changed over that time. It applies the theoretical framework
of Pierre Bourdieu to explore issues relating to the (re)construction of class identity and risks and costs involved in
embarking on an Access course.

Class and identity (re) construction

Both studies considered here explored the changing classed and gendered identities of the women participants. They
had often left caring roles and/or lower status, poorly paid work behind, work that was frequently precarious,
particularly for those in the later study. Part of their rationale for returning to education later in life to was to enhance
their employment opportunities. In many cases this was expressed as a wish for a more secure ‘professional’ role,
one necessitating further study to achieve the necessary entry qualifications, and which would confer a middle-class
status upon them. The tensions and challenges this involved are explored within this presentation.

Other aspects of identity (re)construction include the women'’s developing learner identities and, in many cases, a
change in their family roles and other aspects of gendered identities. As Brine and Waller (2004: 97) noted, this
transitionary process of adopting new classed and gendered identities is not a simple linear one of shedding old
identities and unproblematically adopting new ones, but rather a period of ‘of reflexivity and risk, confusion and
contradiction’.

Financial risks

A significant difference in the two studies related to the detrimental changes to student funding for both FE - and,
particularly, HE courses. The financial risks for the 2022 women further compounded the obstacles they already
faced along their journey into university. The FE and HE funding landscape had significantly changed. Access



courses were no longer free as they effectively were at the time of the 2002 study. Increases in university tuition fees,
the abolition of maintenance grants and NHS bursaries, had placed further financial and psychological burdens upon
the women. Access students therefore took on debt even before entering HE, despite not being guaranteed a
university place when first embarking on their Access course. Additionally, welfare benefit eligibility rules did not
encourage their return to study, potentially accentuating inequalities and injustices.

Despite these extra risks, participants narrated their journeys through neo-liberal discourses placing responsibility
upon themselves to improve their lives. This agentic approach placed further pressure upon the women.

Conclusion

This paper presentation evidences the continuing reflexivity and risk, confusion and contradictions experienced by
mature students during their Access to HE course. The findings of the 2022 research echo that of the 2001 project
and further challenges the assumption that a changing learner identity necessitates a corresponding shifting class
identity. Moreover, a classed consciousness was ever more prevalent and restricting. Concerningly, the increased
financial risks further compound the students’ class positions more recently, especially for those who are parents.
This is significant to the WP agenda because it highlights particular barriers for this group of students and suggests
that getting into, and engaging with HE, remains challenging and presents specific risks for mature students.

This paper presentation makes a timely contribution to understanding of mature working-class students. Policy
commitments to widening participation will remain empty rhetoric without practical strategies to support students who
struggle under the significant material constraints faced.
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Intra-university knowledge transfer in state higher education institutions (HEIs) is under-researched (Beutel 2015).
Expertise within an HEI is not necessarily identified as a useful resource for organisational development, e.g. bringing
subject-specific knowledge from within the scientific disciplines into administrative processes, and, in the other
direction, transferring administrative knowledge back into research. The German BMBF-funded project AGICA - Agile
Campus - University Internal Knowledge Transfer between Science and Administration (2022-2025) addresses this
research gap and investigates aspects of and opportunities for knowledge transfer between university administrators.
In our research we combine theories of leadership styles (Chen et al. 2016), which focus on the mindset and habitus
of professors, with social exchange theory (Cropanzano & Mitchell, 2005), which concentrates on workplace
behaviour (here: administration). We propose that the realisation of mutual ,benefit’ of knowledge transfer within HEIs
can enhance and support leadership and organisational development, in particular in association with a
transformational leadership style.
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Universities are considered the most important producers of knowledge (Boaz et al. 2008). Equally, they are
described as supercomplex, multiple hybrid organisations (Barnett, 2000; Kleimann, 2019). In terms of their third
mission, they transfer this knowledge to society and, via project funding and contract research, increasingly into the
political arena (Berghauser 2020; Holscher 2015). Inhibiting and facilitating factors for knowledge transfer from
universities to the outside world have already been discussed (Hachmeister et al. 2015; Henke et al. 2017).
Administrators have not been considered as recipients of knowledge transfer and have generally been overlooked in
studies of HE governance (Banscherus, 2018). Along with the increased expectations of teaching and research staff,
the demands on the performance of university administrations, transparency, flexibility, and a holistic approach have
increased (Mergel et al., 2021). Buzzwords such as innovation, digitization, agile working, and other approaches to a
future-oriented institution are now in strong focus (Bartonitz et al., 2018; Nickson, 2019).

Knowledge transfer within state higher education institutions (HEIs) remains under-researched (Beutel 2015). The
German BMBF-funded project AGICA - Agile Campus - University Internal Knowledge Transfer between Science and
Administration (2022-2025) addresses this research gap and investigates aspects of and opportunities for knowledge
transfer between university administrators and researchers.

At many universities, knowledge about the effective, modern and future-oriented design of administrative processes
and organization, communication strategies and management measures, such as those used in agile administrations,
is being generated as part of the research activities of professors and specific research projects, in particular those in
the Management, Business and Social Sciences with a focus on leadership and governance. The AGICA project
addresses the fundamental research question as to how university administrations can benefit from the research,
methodological know-how and knowledge that is being generated within any individual higher education institution
(HEI). To what extent is knowledge transfer between science and university administration already taking place?
Which structures are conducive to this, and which are obstructive? In this paper, we specifically want to explore the
extent to which different leadership styles of the respective university leaders (chancellors, presidents and rectors)
influence this intra-university knowledge transfer.



HEls are particular environments that internally display a range of different working and organisational contexts.
Professors and researchers enjoy fairly high degrees of autonomy, whereas administrators are predominantly located
in hierarchical and more controlled working environments. It is therefore possible to identify (at least) two different
main mindsets within one and the same institution. In our research we combine theories of leadership, which focus in
particular on the mindset and scope of professors, with social exchange theory (Cropanzano & Mitchell, 2005), which
concentrates on workplace behaviour (here: administration). Social exchange theory argues that human interaction is
a form of marketplace, where there are mutually rewarding ,transactions® or ,exchanges* (Emerson, 1976: 336). We
propose that the realisation of mutual ,benefit' of knowledge transfer within HEIs can enhance and support leadership
and organisational development. In particular we reflect on different leadership styles (Chen et al. 2016) and the
influence and interplay of different leadership styles on the organization (Khan et al., 2020; Raja et al., 2018).

In the first phase of our empirical work (2022-2023), AGICA has completed more than 20 semi-structured interviews
with different groups of stakeholders, including HE administrators, administrative staff, scientific employees and
professors at four universities in one German federal state (16 in total). The state in question is representative, as it is
one of the largest German states, and has a wide range of different types of HEI. The online interviews (60 minutes
each) were completed in June 2023, recorded, transcribed, coded in MAXQDA, and analyzed.

We are already able to provide tentative thematic first statements about the relationship between the
(transformational) leadership style behavior of university leaders in the context of externally funded projects (such as
innovation labs) and intra-university knowledge transfer. This first qualitative stage is now being followed by a large
N-study (2023-2024), which will take up emerging trends from the first empirical phase. This will finally be followed by
a second round of qualitative interviews (2024-2025).

The interviews are already suggesting that the leadership style of university leaders does appear to have a significant
impact on intra-university knowledge transfer. For example, a transformational leadership style creates an
"atmosphere of trust" (research associate) within which knowledge is willingly shared across hierarchies. A more
authoritarian leadership style, however, may lead to hierarchies and responsibilities being at the forefront of
organizational communication, which can restrict knowledge transfer and organizational development.
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Abstract

Degree Apprenticeships (DA) were introduced in 2015 as an alternative route to obtaining a degree. Their number
has been growing over the years. DAs offer a debt-free, vocational pathway into higher education, through the
integration of off-the-job (university-based study) and on-the-job training. Most degree apprentices have been existing
employees rather than new recruits, that is young people just finishing their level 3 qualifications. There have been
clear expectations of DAs such as skilling, re-skilling and up-skilling young people and existing employees,
supporting the local and national economy, and supporting social mobility of the disadvantaged groups. This paper
aims at revisiting these expectations and reporting through the lens of apprentices, employers, HE providers and
policy makers.
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Degree Apprenticeships (DA) were introduced in England in 2015 as an alternative route to obtaining a degree (UK
Government, 2015). DAs offer a debt-free, vocational pathway into HE, through the integration of off-the-job
(university-based study) and on-the-job training. The rationale behind DAs is to support national economic growth,
address levels of low productivity and, meet higher-level skills shortages by establishing a pipeline of skilled entrants
into the workforce (DfE, 2020). DAs include Level 6 programmes, leading to bachelors’ degrees, and Level 7
programmes, leading to masters’ degrees. However, it is important to distinguish between other Level 6 and 7



apprenticeships often described as ‘degree-level’. Such courses may involve equivalent levels of training but do not
lead to the awarding of full degree qualifications. This paper focuses specifically on degree awarded apprenticeships.

In 2023 there are 161 apprenticeship standards approved for delivery at L6 and L7 (IfATE, 2023). An evaluation into
the Degree Apprenticeship Development Fund (a £8.8 million fund designed to support the HE sector in developing
internal infrastructure) suggests DAs will expand as institutions develop capacity, but also as employers gain greater
clarity and familiarity with the process of spending levy funding (OfS, 2019a). DAs are noted to provide a pathway for
recruiting, retraining or upskilling staff with skills tailored to specific industries.

However, concerns have been expressed that DAs focus heavily on future skills shortages and less on current skills
(Policy Connect, 2019), while HEIs may develop courses that fail to meet the pace of change within employer’s skills
needs (Mulkeen et al., 2019). DA courses are in theory developed through collaborative partnerships between HEls,
employers and professional bodies. Although research has highlighted issues around employer engagement in
programme design. Some employers expressed discomfort in taking the lead, often deferring to academics, or
generally lacking experience in academic course development (Mulkeen et al., 2019).

DAs are argued to offer a route towards improving levels of upward social mobility. It is suggested that DAs may
attract disadvantaged school leavers who may have previously been deterred by university study because of
concerns related to the cost of studying as a traditional HE entrant (OfS, 2019b, 2019c). However, there is currently
less evidence to assess whether DAs are a mechanism for social mobility amongst marginalised groups (Lester &
Bravenboer 2020) and whether DAs are widening participation. It is suggested (OfS, 2019b) that in general
apprenticeships attract lower proportions of disadvantaged learners the higher their level, with the majority of Level 6
and 7 apprentices being from areas with higher levels of HE participation already (Polar 5 and 4).

Given the potential benefits and opportunities DAs may offer in theory, it is necessary to investigate the claims made
in relation to economic growth, skills development, and social mobility. In addition, the perspectives of apprentices,
employers and HEIs on the opportunities and challenges in recruitment, delivery and experience are necessary to
capture as the pathway is expected to expand. More specifically the research aimed to answer the following
questions: What are the motivations of different stakeholders for engaging with DAs? How do DAs align with the
needs of local employers and the national economy? How do DAs support social mobility, widening participation and
diversity in the workplace?

To answer the research questions we conducted semi-structured interviews with 99 stakeholders, including
employers, university representatives, degree apprentices and policy makers. Each interview was transcribed and
anonymised. We used thematic analysis to develop themes and sub-themes and entered all interview data into
NVivo. Discussion of data has started early and has been an on-going activity for the research team. The project
started in February 2022 and the findings are being finetuned now.

Examples of findings: Analysis to date indicate that each stakeholder group had specific reasons to engage with
degree apprenticeships. This included institutional reasons, such as someone recognising that [DAs] was going to be
a big thing’ (Provider_B1) and saw both development and business opportunity in DAs. For employers, DAs offered
the opportunity to use the levy and simultaneously further develop their existing staff. Some interviewees had their
personal motivation to engage and promote DAs. These individual reasons linked to social values are included, such
as supporting a young person from disadvantaged backgrounds or opening up education and training opportunities to
local residents. In addition to the well-known reasons, apprentices expressed learning preferences a motive for taking
DAs, some found the work aspect motivational, and existing employees noted professional development and gaining
a degree in their locality. The presentation will cover selected themes.
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Abstract

This paper identifies the European Union’s (EUs) shifting approaches towards internationalisation in research
between 2012-2022 and distinguishes between two periods. We argue that these periods represent shifting
geopolitical environments that shaped the EU’s agendas and priorities. We suggest that the EU’s perception that its
economic interests, global position and normative values were threatened, resulted in a shift in its approach to
internationalisation in research from a liberal agenda which espoused openness, towards a more pragmatic and
political agenda with a focus on ideological differences, regional interests and protectionism. As academic science
becomes increasingly multipolar and nationalistic in nature, this periodisation sheds light on the connections between
the shifting geopolitical environment, higher education and internationalisation in research.
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In recent years, higher education scholars have argued that the architecture of neoliberal globalisation has
deteriorated (Pan, 2021a), nationalism, populism and protectionism have resurfaced (Bragger, 2022) and geopolitical
tensions are intensifying (Marginson, 2020). Recent studies perceive tensions on university campuses, as extensions
of these geopolitical tensions (c.f. in Australia and USA, Lau, 2020; Ross, 2020; Yao, & Mwangi, 2022) and the
literature is already shifting towards a greater focus on geopolitics in higher education analyses (Moscovitz and
Sabzalieva, 2023).

This paper will examine the impact of geopolitics on higher education (HE) and particularly on internationalisation as
this is an educational arena where national priorities often collide (Lee, 2021). We aim to understand shifting
approaches to international research collaboration in a period of geopolitical upheaval. We focus on research
because there is rather less scholarship which focuses on internationalisation in this domain (Bedenlier et al., 2018;
Woldegiyorgis et al., 2018). Our empirical entry point is an analysis of European Union (EU) research policies
towards internationalisation. The EU, a political and economic union, has championed internationalisation in research
through the creation of the European Research Area (ERA), which aims to create a single market for research,
innovation and technology (Chou, 2014); and the EU Framework Programmes (FPs), its main instrument to finance
collaborative research. We focus on the EU for three reasons: firstly, it administers the world’s largest cooperative
science programme, Horizon Europe, with a budget of €95.5 billion. Secondly, the EU strives for transparency, and
thus provides public access to a large number of documents for analysis. Thirdly, less is known about the approaches
of regional organisations towards higher education and international research collaboration (Robertson, 2016), thus a
study of the EU’s shifting approaches towards internationalisation in research, has potential to shed light on a less
understood level of international research collaboration.

We analysed official documents on EU international research collaboration from 2012 to 2022 and identified two
periods. These periods represent the EU’s shifting approaches to internationalisation in research, from the pursuit of
a liberal agenda promoting open research and international cooperation towards a focus on competition, ideological
differences, regional interests and protectionism. We revealed the antecedents and geopolitical conditions which
triggered this shift. We argued that this shift in approaches from openness and international cooperation to selective
closure and foreign interference was spurred by geopolitical tensions, which resulted in the EU’s perception that its
economic interests, global position and normative values were threatened. We suggested that the EU began with
utopian visions about the possibilities of neoliberal globalisation, open societies and economic collaboration and
ended up withdrawing to a more closed and protectionist position, as perceived threats to its interests escalated.
Over time, the rationales for international research collaboration, dominated by economic prosperity and global
influence, broadly remained unchanged; thus we demonstrated that similar rationales under shifting geopolitical
conditions, resulted in different approaches (openness; protectionism).

This study contributes to a growing interest in the geopolitics of higher education linking it to one of the most salient
issues in the field: internationalisation. It contributes to understanding the intersections of higher education, interests,
geopolitical environments, and agency at the regional level (Moscovitz & Sabzelieva, 2023). Our periodisation
provides a base for those analysing the shifting geopolitics of and approaches to internationalisation in research in
other contexts, particularly at the regional level, contributing to comparative understanding of the effects of
geopolitical environments on international research collaboration. This study can be useful for future research on the
EU, which may take a longer historical perspective or include futures FPs. The EU has likewise promoted
internationalisation at the student, staff and institutional level through mobility programmes (e.g. Erasmus), the
creation of the European Higher Education Area (EHEA), the Bologna Process and more recently the European
Universities Initiative (EUI) (Charret & Chankseliani, 2022; Rensimer & Brooks, 2023). While this paper focused on
research, we posit that geopolitical tensions are likewise affecting these programmes and thus, the shift that we have
identified in research, may shed light the shifting geopolitical environment of internationalisation in cross border
teaching and student mobility. As the infrastructure of neoliberal globalisation continues to deteriorate, nationalisms
and populisms are reignited, authoritarian governments proliferate, supply chains decouple and the world becomes
increasingly multipolar, we affirm the need for attention to the geopolitical environment of higher education. We
anticipate that internationalisation strategies will be further aligned with national/regional interests and ideological
positions, with far-reaching effects on individuals, societies and higher education systems.
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IHE has been constructed in different ways over time, largely in Western contexts. In the early 2000s the focal point
of internationalization efforts moved from student mobility to ‘internationalization at home’ (Watcher, 2003;
Mestenhauser, 2006; Beelan, 2007).

This paper explores how the national, institutional and school policy documents in Oman represent the concept of
internationalization. By using two analytical approaches, namely thematic mapping and Bacchi’'s WPR, the paper
unpacks the construction of internationalization. The result reveals that the documents hold a multiple construction of
internationalization. Mobility is still low in Oman, but remains at least a rhetorical priority and the benefits of an



internationally diverse faulty as regards ‘internationalisation at home’ compensate the low numbers of incoming
exchange students. Yet, Underneath this composite construction of internationalization, drawn from Western
institutions, lies a division between a national desire to preserve Omani values and the desire for Western-style
“progress”.

Full paper

The paper’s primary aim is to answer the research question: “How do national and institutional policy documents in
Oman represent/construct internationalization, particularly in relation to the curriculum and teaching & learning?”. The
definition or meaning of internationalization is not addressed directly in any of the documentation. The thematic
mapping approach toward the policy document analysis revealed several topic nodes through which the
documentation offers glimpses of the representation and construction of internationalization; and it is around those
topic nodes that this paper is structured.

Methodology:

Each section of this paper starts with a qualitative thematic analysis of a topic-node identified through thematic
mapping to explore the contents of the documents. Through this thematic analysis, the paper will contribute my first
understanding of how ideas such as national identity within internationalization, collaboration, quality assurance and
student development are presented at Sultan Qaboos University (SQU) and specifically within the College of
Economic and Political Science (CEPS) in Oman. It will also build on the existing limited understanding of how these
themes are understood within Oman at a national level.

The final subsection of each section moves from the analytical discussion of the data within these documents to their
broader context to address the research question in the paper regarding how internationalization is represented and
constructed. In order to achieve this in a consistent manner, Bacchi’'s WPR analysis (2012) is drawn upon within each
section, drawing on the following question set (Bacchi, 2012, p.21):

e Question 1: What's the problem represented to be in a specific policy or policy proposal? (hereafter referred
to in this chapter as Q1)

e Question 2: What deep-seated presuppositions or assumptions underlie this representation of the
“problem”? (Q2)

e Question 3: How has this representation of the “problem” come about? (Q3)

e Question 4: What is left unproblematic in this problem representation? Where are the silences? Can the
“problem” be thought about differently? (Q4)

e Question 5: What effects are produced by this representation of the “problem”? (Q5)

Outline:

Section 1.2 explores the tension between a desire to promote and embed Omani values and the process of
internationalization in higher education. The study highlights the importance of national pride and core values,
religious and social values in the Omani educational system. The Oman Vision 2040 and the Oman Philosophy of
Education emphasize the need for preserving Omani identity, culture, and Islamic principles in the face of
globalization. However, internationalization requires the adoption of English as the language of instruction and the
alignment of Omani higher education with global norms.

Section 1.3 examines the intersection of internationalization, institutional profile, and ranking at SQU. In response to
the 2009 UNESCO report, SQU and Oman prioritized providing “quality education”, which involved improving the
global perception of the education provided at SQU. The university continues to focus on collaboration with renowned
institutions, developing partnerships, exchanges, research collaborations, and participation in international
conferences



Section 1.4 turns explicitly to “quality” as discussed in the documents, focusing on quality enhancement and
assurance from three perspectives: international accreditation, benchmarking, and faculty diversity.

Section 1.5 examines the centrality of employment in education in Oman. Omani education has shifted towards
producing graduates capable of filling senior roles in the private sector, which has traditionally been dominated by
Western expatriates. This includes integrating internationalization at the curriculum level. The main goal of higher
education institutions like (SQU) is to develop graduates who are academically qualified and ready to meet the
challenges of the labour market and society.

Section 1.6 turns to pedagogy as addressed in these strategic documents, particularly at school level with CEPS.
International instructional aids and materials are seen as helping students develop the skills and knowledge needed
for global employability.

Section 1.7 brings together these thematic threads to discuss the adoption in Oman of a mixture construction of
internationalization, drawing together Western discourse around internationalization at home and internationalization
of the curriculum.
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Abstract

This presentation focuses on ‘transferable’ or ‘non-technical’ skills (NTS) development in medical education/training.
NTS - teamwork, communication and decision-making - are widely acknowledged as central to workplace practice
and hence important to HE. Simulation-based learning (SBL) is increasingly used to enhance NTS but little is known
about its effectiveness. The field lacks robust outcome measures and clarity about educationally relevant conceptual
and operational dimensions of NTS to support instrument development. We synthesise findings from two analyses: a
Scoping Review of outcome measures used in research on SBL's effectiveness (funded by SRHE), and a content
analysis of NTS-related learning objectives (LOs) in UK medical curricula. A comparative analysis demonstrates that
while the outcome measures used in SBL-research address many of the identified curricular LO-dimensions, there



are significant gaps relating to assessing evidence-based reasoning and inclusive practice. This study contributes to
our understanding and evaluation of learning outcomes in NTS-focused SBL in HE.

Full paper

This presentation brings together two current topics in Higher Education (HE): transferable or ‘non-technical’ skills
(NTS) skills and simulation-based learning (SBL). It focuses on the conceptualisation and assessment of NTS in HE,
using medical education as an example. One of the perceived key tasks of HE is preparation for workplace practice
and learning. NTS — communication, interprofessional teamwork and decision-making - are widely acknowledged as
central to this (Rémgens et al., 2020). NTS are well-established in medical education curricula internationally, but
they are of wider relevance in HE: there is increasing acknowledgement in the field that all graduates need a range of
non-technical competences, or ‘employability skills’, for effective professional practice (Kornelakis & Petrakaki, 2020).

SBL is increasingly used to enhance NTS in medical education (Anon1) and other areas of HE, such as teacher
education (Anon2). Simulations are partial replications of professional practice situations which enable the practice of
professional competences in an authentic setting without the issues of access, scalability and real-world risk
(Chernikova et al., 2020). However, little is known about the effectiveness of many simulations (Anon1; Anon3). In
particular, the field lacks robust outcome measures required for the systematic assessment of learning, and
evaluation of learning interventions. More fundamentally, there is lack of clarity about educationally relevant
conceptual and operational dimensions of NTS, required support the development and testing of assessment
instruments.

To address this gap, this is presentation addresses the following Research Questions:

RQ1. What measures of learning outcomes assessing NTS have been used in recent research in SBL-interventions
targeting these competences in the field of medical education?

RQ2. How have the competences been conceptualised in UK undergraduate and postgraduate medical curricula?

RQ3. To what extent do the outcomes sought in SBL-research address the learning objectives in the curricula, and
what are the gaps?

To address these questions, a multi-component study focusing on three key NTS (communication, interprofessional
teamwork and decision-making) was undertaken. Firstly, a Scoping Review (ScR) methodology (Peters et al., 2017)
was utilised to synthesise instruments used in recent publications on medical/clinical simulations targeting NTS. The
ScR identified 225 studies from 2018-20 of which 72 met the inclusion criteria. 31/72 studies' abstracts referred to a
named instrument, including 27 unique instruments. Most studies used their own instruments, and when validated
instruments were used, the same instrument was rarely used by two studies (4 times in total). This demonstrates a
significant lack of consistency in the field, hindering the development of cumulative evidence. Full-text analysis
identified a sub-set of robust instruments for further analysis which were analysed for their conceptual dimensions.

Secondly, a systematic qualitative content analysis (Mayring, 2019) of learning objectives (LOs) in UK medical
education curricula was conducted. This analysis identified and synthesised the conceptual dimensions underlying
the three NTS. Finally, a comparative analysis was undertaken, systematically comparing the identified measures’
dimensions with the dimensions of curricular LOs to establish the extent to which instruments used in current SBL-
research address desired learning goals, and to identify relevant measures and gaps. This analysis found that the
outcome measures used in the SBL-studies addressed many of the identified curricular LO-dimensions. However,
significant gaps were identified. These related to evidence-based reasoning and inclusive professional practice.
Moreover, the comparison revealed there is little conceptual overlap between the numerous instruments used in the
field, highlighting the need for further research to ensure comparability of different studies.

This study contributes to our understanding and assessment of learning outcomes in NTS-focused SBL, by
describing conceptual and operational constructs of NTS-learning outcomes in medical education and identifying
appropriate validated assessment instruments to evaluate SBL-interventions. It hereby also contributes to the
readiness to generate a rigorous evidence base for using SBL to develop NTS in medical education, which could
inform a development of learning interventions and assessments for NTS in HE more widely. Finally, in explicitly
conceptualising non-technical skills as the key soft skills widely considered important in graduate employment based



on both research and HE curricula, it contributes to a shared language in and across HE and HE policy to discuss
ways of preparing graduates for the challenges of the labour market.
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Abstract

This paper shares emerging findings from a 2023 study which has sought to understand what collective imaginaries
may be shaping the move to online teaching in Australia and the United Kingdom, where universities have been
subject to rapid changes in the use of learning technologies since the advent of the pandemic, and what future
practices and policies may be produced by these imaginaries. Drawing on interviews with senior academics in both
nations, the paper reinforces previous concerns about the impacts on academic practice, labour and identities of the
rapid move to online teaching but it also reflects on its transformative potential and considers what investments may
be needed to maximise this potential. In particular, it considers the possibilities, as described by the interviewees, for
academics to act in connected and collective ways in the present to first imagine, or re-imagine, and then to construct
desirable academic futures.



Full paper

Digital tools and educational technologies have brought new teaching practices and policies as well as ‘rapidly
expanding information and an increasingly dynamic view of knowledge’ (Bearman et al. 2020:7). Their ubiquity within
higher education has been heightened by institutional responses to the COVID-19 pandemic and shows little signs of
reversing. This is in turn associated with ‘the potential to foment massive changes’ in higher education teaching and
learning (Guppy et al. 2022:1751).

The digitalisation of higher education may also be subject to a set of ‘collective imaginaries or shared stories’
(Bearman et al. 2022:3): sociotechnical (Matthews 2021) or ‘educational imaginaries’ (Rahm 2023:51) that shape and
are shaped by the culture of the academy. This raises questions about what collective imaginaries may be shaping
the move to online teaching in Australia and the United Kingdom, where universities have been subject to rapid
changes in practice since the advent of the pandemic, and what educational practice and policy are produced by
these imaginaries.

Recent studies have examined the move to online teaching from the perspectives of academics with a range of roles
and positions (e.g. Fox et al. 2021; Naylor and Nyanjom 2021; Watermeyer et al. 2021). A smaller number of studies
have explored this move from the perspectives of senior academics who are involved in the production of teaching
practices and policies or otherwise positioned to influence the work of other academics at a pivotal time for the
current and future academy (lvancheva et al. 2020; Guppy et al. 2022).

This paper adds to the understanding of these perspectives by sharing emerging findings from 2023 interviews with
senior Australian and United Kingdom academics conducted with funding by Deakin University’s Centre for Research
in Assessment and Digital Learning (CRADLE). Drawing on the interview data, the paper reinforces previous
concerns that ‘technology has dominated discourse on the future university’ (Matthews 2021:204) but it also reflects
on its transformative potential. It considers what investments may be needed to maximise this potential and to
support academics in navigating increasingly complex forms of labour. It considers the possibilities, as described by
interviewees, for academics to act in connected and collective ways in the present to construct desirable academic
futures. It also reflects on the conditions that might support what Eringfeld calls ‘imaginative storytelling around
possible futures’ for higher education (2021:147) and the ‘productive force of imagination’ and ‘re-imagination’ in
shaping those possible futures (148).
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Abstract

Vice Chancellors, Presidents, or Rectors occupy elite public positions in universities. A cursory glance of the roll call
of names across the top 100 universities globally reveals the dominance of white males. Our theoretical disquiet in
this article is linked with an enduring unease that processes of formal and informal merit work to reproduce, not
eradicate, deep inequities in the recruitment and appointment of Vice Chancellors, Presidents, or Rectors at the
world’s elite institutions. We argue that underpinning rhetoric of meritocracy works as a visible and audible
performative tool that offers an appearance of a just, fair, and neutral process.

Full paper

The blurring of boundaries between higher education, business, and politics as well as pressures to remain globally
competitive have had a cumulative effect on ways in which universities are governed, managed, and led (Burkinshaw,
2015; Fitzgerald, 2020; O’Connor, 2014). What has occurred is a serial restructuring, re—purposing and rebranding as
universities have sought to exert themselves in the global education market, and particularly in post-pandemic times.
A powerful institutional logic identifies leadership as the core component to successful organisational transformation
(Lipton, 2020; Whitechurch and Gordon, 2017). Accordingly, it is the leader who is identified as possessing the
required personal qualities, skills, behaviours, and dispositions to recalibrate institutions, provide strategic direction
and address indifference and resistance (Coates et al., 2021; Burkinshaw and White, 2017; White and O’Connor,
2017). However, as we argue, a more nuanced approach to understanding the career profiles and trajectories of
those chosen to lead is overdue. Thus, this conference paper contributes to the literatures on higher education
leadership in its interrogation of what we refer to as the fagade of diversity that underpins leaders and leadership in
elite institutions.



Advertisements for elite roles such as VC, President or Rector frequently cite that “women and minority groups” are
encouraged to apply. These roles are seen to require a distinctive set of abilities, traits, and skills that assume
individual merit or worth can be quantified, separated from social or institutional context, and assigned to an individual
irrespective of gender or other protected characteristics (Kumra, 2014; Sommerlad, 2012). In effect these
advertisements are deeply problematic. On the one hand there is recognition of a fixed, objective, and stable set of
attributes (qualifications, skills) that are linked with individual performance and talent deemed to be merit-worthy
(Betts, 2023; Sommerlad, 2012). Yet on the other, there is scant understanding or recognition of the illusion of merit
and meritocratic principles that are embedded in these discourses.

What continues to occur is that equity, diversity, and inclusion (EDI) discourses have become commodified in order
that those “encouraged to apply” satisfy recruitment, rather than appointment policies. Despite the rhetoric about the
importance of an inclusive and diverse workforce, the reality is that gendered and racialized organisational cultures in
higher education continue to be an institutional norm (Arday, 2018; Bhopal, 2018; Maylor, 2018). This, as we outline,
is a global, complex, and intractable issue.

In this conference paper we propose that a different set of questions need to be asked about performative
understandings of merit and meritocracy. We suggest that despite well-intentioned and merit-based recruitment,
appointment processes and targeted intervention strategies to diversify applicant pools, inequalities persist. Hence,
we interrogate the inevitable bias of recruitment practices precisely because trajectories of merit serve to reinforce,
not displace, the status quo. We suggest that recruitment discourses that call for a litany of competencies,
experiences and skills are underpinned by unwritten assumptions/implicit biases that require candidates to
demonstrate their potential assimilation to the ‘cultural fit' of the institution. It is this cultural fit and the underpinning
framing of what constitutes ‘merit’, that create new forms of bias that reinscribe what is valued and rewarded by
access to public power and position and primarily enacted by bodies which are male, white, and middle class in
Western contexts (Acker, 2006; Connell, 2005). Research related to ethno-racial privilege largely analyses the
relationship between a ‘white’ population and racialised ‘other’. Attention equally needs to focus on how ethno-racial
privilege operates in different contexts (Hasmath and Solomon, 2021). If universities claim that they are global
institutions, this ought to be reflected in the demographic profile of their students, staff/faculty as well as leadership.
Thus, we trouble these discourses of merit that promote a level of performance of meritocracy yet, as we suggest,
reinforce the sameness of leadership. In querying discourses of merit and troubling the fagade of diversity we take an
intersectional approach. Our framing moves beyond singular and conventional forms of discrimination by adopting a
more holistic analysis. Here Sandel’s (2020) argument that the neoliberal discourse on merit has negative
consequences for democracy and the common good will be considered within the context of higher education
leadership, EDI, and the sociology of elites.
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Abstract



In recent years, professional societies have acknowledged the impact of belonging in science and pledged
commitments to foster a more inclusive and representative academic culture as a means of addressing the lack of
diversity and underrepresentation. The Royal Society of Chemistry concluded that a sense of belonging led ‘to better
science outcomes’.

Humans evolved to seek out and maintain close personal relationships. However, the sense of belonging felt by an
individual is fluid, and belonging cannot be perceived as an absolute value that an individual may or may not
possess. On the contrary, it is a sense of self that may be built and damaged depending on the cues we receive from
our environment. In this paper we draw on our lived experiences to explore feelings of belonging and exclusion within
the physical sciences — specifically chemistry - as three academics working within the field specifically around EDI.

Full paper

There is a long history of studying scientific epistemology and places of work to understand the creation and conflict
of scientific knowledge (B Latour, 1999; B Latour & Woolgar 1986; Barneset al., 1996). Historically, the emphasis has
been on the production of knowledge and truth rather than an exploration of who scientists are and their lived
experiences as researchers inside and outside of their physical workplace.

In recent years, professional societies have acknowledged the impact of belonging in science and pledged
commitments to foster a more inclusive and representative academic culture. The human need to belong amongst
our peers and community is innate. Humans evolved to seek out and maintain close personal relationships. Strong
social ties were and arguably remain, critical to survival (Tomasello et al., 2012). We scrutinise our belonging status
for subtle signs of change or threats (Gardner et al., 2005). Those who suffer an unmet need for belonging become
more proficient at monitoring the social clues around them, though ironically, their capacity for non-social complex
cognitive tasks may weaken (Baumeister & Leary, 1995). It is not difficult to imagine why this is especially
problematic for academics and researchers, specifically those who are marginalised or underrepresented in their
discipline who are less likely to feel as though they belong.

Science is not known for its diversity, and the landscape in chemistry is particularly problematic (RSC, 2018). The
Royal Society of Chemistry released a report on ‘Belonging in the Chemical Sciences’ (Royal Society of Chemistry,
2021) which concluded that a sense of belonging led ‘to better science outcomes’ (ibid. p12). Area-specific work by
WISC (the International Women in Supramolecular Chemistry Network) highlighted the need to facilitate sharing of
stories and feelings of belonging, particularly for those in underrepresented groups: ‘If the stories and experiences of
those who do not fit the stereotype are not visible, then it is harder for those outside the majority group to feel they
belong’ (Caltagirone et al. 2021, 11577).

The sense of belonging felt by an individual is fluid, and it would be expected that people experience varying levels of
belonging over time. This fluid nature is not well studied, however it is clear that belonging cannot be perceived as an
absolute value that an individual may or may not possess. On the contrary, it is a sense of self that may be built and
damaged depending on the cues we receive from our environment. In this paper we draw on our lived experiences to
explore feelings of belonging and exclusion within the physical sciences — specifically chemistry as three academics
working within the field specifically around Equity/Equality, Diversity, and Inclusion (EDI).

Mariam is a doctoral student exploring how to revolutionise research culture in chemistry and the physical sciences.
Her first degree was in biomedical science, and she worked for a year as a film producer with a particular passion for
science communication. Her PhD is shared between chemistry and sociology, and her in-depth insider ethnography
includes laboratory-based work and skill development. She is part of two research groups and two research cultures,
and has mixed feelings around where she belongs.

Panagiota identifies as a chemist. She completed her first degree in chemistry, has a PhD in chemistry education,
and works specifically around inclusion, climate change, and increasing equity and diversity in the chemical sciences.
However, she regularly experiences feelings of ‘not belonging’, and feels that other chemists perceive her differently
as she does not conduct laboratory-based research, and instead utlises social science methodologies and
approaches.

Jennifer is a full member of the Royal Society of Chemistry. Like Panagiota, she has a first degree in chemistry, and
continued on to a computational chemistry PhD. She left after 2 %2 years when pregnant with her second child and
worked as a somatic movement therapist and yoga teacher before finishing a different PhD in education. For many
years she did her best to expunge her time in chemistry from her CV and memory. Since late 2019 she has used her



lived experiences to work with chemists within WISC around various aspects of marginalisation to raise awareness
and effect change (Caltagirone et al., 2021; J. Leigh, Hiscock, et al. 2022a; J. Leigh, Hiscock, et al. 2022b; Slater et
al. 2022; Leigh, Busschaert, et al. 2022; J. Leigh, Smith, et al. 2022; Egambaram et al. 2022; J. Leigh, Sarju, and
Slater 2024). Although she has publications in Q1 chemistry journals and is perceived by chemists as one of them
she is reluctant to identify as a chemist (or sociologist).
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Break
13:15 - 14:.00 Monday, 4th December, 2023

International Research and Researchers
Network Session

14:00 - 14:30 Monday, 4th December, 2023

Drop in at this informal session to meet some of the convenors of the IRR network — Cora Xu and Sazana Jayadeva
— and other researchers working on topics related to international higher education and student mobilities. The
convenors will tell you all about the IRR events they are planning for the coming year, and would be very interested in
hearing about your research, and the kinds of events you would like to see the network organise. Everyone is very
welcome!

Higher Education Policy Network
Session

14:00 - 14:30 Monday, 4th December, 2023

Come along and meet the convenors of the Higher Education Policy (HEP) Network, Professor Colin McCaig,
Sheffield Hallam University and Professor Karen Mpamhanga (formerly Smith), University of Hertfordshire. Hear
more about what the network has been doing this year, and contribute to our session planning for next year by
sharing your thoughts on potential future HEP network topics.

Postgraduate Issues Network Session



14:00 - 14:30 Monday, 4th December, 2023

Postgraduate Issues Network: a chance to raise issues of interest with the Convenors

The Postgraduate Issues Network was established in 1995 to help interested parties find out about new
developments in the field of postgraduate education and to interpret these for their own use and benefit, by means of
seminar and workshop events, variously online or face-to-face. This growing network has many members
(researchers, supervisors and research supporters of many kinds) including a number from around the globe, by
virtue of participating in events.

The network offers its members more than a series of meetings: it aims to be a true network of mutual support in
which ideas, concerns, materials and help are shared in a collaborative, collegial way, amongst all interested parties.

Learning, Teaching and Assessment
Network Session

14:00 - 14:30 Monday, 4th December, 2023

The Learning, Teaching and Assessment Network (LTAN) launched in October 2019 and its primary aim has been to
highlight, discuss and share current issues, trends and debates in research supporting learning, teaching and
assessment.In the network event on 4th December, the Network conveners, Professor Alex Owen, Dr Emily Danvers
and Professor Namrata Rao intend to reflect on the activities of the network till date and will be sharing their plans for
this year. This year the events have focussed on/will focus on Leadership in Learning and Teaching, Atrtificial
Intelligence and its impact on learning and teaching and Academic Freedom and its impact on learning and teaching.

The LTA Network conveners would also be keen for the attendees to help shape the agenda of the network’s
activities and hear from them how the LTA network can support the researchers/practitioners in the field.

Employability, Enterprise And Work-
Based Learning Network Session

14:00 - 14:30 Monday, 4th December, 2023

Come along to our network roundtable meeting to connect with convenors and others interested in this area of
research. It's a great opportunity to hear about upcoming events and input into the development of future sessions.



Newer Researchers Network Session
14:00 - 14:30 Monday, 4th December, 2023

Our Newer Researcher network convenors will introduce the network and reflect on its activities to date, and how
they are shaping plans for our schedule next year. This will be an opportunity to meet fellow newer researchers and
to share your own ideas for NR network sessions.
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14:30 - 16:00 Monday, 4th December, 2023
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Abstract

Writing is a core skill for academics and postgraduates. Working online may increase productivity, but, for some, it
increases stress and negatively impacts on their ability to write. Writing retreats provide a means to escape these
stresses, and this study is investigating their impact on participants’ wellbeing. We explore the affective response of
two cohorts of academics and postgraduates who attend writing retreats, online or in-person. Participants complete
the Positive and Negative Affect Schedule (Watson, Clark & Tellegen, 1988) at the start and end of a writing retreat.
Questionnaire data are inputted in SPSS and analysed using paired samples t-test. Semi-structured interviews will be
offered to participants. This study aims to identify if attending a writing retreat impacts the affective domain: reducing
stress and improving wellbeing. We will explore the implications for improving academic wellbeing environments,
specific to the core task of writing.

Full paper

Introduction

Writing is a core skill for academics and postgraduate students, but many struggle to write. In the aftermath of the
COVID-19 pandemic many academic activities, including writing, moved online. While this improved productivity for



some, others struggled with independent variables that negatively impacted on their ability to write (Janz & Murray,
2021; Van Der Feltz-Cornelis et al., 2020).

Writing retreats can enable changes in writing behaviours, leading to increased productivity (Murray, 2015; MacLeod
et al., 2012; Murray & Kempenaar, 2018; Murray & Newton, 2009). However, productivity is not the only benefit.
Participants regularly report that they feel more positive and less stressed during and after writing retreats, although
they struggle to sustain these benefits in other environments. This study focuses on emotional changes experienced
at writing retreats because these are important for sustaining their positive impact.

Methods

Ethical approval was provided by the University of the Highlands and Islands. Participants will be recruited from
writing retreats run by collaborators in this project. Residential and online participants will receive information about
the project, including why they were selected, what they will be asked to do and how their data will be used. A pilot
study is underway in June 2023 and the main study will take place at three subsequent retreats.

The questionnaire is based on the Positive and Negative Affect Schedule (PANAS) (Watson, Clark & Tellegen, 1988),
originally developed as a twenty-word schedule that generally described feelings and emotions. We have adapted the
PANAS for the writing retreat context. First, we integrated the words into sentences that aligned to writing retreats.
For example, instead of asking participants to identify how interested they were generally, we asked them to identify
how interested they felt in progressing their writing at the writing retreat. All twenty-words were adapted in this way
and are available on request. Additionally, we removed the word jittery from the PANAS, as this emotion was
captured in the question asking participants to identify how nervous they felt about writing. Furthermore, to
understand differences in environmental spaces during residential writing retreats, two additional questions were
added: participants were asked to identify how inspired they felt about their writing environment, and how motivated
they felt to engage in writing due to their writing environment. Finally, we changed the wording of options for defining
how participants were feeling. For example, instead of using very slightly or not at all, a little, moderately, quite a bit,
and extremely, we used not at all, slightly, moderately, and very.

Participants will complete the online questionnaire at the start of the retreat, participate in the retreat and at the end of
the final day complete the questionnaire again. Participants will also be offered the opportunity to take part in an
individual interview. PANAS data will be analysed using SPSS and interview transcripts analysed using Nvivo and
Microsoft Excel.

Discussion

This is a work-in-progress empirical study. We expect participants to express reduced negative affect and increased
positive affect. This will provide evidence of the positive emotions that are often expressed informally at retreats.



If writing retreats can foster wellbeing, even in relation to one of the most challenging aspects of academic work,
writing, then they can provide healthy environments for this aspect of academic work, particularly if they are held in
places where participants have access to ‘green and blue spaces’ (McDougall et al., 2021). However, if positive affect
is to foster sustained wellbeing, one-off writing retreats will not offer the long-term exposure to green spaces that can
improve health and wellbeing (Gascon et al., 2018). Furthermore, while Ahern-Dodson and Dufour (2023) argue that
we need a new model of faculty writing support to counter the normalization of escalating standards in academic
work, our study could provide new insights into how we might create a wellbeing model of academic writing.

Conclusion

Health and wellbeing have become the focus of higher education research in response to the intensifying stresses
and lack of support in contemporary workplaces. Writing retreats can be a haven from these stresses. This study will
provide us with insight into participants’ emotional responses when attending writing retreats. Positive affect is
important for sustaining academics’ and postgraduate students’ health and wellbeing, and, in turn, is likely to sustain
productive writing behaviours. There are many implications for academic institutions: for positive affect to be
sustained, institutions should adopt and invest in the writing retreat model. This is one way to enhance staff and
student wellbeing.
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Abstract

We are a student-educator writing collective that have come together outside the formal classroom to experiment with
‘writing differently’, imbued with a desire to enact collective resistance against ‘unnoticed’ and intentionally hidden
aspects of the business school curriculum that condone, normalize, and reproduce social injustice and inequalities.
As students and educator in the Department of Organizational Psychology at a UK-based business school, we see
our non-traditional writing as a form of resistance against hegemonic scientific norms of knowledge production that
dominate our discipline. We evoked Freire’s problem-posing education through a collective enactment of
‘responsibility learning-in-action’ by participating in regular ‘writing as resistance’ sessions, where we wrote around
our lived experiences of the ‘unnoticed’ and intentionally hidden curriculum and responsibility learning in the same
virtual space and time and then read aloud to one another. Our coming together through this practice (re)claims
relationality and solidarity in the student-educator relationship.

Full paper

We are a writing collective made up of four people — three students and one educator from the Department of
Organizational Psychology of a UK-based business school — that have come together outside the formal classroom to
experiment with ‘writing differently’, imbued with a desire to enact collective resistance against ‘unnoticed’ and
intentionally hidden aspects of the business school curriculum that condone, normalize, and reproduce social
injustice and inequalities, and against the hegemonic scientific norms of knowledge production that dominate our
discipline. Our initiative is an exploration of the possibilities such a collective can create to develop responsibility
learning, defined as “the implicit and explicit learning and unlearning of and about responsible and irresponsible
practices” (Laasch, 2018: 12), related in the business school curriculum to ethics, corporate social responsibility,
sustainability, inequality, diversity, and governance (Padan and Nguyen, 2020).

The catalyst for our ‘writing as resistance’ experiment was our mutual experience of ‘an unsettling’, described as “an
insecurity regarding the basic assumptions, discourse and practices used in describing reality” (Cunliffe, 2002: 38).
The unsettling process occurred when we were confronted with learning material in the business school curriculum
that perpetuates the irresponsible practice of white supremacist scientific racism through the promotion of general
cognitive ability testing (Andrews, 2021; Kendi, 2019) as “one of the best predictors of performance on the job” (Nye
et al., 2022: 1119) that fails to acknowledge and redress its eugenics roots and legacy. We embarked on our
collective writing with a deep desire to call out the role of the ‘unnoticed’ (and at times, intentionally) hidden-in-plain-
sight aspects of the business school hidden curriculum (Blasco et al., 2012) in perpetuating social injustice and
inequalities and the implications for business schools in developing leaders and professionals with(out) a clear sense
of their responsibility to the world.



We evoked Freire’s problem-posing education through a collective enactment of ‘responsibility learning-in-action’ by
participating in regular ‘writing as resistance’ sessions, where we wrote around our lived experiences of the
‘unnoticed’ and intentionally hidden curriculum and responsibility learning in the same virtual space and time. The 60-
to-90-minute writing sessions all followed a similar structure: initial discussions on the themes and direction of our
respective writing, followed by 30 minutes of individual writing (while remaining connected online to the rest of the
group with our microphones muted), and then the reading aloud of our individual pieces at the end of the sessions.
We recognize and embrace the intersubjectivity enabled by the sharing which took place before and after our
individual writing, adding an element of collective and relational sensemaking into our individual reflections. After
three months of weekly writing sessions, the individual raw texts produced by each member of the collective during
the writing sessions were compiled into one single document, and subsequently analysed by each member to identify
key themes. The analysis of this collectively generated body of individual writing constituted an exercise in reflexive
dialogical practice (Cunliffe, 2002), to build our collective voice, by agreeing on the final themes, their characteristics,
and the most relevant extracts to illustrate them, through collaborative discussions. This practice continued through
the development of a journal article sharing our movement’s output through chosen extracts and their analysis
(Chatrakul Na Ayudhya et al., 2023).

This output can be summarised through three contributions. Firstly, our work introduces the concept of ‘responsibility
learning-in-action’ into the conversation and literature around responsibility learning and the hidden curriculum, using
our own reflections and lived experiences to expose practices of responsibility learning inaction, by creating a space
and time to explore and enact our common ambition. Secondly, by introducing our collective writing as our “vibrant
activism of thinking as doing” (Diversi et al., 2021: 303), we open the possibilities of knowledge production through
student-educator relationality and solidarity inside and outside the formal classroom (Cunliffe, 2003; Orén Semper &
Blasco, 2018). Thirdly and finally, through our reflexive dialogical practice, we offer a methodology and a model for
co-authorship and co-production that reimagines what is normatively practiced within Organizational Psychology and
more broadly, in business schools, aiming to develop students’ power as active, central, and legitimate knowledge
producers.

This act of collective writing is our way of enacting Freire’s problem-posing education, where “people develop their
power to perceive critically the way they exist in the world with which and in which they find themselves; they come to
see the world not as a static reality, but as a reality in process, in transformation” (Freire, 1970: 56). It encourages
others in higher education to exercise this power.
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Abstract

There is little UK-specific research on first generation university students (FGS; those whose parents did not achieve
a university degree) and none which has focussed on mental health. The aim of this study was to compare the
prevalence and types of mental health problems experienced by FGS and continuing generation students (CGS;
those whose parents did achieve a university degree) at UK universities. Participants were students aged 18 years
or older from any UK university and were recruited to the study via advertisements on social media. A sample of
[target N = 200] UK university students comprising both FGS [target n = 100] and CGS [target n = 100] completed an
online survey containing measures of mental health problems. In this presentation | will report the results of the data
analysis and discuss the implications of the findings for FGS mental health, widening participation and future
research in this field.

Full paper

First generation students (FGS; those whose parents did not achieve a university degree) now constitute almost half
of the UK university student population (Henderson et al., 2020; Office for Students [OfS], 2022). Existing UK
research has established that “being first in family is an important barrier to university participation and graduation,
over and above other sources of disadvantage” (Adamecz-Volgyi et al., 2020, p. 1). Moreover, the UK University
Mental Health Charter (Hughes & Spanner, 2019) recognises that FGS may face greater challenges to their mental
health than continuing generation students (CGS; those whose parents did achieve a university degree). Hence the
UK OfS recommends that universities consider the intersection of mental health problems and FGS status so they
can improve understanding and support (OfS, 2019). Despite this, there is no published empirical research on the
mental health of FGS at UK universities, as confirmed by a scoping review of the international literature (Smith &
McLellan, 2022).

The aim of this study was to investigate mental health in FGS at UK universities, specifically to compare the
prevalence and types of mental health problems experienced by FGS and CGS. The study was designed to collect
empirical data to address the following research questions: (1) Are FGS at UK universities more likely than CGS to
experience mental health problems? (2) What mental health problems do FGS at UK universities experience and are
they different to those experienced by CGS? It was hypothesised that FGS would experience more mental health
problems than CGS and that the types of mental health problems experienced would differ between FGS and CGS.



The study design was cross-sectional and data collection was carried out via an online survey. Participants
were students aged 18 years or older from any UK university and were recruited to the study via advertisements on
social media. A sample of [target N = 200] UK university students comprising both FGS [target n = 100] and CGS
[target n = 100] completed a questionnaire containing demographic questions (age, gender identity, level of study,
parental education) and the Counseling Centre Assessment of Psychological Symptoms scale (CCAPS-62; Locke et
al., 2011; McAleavey et al., 2012) for mental health problems. Total scores for the CCAPS-62 and individual scores
for each of the eight subscales (depression, generalised anxiety, social anxiety, academic distress, eating concerns,
family distress, frustration/anger, substance use) were analysed and compared for FGS and CGS.

In this presentation | will report on the findings of the study (work in progress — data collection currently
ongoing) and discuss the implications for FGS, widening participation and future research in this field. This study
makes a significant contribution to knowledge about FGS in UK universities and facilitates future research about
mental health interventions which aim to ensure that widening participation encompasses FGS getting on, not just
getting in.
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Abstract

This paper presents results from a study on changes in Swedish doctoral education over a period of 50 years
(Apelgren, Lindblad & Warvik, 2022). Here we explore the restructuring of doctoral education through a review of
Swedish national policy documents and a content analysis of twelve Swedish syllabi for a PhD in Education. Of
particular interest is how governance and structure of doctoral research studies have changed and transformed the
roles of supervisors and doctoral researchers. We identified three themes in this development: ‘schoolification’,
increasing interest in stress management, and relevance in terms of professional competences. It was concluded that
Swedish doctoral education is increasingly regulated at the cost of doctoral researchers’ individual autonomy.

Apelgren, B-M.,, Lindblad, S. & Warvik, G-B. (2022). Restructuring doctoral education in Sweden. In M-L. Osterlind, P.
Denicolo, & B-M. Apelgren (Eds.). Doctoral Education as if People Matter - Critical Issues for the Future. Brill
Publishers.

Full paper

Doctoral education is about how knowledge and certain codes of conduct are carried over from one generation of
researchers to another. In this sense, doctoral education is vital for the formation and stabilisation of academic
disciplinary traditions and for the training of university teachers and researchers who will be responsible for these in
the future.

This paper presents some results on historical changes in doctoral education in Sweden (Apelgren, Lindblad &
Warvik, 2022). We have analysed changes from the 1960s leading to the doctoral research system we have today
(see also Hamilton et al, 2003). Our object of study is the doctorate and its governance where doctoral researchers,
and their supervisor are agents/performers/executers.

Doctoral education in various countries exhibits both similarities and differences (Cardoso et al, 2020; Yudkevich et
al, 2020). The Swedish context is therefore both akin and dissimilar to changes in other regional settings. One major
trend around the world is the way in which the knowledge society and the huge expansion of higher education have
transformed doctoral education and increased societal demands, on policymakers, research funding agencies — and
the doctoral researcher body itself. Economic incentives through funding and quality assurance are steering doctoral
education in a way that was not common some thirty years ago. The globalised trend to regulate, systematise and
evaluate doctoral education seems to have intensified during the years. Further, there has been a shift towards
doctoral employment in some countries (i.e., the Nordic countries) which has led to doctoral researchers legally being
public employees with salaries, legal rights, and duties.

Also Swedish doctoral education shows increasing numbers of regulations and formal procedures. Changes that
have gone in parallel with the expansion of higher education. The developments in Swedish doctoral education follow
the international transformation from an elite university to a mass university. This transformation can be traced in
several public Higher Education inquiries during the post-World War Il period and onwards, including the doctorate. In



1969, a doctoral degree was introduced and turned the informal doctorate into a formal four-year doctoral education
(Government Bill 1969:31), resulting in a substantial increase in Swedish PhD examinations from less than 200 in
1960 up to more than 2 800 in 2020. Over some decades, doctoral education was transformed from being mainly an
academic affair with rather loose forms of governing towards a highly regulated education and a target for policy
making and university management.

Through a content analysis of twelve General Syllabi for Degree of Philosophy of Doctor in Education 1979-2021 at
one Swedish major university, we explore (1) the regulations and structures of the doctoral studies, and (2) the role of
the doctoral candidate and the role of the supervisor. We have mapped the transformation of the Swedish doctorate
by exploring how the thematic areas of ‘regulation’, ‘funding’, and ‘independence’ emerge in the documents. By
‘regulation’ we indicate to what extent the syllabus is overtly regulated, for example, through obligatory courses,
seminars, and supervision. ‘Funding’ relates to if and how the funding of the doctorate is included in the syllabus, and
‘independence’ adheres to the individual doctoral researcher’'s autonomy and independence to decide on his or her
research project and studies. In our results, we can see how in the 1970s, regulation and funding were not mentioned
or given focus in the syllabi. However, the more regulated the doctorate becomes, the more formal, school lookalike,
the education becomes, with highly regulated rules for courses, seminars and supervision. Funding is aligned with
increased regulation, indicating that although the doctoral researchers are employed, there are today stricter rules
and regulations for their doctoral research and studies, which results in less autonomy and independence for the
doctoral researchers.

The three themes that we have identified as transformative aspects of the Swedish doctorate during the past 50
years are (1) “schoolification”, (2) increasing interest in stress management, and (3) relevance in terms of
professional competences outside the academy, indicate that regulation, funding and autonomy are intertwined in
complex ways, having both intended and unintended effects on the doctoral researchers and doctoral education on
institutional and departmental levels. Conclusions of these analyses that can be drawn are that regulation of doctoral
research and the doctoral researchers’ wellbeing are increasingly being emphasised in public discourses. Hence,
there is a risk that the academic intellectual contributions are less focused. We argue that the tight string of learning
objectives and rules and regulations may, in fact, hinder autonomy, creativity and individuality — which are at the core
of an academic doctorate.
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Abstract

There is an expectation that all doctoral programmes in the UK will include a form of progression assessment (QAA,
2020), with individual institutions having autonomy to determine specific processes and criteria. Yet, despite the
potential significance of this assessment to the doctoral journey (Smith McGloin, 2021) it has previously received very
limited empirical attention (Dowle, 2023; Sillence, 2023), particularly in relation to its pedagogic, rather than
pragmatic, role. Supported by theory relating to the concept of assessment for learning (Wiliam, 2011) the present
study sought to utilise narrative event-focused interviews (Jackman et al, 2022) to investigate student experiences of
doctoral progression assessment at one university. The study framed the assessment as a potential learning event
and considered perceptions of its impact on personal academic development. The findings highlighted the role of
written and oral examination within this process and explored student perspectives of the pedagogic aspects of these
processes.

Full paper

There is an expectation that all doctoral programmes in the UK will include ‘some form’ of ‘clearly defined’
progression review system (QAA, 2020), however there are no standardised assessment criteria for this and
individual institutions have autonomy to determine their own processes. As a result, there is significant variation in
progression assessment design, terminology and guidance (Sillence, 2023). For example, assessment may include a
desk-based review of a written report and/or an oral examination with an independent panel. This variation is
reflected in guidance for doctoral students, which conceptualises progression assessment as ranging from the
production of a ‘mini thesis’ (Cryer, 2006) to engagement in a ‘mock viva’ (Trafford & Leshem, 2008). Driven by the
positioning of doctoral completion rates as a key performance metric for institutions (HESA 2023), the primary,
pragmatic, purpose of progression assessment appears to be grounded in an assumption that it plays a key role in
improving continuation and completion rates (QAA,2020, Dowle, 2022). However, whilst progression assessment has
been framed as a potentially significant factor in the doctoral journey (Smith McGloin, 2021), as an aspect of doctoral
education it has received very little empirical attention (Dowle, 2023; Sillence, 2023).

Whilst QAA reports have previously highlighted concerns regarding clarity and consistency of doctoral progression
assessment (Clarke, 2013), it has not been until very recently that examples of small-scale empirical research have
began to investigate progression assessment in more detail in an effort to generate learning to inform design. This
work has explored aspects including perceptions of effectiveness (Dowle, 2023), academic staff perspectives on
design (Sillence, 2023) and impact on student mobility (Smith McGloin, 2021). Whilst some additional studies have
been undertaken in wider international contexts (Mewburn et al, 2014; Barlett and Eacersell, 2019) and progression
monitoring has been addressed in some studies concerned with broader questions relating to doctoral completion
(Vidak et al, 2017), evidence to inform design and practice in this area remains limited. Furthermore, where
progression assessment has been the subject of academic discussion, this has often centred on predominantly
pragmatic, rather than pedagogical, considerations such as consideration of its role in completion rates (Clarke, 2013;
Vidak et al, 2017) and/or the framing of progression assessment as primarily functioning for purposes such as
institutional quality control (Sillence, 2023).

The present study aimed to complement and develop this existing pragmatic focus by investigating aspects of the
progression review process from a primarily pedagogical perspective. The study sought to investigate the
experiences of a small group of doctoral students who had recently undertaken a progression review stage at a post-
1992 UK university. The university’s progression process includes a progression examination as the first stage of
assessment, occurring 12 months after registration for full time doctoral students. The assessment process includes a
requirement to submit a written progress report and then sit an oral examination with examiners who are independent
of the supervision team. Students must pass the progression examination in order to continue with their research
degree. The study utilised narrative ‘event-focused’ interviews (Jackman et al, 2022) to elicit detailed accounts of
students’ experiences of undertaking their progression assessment. Theory relating to the concept of ‘assessment for
learning’ (William, 2011) was then used to develop an analytical framework which supported deductive thematic
analysis of the students’ individual accounts. The study did not seek to identify generalisable information about
student experience, but rather to illustrate, explore and provoke consideration of the pedagogic potential of
progression assessment.



The findings of the study frame the doctoral examination assessment as a potential learning event and consider
students’ perceptions of its impact on their academic development. Within this the role of written and oral examination
as part of the assessment process is explored alongside student perspectives of the pedagogic aspects of the
process and examiner practice. Implications for practice, design and future research are outlined.
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Abstract

Whilst there is increasing acknowledgement of precarity being effectively “baked-in” to academic careers, there has
been limited examination of the role of doctoral supervision and supervisors in relation to this. Applying an
institutional habitus lens (Reay, et al., 2005) we question the role of supervision in normalising, legitimizing and
reproducing precarity as the ‘rules of the game’ and encouraging strategies of 'hope labour' to navigate precarity.
Hope labour is unpaid or under-compensated labour undertaken in the present, usually for exposure or experience,
with the hope that future work may follow (Mackenzie and McKinlay, 2021). In this 