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Circles within Circles: The Transformative Learning of Specific Learning Difficulties 
(SpLD) Tutors in UK Universities when they engage Collaboratively with Theories 
of Social Justice and Critical Pedagogy 

Sadhbh Dara MáiǊŜ hΩ5ǿȅŜǊ 

This thesis considers the transformative learning of Specific Learning Difficulties (SpLD) tutors 
when they engage collaboratively with theories of social justice and critical pedagogy. SpLD tutors 
in UK universities work with students with dyslexia, Developmental Co-ordination Disorder 
ό5/5ύκŘȅǎǇǊŀȄƛŀΣ !ǘǘŜƴǘƛƻƴ 5ŜŦƛŎƛǘ IȅǇŜǊŀŎǘƛǾƛǘȅ 5ƛǎƻǊŘŜǊ ό!5I5ύΣ ¢ƻǳǊŜǘǘŜΩǎ {ȅƴŘǊƻƳŜ ŀƴŘ 
Autism Spectrum Disorders (ASD). Their training typically does not include theories of social 
justice and inclusion. Instead, the focus is usually on psychological impacts on learners such as 
working memory impairment and phonological difficulties. This privileges a deficit-led 
psychological model and, problematically, it ignores a multitude of issues that intersect and 
ƛƳǇŀŎǘ ǳǇƻƴ ƭŜŀǊƴŜǊǎ ŀƴŘ ƻƴ ǘǳǘƻǊǎΩ ŀōƛƭƛǘy to work with them. Moreover, SpLD tutors are often 
overlooked in research literature and discussions on inclusive practice in universities. There is a 
specific gap in the research literature in that the training, development and practice of SpLD 
tutors is not addressed in relation to social and inclusion issues. The aim of this research was to 
consider the transformative learning of tutors when they engaged collaboratively with theories of 
social justice and critical pedagogy. 

Working within a broadly constructivist ontological and epistemological framework, the 
study applied qualitative bricolage methodology incorporating elements of inclusive, creative and 
social justice research methods. The SpLD tutors acted as co-inquirers and engaged in 
Collaborative Inquiry Circles (CICs) to explore through dialogue the theories of Giroux, Freire, 
Bourdieu, Sen, hooks and Ahmed. As issues of inclusive practice were considered paramount, 
these theories were presented in a variety of accessible formats such as blogs and videos. In 
keeping with the aims of inclusive research, willing co-inquirers as well as the researcher 
thematically analysed the findings.  

Findings indicate that engaging with theories of social justice and critical pedagogy was 
transformative for the co-inquirers both personally and professionally. The co-inquirers recounted 
how issues of justice within the theories were particularly resonant to their own work in terms of 
recognition of their professional practice and the issues facing students. This was particularly 
evident for co-ƛƴǉǳƛǊŜǊǎ ǿƛǘƘ {Ǉ[5ǎ ǿƘƻ ŘƛŘ ƴƻǘ ŎƻƴǎƛŘŜǊ ǘƘŜƳǎŜƭǾŜǎ ΨŀŎŀŘŜƳƛŎΩ ŜƴƻǳƎƘΦ The 
theories of Freire, Bourdieu and Ahmed were considered by the co-inquirers to be more 
applicable to their contexts than others. CICs were considered highly accessible by the co-
inquirers who identified as neurodivergent. 

It is concluded that SpLD tutors should be afforded the opportunity to learn about theories 
of social justice and critical pedagogy. Such theories support SpLD tutors to develop awareness of 
their practice and their place in the university and to consider the interplay between social justice 
and inclusion in their work. As universities work towards becoming more inclusive institutions, the 
views and needs of SpLD tutors in relation to supporting students with learning differences should 
be taken into account.  
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 LƴǘǊƻŘǳŎǘƛƻƴ 

1.1 Research context and research question 

Ψ[ŜŀǊƴƛƴƎ ƛǎ ŀ ǇǊƻŎŜǎǎ ǿƘŜǊŜ ƪƴƻǿƭŜŘƎŜ ƛǎ ǇǊŜǎŜƴǘŜŘ ǘƻ ǳǎΣ ǘƘŜƴ ǎƘŀǇŜŘ ǘƘǊƻǳƎƘ ǳƴŘŜǊǎǘŀƴŘƛƴƎΣ 

ŘƛǎŎǳǎǎƛƻƴ ŀƴŘ ǊŜŦƭŜŎǘƛƻƴΩ (Freire 1998, p. 22). This thesis has been shaped by the understanding, 

discussion and reflection of Specific Learning Difficulties (SpLD) tutors in UK universities. Shape 

too is important to this research, in particular the use of circles both as a metaphor and a 

transformative learning space.  SpLDs comprise dyslexia, Developmental Co-ordination Disorder 

(DCD)/dyspraxia, dyscalculia and maths differences, Attention Deficit Hyperactivity Disorder 

ό!5I5ύΣ ¢ƻǳǊŜǘǘŜΩǎ {ȅƴŘǊƻƳŜ ŀƴŘ !ǳǘƛǎƳ {ǇŜctrum Disorders (British Dyslexia Association 2020; 

Brunswick 2012). SpLD is the term used to describe neurological processing issues which can have 

an impact on the acquisition of language, literacy, co-ordination, automaticity and numeracy skills 

(Harkin et al. 2015). SpLD tutors (of which I am one) work with learners in UK universities who 

have a diagnosis of SPLDs. 

The focus of my research is the potential for transformative learning from engagement with social 

justice theories and critical pedagogy rather than the dominant neuro-biological or psychological 

frameworks that are typically associated with SpLD work (Macdonald 2009). I wanted to do a PhD 

on this subject with other SpLD tutors. I believe that SpLD tutors have great potential to support 

social justice and inclusion in UK Higher Education Institutions (HEIs). However, while some SpLD 

tutors have conducted doctoral research, SpLD tutors themselves are rarely the focus of research 

in UK universities. Therefore, to understand the motivations behind this research, it is important 

to know the context within which SpLD tutors work in Higher Education (HE), their understandings 

of SpLDs and the dominance of psychological interpretations over more sociological approaches 

to SpLDs. The context includes ǘƘŜ 5ƛǎŀōƭŜŘ {ǘǳŘŜƴǘǎΩ Allowances (DSA) which typically funds the 

work of the SpLD tutor and growing casualization within the HE workplace.  

1.2 SpLDs as a disability 

SpLDs are considered a disability, although the nature of the disablement has been a point of 

much contention. There has been a year on year increase in the number of disabled students 

attending HEIs including 122,755 students with SpLDs in 2019/2020 (HESA 2021). Learners with 

SpLDs account for a third of students who declare a disability (HESA 2021). Higher levels of 

educational attainment has long been associated with better health outcomes (World Health 
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Organisation 2008). Under the Equality Act 2010, HEIs must provide equality of access and 

teaching provision to disabled students (Ryder and Norwich 2018).  

Dyslexia is the most common SpLD (British Dyslexia Association, 2020) and will be the focus of 

much of the SpLD discussions in this text. There is no full consensus on definitions for dyslexia 

(Siegel and Smythe 2006). The most common definition is that used by the British Dyslexia 

Associate (BDA) - an amalgamation of findings on dysƭŜȄƛŀ ŦǊƻƳ ǘƘŜ wƻǎŜ wŜǇƻǊǘ ŀƴŘ ǘƘŜ .5!Ωǎ 

additional interpretations for visual and auditory processing issues: 

Dyslexia is a learning difficulty that primarily affects the skills involved in accurate and 

fluent word reading and spelling. Characteristic features of dyslexia are difficulties with 

phonological awareness, verbal memory and verbal processing speed. Dyslexia occurs 

across the range of intellectual abilities. It is best thought of as a continuum, not a distinct 

category, and there are no clear cut-off points. Co-occurring difficulties may be seen in 

aspects of language, motor co-ordination, mental calculation, concentration and personal 

organisation, but these are not by themselves, markers of dyslexia. A good indication of 

the severity and persistence of dyslexic difficulties can be gained by examining how the 

individual responds, or has responded, to well-founded intervention. In addition to these 

characteristics, the BDA acknowledges the visual and auditory processing difficulties that 

some individuals with dyslexia can experience. It points out that dyslexic readers can 

show a combination of abilities and difficulties that affect the learning process. (BDA 

2019) 

The definition above is recommended for use in assessments for HE students with dyslexia. The 

discourse primarily reflects a medical model of disability. Dyslexia and the other SpLDs have 

typically been overwhelmingly described in medical and psychological terms (MacDonald 2009, 

Mortimore and Dupree 2010). After all, students in HE are only entitled to support and 

ŀŎŎƻƳƳƻŘŀǘƛƻƴǎ ŦǊƻƳ ǘƘŜ 5ƛǎŀōƭŜŘ {ǘǳŘŜƴǘǎΩ Allowances (DSA) if they have undergone a range of 

psychometric tests leading to a diagnosis of SpLD (DSA 2019). While these psychometric tests are 

useful to highlight areas of strength and difficulty for the learner, this feeds into the psychological 

discourse surrounding SpLDs. However, there is growing awareness that the psychological 

discouǊǎŜ ƛǘǎŜƭŦ ƛǎ ƴƻǘ ŜƴƻǳƎƘΣ ǘƘŀǘ {Ǉ[5ǎ ƭƛƪŜ ŘȅǎƭŜȄƛŀ ŀǊŜ ΨŎƻƴǎǘǊǳŎǘŜŘ ōȅ ŘƛǎŎƻǳǊǎŜǎ ƻŦ ƭŜŀǊƴƛƴƎΣ 

disability and literacy. It is therefore a mistake to consider dyslexia to be just about reading or to 

allow psychological concepts of poor working-memory, processing speeds and literacy skills to 

ŘƻƳƛƴŀǘŜΩ (Cameron 2016, p. 235). 

Another problematic issue is the continued use of IQ tests as part of the battery of psychometric 

tests used to diagnose dyslexia and other learning differences. IQ tests are highly contested. It is 
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ŀǊƎǳŜŘ ǘƘŀǘ Ƴŀƴȅ Lv ǘŜǎǘǎ ŀǊŜ ŘƛǎŎǊƛƳƛƴŀǘƻǊȅ ŀǎ ǘƘŜȅ ΨŘƻ ƴƻǘ ŀǎǎŜǎǎ άinnate abilityέ but rather 

ŀŎǉǳƛǊŜŘ ƪƴƻǿƭŜŘƎŜ ŀƴŘ ƭŀƴƎǳŀƎŜ ǎƪƛƭƭǎΩ ǊŜŦƭŜŎǘƛƴƎ ǎƻŎƛŀƭ ŀƴŘ ŎǳƭǘǳǊŀƭ ŎŀǇƛǘŀƭ (Ryder and Norwich 

2018, p.112) as seen in the performance of Black and Minority Ethnic (BAME) groups in these 

tests. BAME learners tend to score below expectations in IQ tests and this has particularly been 

the case for Black students in the UK (Gillborn 2018). It was Barton and Tomlinson (1984) who 

first wrote about negative assumptions made about the IQ of Afro-Caribbean boys in British 

schools. Theirs was a sociological approach to explore questions of power and politics within the 

ǎǇŜŎƛŀƭ ŜŘǳŎŀǘƛƻƴ ƴŀǊǊŀǘƛǾŜ ŀƴŘ ǘƻ ǉǳŜǎǘƛƻƴ ǘƘŜ ΨŘƛǎŎƻǳǊǎŜǎ ƻŦ ōŜƴŜǾƻƭŜƴŎŜ ŀƴŘ ǇǎȅŎƘƻƭƻƎƛŎŀƭ 

ŘŜŦŜŎǘΩ (Slee 2010, p. 567), the intersection between race and disability.  

Yet despite these concerns especially in terms of sociological analysis, IQ tests continue to be used 

in diagnostic tests for dyslexia to rule out General Learning Difficulties (McLoughlin and Leather 

2013). However, there has been a move away from this controversial discrepancy-based model of 

dyslexia (Goswami et al. 2021). The IQ-discrepancy concept has lost credibility in that there has 

ƴƻǘ ōŜŜƴ ǎƛƎƴƛŦƛŎŀƴǘ ΨǉǳŀƭƛǘŀǘƛǾŜ ŘƛŦŦŜǊŜƴŎŜǎ ƛƴ ǊŜŀŘƛƴƎ όŀƴŘ ǘƘŜ ǇƘƻƴƻƭƻƎƛŎŀƭ ǎƪƛƭƭǎ ǘƘŀǘ ǳƴŘŜǊǇƛƴ 

ƛǘύ ōŜǘǿŜŜƴ ŎƘƛƭŘǊŜƴ ǿƛǘƘ ŘȅǎƭŜȄƛŀ ŀƴŘ ŎƘƛƭŘǊŜƴ ǿƛǘƘ ƳƻǊŜ ƎŜƴŜǊŀƭ ƭŜŀǊƴƛƴƎ ǇǊƻōƭŜƳǎΩ (Snowling et 

al. 2020, p. 502). Snowling et al. (2020) argue for a more multi-faceted view of dyslexia and co-

occurrences rather than placing value on IQ alone. However, despite the evidence against IQ 

testing for learners with dyslexia, IQ tests are still recommended by the SpLD Assessment 

Standards Committee (SASC) as part of the assessment battery for university students (SASC 

2021). 

The IQ test typically used by Educational Psychologists to assess for dyslexia is the Wechsler Scales 

(Wechsler and Edwards 1974). Some SpLD tutors are also dyslexia assessors, known as SpLD 

specialist teacher/assessors. Qualified SpLD teacher/assessors cannot access the Wechsler Scales 

as this is reserved for Educational Psychologists. Instead, the IQ test used by specialist 

teacher/assessors is the Wide Range Intelligence Test (WRIT) (Glutting et al. 2000). This is an 

American test published in 2000 and now out of standardisation. Shields et al. (2004) examine 

issues of race/ethnicity/gender/education level in the WRIT findings no evidence of statistical 

difference between demographic subgroups but fail to mention that the third author of the article 

was the creator of the WRIT, Glutting himself. I have argued to my professional body Association 

for Dyslexia Specialists in Higher Education (ADSHE) that parts of the WRIT IQ test, Verbal 

Analogies, are an assessment of social and cultural capital. It contains questions which require a 

ƪƴƻǿƭŜŘƎŜ ƻŦ WƻƘƴ /ƻƭǘǊŀƴŜΩǎ ƳǳǎƛŎ ŀƴŘ ǘƘŜ ǎŎǳƭǇǘǳǊŜ ƻŦ wƻŘƛƴΦ IƻǿŜǾŜǊΣ the test is still on the 

mandatory list of assessments to include when assessing for SpLDs. Sociological analysis rather 

than psychological analysis is still not readily understood amongst the profession.  
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A number of authors note that there is an overriding sense of deficiency and impairment used in 

discussions on SpLDs (Tamboer et al. 2016; Mortimore and Crozier 2006). The causal theories of 

dyslexia use the language of neuroscience and psychology, such as the double deficit theory (Wolf 

and Bowers 1999) or the dyslexic brain and the non-impaired brain in the work of Shaywitz et al. 

(2002). This discourse can be disempowering, focusing not on difference but on lack. Skinner 

(2011, p.32) an academic with dyslexia, writes of how she became Ψused to being defined in 

ǇǎȅŎƘƻƭƻƎƛŎŀƭ ŘƛǎŎƻǳǊǎŜΧ ώǿƘƛŎƘ ƎŀǾŜ ƘŜǊϐ ŀ ŘƛǎǘƻǊǘŜŘ ƻǾŜǊ-dependence (sometimes but not 

always) on this psychological discourse to define me, focusing on my disability rather than my 

ŀōƛƭƛǘƛŜǎΩ. Pollak (2012, p. 72) rejects this neuropsychological viewing of dyslexia, calling for a 

rejection of Ψpathologizing this common kind of brain; truly accessible teaching removes the need 

to do thisΩ. In order to get accessible teaching, however, we need to move away from using a 

psychological lens alone, as ǿƘƛƭŜ ΨǇǎȅŎƘƻƭƻƎȅ ƘŜƭǇǎ ǳǎ ǘƻ ǳƴŘŜǊǎǘŀƴŘ ǘƘŜ ŎƻƎƴƛǘƛǾŜ ŘƛƳŜƴǎƛƻƴǎ ƻŦ 

ŘȅǎƭŜȄƛŀΤ ώΧϐ ƛǘ ƛǎ ƭŀŎƪƛƴƎ ƛƴ ǘƘŜ ǘƻƻƭǎ ǘƻ ŜȄǇƭƻǊŜ ǘƘŜ Ƙƻǿ ŀƴŘ ǿƘȅ ŀƴŘ ǿƘŀǘ ƻŦ ƛǘǎ ǎƻŎƛŀƭ ŀƴŘ 

ǇƻƭƛǘƛŎŀƭ ŎƻƴǎǘǊǳŎǘƛƻƴΩ (Cameron and Billington 2017, p.1390). For Tomlinson (1987, p. 34), Ψwhy 

children fail might lie as much in the social, economic and political structures of a society as in 

anything intrinsic ǘƻ ŎƘƛƭŘǊŜƴ ƻǊ άƭŀŎƪƛƴƎέ ƛƴ ŀ ŎƘƛƭŘΩ. It is these structures that are very often 

overlooked in SpLD work. 

To gain access to ǎǳǇǇƻǊǘ ƛƴ ǳƴƛǾŜǊǎƛǘȅΣ ǎǘǳŘŜƴǘǎ ƘŀǾŜ ǘƻ ŘŜǎŎǊƛōŜ ǘƘŜƳǎŜƭǾŜǎ ƛƴ ΨŎŀǘŜƎƻǊƛŎŀƭ ŀƴŘ 

ŘŜŦƛŎƛǘ ǘŜǊƳǎΩ (Lewthwaite 2014, p.1161). Cooper (2006), an academic with dyslexia has rejected 

this concept of lack and advocates viewing dyslexia through the social model of disability.  

ΨbŜǳǊƻŘƛǾŜǊǎƛǘȅΩ ƛǎ ŀ ǎƻŎƛŀƭ ŎƻƴǎǘǊǳŎǘΦ ²Ŝ ŀǊŜ ǇŜǊŎŜƛǾŜŘ ŀǎ ΨƴŜǳǊƻŘƛǾŜǊǎŜΩ ǿƘŜƴ ǿŜ ŎƻƳŜ 

into conflict with social expectations and demands. The real issue is not neurodiversity, 

but institutional discrimination against certain kinds of neurodiversity.(Cooper 2006, p. 2) 

Notably, Cooper directlȅ ǘŀƪŜǎ ŀƛƳ ŀǘ ǘƘŜ ƳƻǊŜ ΨǇǎȅŎƘƻƭƻƎƛŎŀƭΩ ŘŜǘŜǊƳƛƴŜǊǎ ƻŦ ƛƴǘŜƭƭƛƎŜƴŎŜΣ ƴŀƳŜƭȅ 

working memory, early literacy and executive functioning skills such as organisation, all part of a 

ƳŜŘƛŎŀƭ ƳƻŘŜƭ ƻŦ ŘƛǎŀōƛƭƛǘȅΦ /ƻƻǇŜǊΩǎ ŀŘǾƻŎŀŎȅ ƻŦ ŀ ǎƻŎƛŀƭ ƳƻŘŜƭ ƻŦ Řƛǎŀōƛƭƛǘȅ Ǌather than a medical 

ƳƻŘŜƭ ƛǎ ǇǊŜŘƛŎŀǘŜŘ ƻƴ ǘƘŜ ǎƻŎƛŀƭ ƳƻŘŜƭ ŎƻƴŎŜǇǘ ǘƘŀǘ ǇŜƻǇƭŜ ŀǊŜ Ψƴƻǘ ŘƛǎŀōƭŜŘ ōȅ ǘƘŜ ŦǳƴŎǘƛƻƴŀƭ 

limitations of their impairments but by the external barriers that prevented their full participation 

ƛƴ ǘƘŜ ǎƻŎƛŜǘƛŜǎ ƛƴ ǿƘƛŎƘ ǘƘŜȅ ƭƛǾŜŘΩ (Oliver and Barnes 2010, pp.549ς550). The social model 

focuses not on ǇŜƻǇƭŜΩǎ ƛƳǇŀƛǊƳŜƴǘǎ but on the ways in which they are excluded or included by 

society (Shakespeare 2006). The social model is central to the seminal work of Barton (1998, p. 

61) ƛƴ ŎŀƭƭƛƴƎ ŦƻǊ ƳƻǊŜ ƛƴŎƭǳǎƛǾŜ ƳƻŘŜƭǎ ƻŦ ŜŘǳŎŀǘƛƻƴ ōȅ ŜȄŀƳƛƴƛƴƎ ǘƘŜ Ψƛƴǎtitutional barriers to 

ǇŀǊǘƛŎƛǇŀǘƛƻƴ ƛƴ ŜŘǳŎŀǘƛƻƴ ώΧϐ Lǘ ƛǎ ŀƴ ŜǎǎŜƴǘƛŀƭ ǇŀǊǘ ƻŦ ǘƘŜ ǇǊƻŎŜǎǎ ƻŦ ŜƴƎŀƎŜƳŜƴǘ ǘƘŀǘ ǘƘŜ ǎǘǊǳƎƎƭŜ 

ŦƻǊ ƛƴŎƭǳǎƛǾŜ ǇƻƭƛŎȅ ŀƴŘ ǇǊŀŎǘƛŎŜ ƛƴǾƻƭǾŜǎΩΦ  
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There has been some criticism of the original, British social model of disability. Impairment is very 

much part of the everyday experience of disabled people and Shakespeare (2006) argues against 

an over simplistic, binary concept of medical model (bad), social model (good). The redefinition of 

disability by the Union of the Physically Impaired against Segregation (UPIAS) and emergence of 

the social model of disability in the 1960s and 70s in the UK has helped contribute to political aims 

of barrier removal and to liberate disabled people from thinking that they, rather than society, are 

at fault. However, it makes taking an impairment-specific response to disability problematic 

(Barnes 2004). Furthermore, research into mitigating medical issues could be considered as 

unnecessary as it would take away from the issue of barrier removal, while a focus on the society 

as whole could also remove the need to meet individual needs (Barnes 2004). For Shakespeare 

(2006, p.35)Σ ōƻǘƘ ǘƘŜ ƳŜŘƛŎŀƭ ŀƴŘ ǘƘŜ ǎƻŎƛŀƭ ŀǊŜ ƛƴǘŜǊǘǿƛƴŜŘ ƛƴ ǘƘŀǘΣ ΨǘƘŜ ǇǊƻōƭŜƳ ŀǊƛǎŜǎ ƻǳǘ ƻŦ 

ǘƘŜ ŎƻƳōƛƴŀǘƛƻƴ ƻŦ ƛƳǇŀƛǊƳŜƴǘ ŜŦŦŜŎǘǎ ŀƴŘ ǎƻŎƛŀƭ ǊŜǎǘǊƛŎǘƛƻƴǎΩΦ {ƘŀƪŜǎǇŜŀǊŜ ǳǎŜǎ ŘȅǎƭŜȄƛŀ ŀǎ ŀƴ 

example wherŜ ƛǘ ŘƻŜǎ ƴƻǘ ōŜŎƻƳŜ ŀƴ ƛƳǇŀƛǊƳŜƴǘ Ψǳƴǘƛƭ ǎƻŎƛŜǘȅ ŘŜƳŀƴŘǎ ƭƛǘŜǊŀŎȅ ƻŦ ƛǘǎ ŎƛǘƛȊŜƴǎΩ 

(p.35). In Chapter Two, I discuss the depictions of dyslexia within different theoretical frameworks 

in greater depth. 

The social model is largely absent in the terminology surrounding the support given to students 

with dyslexia in UK HEIs. Under the terms of the 2001 Special Education Needs and Disability Act 

(SENDA), UK universities were required to provide accommodations for students with dyslexia. 

The Equality Act 2010 went further in terms of making these accommodations into required 

ΨǊŜŀǎƻƴŀōƭŜ ŀŘƧǳǎǘƳŜƴǘǎΩ ǎƻ ǘƘŀǘ ǎǘǳŘŜƴǘǎ ǿƛǘƘ ŘƛǎŀōƛƭƛǘƛŜǎ ŀǊŜ ƴƻǘ ǇƭŀŎŜŘ ŀǘ ŀ ŘƛǎŀŘǾŀƴǘŀƎŜ 

compared to their non-disabled peers. For the vast majority of UK HEIs, this means using the DSA 

to support learners with SpLDs. However, many students with SpLDs or mental-health conditions 

tend not to identify as disabled and therefore tend not to apply for DSA funding (Riddell and 

Weedon 2014).  

In 2009, Student Finance England (SFE) took over administration of the DSA  (National Audit Office 

et al. 2010). The DSA funds assistive technology, mentoring support and printing costs for these 

learners. ¢Ƙƛǎ ǎǳǇǇƻǊǘ ƛǎ ŎƻƴǎƛŘŜǊŜŘ ŀǎ ΨǇŀȅƳŜƴǘǎ όƴŜƛǘƘŜǊ ƳŜŀƴǎ-tested nor repayable) to help 

with essential, additional expenditure a disabled student incurs while studying, because of their 

disability (which includes long-term health conditions, mental health conditions, or specific 

ƭŜŀǊƴƛƴƎ ŘƛŦŦƛŎǳƭǘƛŜǎ ǎǳŎƘ ŀǎ ŘȅǎƭŜȄƛŀύΩ (Johnson et al. 2019, p.8)Φ ¢ƘŜ 5{! ŀƭǎƻ ŦǳƴŘǎ ŀ ǎǘǳŘŜƴǘΩǎ 

access to one-to-one study support from SpLD tutors ς worth up to £21,987 per student for the 

2018/2019 academic year (Student Finance England 2019). It is these SpLD tutors that are the 

object of study in this research. 
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1.3 SpLD Tutors: Non-Medical Helpers (NMHS) 

SpLD tutors who are funded by SFE via the DSA are known as Band Four Non-Medical Helpers 

(NMHs) (Student Loans Company, 2017). This somewhat demeaning term does not acknowledge 

the pedagogic skills that NMH{ ōǊƛƴƎΦ ¢ƻ ǿƻǊƪ ŀǎ ŀ ǊŜŎƻƳƳŜƴŘŜŘ Ψ.ŀƴŘ CƻǳǊ bƻƴ-Medical 

IŜƭǇŜǊΩ ȅƻǳ Ƴǳǎǘ ƘŀǾŜ ŀ ǘŜŀŎƘƛƴƎ ǉǳŀƭƛŦƛŎŀǘƛƻƴ ƻǊ Ŝǉǳƛvalent, a Level 5 qualification (although a 

Level 7 is more desirable) in SpLDs and membership of a Professional Association (DSA-QAG 

2019). These associations include the BDA; Professional Organisation of Teachers of Students with 

Specific Learning Difficulties (PATOSS); Association of Dyslexia Tutors in Higher Education 

(ADSHE); and Dyslexia Guild (DSA-QAG 2019). These bodies are responsible for delivering 

continual professional development (CPD) of which SpLD tutors are required to do at least ten 

hours per year (ADSHE 2020). The Department for Education (DfE) recommends that funding 

bodies only use NMHs who are registered with the Disabled Students Allowances Quality 

Assurance Group (DSA-QAG). DSA-QAG was responsible for regulating the provision of DSA 

support however it was suddenly disbanded in December 2019 (DfE 2019). As yet there has been 

no replacement for DSA-QAG but universities have carried on using the DSA-QAG guidance. There 

is concern that due to the economic impact of the Covid-19 pandemic that there will be no 

replacement. There is further growing concern that the DSA itself will be removed. 

This concern became manifest when changes in DSA provision were put in place in 2016/2017 by 

the then Department for Business, Innovation and Skills (BIS). HEIs were required to put in place 

their own measures to facilitate support for learners with SpLDs.  

We expect HEIs to introduce changes which can further reduce reliance on DSAs and help 

ƳŀƛƴǎǘǊŜŀƳ ǎǳǇǇƻǊǘΦ Χ ¢ƘŜ ƴŜŜŘ ŦƻǊ ǎƻƳŜ ƛƴŘƛǾƛŘǳŀƭ ƴƻƴ-medical help (NMH) may be 

removed through different ways of delivering courses and information (BIS 2014). 

Later announcements from the DfE demonstrate the move away from DSA provision. Ψ¢ƘŜ 

expectation is that Higher Education Providers will offset the impact of the removal of DSAs 

funding by providing reasonable adjustments to disabled students as they are required to do 

under the Equality Act 2010Ω (DfE 2019, p. 8).  

It can be argued that these changes were seen as a further way of reducing support for disabled 

students but articulated under the banner of bringing support in-house. There is concern that the 

support for students with SpLDs in particular will be reduced as thesŜ ŀǊŜ ǘƘŜ ǎǘǳŘŜƴǘǎ ΨǎƛƴƎƭŜŘ 

ƻǳǘ ŦƻǊ ǘƘŜ ōƛƎƎŜǎǘ ŎǳǘǎΩ (Lewthwaite 2014, p.1161). Yet these students have complex needs 

including issues with self-esteem and self-ŎƻƴŦƛŘŜƴŎŜ Ψŀǎ ŀ ǊŜǎǳƭǘ ƻŦ ȅŜŀǊǎ ƻŦ ǎǘǊǳƎƎƭŜ ǿƛǘƘ ǘƘŜ 

education system, as well as years of embarrassment because of their poor memory or poor 
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ǇŜǊǎƻƴŀƭ ƻǊƎŀƴƛȊŀǘƛƻƴΩ (Brunswick 2012, p.61) There is a strong connection between student self-

esteem and academic achievement (Rhodes and Nevill 2004) and one of the aims of ADSHE is to 

address learner anxiety which can manifest in forms of low self-esteem and academic self-worth 

(ADSHE 2019). There is also a significant increase in the numbers of students declaring a mental 

health condition in HE, with a 450% increase in student mental health declarations in the past ten 

years (UCAS 2021). Carrol and Iles (2006), following on from the work of Riddell (1999), found that 

undergraduate learners with dyslexia have higher trait anxiety in academic and social situations 

compared to HE learners without dyslexia. Anxiety about academic performance (particularly 

reading) can therefore develop into anxiety about social situations. Therefore, SpLD tutors are 

more likely to work one-to-one with learners who may also have mental health conditions as well 

as issues of low self-esteem, which can impact on academic performance. The SpLD tutor must 

not only provide a learner with academic support, such as developing reading strategies and 

academic writing approaches, implementing planning techniques and developing ŀ ƭŜŀǊƴŜǊΩǎ 

metacognition, but also support a learner who may have mental health issues as well as low self-

esteem and self-confidence. The SpLD tutor needs to be a very skilled educationalist to work 

effectively. The term non-medical helper does not adequately describe the role. 

This approach of allocating a label without an educational connotation ς NHM ɂ to SpLD 

professionals with tutor qualifications is indicative of attitudes towards SpLD provision itself. SpLD 

ǇǊƻǾƛǎƛƻƴ ƛǎ ƻŦǘŜƴ ŀƴ ΨŀŘŘ-ƻƴΩ ǘƻ ǘŜŀŎƘƛƴƎ ƛƴ I9Lǎ ǊŀǘƘŜǊ ǘƘŀƴ ƛntegrated into teaching. Typically, 

SpLD work is overseen by student support services rather than academic departments. 

Furthermore, SpLD tutors are increasingly outsourced by universities, often on zero-hours 

contracts. Tutors on zero-hours contracts or cŀǎǳŀƭ ŎƻƴǘǊŀŎǘǎ ŀǊŜ ŎƻƴǎƛŘŜǊŜŘ ŀǎ ōŜƛƴƎ Ψƻƴ Ŏŀƭƭ ǘƻ 

work when you need them; you do not have to give them work; they do not have to work when 

ŀǎƪŜŘΩ (HM Government 2021).  

For example, in the University of Southampton there are only three SpLD tutors employed directly 

by the University for a student body of 22,715 students (Rich 2020). The remaining tutors are 

outsourced on zero-hours contracts. We are not alone however in being outsourced members of 

staff in HEIs. In November 2019, the cleaning staff, porters and security guards of University 

College London went on strike to protest against their conditions of work as outsourced members 

ƻŦ ǎǘŀŦŦΦ ¢Ƙƛǎ ǿŀǎ ǘƘŜ ΨōƛƎƎŜǎǘ ǎǘǊƛƪŜ ƻŦ ƻǳǘǎƻǳǊŎŜŘ ǿƻǊƪŜǊǎ ƛƴ ¦Y IƛƎƘŜǊ 9ŘǳŎŀǘƛƻƴ ƘƛǎǘƻǊȅΩ (IWGB 

2019). There is growing concern about casualization in universities as seen by the series of 

industrial actions taken by UK academic staff in recent times such as the 8 day industrial action in 

November/December 2019 and the 14 day strike in February/March 2020 (UCU 2020). SpLD 

tutors however are not usually members of a union. A recent survey of ADSHE members found 

ǘƘŀǘ ƳŜƳōŜǊǎ ŦŜƭǘ ΨǘƘŜǊŜ ŘƛŘƴΩǘ ǎŜŜƳ ǘƻ ōŜ ŀ ǳƴƛƻƴ ǘƘŀǘ ǊŜǇǊŜǎŜƴǘŜŘ ƻǳǊ ǿƻǊƪΩ όCƭŜǘŎƘŜǊ 2020). 
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!ƴƻǘƘŜǊ ǎŀƛŘ ƻŦ ƘŜǊ ŜȄǇŜǊƛŜƴŎŜ ǿƘŜƴ wŀƴŘǎǘŀŘ Ŏǳǘ ǘƘŜƛǊ Ǉŀȅ ǊŀǘŜǎ ΨǘƘŜ ǳƴƛƻƴ ǿŜǊŜ ƻŦ ƴƻ ǳǎŜ ŀǎ 

their response was that zero hours staff have little legal protection and there was nothing they as 

ŀ ǳƴƛƻƴ ŎƻǳƭŘ Řƻ ǘƻ ƛƴǘŜǊǾŜƴŜΩ (Fletcher 2020). 

1.4 Change in Higher Education Institutions (HEIs) 

Universities in the UY Ŏŀƴ ōŜ ōŜǎǘ ǘƘƻǳƎƘǘ ƻŦ ŀǎ ΨƘȅōǊƛŘ ƛƴǎǘƛǘǳǘƛƻƴǎΩ (Sherer and Zakaria 2018, p. 

721). They receive a certain amount of government funding but this funding is subject to frequent 

change (HESA 2021). HEIs are regulated like the public sector but are increasingly working to a 

more neo-ƭƛōŜǊŀƭƛǎǘ ŀǇǇǊƻŀŎƘ ƛƴ ǘŜǊƳǎ ƻŦ ƎŜƴŜǊŀǘƛƴƎ ΨƳŀǊƪŜǘ-based behaviour more akin to 

ŎƻƳƳŜǊŎƛŀƭ ŎƻƳǇŀƴƛŜǎ ǘƘŀƴ ǇǳōƭƛŎ ǎŜŎǘƻǊ ōƻŘƛŜǎΩ (Sherer and Zakaria 2018, p. 721). While 

Western universities were traditionally considered to be forces for nation building and the public 

good, the increasing emphasis from the 1980s onwards on marketisation and competition has 

resulted in major change for HEIs in the UK (Musselin 2018). There were approximately 164 UK 

HEIs in the 2018/2019 academic year (HESA 2021). These institutions are not all the same, some 

are considered more research-intensive than others, and some have come into existence after 

1992 when former polytechnics were reclassified as universities. They can be broken down as 

follows: 

¶ Russell Group institutions ς the largest research-intensive universities in the UK 

(University of Southampton is part of the Russell Group) 

¶ Other Research-intensive institutions ς smaller research-intensive universities such as the 

University of Swansea 

¶ Post-1992 institutions ς former polytechnics such as the University of Portsmouth 

¶ Post-2000 institutions ς often former Higher Education colleges such as Bath Spa 

University 

¶ Specialist institutions ς single subject institutions such as the Royal Veterinary College 

(Sherer and Zakaria 2018) 

HEIs are therefore not all the same yet SpLD tutors work across all these different institutions. As 

mentioned previously, some institutions will employ SpLD tutors directly but many have begun to 

outsource SpLD tutors to companies where you work on zero-hour contracts. This treatment of 

SpLD tutors is indicative of the growing commodification of UK HEIs. Lawrence and Sharma (2002, 

p.661) were among the first to warn of the potential negative impacts of commodifying education 

ŀƴŘ ƳŜƳƻǊŀōƭȅ ǿǊƻǘŜ ǘƘŀǘ ΨǘǊŜŀǘƛƴƎ ŜŘǳŎŀǘƛƻƴ ŀǎ ŀ ǇǊƛǾŀǘŜ ƎƻƻŘΣ ŀƴŘ ǎǘǳŘŜƴǘǎ ŀǎ ŎǳǎǘƻƳŜǊǎΣ is a 

constitutive re-ordering of university life, and potential degradation of its function in societyΩΦ 

Lawrence and Sharma (2002, p.669) were writing before the introduction of student fees into 



Chapter 1 

23 

English universities but their work uncannily discussed the concept of the student as consumer 

ǿƘŜǊŜ ǎǘǳŘŜƴǘǎ Ψōǳȅ ǘƘŜƛǊ ŜŘǳŎŀǘƛƻƴ ŀƴŘ ǎƘƻǇ ŀǊƻǳƴŘ ŦƻǊ ŎƭŀǎǎŜǎ ŀƴŘ ƳŀƧƻǊǎΩΦ aƻǊŜƻǾŜǊΣ ǘƘŜȅ 

write of how research itself has become a commercial asset and how academics are therefore 

ΨŎƻƳƳƻŘƛŦƛŜŘ as productive achievers of research rankings, and attractors of fundingΩ (2002, 

p.672). Lecturers are seen as valuable commodities because of their abilities to perform research, 

however, those who do not perform research, such as SpLD tutors may be viewed as less 

valuable, and perhaps are even less valuable as they work with students with disabilities. From a 

historical materialist viewpoint, people with disabilities were viewed as unproductive members of 

ǘƘŜ ǿƻǊƪŦƻǊŎŜ ŘǳŜ ǘƻ ǘƘŜ ΨŎƻƳƳƻŘƛŦƛŎŀǘƛƻƴ ƻŦ ƭŀōƻǳǊΩ (Gleeson 1997, p.195). It could be argued 

that this viewpoint continues in the treatment of SpLD tutors. SpLD tutors do not typically 

ǇǊƻŘǳŎŜ ǊŜǎŜŀǊŎƘ ŀƴŘ ŦǳǊǘƘŜǊƳƻǊŜ ǿƻǊƪ ǿƛǘƘ ǘƘƻǎŜ ǿƘƻ ŎƻǳƭŘ ōŜ ŎƻƴǎƛŘŜǊŜŘ ŀǎ ΨǳƴǇǊƻŘǳŎǘƛǾŜΩ 

and are therefore not worthy of investment much less acknowledgement.  

1.5 Engaging with theories of social justice and critical pedagogy 

It is therefore out of this context of social injustice that my research has come about, research 

that is inspired to seek alternatives to the dominant models of intrinsic psychological deficit in 

dyslexia and other learning differences. Slee (2010, p. 568) recommends using a more sociological 

ŦǊŀƳŜǿƻǊƪ ŀǎ Ψa means for identifying the multiplicity of oppressions in everyday life for disabled 

ǇŜƻǇƭŜ ŀƴŘ ōǳƛƭŘƛƴƎ ŎǳƭǘǳǊŜǎ ŀƴŘ ǇǊŀŎǘƛŎŜǎ ǘƘŀǘ ŘƛǎƳŀƴǘƭŜ ōŀǊǊƛŜǊǎΩ. Learners with SpLDs 

experience barriers in their learning at university ς SpLD tutors after all would not exist if 

universities were more inclusive learning spaces. SpLD tutors themselves experience barriers in 

their roles where they are marginalised within the university. This is social injustice. I therefore 

wanted to offer tutors the opportunity to engage in other ways of thinking about these barriers 

and these ways of thinking may be transformative for them. The foundation of this approach was 

to use a combination of theories of social justice and critical pedagogy as thinking tools for SpLD 

practitioners.  

This concept of using social justice and critical pedagogy theories as thinking tools comes from the 

work of Bourdieu who described his view of theory in the following way: 

[Ŝǘ ƳŜ ǎŀȅ ƻǳǘǊƛƎƘǘ ŀƴŘ ǾŜǊȅ ŦƻǊŎŜŦǳƭƭȅ ǘƘŀǘ L ƴŜǾŜǊ Ψ ǘƘŜƻǊƛǎŜ ΩΣ ƛŦ ōȅ ǘƘŀǘ ǿŜ 

mean engage in the kind of conceptual gobbledygook Χ that is good for 

textbooks and which, through an extraordinary misconstrual of the logic of 

science, passes for Theory in much of Anglo-American social science Χ There is 

no doubt a theory in my work, or, better, a set of thinking tools visible through 

the results they yield, but it is not built as such Χ It is a temporary construct 
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which takes shape for and by empirical work. (Bourdieu, in Wacquant 1989, 

cited by Jenkins, 1992, p. 67) 

For Bourdieu, theory is intensely practical, a set of ideas that are to be used but equally to be 

ΨŘƛǎŎŀǊŘŜŘ ǿƘŜƴ ƛǘ ōŜƎƛƴǎ ǘƻ ŘƻƳƛƴŀǘŜ ŀƴŘ ǎǘŜŜǊ ǘƘŜ ŀƴŀƭȅǎƛǎΩ (Thomas and Loxley 2007, p. 11). 

This warning however is necessary as there has been concern about the application of theories 

from other disciplines to education studies. Davis and Sumara (2002, p. 417) ǿŀǊƴ ǘƘŀǘ Ψtheories 

developed in psychology, sociology, cultural studies or elsewhere cannot be unproblematically 

transplanted into the field of education Χ ŀǊŜ ƴƻǘ ƴŜŎŜǎǎŀǊƛƭȅ ŦƛǘǘŜŘ ƻǊ ŀƭƛƎƴŜŘ ǿƛǘƘΣ ǘƘŜ Ŏƻƴcerns 

ŀƴŘ ǇǊƻƧŜŎǘǎ ƻŦ ŜŘǳŎŀǘƛƻƴΩΦ  

I am aware of these concerns about theory in education particularly when ǘƘŜ ΨŎƻƴǎŜǉǳŜƴŎŜǎ ƻŦ 

ǘƘŜƻǊȅΧŀǊŜ ƛƴ ǘƘŜ ǊŜŀƭ ǿƻǊƭŘ ƻŦ ŎƭŀǎǎǊƻƻƳǎ ŀƴŘ ǘƘŜ ǊŜŀƭ ƭƛǾŜǎ ƻŦ ǘŜŀŎƘŜǊǎΩ (Thomas 2007, p. 35). 

However, I believe that theories of social justice and critical pedagogy are theories with beneficial 

and potentially transformative consequences. SpLD tutors should be given the opportunity to 

engage with these theories. Using these theories as thinking tools fits with BourdieuΩs own 

interests in equality in education as well as his views as theories as method which will be 

discussed further in the dissertation (Murphy and Costa 2016).  

1.6 Research question and aims 

The research question is as follows:  

What happens when Specific Learning Difficulties (SpLD) tutors in Higher Education engage 

collaboratively with theories of social justice and critical pedagogy? 

I wanted to explore the potential transformative learning that collaborative engagement with 

theories of social justice and critical pedagogy may bring to practitioners. Furthermore, if 

engagement with theory is not a transformative experience, I was interested in the reasons for 

this. 

The intended aims were to: 

1. Facilitate SpLD practitioner engagement with theories of social justice and critical 

pedagogy 

2. Trace the transformative (or otherwise) learning journey for SpLD tutors when we engage 

with theory. 

3. Explore the use of Collaborative Inquiry Circles (CICs) in research.  

4. Develop as a researcher and offer other SpLD tutors the opportunity to become involved 

in the research process too. 
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I designed the research so that SpLD tutors would meet in Collaborative Inquiry Circles (CICs) 

where we would discuss a range of theories and their impacts (Broderick et al. 2012). The SpLD 

tutors are considered co-inquirers in this research. One co-inquirer, FordΣ ŘŜǎŎǊƛōŜŘ ŀ /L/ ŀǎ ƭƛƪŜ Ψa 

ōƻƻƪ Ŏƭǳō ōǳǘ ǿƛǘƘƻǳǘ ǘƘŜ ǿƛƴŜΩ ς a pithy if pertinent observation. However, instead of discussing 

the latest bestsellers, these CICs discussed the work of Paulo Freire, Henry Giroux, bell hooks, 

Pierre Bourdieu, Amartya Sen and Sara Ahmed.  

My own experiences of learning about social justice theories on the MSc in Education (SpLD) in 

the University of Southampton was deeply transformative and has had a beneficial impact on my 

practice. This module was not on the pathway for the SpLD tutor MSc. I felt that this was an 

omission and that such a module would be of great benefit for my learning. I asked permission 

from the course director to take part on this module. It was a lecture on the Capability Approach 

that was given by my now supervisor Dr Cristina Azaola that particularly sparked my interest in 

applying social justice theories to SpLD work. I would not have considered doing a PhD if it were 

not for taking part in this module. This personal experience of transformative learning as an adult 

learner led me to examine the concepts of transformative learning more deeply and to consider if 

other SpLD tutors would have similar experiences. In Chapter Two, I discuss the origins of 

transformative learning; the influence of other thinkers; transformative ƭŜŀǊƴƛƴƎΩǎ continuing 

evolution; critique that has been levelled at it; and possible impacts that it can have on my 

research.   

1.7 Chapter summary 

SpLD tutors are not considered as valuable contributors to the HE landscape. We work with 

ƭŜŀǊƴŜǊǎ ǿƘƻ ŀǊŜ ŎƻƴǎƛŘŜǊŜŘ ΨƭŜǎǎ ǾŀƭǳŀōƭŜΩ ŀƴŘ ǿŜ Řƻ ƴƻǘ ŎƻƴǘǊƛōǳǘŜ ǘƘŜ ǊŜǎŜŀǊŎƘ ǘƘŀǘ ǿƻǳƭŘ 

ΨŀŘŘΩ ǘƻ ƻǳǊ ǾŀƭǳŜΦ ²Ŝ ŀǊŜ ƴƻǘ ƛƴŎƭǳŘŜŘ ƛƴ ǘƘŜ Ƴŀƛƴ ōƻŘȅ ƻŦ ǘƘŜ ǳƴƛǾŜǊǎƛǘy, rather we are on the 

margins in support roles where we are increasingly outsourced under precarious zero-hours 

contracts. This is not socially just or inclusive and SpLD tutors have very few opportunities to 

engage in research. The research that is there on SpLDs especially dyslexia is primarily from a 

psychological lens with an emphasis on deficit. It is this psychological deficit that enables students 

to access support from the DSA but this emphasis on psychological deficit is limiting. The aim of 

this research was therefore to broaden our concepts of SpLDs to include theories of social justice 

and critical pedagogy and to explore the potential transformative impact this has for SpLD tutors. 

I wanted SpLD tutors too to get involved in research which perhaps mirrored my own 

transformative change from SpLD tutor to researcher. It was the use of CICs in particular that 

piqued my interest and I wanted to see if CICs were of benefit in this research.  
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 [ƛǘŜǊŀǘǳǊŜ wŜǾƛŜǿ  

2.1 Introduction 

This literature review has been shaped by my conceptual framework (Chapter 3) as both have 

been written in interaction with each other. I view the literature review as the outer circle that 

encompasses the conceptual framework for applying social justice and critical pedagogy to SpLD 

support in UK universities. I have written it from the standpoint of an ΨƛƴǎƛŘŜǊΩ ǿƻǊƪƛƴƎ ǿƛǘƘƛƴ I9 

as an SpLD tutor. I ƘŀǾŜ Ψŀ ǇŀǊǘƛŎǳƭŀǊ ǎǘŀƴŘǇƻƛƴǘΩ ŀǎ ǿŜƭƭ ŀǎ ǘƘŜ ΨƻǇŜƴƴŜǎǎ ǘƘŀǘ ƛǎ ǇǊŜǇŀǊŜŘ ǘƻ Ǌƛǎƪ 

havƛƴƎ ǘƘŀǘ ǎǘŀƴŘǇƻƛƴǘ ŎƘŀƴƎŜŘΩ (Attia and Edge 2017, p.34). For Onwuegbuzie (2016, p.19), it is 

ǳƴŀǾƻƛŘŀōƭŜ ǘƘŀǘ ŀ ƭƛǘŜǊŀǘǳǊŜ ǊŜǾƛŜǿ ƛǎ ƻǳǘǎƛŘŜ ƻŦ ǇŜǊǎƻƴŀƭ ƛƴŦƭǳŜƴŎŜΣ ŀǎ ΨŜǾŜǊȅǘhing you do in your 

ǊŜǾƛŜǿƛƴƎ ƻŦ ƭƛǘŜǊŀǘǳǊŜ ƛǎ ŀ ǊŜǎǳƭǘ ƻŦ ŎǳƭǘǳǊŀƭ ŀǎǎǳƳǇǘƛƻƴǎ ŀƴŘ ȅƻǳǊ ōŜƭƛŜŦǎ ƻƴ ŀ ǘƻǇƛŎΩΦ DǊŀƳǎŎƛ 

(1971, p.324) ŀŘǾƻŎŀǘŜǎ ǘƘŀǘ ȅƻǳ ǊŜŦƭŜŎǘ ōŀŎƪ ƻƴ ȅƻǳǊ ƧƻǳǊƴŜȅ ǘƻ ǘƘƛǎ ǇƭŀŎŜ ƻŦ ǿǊƛǘƛƴƎ ǿƘƛŎƘ ƛǎ ΨǘƘŜ 

ŎƻƴǎŎƛƻǳǎƴŜǎǎ ƻŦ ǿƘŀǘ ƻƴŜ ǊŜŀƭƭȅ ƛǎΣ ŀƴŘ ƛǎ άƪƴƻǿƛƴƎ ǘƘȅ ǎŜƭŦέ ŀǎ ŀ ǇǊƻŘǳŎǘ ƻŦ ǘƘŜ ƘƛǎǘƻǊƛŎŀƭ ǇǊƻŎŜǎǎ 

to date which has deposited in you an affinity ƻŦ ǘǊŀŎŜǎΣ ǿƛǘƘƻǳǘ ƭŜŀǾƛƴƎ ŀƴ ƛƴǾŜƴǘƻǊȅΩΦ Lƴ 

ǊŜŦƭŜŎǘƛƴƎ ƻƴ Ƴȅ ƧƻǳǊƴŜȅΣ L Řƻ ƴƻǘ ǾƛŜǿ Ƴȅ ΨƘƛǎǘƻǊƛŎŀƭΩ ƛƴŦƭǳŜƴŎŜǎ ŀƴŘ ŎǳƭǘǳǊŀƭ ŀǎǎǳƳǇǘƛƻƴ ŀǎ 

ΨŎƻƴǘŀƳƛƴŀǘƛƻƴ ƻŦ ǘƘŜ ŘŀǘŀΩ (Attia and Edge 2017, p.35). Indeed, reflecting on these influences has 

helped me to consider my literature choices and the narrative I weave throughout the text as a 

whole. My narrative focuses on depictions of social justice and critical pedagogy for SpLD tutors in 

UK Higher Education as well as the lack of research on SpLD tutors from a social justice 

perspective. Transformative learning is central to my research question and I discuss the origins of 

ǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ƭŜŀǊƴƛƴƎΤ ǘƘŜ ƛƴŦƭǳŜƴŎŜ ƻŦ ƻǘƘŜǊ ǘƘƛƴƪŜǊǎΤ ǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ƭŜŀǊƴƛƴƎΩǎ ŎƻƴǘƛƴǳƛƴƎ 

evolution; critique that has been levelled at it; and possible impacts that it can have on my 

research.  

2.2 The literature search process 

I used a mixture of approaches to search for literature on SpLD tutors in UK HEIs, including 

backwards and forwards searching (snowball searching), citation searching, hand searching as 

well as accessing grey literature (Wohlin 2014; Greenhalgh and Peacock 2005). Grey literature 

comprises unpublished works that do not undergo the peer review process, such as theses, 

reports, working papers (Alberani et al. 1990). One particular benefit of grey literature is that it 

can provide you with up-to-ŘŀǘŜ ƛƴŦƻǊƳŀǘƛƻƴ ŀǎ ǘƘŜǊŜ Ŏŀƴ ōŜ ŀƴ Ψemergence-to-publication time 

lagΩ ōŜǘǿŜŜƴ ǿƘŜƴ ŀƴ ŀǊǘƛŎƭŜ ƛǎ Ŧƛƴŀƭƭȅ ǇǳōƭƛǎƘŜŘ ŀnd as to when the research has actually taken 

place (Onwuegbuzie 2016, p.205). The reason I drew so heavily on grey literature was necessity.  
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I used a range of databases and online search tools to create this literature review: Google Scholar 

and a range of commercial databases that use EBSCOhost. I developed four key search terms 

derived from my research question: Specific Learning Differences, UK Higher Education, SpLD 

tutor, social justice. These terms serve as broad categories for numerous other expressions that 

are associated with them. Accordingly, the category terms were developed into a list that 

included their irregular plural forms, synonyms and related terms which resulted in a list of 15 

separate entries grouped under the four initial categories (see Table 1). 

Table 1 Search Terms 

Original terms  Specific Learning 

Difficulties 

UK Higher 

Education 

SpLD Tutor Social Justice 

Variated terms  Specific Learning 

Differences  

UK Higher 

Education 

Institutions 

Study Skills Tutor Socially Just 

 SpLD UK University Support Worker  

 S.P.L.D. UK Universities Support Staff  

 Dyslexia UK College   

 Dyslexic    

 Neurodiversity    

 Neurodiverse    

 

These terms were then developed into a Boolean search string that could be used on multiple 

databases. The search string comprised search terms grouped into the three categories using AND 

OR statements to filter. I entered the string into Google Scholar and the commercial databases on 

two occasions: 20 July 2019 and 8 June 2021. I used a date range from 2000 to the present. The 

majority of these search results were on the experiences of university students with dyslexia as 

discussed previously rather than on the experiences of SpLD tutors.  

Professional associations such as PATOSS, ADSHE and the BDA publish their own journals focusing 

on SpLDs in HE. However, these journals are not indexed to educational databases and therefore 

do not appear on databases or on Google Scholar. These journals are typically only available to 

members of these organisations. As a member of these organisations, I was able to hand-search 

through their journals and while there was research on SpLD tutors they did not find any research 
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on the experiences of SpLD tutors and social justice in UK HE. Cowan (2018) who is a highly 

regarded expert on nursing and SpLDs, recounts similar difficulties in locating research for her 

tƘ5 ǊŜǎŜŀǊŎƘ ƻƴ ǎǘǳŘŜƴǘǎΩ ŘŜŎƛǎƛƻƴǎ ǘƻ ŀŎŎŜǎǎ ŘȅǎƭŜȄƛŀ ŀǎǎŜǎǎƳŜƴǘǎΤ ǎƘŜ ǘƻƻ ƘŀŘ ǘƻ ǳǎŜ ŀ ǿƛŘŜ 

range of literature such as blog posts and newspaper articles, not just empirical research.  

2.3 Existing research on dyslexia and SpLD tutors in HE 

The majority of the research on SpLDs in HE has a focus on students with dyslexia or the DSA, such 

as the work of Cameron and Billington (2017), Reid (2013) and Richardson (2015). While valuable 

research, this was not a good fit to my research question. Some peer-reviewed research focuses 

on the experiences of SpLD tutors in UK universities, but it is not extensive. I looked at the work of 

Graham (2020) who examined the impact of SpLD tutor support. She posits that SpLD support is 

of particular benefit to those students at risk of disengagement and found a positive correlation 

between attainment and SpLD sessions. From a cohort of students with SpLDs, ten per cent of 

those who had not accessed SpLD support dropped out of their courses (Graham, 2020). SpLD 

one-to-one sessions offer that opportunity to connect with a learner throughout the academic 

year where you typically meet every week. It can be a space where ΨŎƘŀƭƭŜƴƎŜǎ Ŏŀƴ ōŜ ŘƛǎŎǳǎǎŜŘ 

ŀƭƻƴƎǎƛŘŜ ǘƘŜ ǘŜŀŎƘƛƴƎ ƻŦ ǎǘǳŘȅ ǎƪƛƭƭǎΩ (Graham 2020, p. 125). However, the views of the SpLD 

tutors who work with these learners are not expressed in this research.  

Newman (2019), an SpLD tutor who investigated the use of multisensory methods in one-to-one 

SpLD support sessions, argues ǘƘŜ ΨǇǊƛǾƛƭŜƎŜ ƻŦ ǿƻǊƪƛƴƎ ŀǎ ŀ ǎǇŜŎƛŀƭƛǎǘ ǎǘǳŘȅ ǎƪƛƭƭǎ ǘǳǘƻǊ ƛǎ ǘƘŀǘ ƻƴŜ 

gains a deep understanding of the nature of each learner's strengths and weaknesses so enabling 

the former to be used to suppƻǊǘ ǘƘŜ ƭŀǘǘŜǊΩ (p. 15). This is indeed a privilege with great potential 

for transformative learning. However, wƘƛƭŜ bŜǿƳŀƴΩǎ ǊŜǎŜŀǊŎƘ ƎƛǾŜǎ ƛƴǘŜǊŜǎǘƛƴƎ ǾƛƎƴŜǘǘŜǎ ƻŦ 

various multisensory approaches, there is no SpLD tutor voice in the text.  

Worrall (2019) explores the potential of the SpLD tutorial space arguing these tutorials could also 

be used to support students with confidence and engagement. This would support student 

retention but also, hypothetically, student well-being. It is a space where you are listened to. 

IƻǿŜǾŜǊΣ ŀƎŀƛƴ ǘƘŜǊŜ ƛǎ ƴƻ ŘƛǊŜŎǘ ǊŜǇǊŜǎŜƴǘŀǘƛƻƴ ƻŦ {Ǉ[5 ǘǳǘƻǊǎΩ ǾƛŜǿǎ, much less any viewpoints 

on social justice. While these articles were interesting, they did not provide insights into potential 

applications of social justice and critical pedagogy approaches in SpLD work. 

I also looked at understandings of dyslexia and other SpLDs from those in teaching roles in 

universities. There have ōŜŜƴ ǇǊŜǾƛƻǳǎ ǎǘǳŘƛŜǎ ƻŦ I9 ƭŜŎǘǳǊŜǊǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ŘȅǎƭŜȄƛŀ ŀƴŘ 

support which have been very influential in the field such as the work of Mortimore and Crozier 

(2006);  Riddell and Weedon (2006);  Cameron and Nunkoosing (2012); Mortimore (2013); and 
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Evans (2014). It was evident from these studies that there remains much work to be done to 

ǎǳǇǇƻǊǘ ƭŜŎǘǳǊŜǊǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ŘȅǎƭŜȄƛŀΦ Few lecturers appear to have received targeted 

training on SpLDs and those who had awareness of dyslexia had gained it from contextual 

personal experiences through family or friends (Evans, 2014; Cameron and Nunkoosing, 2012). 

The medical model remains a dominant lens through which to view SpLDs (Mortimore 2013; 

Mortimore and Crozier 2006, Riddell and Weedon 2006). A sense of intrinsic deficit continues 

ǿƛǘƘ ǎƻƳŜ ƭŜŎǘǳǊŜǊǎ ǎǘŀǘƛƴƎ ǘƘŀǘ ŀ ŘȅǎƭŜȄƛŀ ŘƛŀƎƴƻǎƛǎ ŎƻǳƭŘ ƘŀǾŜ ŀ ƴŜƎŀǘƛǾŜ ƛƳǇŀŎǘ ƻƴ ŀ ƭŜŀǊƴŜǊΩǎ 

professional life such as in nursing or teaching (Evans 2014; Riddick and English 2006). Making 

reasonable accommodations, such as changing marking policy or giving learners additional time in 

examinations, ǿŀǎ ŎƻƴǎƛŘŜǊŜŘ ōȅ ǎƻƳŜ ŀǎ ΨŘǳƳōƛƴƎ ŘƻǿƴΩ (Riddell and Weedon, 2006). These 

tropes were still to be found in more recent research on HE lecturers by Ryder and Norwich 

(2019). According to Ryder and Norwich (2019, p. 170) HE lecturers:  

Need to be armed with the necessary, albeit complex, knowledge about the condition, 

as currently diagnosed, in order to ensure the efficacy and quality of their pedagogic 

practice, as well as to engage fully with legislative and institutional policies aimed at 

securing fair and equal access to higher education for all students. 

Noteworthy here is that while there is mention of fairness and equity, there is no mention of 

concepts of social justice much less the experience of SpLD tutors and their potential to 

support pedagogic practice.  

I subsequently examined other work of Ryder and Norwich (2018) that I thought pertinent to my 

research, namely their research on SpLD assessors in UK universities. These comprised 

Educational Psychologists (EPs) and Specialist Teacher Assessors (STs). Some of these Special 

Teacher Assessors may also have worked as SpLD tutors but the focus of the research here was on 

SpLD assessment rather than SpLD support. The discrepancy model, although discredited, still 

ƘŜƭŘ ǎǿŀȅ ƻǾŜǊ ǘƘŜ ŀǎǎŜǎǎƳŜƴǘ ǇǊƻŎŜǎǎ ǿƘŜǊŜōȅ ΨŀǾŜǊŀƎŜ ƻǊ ŀōƻǾŜ ŀǾŜǊŀƎŜ ŀōƛƭƛǘȅ ŘƛǎŎǊŜǇŀƴǘ ǿƛǘƘ 

some aspect of academic attainment or processing skill difficulty seemed integral to most 

ŀǎǎŜǎǎƻǊǎΩ ŎƻƴŎŜǇǘ ƻŦ ŘȅǎƭŜȄƛŀΩ(Ryder and Norwich 2018, p. 118). It was also notable how the 

assessors excluded environmental considerations from their assessments with one assessor 

stating, Ψƛǘ ƛǎ ŜȄǘǊŜƳŜƭȅ ŘƛŦŦƛŎǳƭǘ ǘƻ ŘŜǘŜǊƳƛƴŜ ǿƘŜǘƘŜǊ ƳŀǘǳǊŜ ǎǘǳŘŜƴǘǎΣ ǇŀǊǘƛŎǳƭŀǊƭȅ ǘƘƻǎŜ ŦǊƻƳ 

socio-economically disadvantaged backgrounds, have an underlying difficulty or educational 

ŘƛǎŀŘǾŀƴǘŀƎŜΩ (Ryder and Norwich 2018, p. 121). While assessors appear to be aware of potential 

societal impacts, they do not appear to engage in exploring this further. Again, this is reminiscent 

ƻŦ /ŀƳŜǊƻƴΩǎ (see McNamee et al. 2020) assertion that it is easier to stick with assessing an 

ΨƛƴǘǊƛƴǎƛŎΩ ǇǎȅŎƘƻƭƻƎƛŎŀƭ ŘƛŦŦƛŎǳƭǘȅ Ǌŀǘher than question the impacts of the wider learning 
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environment. Social justice concepts do not seem to figure in assessments but perhaps this is also 

linked to a lack of training on theories of social justice and critical pedagogy. There is no mention 

of the experiences of SpLD tutors in this research, they appear to be invisible.  

!ǎ ǘƘŜǊŜ ŀǇǇŜŀǊǎ ǘƻ ōŜ ŀ ƭŀŎƪ ƻŦ ǇǳōƭƛǎƘŜŘ ŜƳǇƛǊƛŎŀƭ ǊŜǎŜŀǊŎƘ ƻƴ {Ǉ[5 ǘǳǘƻǊǎΩ ŜȄǇŜǊƛŜƴŎŜǎ of social 

justiceΣ L ǿŜƴǘ ŦǳǊǘƘŜǊ ƻǾŜǊ ǘƻ ǘƘŜ ΨƎǊŜȅ ǎƛŘŜΩ ǿƘŜǊŜ L ŜȄǇƭƻǊŜŘ ƳƻǊŜ ŘƻŎǘƻǊŀl research on dyslexia. 

Campbell (2017) ƛǎ ŀƴ {Ǉ[5 ǘǳǘƻǊ ǿƘƻǎŜ ŘƻŎǘƻǊŀƭ ǘƘŜǎƛǎ ŜȄǇƭƻǊŜǎ I9 ŘȅǎƭŜȄƛŀ ǘǳǘƻǊǎΩ 

interpretations of dyslexia and the pedagogical approaches that they use. Campbell uses a 

Foucauldian lens to explore social constructions of dyslexia. His focus is on the pedagogic skills 

used by both study skills tutors and dyslexia tutors and he posits that ultimately the same skills 

are used for both dyslexic and non-dyslexic learners. His thesis comprises interviews with eight 

dyslexia tutors and their views of dyslexia support in HE. While this research is similar to mine in 

that it places the views of SpLD tutors throughout the text, it is dissimilar in that the tutors are not 

given access to learn about theory, such as in this case to learn more about social constructions of 

disability and dyslexia. The tutors were not involved in the analysis of the research and while 

Campbell offered the opportunity to comment on the thesis, only one person did so. 

There appears to be a gap in the knowledge base on SpLD tutors and social justice in the UK which 

limits how I can locate my work ǿƛǘƘƛƴ ŀ ōƻŘȅ ƻŦ ŜǎǘŀōƭƛǎƘŜŘ ƭƛǘŜǊŀǘǳǊŜ ŀƴŘ ΨǎŜǘ ǘƘŜ ǎǘŀƎŜΩ 

(Charmaz 2006, p.166) for the thesis. I have had to reflect upon why I thought there was such a 

gap and how to take this forward, concluding that SpLD tutors are so marginalised within UK HE 

that they are not even considered as worthy subjects of research in their own right.  

2.4 Social justice and SpLDs 

In discussing social justice and SpLDs, I return to the key understanding of social justice as the 

following:  

Social justice is both a process and a goal. The goal of social justice is full and equal 

participation of all groups in a society that is mutually shaped to meet their needs. Social 

justice includes a vision of society in which the distribution of resources is equitable and all 

members are physically and psychologically safe.(Adams et al. 2007, p. 2)  

The idea of full and equal participation of SpLD tutors and a space that is shaped to meet the 

needs of their learners, would seem to be an obvious area of research. Yet there is a dearth of 

literature on SpLD tutors and social justice but there is research on the social impacts of dyslexia 

as well as commentary of the lack of social research. Riddick, writing on stigma associated with 

ƎŜǘǘƛƴƎ ŀ ŘȅǎƭŜȄƛŎ ΨƭŀōŜƭΩΣ ǿǊƻǘŜ ǘƘŀǘ ΨǿŜ ƴŜŜŘ ǘƻ ƪƴƻǿ ƳƻǊŜ ŀōƻǳǘ ǘƘŜ ǎƻŎƛŀƭ ǇǎȅŎƘƻƭƻƎƛŎŀƭ ŦŀŎǘƻǊǎ 
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ǘƘŀǘ ƛƴŦƭǳŜƴŎŜ ƛǘ ώƭŀōŜƭƭƛƴƎϐ ŀƴŘ ǘƘŜƛǊ ǊŜŎƛǇǊƻŎŀƭ ƛƴǘŜǊŀŎǘƛƻƴ ǿƛǘƘ ǿƛŘŜǊ ŎǳƭǘǳǊŀƭ ƛƴŦƭǳŜƴŎŜǎΩ (Riddick 

2000, p. 666)Φ {ƘŜ ǿŀǎ ǘƘŜ ŦƛǊǎǘ ǘƻ ŀŘǾƻŎŀǘŜ ŦƻǊ ŀ ǎƻŎƛŀƭ ƳƻŘŜƭ ƻŦ ŘȅǎƭŜȄƛŀ ŀǎ Ψŀƴ ŀǇǇǊƻŀŎƘ ŦƻŎǳǎŜŘ 

solely on remediating difficulties will not always be sufficient and that at some point a social 

model of disability perspective, which questions current assumptions, norms and practices in 

ǊŜƭŀǘƛƻƴ ǘƻ ƭƛǘŜǊŀŎȅΣ ƴŜŜŘǎ ǘƻ ōŜ ƛƴŎƭǳŘŜŘΩ (Riddick 2001, p.234). Mortimore and Dupre (2010) 

expanded upon the idea of the social model of dyslexia to make the case for more inclusive and 

ƘƻƭƛǎǘƛŎ ǘŜŀŎƘƛƴƎ ƳŜǘƘƻŘǎ ŦƻǊ ŀƭƭ ǎǘǳŘŜƴǘǎ ƛƴŎƭǳŘƛƴƎ ǘƘƻǎŜ ǿƛǘƘ {Ǉ[5ǎΦ ¢ƘŜȅ ƛƴŎƭǳŘŜ bƛƴŘΩǎ (2005) 

recommendation that we move away from individualised lesson plans for learners with special 

needs and instead create an inclusive learning environment where everyone can participate. This 

transformative change, however, requires ΨǊŜŦƭŜŎǘƛƻƴ ŀƴŘ ŀŎǘƛƻƴ ƻƴ ǎƻŎƛŀƭ ƧǳǎǘƛŎŜΣ ōŜƭƛŜŦǎ ŀōƻǳǘ 

the learning potential of everybody, theories of good teaching and learning and a 

ǊŜŎƻƴŎŜǇǘƛƻƴƭƛǎŀǘƛƻƴ ƻŦ ǘƘŜ ŎǳǊǊƛŎǳƭǳƳ ŀƴŘ ƭŜŀǊƴƛƴƎ ǎǳǇǇƻǊǘΩ (Nind 2005, p.274).  

The work of Madriaga and Goodley (2010) calls for more socially just approaches to meet the 

needs of autistic learners in Higher Education. While this research was not written about SpLD 

tutors, it is striking in its emphasis on a need for more socially just approaches to pedagogy in HE. 

This is based on previous work by Goodley (2007; 2001). Goodley (2001, p.211) while ostensibly 

writing about people with learning difficulties, not SpLDΣ ŘŜŎǊƛŜǎ ǘƘŜ ƴƻǘƛƻƴ ƻŦ ǇŜƻǇƭŜ ŀǎ ΨǇŜǊǎƻƴŀƭ 

tragedies of their unchangeable organic impairmentsΩ. Critical pedagogy is a socially just approach 

to use to counter such concepts of innate deficit (Goodley, 2007).  

/ǊƛǘƛŎŀƭ ǇŜŘŀƎƻƎȅΣ ŀǎ ǇƛƻƴŜŜǊŜŘ ōȅ CǊŜƛǊŜΣ Ψƛǎ ŀ ǿŀȅ ƻŦ ǘƘƛƴƪƛƴƎ ŀōƻǳǘΣ ƴŜƎƻǘƛŀǘƛƴƎΣ ŀƴŘ 

transforming the relationship among classroom teaching, the production of knowledge, the 

institutional structures of the school, and the social and material relation of the wider community 

ŀƴŘ ǎƻŎƛŜǘȅΩ (Breunig 2005, p. 109). Taking this critical pedagogy idea further when applied to HE, 

Madriaga and Goodley (2010, p. 128) call for more inclusive socially just approaches in HE to 

support autistic learners and advocate a critical pedagogy stance where we ΨƳƻǾŜ ōŜȅƻƴŘ ōŀǎŜπ

level thinking and traditional modes of teaching and assessment towards άbest practiceέ. This 

requires an emphasis on student deǎƛǊŜǎ ǊŀǘƘŜǊ ƻƴ ǎƻπŎŀƭƭŜŘ ŘŜŦƛŎƛǘǎΩΦ 

Lƴ ǊŜŦƭŜŎǘƛƴƎ ƻƴ ǎƻŎƛŀƭ ƧǳǎǘƛŎŜΣ aŀŎ5ƻƴŀƭŘΩǎ (2009) research focused on a social model approach 

that included people with dyslexia from different social classes . His work was the first in 

particular to investigate the disabling barriers of social-class structures upon people with dyslexia. 

The education sȅǎǘŜƳ ƛǘǎŜƭŦ ǿŀǎ ŦƻǳƴŘ ǘƻ ōŜ ŀ ŘƛǎŀōƭƛƴƎ ōŀǊǊƛŜǊ ƴƻǘŀōƭȅ ǘƘŜ ΨƛƴŘƛǾƛŘǳŀƭƛǎǘ ŜǘƘƻǎ ƛƴ 

ŜŘǳŎŀǘƛƻƴ ǿƘŜǊŜ ōƭŀƳŜ ǎŜŜƳǎ ǘƻ Ŧŀƭƭ ƻƴ ǘƘŜ ǇǳǇƛƭǎΩ ŀōƛƭƛǘȅ ǊŀǘƘŜǊ ǘƘŀƴ ǘŜŀŎƘƛƴƎ ƳŜǘƘƻŘǎΩ 

(Macdonald 2009, p.354). MacDonald found that middle-class pupils had access to better, 

specialised support than their working-class peers. Working class students with dyslexia appeared 
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to be more likely to become disillusioned with school and leave without gaining qualifications. 

Their difficulties with literacy also affected their ability to get better-paid jobs. Middle-class 

students with dyslexia, while still experiencing stigma, were better able to access assistive 

technology support, were more likely to gain qualifications and highly-paid employment. This 

ǎƘƻǿŜŘ ǘƘŀǘ ΨǎƻŎƛŀƭ Ŏƭŀǎǎ ƛƴǘŜǊŀŎǘǎ ǿƛǘƘ ŘƛǎŀōƭƛƴƎ ōŀǊǊƛŜǊǎ ǿƘƛŎƘ ŀŦŦŜŎǘ ŘȅǎƭŜȄƛŀΧΦ {ƻŎƛŀƭ Ŏƭŀǎǎ 

positioning, combined with issues relating to disabling barriers, restricts access to education and 

ŜƳǇƭƻȅƳŜƴǘ ǇǊƻǾƛǎƛƻƴΩ (Macdonald 2009, p.359). MacDonald (2009) calls for further research into 

dyslexia from a sociological context rather than using an educational or psychological lens alone. 

Lƴ ǎƻ ŘƻƛƴƎΣ ǿŜ ΨǎƘƛŦǘ ǘƘŜ ŦƻŎǳǎ ŦǊƻƳ ƛƴŘƛǾƛŘǳŀƭ ƭƛƳƛǘŀǘƛƻƴǎ ǘƻ ǘƘŜ ǊŜƳƻǾŀƭ ƻŦ ǎƻŎƛŀƭ ōŀǊǊƛŜǊǎ ǿƛǘƘƛƴ 

ƛƴǎǘƛǘǳǘƛƻƴǎΩ(MacDonald 2009, p.360). My research therefore carries on the call from MacDonald 

to redress the primacy given to a psychological view of SpLDs and to explore sociological 

approaches such as social justice theories of dyslexia.  

MacDonald (2010) also explores the social impacts of dyslexia especially in terms of access to 

support (notably technology) for certain groups. MacDonald (2010, p.279) ƴƻǘŜǎ ΨǘƘŜǊŜ Ƙŀǎ ōŜŜƴ 

so little research on the social aspects ώΧϐ may be the starting point to develop specific 

ǎƻŎƛƻƭƻƎƛŎŀƭ ƪƴƻǿƭŜŘƎŜ ƻƴ ǘƘŜƛǊ ǳƴƛǉǳŜ ŜȄǇŜǊƛŜƴŎŜǎΩΦ Lǘ ƛǎ ǘƘƛǎ ƭŀŎƪ ƻŦ ŀ ǎƻŎƛŀƭ ƛƳǇŀŎǘ ǘƘŀǘ ƛǎ ǾŜǊȅ 

striking here, again pointing to the dominance of a psychological and medical model of viewing 

dyslexia and lack of social justice perspectives. Furthermore, he argues that dyslexia is a social 

ƛŘŜƴǘƛǘȅ ǘƘŀǘ ΨƴŜŜŘǎ ǘƻ ōŜ ǘƘŜƻǊŜǘƛŎŀƭƭȅ ŎƻƴŎŜǇǘǳŀƭƛǎŜŘ ƛƴ ǎǳŎƘ ŀ ǿŀȅ ǘƘŀǘ ƛƴŎƻǊǇƻǊŀǘŜǎ ǘƘŜ ƭƛǾŜŘ 

ŜȄǇŜǊƛŜƴŎŜǎ ƻŦ ǇŜƻǇƭŜ ǿƛǘƘ ǘƘƛǎ ŎƻƴŘƛǘƛƻƴΩ όaŀŎŘƻƴŀƭŘ, cited by Donovan and Kearney, 2013, 

p.69). Macdonald is strident in his call for dyslexia to be researched from a more sociological 

viewpoint and from the lived experiences of people with dyslexia. It is clear from the literature 

review that there is very little research on social concepts of dyslexia, the lived experiences of 

SpLD tutors, or the impact of social justice theories of dyslexia, other SpLDs and SpLD tutors and 

their practice, much less how they intersect. 

 

2.5 Intersectionality and SpLD tutors 

LƴǘŜǊǎŜŎǘƛƻƴŀƭƛǘȅ ƛǎ ǘƘŜ ƛƴǾŜǎǘƛƎŀǘƛƻƴ ƛƴǘƻ ΨƘƻǿ ƻǾŜǊƭŀǇǇƛƴƎ ŀƴŘ ƛƴǘŜǊǎŜŎǘƛƴƎ ƛŘŜƴǘƛǘƛŜǎ ŀŦŦŜŎǘ ǘƘŜ 

ŜȄǇŜǊƛŜƴŎŜǎ ƻŦ ƛƴŘƛǾƛŘǳŀƭǎ ƛƴ ǎƻŎƛŜǘȅΩ (Bhopal and Alibhai-Brown 2018, p.47). Kimberlé Crenshaw 

famously coined the term intersectionality in the 1980s when she wrote of the racism and 

misogyny that black women experienced in the US workforce and she is an advocate of the 

concept of ƛƴǘŜǊǎŜŎǘƛƻƴŀƭƛǘȅ ŀǎ ŀ ΨǇǊŀŎǘƛŎŀƭ ƛƴǘŜǊǾŜƴǘƛƻƴ ƛƴ ŀ ǿƻǊƭŘ ŎƘŀǊŀŎǘŜǊƛȊŜŘ ōȅ ŜȄǘǊŜƳŜ 

ƛƴŜǉǳŀƭƛǘƛŜǎΩ (Cho et al. 2013, p.785). The work of Black feminists like Crenshaw and the 
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transdisciplinary field of Critical Race Theory (CRT) has been critical for the developing field of 

Ψ5ƛǎ/ǊƛǘΩ ǎǘǳŘƛŜǎ (Annamma et al. 2018). At the time of writing this PhD, teaching CRT has been an 

object of alarming discussion by the UK government where English schools have been told not to 

ǘŜŀŎƘ ƴŀǊǊŀǘƛǾŜǎ ǘƘŀǘ ŀǊŜ ΨƘŀǊƳŦǳƭ ǘƻ .ǊƛǘƛǎƘ ǎƻŎƛŜǘȅΩ (Department for Education 2020). DisCrit is 

where the intersectionality of disability and race is further examiƴŜŘ ŀǎ ΨǊŀŎƛǎƳǎ ŀƴŘ ŀōƭŜƛǎƳ 

ƛƴŦƻǊƳ ŀƴŘ ǊŜƭȅ ƻƴ ŜŀŎƘ ƻǘƘŜǊ ƛƴ ƛƴǘŜǊŘŜǇŜƴŘŜƴǘ ǿŀȅǎΩ (Connor et al. 2016).  

In the UK, the work of Cameron and Greenland (2019) is strikingly unusual in its focus on the 

experiences of Black or Minority Ethnic (BME) dyslexic students in UK universities. There is little 

ǊŜǎŜŀǊŎƘ ƻƴ ǎǳŎƘ ǎǘǳŘŜƴǘǎΩ ŜȄǇŜǊƛŜƴŎŜǎ ƛƴ ǘƘŜ ¦Y ŀƴŘ ƛƴŘŜŜŘΣ .ƭŀŎƪ ǎǘǳŘŜƴǘǎ ƛƴ ǇŀǊǘƛŎǳƭŀǊ ŀǊŜ 

under-represented in what is considered the more prestigious universities (Younger et al. 2019). 

Anecdotally, in my own experience as an SpLD specialist in a Russell Group institution, I have only 

worked with one Black dyslexic learner. This was not the case when I worked at post-92 

institutions. Such intersectionality is important to understand the overlap between ableism and 

racism in our institutions and to widen understandings of privilege, of oppressive practice and of 

social justice. Such interactions shape multiple dimensions of our experiences (Hernández-Saca et 

al. 2018).  

CƻǊ ǎƻŎƛŀƭ ƧǳǎǘƛŎŜ ǘƘŜƻǊƛǎǘǎΣ ǘƘŜǊŜ ƛǎ ǾŀƭǳŜ ƛƴ ŜȄǇƭƻǊƛƴƎ ǘƘŜ ΨǇŀǊǘƛŎǳƭŀǊ ƘƛǎǘƻǊƛŜǎ ŀƴŘ ŎƘŀǊŀŎǘŜǊƛǎǘƛŎǎ 

of specific forms of oppression ώΧϐ as well as the patterns that connect and mutually reinforce 

different oppressions ƛƴ ŀ ǎȅǎǘŜƳ ǘƘŀǘ ƛǎ ƛƴŎƭǳǎƛǾŜ ŀƴŘ ǇŜǊǾŀǎƛǾŜΩ (Adams et al. 2007, p. 5). The 

ΨǇŀǊǘƛŎǳƭŀǊ ƘƛǎǘƻǊȅΩ ƻŦ ǘƘƛǎ ǘƘŜǎƛǎ ƛǎ ǘƘŀǘ ƻŦ ǘƘŜ {Ǉ[5 ǘǳǘƻǊ ōǳǘ L ǊŜƳŀƛƴ ŎƻƎƴƛǎŀƴǘ ƻŦ ǘƘŜ 

intersections of other forms of oppression such as racism and ableism.  

 

2.6 Dyslexia as disability 

Tanner (2009 p. 796) describes discussing dyslexia in purely medical and scientific terms as an 

ΨŜȄŎƭǳǎƛƻƴŀǊȅ ŀƴŘ ƻǇǇǊŜǎǎƛǾŜ ƛŘŜƻƭƻƎȅ ǘƘŀǘ ƛǎ ǊŜŦƭŜŎǘŜŘ ƛƴ ƻǳǊ ƭŀƴƎǳŀƎŜ ǳǎŜΣ ōŜƭƛŜŦ ǎȅǎǘŜƳǎ ŀƴŘ 

ŀǘǘƛǘǳŘŜǎΩΦ Collinson (2020 p. 1004) ŀǊƎǳŜǎ ǘƘŀǘ Ψƛn the case of dyslexics, it is better to focus on, 

ŀƴŘ ǎǘǳŘȅΣ ǿƘȅ ŘȅǎƭŜȄƛŎǎ ŀǊŜ hǘƘŜǊŜŘΤ ŦƻŎǳǎƛƴƎ ƻƴ ΨŘȅǎƭŜȄƛŀΩ ƛƎƴƻǊŜǎ ǘƘŜ ǎƻŎƛŀƭ ƳƛǎŎƻƴŎŜǇǘƛƻƴΩ. 

This is in keeping with a more social constructivist view of dyslexia and other SpLDs whereby our 

knowledge of SpLDs comes about through social processes (Kirby 2020). It is these social 

ǇǊƻŎŜǎǎŜǎ ǘƘŀǘ ǊŜŦƭŜŎǘ ǘƘŜ ΨǾŀƭǳŜǎΣ ŀǎǎǳƳǇǘƛƻƴǎΣ ŀƴŘ ǿŀȅǎ ƻŦ ƭƛŦŜ ƻŦ ǘƘŜ ǘƛƳŜ ŀƴŘ ŎǳƭǘǳǊŜΩ 

(McNamee et al. 2020, p. 5). It is our current values and assumptions that have constructed 

assumptions of SpLDs and in the process Othered learners and SpLD tutors in UK universities. 
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Of course, it is pertinent to remind ourselves of key concepts of disability theory such as ableism 

notably described by Kumari Campbell (2001, p. 44) whereby dƛǎŀōƛƭƛǘȅ ƛǎ ΨŎŀǎǘ ŀǎ ŀ ŘƛƳƛƴƛǎƘŜŘ 

ǎǘŀǘŜ ƻŦ ōŜƛƴƎ ƘǳƳŀƴΩΦ AōƭŜƛǎƳ ƛƴ ŀŎŀŘŜƳƛŀ Ƙŀǎ ōŜŜƴ ŘŜǎŎǊƛōŜŘ ōȅ ǎƻƳŜ ǊŜǎŜŀǊŎƘŜǊǎ ŀǎ ΨŜƴŘŜƳƛŎΩ 

(Brown and Leigh 2018, p. 988). Being disabled in a university brings with it a sense of stigma, of 

being somewhat deviant in an ableist society (Goffman 1990). Goodley (2014, p. 26) writes how 

ǎǳŎƘ ǎǘƛƎƳŀ ƛǎ ƘŜƛƎƘǘŜƴŜŘ ƛƴ ŀ ŎǳƭǘǳǊŜ ƻŦ ΨƴŜƻƭƛōŜǊŀƭ-ŀōƭŜƛǎƳΩ ǿƘŜǊŜ ŀǳǘƻƴƻƳȅ ŀƴŘ ǎŜƭŦ-sufficiency 

are valued to the detriment of disabled people.  

However, it must be said that it is no mean feat to challenge the dominant psychological/medical 

models of SpLDs in universities as Ψnaming the disorder and situating it within a person is much 

less socially disruptive to the hierarchical status quo than naming and changing the oppressive 

constructive relations in the wider socio-ŜƴǾƛǊƻƴƳŜƴǘŀƭ ǿŜōΩ (Cameron 2020, p. 383). It was this 

concept of change that led me to investigate transformative learning as a means of inner if not 

outer change. 

2.7 Transformative learning 

¢ƘŜ ŎƻƴŎŜǇǘ ƻŦ ǘǊŀƴǎŦƻǊƳŀǘƛƻƴ ƛƴ ŜŘǳŎŀǘƛƻƴ ƛǎ ƴƻǘ ƴŜǿΦ tƛŀƎŜǘ ōŜƭƛŜǾŜŘ ΨǘƘŀǘ ǇŜǊǎƻƴǎ Ŏŀƴ ƻƴƭȅ 

know the world ǘƘǊƻǳƎƘ ƳŜƴǘŀƭ ŀŎǘƛǾƛǘȅ ǘƘŀǘ ƻǊƎŀƴƛȊŜǎ ŀƴŘ ǘǊŀƴǎŦƻǊƳǎ ǘƘŜƛǊ ǇŜǊŎŜǇǘƛƻƴǎΩ (Reiman, 

1999, pp.600ς601). CǊŜƛǊŜΩǎ ŎƻƴŎŜǇǘ ƻŦ ǘǊŀƴǎŦƻǊƳŀǘƛǾe learning through dialogue was a strong 

influence on Jack Mezirow whƻ ƛǎ ŎƻƴǎƛŘŜǊŜŘ ǘƘŜ ΨŦŀǘƘŜǊ ƻŦ ǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ƭŜŀǊƴƛƴƎΩ (Papastamatis 

and Panitsides 2014, p.75). Mezirow (2003, pp.58ς59) views transformative learning as Ψlearning 

that transforms problematic frames of referenceτsets of fixed assumptions and expectations 

(habits of mind, meaning perspectives, mindsets)τto make them more inclusive, discriminating, 

open, reflective, and emotionally able to chŀƴƎŜΩΦ aŜȊƛǊƻǿ (1978, p.105) set out specific steps for 

the ǇǊƻŎŜǎǎ ƻŦ ǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ƭŜŀǊƴƛƴƎ ōȅ ǿƘƛŎƘ ŀƴ ŀŘǳƭǘ ƭŜŀǊƴŜǊΩǎ ΨƳŜŀƴƛƴƎ ǇŜǊǎǇŜŎǘƛǾŜ Χ 

ǘƘƻǳƎƘǘΣ ŦŜŜƭƛƴƎ ŀƴŘ ǿƛƭƭΩ ŎƘŀƴƎŜΦ ¢Ƙƛǎ ƳŜŀƴƛƴƎ ǇŜǊǎǇŜŎǘƛǾŜ ŜƴŀōƭŜǎ ǘƘŜ ƭŜŀǊƴŜǊ ǘƻ ΨǊŜƛƴǘŜǊǇǊŜǘ ŀƴ 

old experience (or a new one) from a new set of expectations, thus giving a new meaning and 

ǇŜǊǎǇŜŎǘƛǾŜ ǘƻ ŀƴ ƻƭŘ ŜȄǇŜǊƛŜƴŎŜΩ (Mezirow 1991, p.5). In his research, Mezirow (1978) concluded 

ǘƘŀǘ ǘƘŜ ŀŘǳƭǘ ƭŜŀǊƴŜǊǎ ƘŀŘ ŜȄǇŜǊƛŜƴŎŜŘ ŀ ΨǇŜǊǎƻƴŀƭ ǘǊŀƴǎŦƻǊƳŀǘƛƻƴΩ ŀƴŘ ǘƘŀǘ ǘƘƛǎ ǘǊŀƴǎŦƻrmation 

contained within it ten distinct phases (although, Erickson (2007) notes that Mezirow later stated 

that not all ten phases of learning are required for a transformative learning experience). In 

keeping with my interest in using the circle as a visual metaphor, I tend to view these phases as 

part of a circle as seen in Figure 1 below. 
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Figure 1 Mezirow's Ten Phases of Transformative Learning  

(Kolagani, 2019) 

aŜȊƛǊƻǿΩǎ ǘŜƴ ǇƘŀǎŜǎ ƻŦ ƭŜŀǊƴƛƴƎ Ƴŀȅ ƛƴƛǘƛŀƭƭȅ ŀǇǇŜŀǊ ŀǎ ŀ ƭƛƴŜŀǊ ǎǳŎŎŜǎǎƛƻƴ ƻŦ ǎǘŜǇǎ ōǳǘ ǘƘŜǊŜ ƛǎ ŀ 

ΨŎƻƳǇƭŜȄ ŎŀǳǎŀƭƛǘȅΩ ƛƴǾƻƭǾŜŘ ƛƴ ŜŀŎƘ ǎǘŜǇ ǘƘŀǘ ƛƳǇŀŎǘǎ ŀ ǊŀƴƎŜ ƻŦ ƻǳǘŎƻƳŜǎ ǎǳŎƘ ŀǎ ŜƳƻǘƛƻƴǎ ŀƴŘ 

relationships that in turn impact the other phases in transformative learning (Morin 1992; Taylor 

and Cranton 2012). ¢Ƙƛǎ ƛǎ ǿƘŀǘ aƻǊƛƴ όмффнύ ǊŜŦŜǊǎ ǘƻ ŀǎ ŀ ΨǊŜŎǳǊǎƛǾŜ ƭƻƻǇΩ ǿƘŜǊŜōȅ ΨǇǊƻŘǳŎǘǎ 

ŀƴŘ ŜŦŦŜŎǘǎ ŀǊŜ ǘƘŜƳǎŜƭǾŜǎ ǇǊƻŘǳŎŜǊǎ ƻŦ ǿƘŀǘ ǇǊƻŘǳŎŜǎ ǘƘŜƳΩ(Taylor and Cranton 2012, p. 183). 

For Sinnott (2003) transformative learning requires that we pay attention to the processes 

involved that can be both linear and nonlinear. This links with evolving studies of transformative 

ƭŜŀǊƴƛƴƎ ŀǎ ŀ ǎǇƛǊŀƭ ǘƘŀǘ ƛǎ ΨǇǊƻŘuced and/or inhibited by the multiple changes that constitute the 

ƭŜŀǊƴŜǊΩǎ ƻǿƴ ŜǾƻƭǳǘƛƻƴΩ (Taylor and Cranton 2012, p. 183).  

Mezirow was influenced by the work of Kuhn (2009) on concept of paradigmǎΣ CǊŜƛǊŜΩǎ (1972) 

conscientisation ŀƴŘ IŀōŜǊƳŀǎΩǎ (1971 and 1984) domains of learnings. Kuhn (1962, p.viii) wrote 

on legitimate scientific inquiry and theorized that paradigms are ΨǎŎƛŜƴǘƛŦƛŎ ŀŎƘƛŜǾŜƳŜƴǘǎ ǘƘŀǘ ώΧϐ 

provide model problems and solutions to community of practitionersΩ. Mezirow (1985) took this 
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concept of the paradigm and developed it into frames of reference. A frame of reference is the 

Ψstructures of assumptions through which we understand our experiences. They selectively shape 

and delimit expectations, perceptions, cognition and feelings. They set oǳǊ άƭƛƴŜ ƻŦ ŀŎǘƛƻƴέΩ 

(Mezirow 1997, p.5). A frame of reference contains within it habits of mind which are considered 

ƻǳǊ ΨōǊƻŀŘΣ Ƙŀōƛǘǳŀƭ ǿŀȅǎ ƻŦ ǘƘƛƴƪƛƴƎΩ (Erickson 2007, p.66). As well as habits of mind, a frame of 

reference also includes meaning perspectives ǿƘƛŎƘ ƛǎ ΨǘƘŜ ǎǘǊǳŎǘǳǊŜ ƻŦ ŎǳƭǘǳǊŀƭ ŀǎǎǳƳǇǘƛƻƴǎ 

within which new experience is assimilated to ς and transformed by ς ƻƴŜΩǎ Ǉŀǎǘ ŜȄǇŜǊƛŜƴŎŜǎΩ 

(Mezirow 1978, p.101)Φ ¢Ƙƛǎ ƛǎ ΨƘƻǿ ǿŜ ŀǊŜ ŎŀǳƎƘǘ ƛƴ ƻǳǊ ƻǿƴ Ƙƛǎǘorȅ ŀƴŘ ŀǊŜ ǊŜƭƛǾƛƴƎ ƛǘΩ όaŜȊƛǊƻǿ 

1978, p.101). For Mezirow (1978), it is crucial to examine these frames of reference otherwise we 

ŀǊŜ ŎƻƴŘŜƳƴŜŘΣ ƭƛƪŜ ƛƴ /ŀƳǳǎΩǎ Le Mythe de Sisyphe, to constantly live out our lives without 

challenging assumptions. When learners examine their habitual ways of thinking and their cultural 

assumptions, this can then lead to a perspective transformation (Mezirow 1978). 

Perspective transformation can occur painlessly through accumulating transformations in set 

meaning schemes (Mezirow 1985). Kitchener (2008) gives the example of an educator examining 

how she learnt keyboard shortcuts in Word and realising that she could apply these shortcuts to 

other Microsoft applications. However, perspective transformation can also occur in difficult 

circumstances that can necessitate a critical re-evaluation. This could be where an SpLD tutor 

critically examines her approaches to using Assistive Technology and realises that she may not be 

using it effectively.  

Perspective transformation in particular for Mezirow (1978) can lead to social action such the 

Black awareness movement and the anti-war movement in the US. I find this linkage between 

ŜŘǳŎŀǘƛƻƴ ŀƴŘ ǎƻŎƛŀƭ ŀŎǘƛƻƴ ǾŜǊȅ ƛƴǘŜǊŜǎǘƛƴƎ ŀǎ ƛǘ ƛǎ ƛƴǎǇƛǊŜŘ ōȅ aŜȊƛǊƻǿΩǎ ǊŜŀŘƛƴƎ ƻŦ CǊŜƛǊŜΩǎ ǿƻǊƪΦ 

In this praxis of radical pedagogy, learners combine critical thought with critical action. It is this 

ƴƻǘƛƻƴ ƻŦ ŎǊƛǘƛŎŀƭƛǘȅ ǘƘŀǘ ǳƴŘŜǊǇƛƴǎ aŜȊƛǊƻǿΩǎ ŎƻƴŎŜǇǘǎ ƻŦ ǘƘŜ ŘƛǎƻǊƛŜƴǘŀǘƛƴƎ ŘƛƭŜƳƳŀΣ Ŏritical 

reflection and critical self-reflection on assumptions. Critical reflection and critical self-reflection 

are the primary means for Mezirow of enacting transformative change along with the ten phases 

ƻŦ ǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ƭŜŀǊƴƛƴƎΦ aŜȊƛǊƻǿ όмффрΣ ǇΦпсύ ǿǊƻǘŜ ǘƘŀǘ ǊŜŦƭŜŎǘƛƻƴ ƛǎ ΨǘƘŜ ǇǊƻŎŜǎǎ ƻŦ ǘǳǊƴƛƴƎ 

our attention to ǘƘŜ ƧǳǎǘƛŦƛŎŀǘƛƻƴ ŦƻǊ ǿƘŀǘ ǿŜ ƪƴƻǿΣ ŦŜŜƭΣ ōŜƭƛŜǾŜ ŀƴŘ ŀŎǘ ǳǇƻƴΩΦ IŜ ǇƭŀŎŜǎ ǎǳŎƘ 

value on reflection that in 1991 he added an additional phase to the original 10-phase model of 

transformative learning. This phase reflects the importance of critical self-reflection and is 

ΨǊŜƴŜƎƻǘƛŀǘƛƴƎ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ŀƴŘ ƴŜƎƻǘƛŀǘƛƴƎ ƴŜǿ ǊŜƭŀǘƛƻƴǎƘƛǇǎΩΦ Lǘ ƛǎ ǘƘƛǎ ŜƳǇƘŀǎƛǎ ƻƴ ǊŜŦƭŜŎǘƛƻƴ 

that I feel is highly valuable for my research and fits with concepts of reflexivity which is discussed 

in later chapters. 
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However, Mezirow hŀǎ ōŜŜƴ ŎǊƛǘƛŎƛǎŜŘ ŦƻǊ ƴƻǘ Ŧǳƭƭȅ ŀǇǇƭȅƛƴƎ CǊŜƛǊŜΩǎ ŎƻƴŎŜǇǘ ƻŦ ŎǊƛǘƛŎŀƭƛǘȅ ŦƻǊ ǎƻŎƛŀƭ 

action further (Pietrykowski 1996 ; Collard and Law 1989). Mezirow (1978, p.103) acknowledges 

ǘƘŀǘ CǊŜƛǊŜ Ƙŀǎ ΨŜȄǘŜƴŘŜŘ ǘƘŜ ǇƻǎǎƛōƛƭƛǘƛŜǎ ƻŦ ǳǎƛƴƎ ŜŘǳŎŀǘƛƻƴ ǘƻ ǘǊŀƴǎŦƻǊƳ ƻƴŜΩǎ ŦǊŀƳŜ ƻŦ 

ǊŜŦŜǊŜƴŎŜ ώΧϐ ƛƴ ŦƻǎǘŜǊƛƴƎ ǇŜǊǎƻƴŀƭ ŀƴŘ ǎƻŎƛŀƭ ŎƘŀƴƎŜΩΦ aŜȊƛǊƻǿ όмфту, p.102) refers to social 

ŀŎǘƛƻƴ ŀƴŘ ŎƻƴǎŎƛƻǳǎƴŜǎǎ ǊŀƛǎƛƴƎ ǘƘǊƻǳƎƘƻǳǘ Ƙƛǎ ǿƻǊƪ ǎǳŎƘ ŀǎ ǘƘŜ ǿƻƳŜƴΩǎ ƳƻǾŜƳŜƴǘ ŀƴŘ ¦{ 

ǎƻŎƛŀƭ ƳƻǾŜƳŜƴǘǎ ǿƘƛŎƘ ƘŜ ǳǎŜǎ ŀǎ ŜȄŀƳǇƭŜǎ ƻŦ ΨǘƘŜ ǇŜǊǾŀǎƛǾŜness of perspective transformation 

ŦƻǊ ǎƻŎƛŀƭ ŀŎǘƛƻƴΩΦ CƻǊ aŜȊƛǊƻǿΣ conscientisation and perspective transformation are the same 

thing (Collard and Law 1989). However, he is not clear on what form collective social action 

should take. For Collard and Law (1989) aŜȊƛǊƻǿΩǎ ǘƘŜƻǊƛŜǎ ǘƘŜǊŜŦƻǊŜ ƭŀŎƪ ǘƘŜ ǎƻŎƛƻ-political 

critique which is central to the European tradition of critical theory and therefore transformative 

ƭŜŀǊƴƛƴƎ ƛǎ ƴƻǘ Ŧǳƭƭȅ ŜƳŀƴŎƛǇŀǘƻǊȅΦ aŜȊƛǊƻǿΩǎ ǿƻǊƪ ƛǎ ŀ ǇǊƻŘǳŎǘ ƻŦ ¦{ ƛƴŘƛǾƛŘǳŀƭƛǎƳ ŀƴŘ ƛǎ 

ΨŜǎǎŜƴǘƛŀƭƭȅ ƭƛōŜǊŀƭ ŘŜƳƻŎǊŀǘƛŎΩ ƛƴ ŎƘŀǊŀŎǘŜǊ ŀƴŘ ǘƘǳǎ ƭŀŎƪǎ ǘƘŜ ΨǊŀŘƛŎŀƭ ǇǊŀȄƛǎΩ ƻŦ CǊŜƛǊŜ ŀƴŘ ƻǘƘŜǊǎ 

(Collard and Law 1989, p.106). This issue of individualism is increasingly prevalent in UK 

universities and in the DSA where the onus as ever is on the individual to declare their needs in 

education.  

Hart (1990, p.136)Σ ǿƘƛƭŜ ŀŎƪƴƻǿƭŜŘƎƛƴƎ ŎǊƛǘƛŎƛǎƳ ƻŦ aŜȊƛǊƻǿΩǎ ǿƻǊƪΣ ŦƛƴŘǎ ǘƘŀǘ ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ 

ΨŜƳŀƴŎƛǇŀǘƻǊȅ ŜŘǳŎŀǘƛƻƴ ƛƴ ƛǘǎŜƭŦ ŀ ŦƻǊƳ ƻŦ ǎƻŎƛŀƭ ŀŎǘƛƻƴ ǿƘƛŎƘ ώΧϐ Ƙŀǎ ŀǎ ƛǘǎ ǇǳǊǇƻǎŜ ǘƻ ŘǊŀǿ 

attention to and to correct those distortions that manifest themselves in individually experienced 

ǇŀǘǘŜǊƴǎ ƻŦ ǘƘƻǳƎƘǘ ŀƴŘ ŀŎǘƛƻƴΩΦ Lǘ ƛǎ ǘƘŜ ŘƛǎǘƻǊǘƛƻƴǎ ƛƴ ǇŀǊǘƛŎǳƭŀǊ ǿƘƛŎƘ ǊŜŦƭŜŎǘ ǘƘŜ influence of 

IŀōŜǊƳŀǎΩǎ ǎƻŎƛŀƭ ǇƘƛƭƻǎƻǇƘȅ ƻƴ aŜȊƛǊƻǿ ōǳǘ ǘƘŜǊŜ Ƙŀǎ ŀƭǎƻ ōŜŜƴ ŎǊƛǘƛŎƛǎƳ ƻŦ aŜȊƛǊƻǿΩǎ 

incorporation of Habermasian thought into his work. 

Habermas (1974) drew up three primary domains to demonstrate how people generate 

knowledge: 1) the technical; 2) the practical; 3) the emancipatory. Technical learning is governed 

by rules, practical learning involves social norms and emancipatory learning requires self-

reflection. For Mezirow (1981), perspective transformation encompasses these three domains 

which is in itself, an emancipatory process. It is interest in this emancipatory process in particular 

that underpins my research.  

According to Mezirow (1981, p.6), an emancipatory process can lead to 

Becoming critically aware of how and why the structure of psycho-cultural assumptions 

has come to constrain the way we see ourselves and our relationships, reconstituting this 

structure to permit a more inclusive and discriminating integration of experience and 

acting upon these new understandings.  
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This emancipatory process, based on HabŜǊƳŀǎΩǎ όмфтпύ ǘƘǊŜŜ ŘƻƳŀƛƴǎ ƻŦ ƭŜŀǊƴƛƴƎ ǿŀǎ 

subsequently reframed by Mezirow (1985) as the following domains: a) instrumental; b) dialogic; 

c) self-reflective. Within each of these three learning domains are three learning processes: a) 

learning within meaning schemes; b) learning new meaning schemes; c) learning through meaning 

transformation (Kitchener 2008). While these Habermasian-influenced categories are useful, for 

Hart (1990) these categories lose their impact in the way that Mezirow uses them. Hart observes 

that Habermas writes extensively on power and dominance, but Mezirow does not put power or 

dominance into his interpretation of transformative learning. Mezirow categorizes areas of 

ΨŘƛǎǘƻǊǘƛƻƴǎΩ ōǳǘ ΨǿƛǘƘƻǳǘ ŘƛǊŜŎǘƭȅ ŎǊƛǘƛŎƛȊƛƴƎ ŎǳǊǊŜƴǘ ŜŎƻƴƻƳƛc, social and political arrangements 

which are inherently tieŘ ǘƻ ǘƘŜǎŜ άŘƛǎǘƻǊǘƛƻƴǎέΩ όIŀǊǘ 1990, p.127). Education, argues Hart (1990, 

ǇΦмнтύ ΨƴŜŜŘǎ ǘƻ ōŜ ŜȄǇƭƛŎƛǘƭȅ ŎƻƴŎŜǊƴŜŘ ǿƛǘƘ ǘƘŜ ŎŀǳǎŜǎ ŜǾŜƴ ǿƘŜƴ ƛǘ ǘǊŜŀǘǎ ǘƘŜ ǎȅƳǇǘƻƳǎΩΦ 

Mezirow (1989, p.172) has rŜǎǇƻƴŘŜŘ ǘƻ ǘƘŜǎŜ ŎǊƛǘƛǉǳŜǎ ǎǘŀǘƛƴƎ ǘƘŀǘ ǎƻŎƛŀƭ ŀŎǘƛƻƴ ƛǎ ΨŎǊǳŎƛŀƭ ōǳǘ ƛǎ 

ƴƻǘ ǘƘŜ ƻƴƭȅ Ǝƻŀƭ ƻŦ ŀŘǳƭǘ ŜŘǳŎŀǘƛƻƴΩΦ 9ŘǳŎŀǘƻǊǎ Ŏŀƴ ŜƴƭƛƎƘǘŜƴ ƭŜŀǊƴŜǊǎ ŀōƻǳǘ ǎƻŎƛŀƭ ƧǳǎǘƛŎŜ ƛǎǎǳŜǎ 

ōǳǘ Ƴǳǎǘ ōŜ ŎŀǊŜŦǳƭ ƻŦ ΨƛƴŘƻŎǘǊƛƴŀǘƛƻƴΩΣ ŀ ŘƛǎǘƛƴŎǘƛƻƴ ǿƘƛŎƘ ƛǎ ŀƭǎƻ found in FreiǊŜΩǎ ǿƻǊƪ όaŜȊƛǊƻǿ 

мфуфΣ ǇΦмтнύΦ CǳǊǘƘŜǊƳƻǊŜΣ ŦƻǊ aŜȊƛǊƻǿ όмфуфΣ ǇΦмтпύΣ ǘƘŜǊŜ ƛǎ ƴƻ ΨǎƛƳǇƭŜ ƭƛƴŜŀǊ ǊŜƭŀǘƛƻƴǎƘƛǇ 

between transformative learning and social action; there are many kinds of transformative 

ƭŜŀǊƴƛƴƎ ŀƴŘ Ƴŀƴȅ ƪƛƴŘǎ ƻŦ ǎƻŎƛŀƭ ŀŎǘƛƻƴΩΦ !ǎ ŎƻƴŎŜǊƴs my research, I was not expecting research 

ǇŀǊǘƛŎƛǇŀƴǘǎ ǘƻ ǎǳŘŘŜƴƭȅ ΨōǳǊƴ ŘƻǿƴΩ ǳƴƛǾŜǊǎƛǘƛŜǎ ōǳǘ L ǿŀƴǘŜŘ ǘƻ ƛƴǾŜǎǘƛƎŀǘŜ ƛŦ ǘƘŜǊŜ ƛǎ ƳƻǊŜ 

ŎǊƛǘƛŎŀƭƛǘȅ ƻŦ ΨǘƘŜ ŎŀǳǎŜΩ ŀƴŘ ƴƻǘ Ƨǳǎǘ ǘƘŜ ΨǎȅƳǇǘƻƳǎΩ ƻŦ {Ǉ[5 ǇǊƻǾƛǎƛƻƴ ƛƴ I9Φ 

It is this concept of many ΨƪƛƴŘǎΩ ƻŦ ǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ƭŜŀǊƴƛƴƎ ǘƘŀǘ Ƙŀǎ ƭŜŘ ǘƻ ŀŎŎǳǎŀǘƛƻƴǎ ƻŦ ŀ 

ΨǾŀƎǳŜƴŜǎǎΩ ƻŦ ǘƘŜ ǘƘŜƻǊȅ όIƻƎƎŀƴ 2016, p.66). The term transformative could be seen to be 

ŀǇǇƭƛŜŘ ǘƻ ŀƭƳƻǎǘ ŀƴȅ ǘȅǇŜ ƻŦ ŎƘŀƴƎŜ ŀƴŘ ǘƘŀǘ aŜȊƛǊƻǿΩǎ ǾƛŜǿ ƻŦ ǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ƭŜŀǊƴƛƴƎ ƛǎ ǎƛƳǇƭȅ 

ŀƴ ΨŜǇƛǎǘŜƳƛŎ ǎƘƛŦǘΩ ƻƴ ǿƘŀǘ ŎƻǳƭŘ ōŜ ŀ large and varied field (Hoggan 2016, p.65). This could be a 

critique of my research ς is any kind of change transformative?  

To address this question and the divergent aspects of transformative learning, Mezirow invited 

scholars to contribute their ideas on transformative learning. While Mezirow (2000) 

acknowledged the influence of the emotional and the symbolic on learning, his approach is still 

centred on a critical reflective process (Dirkx et al. 2006). However, other researchers have moved 

ŀǿŀȅ ŦǊƻƳ aŜȊƛǊƻǿΩǎ epistemological approach of a rational cognitive framework and have 

ŘŜǾŜƭƻǇŜŘ ƳƻǊŜ ΨƻǇŜƴΩ ǿŀȅǎ ƻŦ ƪƴƻǿƛƴƎΣ ǎǳŎƘ ŀǎ ŀ ǇŜǊǎƻƴΩǎ ŀōƛƭƛǘȅ ǘƻ ΨŘƛǎǘŀƴŎŜ ƘŜǊǎŜƭŦ ŦǊƻƳ ǘƘŜ 

power of her own convictions, interrogate her emotional investments and enter into a dialogue 

ŀōƻǳǘ ŀ ŘŜŜǇƭȅ ƘŜƭŘ ōŜƭƛŜŦΣ ŜƴǘŜǊǘŀƛƴƛƴƎ ƻǘƘŜǊǎΩ ōŜƭƛŜŦǎ ŀǎ ǊŜŀǎƻƴŀōƭŜΩ (Willink and Jacobs 2011, 

p.151). It is this issue of dialogue that has great resonance for me and is a crucial part of the 

research methodology.  
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There is a growing movement towards a more holistic concept of transformative learning 

ΨŘŜƳƻƴǎǘǊŀǘƛƴƎ ǘƘŀǘ ŜŦŦŜŎǘƛǾŜ ƭŜŀǊƴƛƴƎ ǊŜǎǘǎ ƻƴ ƘƻƭƛǎǘƛŎ ŘŜǾŜƭƻǇƳŜƴǘΩ (Papastamatis and 

Panitsides 2014, p.78). Indeed, authors wrote of developing deeper metacognition (Rusch and 

Brunner 2013) and developing several ways of knowing (Tanaka et al. 2012). There has been an 

ontological change in the research literature in terms of interpretations of how people exist in the 

world especially in terms of ways of being. This is a learning that is beneath consciousness (Blalock 

and Akehi 2018). Dirkx (2014) emphasises the influence of imagination and emotion in 

transformative learning. Furthermore, Dirkx (cited by Leonard and Willis, 2008) views 

transformative learning as a deep process known as soul work. For Dirkx (1997, p.82), soul work 

ΨōŜŎƪƻƴǎ ǘƻ ŀ ǊŜƭŀǘƛƻƴǎƘƛǇ ōŜǘǿŜŜƴ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭ ŀƴŘ Ƙƛǎ ƻǊ ƘŜǊ ōǊƻŀŘŜǊ ǿƻǊƭŘΩΦ ¢Ƙƛǎ ōǊƻŀŘŜǊ 

world, for scholars like hΩ/ƻƴƴƻǊ (2002, p. 242) includes the environment, and so transformative 

ƭŜŀǊƴƛƴƎ ƛǎ ΨǎƻƳŀǘƛŎ ŀƴŘ ŜƳƻǘƛƻƴŀƭ ǿŀȅǎ ƻŦ ƪƴƻǿƛƴƎ ŀƴŘ ƻǳǊ ǇƭŀŎŜ ƛƴ ǘƘŜ ƴŀǘǳǊŀƭ ǿƻǊƭŘ ŀƴŘ ǘƘŜ 

ŎƻƴƴŜŎǘƛƻƴǎ ǿŜ ƘŀǾŜ ǘƻ ƻƴŜ ŀƴƻǘƘŜǊ ŀǎ ƘǳƳŀƴ ōŜƛƴƎǎΩ. Again, this sense of connection ς although 

ǇŜǊƘŀǇǎ ǿƛǘƘ ΨƘƛǇǇȅΩ Ŏƻƴƴƻǘŀǘƛƻƴǎ ς is what I wanted to explore with the research participants.  

For Hoggan (2016; (p.77), a way to reconcile the disparity between the multiple interpretations of 

transformative learning is to use the term perspective transformation when referring to 

aŜȊƛǊƻǿΩǎ ǘƘŜƻǊȅ ŀƴŘ transformational learning should be applied to the theories that refer to 

ΨǇŜǊǎƻƴŀƭΣ ǎƻŎƛŀƭΣ ƻǊ ŎǳƭǘǳǊŀƭ ǘǊŀƴǎŦƻǊƳŀǘƛƻƴΩΦ Lƴ ǘƘƛǎ ǿŀȅΣ IƻƎƎŀƴ όнлмсύ ŀǊƎǳŜǎ ǘƘŀǘ aŜȊƛǊƻǿΩǎ 

perspective transformation is a theory and that transformational learning is a metatheory, an 

overarching umbrella under which the various approaches can be classified. Transformative 

learning could be applied to the extent, depth and breadth to which an experience can be 

ǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ŀƴŘ ƛǘ Ŏŀƴ ōŜ ŦǊŀƳŜŘ ŀǎ ǘƘŜ ΨǇǊƻŎŜǎǎŜǎ ǘƘŀǘ ǊŜǎǳƭǘ ƛƴ ǎƛƎƴƛŦƛŎŀƴǘ ŀƴŘ ƛǊǊŜǾŜǊǎƛōƭŜ 

changes in the way a person experiences, conceptualises and inǘŜǊŀŎǘǎ ǿƛǘƘ ǘƘŜ ǿƻǊƭŘΩ όIƻƎƎŀƴ 

2016, pp.77-78). This clarification is key for this PhD research, especially as the research 

ƳŜǘƘƻŘƻƭƻƎȅ ƛǎ ŎŜƴǘǊŜŘ ƻƴ {Ǉ[5 ǇǊŀŎǘƛǘƛƻƴŜǊǎΩ ƛƴǘŜǊŀŎǘƛƻƴ ǿƛǘƘ ŎǊƛǘƛŎŀƭ ǇŜŘŀƎƻƎȅ ŀƴŘ ǎƻŎƛŀƭ ƧǳǎǘƛŎŜ 

theories but also in their interactions and reflections with each other. The emphasis in the 

research is on the dialogue the practitioners have with each other as well as with themselves. For 

Blalock and Akehi (2018, p.101) ΨŘƛŀƭƻƎǳŜ Ŏŀƴ ōŜ ŀ ǇƻǿŜǊŦǳƭ ƳŜŎƘŀƴƛǎƳ ŦƻǊ ǘǊŀƴǎŦƻǊƳŀǘƛǾŜ 

ƭŜŀǊƴƛƴƎΦ IŀǾƛƴƎ ŀ ŎƻƴǾŜǊǎŀǘƛƻƴ ǿƛǘƘ ŀƴƻǘƘŜǊ ǇŜǊǎƻƴ Ŏŀƴ ŀƭƭƻǿ ōŜƭƛŜŦǎ ŀƴŘ ŀǎǎǳƳǇǘƛƻƴǎ ώΧϐ ǘƻ ōŜ 

made available for examinatƛƻƴ ŀƴŘ ŎǊƛǘƛǉǳŜ ōȅ ǘƘŜ ǎƘŀǊŜǊ ŀƴŘ ƭƛǎǘŜƴŜǊ ŀƭƛƪŜΩΦ  

2.8 Chapter summary 

In reflecting back on my Literature Review, I encountered difficulties in sourcing research on the 

experiences of SpLD tutors in HE. However, these difficulties did prompt me to investigate grey 

literature on the subject, which was helpful to reframe my thinking. Cowan (2018) had 
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encountered similar difficulty in her research and it was reassuring to know that I was not alone in 

experiencing difficulty. It is also however quite striking that there is very little research on the 

lived experiences of SpLD tutors in UK HE. Those who are involved in working with learners with 

disability are rarely given a voice in the research. However, it is interesting to note that SpLD 

tutors like Campbell (2017) and myself are increasingly carrying out doctoral research. There is a 

growing movement towards more social constructionist views of SpLDs as well as a growing 

movement towards intersectional approaches. However, the voices of SpLD tutors as participants 

in research are largely silent. I hope that this research can help readdress the balance. 

Another absence in the research is that of a social justice depiction of SpLDs, namely dyslexia. 

Dyslexia in particular is dominated by the psychological and medical, rather than a social model of 

disability. The work of Riddick (2001; 2000) is the first to advocate for a social model of dyslexia. 

This model was subsequently enlarged on by Macdonald who has called for a sociological 

interpretation of dyslexia and discussion on the social impacts of dyslexia (2019; 2010; 2009). It is 

the social constructions too of dyslexia and SpLDs that are interesting to me as they post an 

alternative to a deficit-led psychological model.  

However, what I have found in the literature review is the potential that transformative learning 

offers for emancipatory change such as that detailed by Mezirow (2000; 1981; 1978). Perspective 

transformation is linked to social action and awareness which is of interest to this research. In the 

literature, transformative learning is considered as a holistic process which brings with it an 

ŜƭŜƳŜƴǘ ƻŦ Ψǎƻǳƭ ǿƻǊƪΩΦ Dialogue gives the opportunity to discover ƛŦ Ψǎƻǳƭ ǿƻǊƪΩ ŀƴŘ ǇŜǊspective 

transformation occur (Dirkx 2014). This could be of real benefit for SpLD tutors.
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 /ƻƴŎŜǇǘǳŀƭ CǊŀƳŜǿƻǊƪ 

3.1 Introduction 

My concern about the lack of representation of social approaches to SpLDs led me to consider 

using theories of social justice with SpLD tutors. In the previous chapter, I argued that there is a 

lack of literature on the impact of social justice theories on SpLD work and very little research on 

or with SpLD tutors. I wanted to explore theories that would resonate with the lived experiences 

of SpLD tutors thus filling a gap in representation. There are many theorists that I could have 

chosen from such as the work of Michel Foucault, Nancy Fraser, indigenous researchers such as 

Karen Martin-Booran Mirraboopa amongst others. Ultimately, I decided to use the work of Henry 

Giroux, Paulo Freire, bell hooks, Pierre Bourdieu and Amartya Sen as I believed that there are 

parts of their work in particular that could resonate with SpLD work in HE. While these theorists 

may be well-known in educational research, they are not so well-known in SpLD training. The last 

theorist I will discuss is Sara Ahmed. The choice of Sara Ahmed was a collective one. The co-

inquirers themselves asked for a feminist approach to social justice with one co-inquirer wryly 

ƴƻǘƛƴƎ ΨǿŜ ƘŀǾŜ ŜƴƻǳƎƘ ƻŦ ŘŜŀŘ ǿƘƛǘŜ CǊŜƴŎƘ ƳŜƴΩ όGeorgina). Increasingly as I went through the 

PhD journey, I found that the literature review, conceptual theories and research methods began 

to encircle each other and this has been beneficial in refining my focus. The focus therefore in this 

chapter is on theories from social justice and critical pedagogy that SpLD tutors like me could 

apply to our work. While these theorists may be well-known in educational research, these are 

theories that are not typically used in our training to become SpLD tutors. I have presented the 

theorists here in the order that we discussed them in the CICs. I have taken the following 

viewpoint of a conceptual framework 

/ƻƴŎŜǇǘǳŀƭ ŦǊŀƳŜǿƻǊƪǎ ŀǊŜ ǎƛƳǇƭȅ ǘƘŜ ŎǳǊǊŜƴǘ ǾŜǊǎƛƻƴ ƻŦ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊΩǎ ƳŀǇ ƻŦ ǘƘŜ 

ǘŜǊǊƛǘƻǊȅ ōŜƛƴƎ ƛƴǾŜǎǘƛƎŀǘŜŘΦ !ǎ ǘƘŜ ŜȄǇƭƻǊŜǊΩǎ ƪƴƻǿƭŜŘƎŜ ƻŦ ǘƘŜ ǘŜǊǊŀƛƴ ƛƳǇǊƻǾŜǎΣ ǘƘŜ ƳŀǇ 

becomes correspondingly more differentiated and integrated. Thus, conceptual 

frameworks are developed at the beginning of the study and evolve as the study 

progresses (Miles et al. 2014, p.20). 

This is my map of research territory, a territory populated by theorists. You navigate through the 

territory by moving from theorist to theorist. These are the circles within a circle.  
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3.2 Henry Giroux  

Giroux has been a long-time critic of the influence of neo-liberalism in education. Shamir (2008, 

p.3) provides a useful definition of neo-ƭƛōŜǊŀƭƛǎƳ ŀǎ ŀ ΨǎŜǘ ƻŦ ǇǊŀŎǘƛŎŜǎ ǘƘŀǘ ŀǊŜ ƻǊƎŀƴƛȊŜŘ ŀǊƻǳƴŘ 

ŀ ŎŜǊǘŀƛƴ ƛƳŀƎƛƴŀǘƛƻƴ ƻŦ άǘƘŜ ƳŀǊƪŜǘέ ŀǎ ŀ ōŀǎƛǎ ŦƻǊ ǘƘŜ ǳƴƛǾŜǊǎŀƭƛǎŀǘƛƻƴ ƻŦ ǎƻŎƛŀƭ ǊŜƭŀǘƛƻƴǎΣ ǿƛǘƘ 

the corresponŘƛƴƎ ƛƴŎǳǊǎƛƻƴ ƻŦ ǎǳŎƘ ǊŜƭŀǘƛƻƴǎ ƛƴǘƻ ŀƭƳƻǎǘ ŜǾŜǊȅ ǎƛƴƎƭŜ ŀǎǇŜŎǘ ƻŦ ƻǳǊ ƭƛǾŜǎΩ. It is this 

incursion of neoliberalism in an American educational context that Giroux explores. He critiques 

ǘƘŜ ΨƴŜƻ-liberal market-ŘǊƛǾŜƴ ŀǇǇǊƻŀŎƘ ǘƻ ŜŘǳŎŀǘƛƻƴΩ ǿƘƛŎƘ Ƙŀǎ ǿŜŀƪened the relationship 

ōŜǘǿŜŜƴ ŜŘǳŎŀǘƛƻƴ ŀƴŘ ΨŎǊƛǘƛŎŀƭ ǘƘƛƴƪƛƴƎ ŀƴŘ ŀŎǘƛǾŜ ŎƛǘƛȊŜƴǎƘƛǇ ŀƴŘ Χ ǘƘŜ ŎƻƴƴŜŎǘƛƻƴ ōŜǘǿŜŜƴ 

ŜŘǳŎŀǘƛƻƴ ŀƴŘ ǎƻŎƛŀƭ ŀƴŘ ǇƻƭƛǘƛŎŀƭ ŎƘŀƴƎŜΩ  (Giroux 2019, p.35). It was these following lines, 

written during the Trump presidency and the Johnson government in the UK that resonated with 

me:  

If teachers do not have control over the conditions of their labour, and if students lack the 

ability to address how knowledge is related to power, morality, social responsibility and 

justice, they will have neither the power nor the language necessary to engage in collective 

ŦƻǊƳǎ ƻŦ ǎǘǊǳƎƎƭŜ ŀƎŀƛƴǎǘ ǎƻŎƛŜǘȅΩǎ ŜŦŦƻǊǘǎ ǘƻ ǿǊƛǘŜ ǘƘŜƳ ƻǳǘ ƻŦ ǘƘŜ ǎŎǊƛǇǘ ƻŦ ŘŜƳƻŎǊŀŎȅΦ 

(Giroux 2019, p. 35)  

I felt that the work of Giroux would resonate with SpLD tutors as tutors are increasingly employed 

on precarious zero-hours contracts which exemplifies the casualisation of HE in the UK. This 

casualisation of the SpLD experience was not discussed in any of our SpLD training. Most SpLD 

tutors had no knowledge of the work of Giroux, work that although based in the US, speaks 

directly to the experiences of the SpLD tutor in UK universities. These SpLD tutors do not have the 

ΨǇƻǿŜǊ ƴƻǊ ǘƘŜ ƭŀƴƎǳŀƎŜΩ ǘƻ ŘƛǎŎǳǎǎ ǘƘŜ ƭŀǊƎŜǊ ǎƻŎƛŜǘŀƭ ŎƘŀƴƎŜǎ ǘƻ ǘƘŜƛǊ ǿƻǊƪ ƭƛǾŜǎ ōǳǘ ǘƘŜ ǿƻǊƪ ƻŦ 

Giroux can offer us this language. 

Education is not a neutral space devoid of social, cultural and political interactions (Giroux 1988). 

None of the SpLD training courses in the UK offer modules on inclusion, social justice or concepts 

of disability. SpLD teacher-trainers and professional organisations make no connection between 

our work and educational change. For example, at the time of writing there has been no official 

announcement from these organisations in support of the Black Lives Matter movement despite 

this being a global movement with ramifications for BAME students with SpLDs in HE. This silence 

is what Giroux (1985) refers to as doƳƛƴŀǘƛƻƴ ƻŦ ǘƘŜ ΨŎǳƭǘǳǊŀƭ ŦƻǊƳǎ ǘƘŀǘ ōŜŀǊ Řƻǿƴ ǘƘŜ ƻǇǇǊŜǎǎŜŘ 

ōǳǘ ŀƭǎƻ ǘƻ ǘƘŜ ǿŀȅ ƛƴ ǿƘƛŎƘ ǘƘŜ ƻǇǇǊŜǎǎŜŘ ƛƴǘŜǊƴŀƭƛǎŜ ŀƴŘ ǇŀǊǘƛŎƛǇŀǘŜ ƛƴ ǘƘŜƛǊ ƻǿƴ ǎƛƭŜƴŎŜΩ 

(Azaola 2014, p. 83). There is silence on issues of social justice and inclusion in the SpLD tutor 

community, an internalisation perhaps of the marginalisation for those of us who work with 

learners who learn differently. Yet the work of SpLD tutors is very much concerned with these 
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issues. We are very much being pushed to the margins of HE and the growing neo-liberalist 

approaches to our work in universities impacts our profession and how we work with learners 

with SpLDs.  

SpLD tutors are not considered as professionals and it is this that steered me to other work by 

Giroux. Giroux and McLaren (1989, p.xxxiii) emphasise the importance of educators addressing 

ΨǘƘŜ ƳŀǘǊƛȄ between kƴƻǿƭŜŘƎŜΣ ǇƻǿŜǊΣ ŀƴŘ ŘŜǎƛǊŜΩ in addressing social and political issues at 

work in education. Giroux has notably written about the teacher as an intellectual in their own 

ǊƛƎƘǘΦ ¢Ƙƛǎ ŀŎƪƴƻǿƭŜŘƎŜƳŜƴǘ ƻŦ ǘƘŜ ǘŜŀŎƘŜǊ ŀǎ ƛƴǘŜƭƭŜŎǘǳŀƭ ΨŎƘŀƭƭŜƴƎŜǎ ǘƘŜ ŘƻƳƛƴŀƴǘ ǾƛŜǿ ƻŦ 

teachers as primarily technicians or public servants whose role is primarily to implement rather 

ǘƘŀƴ ŎƻƴŎŜǇǘǳŀƭƛȊŜ ǇŜŘŀƎƻƎƛŎ ǇǊŀŎǘƛŎŜΩ (Giroux 2005, p.129). Ball (2016, p.1057) too calls for 

teachers to be recognised as havinƎ ƛƴǘŜƭƭŜŎǘǳŀƭ ǾŀƭǳŜΣ Ψǘƻ ŜȄǇǊŜǎǎ ǘƘŜƳǎŜƭǾŜǎ ŀƴŘ ǘƘŜƛǊ ǇǊŀŎǘƛŎŜ ŀǎ 

public intelleŎǘǳŀƭǎ ŀƴŘ ƴƻǘ Ƨǳǎǘ ōŜ ƴǳƳōŜǊǎΩ. SpLD tutors do not appear to see themselves as 

intellectuals in their own right. My aim is that, in taking part in this research, tutors can 

demonstrate to themselves that they can understand and debate theory. The work of Giroux is 

crucial therefore to supporting SpLD tutors to develop their understandings of being an 

intellectual and of being in a space to view and critique the application of neo-liberalist 

approaches to SpLD support.  

3.3 Paulo Freire 

SpLD tutors could very easily fall into the category of being a number. The naming of SpLD tutors 

as Non-Medical Helpers demonstrates the view that SpLD practice is not pedagogic practice, that 

practƛǘƛƻƴŜǊǎ ŀǊŜ ƴƻǘ ƛƴǘŜƭƭŜŎǘǳŀƭǎΣ Ƨǳǎǘ ǎƛƳǇƭŜ ΨƘŜƭǇŜǊǎΩΦ IƻǿŜǾŜǊΣ ǿƘŀǘ ƛǎ ƛƴǘǊƛƎǳƛƴƎ ŀōƻǳǘ {Ǉ[5 

work in universities is that it is a radical practice in being entirely student-led. Its pedagogic value 

lies in working with the student through collaboration, a direct challenge to what Freire (1972, 

ǇΦтнύ Ŏŀƭƭǎ ΨǘǊŀŘƛǘƛƻƴŀƭ ōŀƴƪƛƴƎ ŜŘǳŎŀǘƛƻƴΩΦ {ǳŎƘ ōŀƴƪƛƴƎ ŜŘǳŎŀǘƛƻƴ ƛǎ ǿƘŜǊŜ ǎǘǳŘŜƴǘǎ ǇŀǎǎƛǾŜƭȅ 

ǊŜŎŜƛǾŜ ƪƴƻǿƭŜŘƎŜ ŦǊƻƳ ǘƘŜ ǘŜŀŎƘŜǊǎ ǿƘƻ ΨŘŜǇƻǎƛǘ ƪƴƻǿƭŜŘƎŜ ƛƴǘƻ ǘƘŜ ŜƳǇǘȅ ǊŜǇƻǎƛǘƻǊȅ ƻŦ ǘƘŜ 

ǎǘǳŘŜƴǘ ƳƛƴŘΩ (Breunig 2016, p.108). I felt that delving into concepts such as banking education 

would be highly beneficial for the SpLD tutor participants, in particular to give opportunities to 

discuss CǊŜƛǊŜΩǎ view of Critical Pedagogy, which places an emphasis on the social construction of 

knowledge. YƴƻǿƭŜŘƎŜ ƛǎ ǘƘŜ ΨǇǊƻŘǳŎǘ ƻŦ ŀƎǊŜŜƳŜƴǘ ƻǊ ŎƻƴǎŜƴǘ ōŜǘǿŜŜƴ ƛƴŘƛǾƛŘǳŀƭǎ ǿƘƻ ƭƛǾŜ ƻǳǘ 

ǇŀǊǘƛŎǳƭŀǊ ǎƻŎƛŀƭ ǊŜƭŀǘƛƻƴǎΧ some forms of knowledge have more power and legitimacy than 

ƻǘƘŜǊǎΩ (McLaren, cited by Darder et al., 2017, p.58). It is this emphasis on the social 

interpretations of knowledge and accompanying issues of power and legitimacy that I find 

pertinent in terms of a social representation of SpLDs ς issues which are not discussed in our 

training. 
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{Ǉ[5 ǘǳǘƻǊǎ ŀǊŜ ƻŦŦƛŎƛŀƭƭȅ ŘŜǎŎǊƛōŜŘ ŀǎ ΨƘŜƭǇŜǊǎΩ ȅŜǘ we Řƻ ƴƻǘ ǿŀƴǘ ǘƻ ōŜ ΨƘŜƭǇŜǊǎΩ; we want to 

work to empower the learner (Diversity and Ability 2020). When Freire (1972, p.50) wrote of adult 

liteǊŀŎȅ ƭŜŀǊƴŜǊǎ ƛƴ .ǊŀȊƛƭΣ ƘŜ ŘŜǎŎǊƛōŜŘ Ƙƻǿ ΨǘƘŜ ƻǇǇǊŜǎǎƻǊǎ ǳǎŜ ǘƘŜ ōŀƴƪƛƴƎ ŎƻƴŎŜǇǘ ƻŦ ŜŘǳŎŀǘƛƻƴ 

in conjunction with a paternalistic social action apparatus, within which the oppressed receive the 

euphemistic title of άwelfare recipientsέ. They are treated as individualised cases, as marginal 

ǇŜǊǎƻƴǎΩΦ ¢Ƙƛǎ ǇŀǘŜǊƴŀƭƛǎǘƛŎ ŀǇǇǊƻŀŎƘ ƛǎ ŀƭƭ ǘƻƻ ŜǾƛŘŜƴǘƭȅ ŀǇǇƭƛŜŘ ǘƻ ǘƘŜ ΨǇƻǿŜǊƭŜǎǎΩ {Ǉ[5 ƭŜŀǊƴŜǊ ƛƴ 

I9 ǿƘƻ ƴŜŜŘǎ ŀ ΨƘŜƭǇŜǊΩ ǿƘƻ ƛǎ ŀƭǎƻ ǇƻǿŜǊƭŜǎǎ ς an educational helper that stays on the margins 

rather than being included within the university itself to challenge non-inclusive teaching practice. 

Notably, Freire (1985, p.21) uses the language of the market when describing oppressive 

ŜŘǳŎŀǘƛƻƴŀƭ ǇǊŀŎǘƛŎŜǎ ƻŦ Ƙƻǿ Ψŀƴ ŜŘǳŎŀǘƻǊ ǊŜǇƭŀŎŜǎ ǎŜƭŦ-expression with a άdepositέ that a student 

is expected to άcapitalizeέΩΦ .ŀƴƪƛƴƎ ŜŘǳŎŀǘƛƻƴ Ŧƛǘǎ ǿƛǘƘƛƴ ǘƘŜ ǊŜƳƛǘ ƻŦ ŀƴ ƛƴŎǊŜŀǎƛƴƎƭȅ 

commodified university experience. I wanted therefore to include these concepts for discussion 

with SpLD tutors to see if they felt that there was an element of paternalism in our work, of 

power and legitimacy but also to explore if we operate as Freirean educators.  

To defy the oppressive practices of commodification, Freire (1972) advocates for liberatory 

ƭŜŀǊƴƛƴƎΦ ¢Ƙƛǎ ƛǎ ŀǇǇǊƻŀŎƘ ǘƻ ŜŘǳŎŀǘƛƻƴ ǘƘŀǘ ΨƳǳǎǘ ōŜƎƛƴ ǿƛǘƘ ǘƘŜ ǎƻƭǳǘƛƻƴ ƻŦ ǘƘŜ ǘeacher-student 

contradiction, by reconciling the poles of the contradiction so that both are simultaneously 

ǘŜŀŎƘŜǊǎ ŀƴŘ ǎǘǳŘŜƴǘǎΩ όCǊŜƛǊŜ 1972, p.46). It is this openness to being both learner and teacher 

that is seen in SpLD work, work that encourages the learner to be a collaborator and to engage in 

dialogue and reflection.  

Freire (1972) encouraged adult learners in Brazil to take part in literacy circles in order to develop 

their awareness thrƻǳƎƘ ΨǇǊƻōƭŜƳ ǇƻǎƛƴƎ ŜŘǳŎŀǘƛƻƴΩ that requires the learner and the teacher to 

examine social-cultural issues through dialogue and reflection. This is a method to develop 

ΨŎƻƴǎŎƛŜƴǘƛȊŀǘƛƻƴΩ ǿƘŜǊŜōȅ ΨǇŜƻǇƭŜ ŘŜǾŜƭƻǇ ǘƘŜƛǊ ǇƻǿŜǊ ǘƻ ǇŜǊŎŜƛǾŜ ŎǊƛǘƛŎŀƭƭȅ ώΧϐΤ ǘƘŜȅ ŎƻƳŜ ǘƻ 

see the world not as a static reality, but as a reality in procŜǎǎΣ ƛƴ ǘǊŀƴǎŦƻǊƳŀǘƛƻƴΩ όCǊŜƛǊŜ 1972, 

ǇΦуоύΦ {ǳŎƘ ŘƛǎŎǳǎǎƛƻƴǎ ŀǊŜ ǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ƛƴ ǘƘŀǘ ΨǇŜƻǇƭe should be able to question why they are 

facing oppressing conditions and how to stop and transform those conditions towards their 

ƭƛōŜǊŀǘƛƻƴΩ (Sleeter et al. 2004, p.82). Through conscientisation, learners develop critical 

consciousness, which occurs through three stages of consciousness growth: intransitive thought, 

semi-transitive thought and critical transitivity (Freire 1972). It is critical transitivity in particular 

that Freire argues impels people to think critically both at an individual and a global level in order 

ǘƻ ǘŀƪŜ ŀŎǘƛƻƴ ŦƻǊ ǎƻŎƛŀƭ ŎƘŀƴƎŜΦ CǊŜƛǊŜΩǎ ƭƛōŜǊŀǘƻǊȅ ŎƛǊŎƭŜǎ ŀǊŜ ŀƴ ƛƴŦƭǳŜƴŎŜ ƻƴ ǘƘŜ ǊŜǎŜŀǊŎƘ 

methodology itself as I discus in later chapters.  
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There has been some critique however of Freirean approaches, specifically that certain 

ǇǊŀŎǘƛǘƛƻƴŜǊǎ ƘŀǾŜ ƛƴŎƻǊǇƻǊŀǘŜŘ ŀƴ ŜƭŜƳŜƴǘ ƻŦ ΨǿƘƛǘŜ ǎŀǾƛƻǳǊΩ ŎƻƳǇƭŜȄ ǘƻ ǘƘŜƛǊ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ 

his work (Straubhaar 2015). In order to combat the potential of coming in as the omnipotent 

liberator from oppression, Straubhaar, who worked on a Freirean-based adult education 

development organisation in Africa, found that he initially had overlooked his white privilege and 

unconsciously reinforced oppressive practice. It was only by returning to Freirean basics of critical 

ŎƻƴǎŎƛƻǳǎƴŜǎǎ ǘƘǊƻǳƎƘ Ψŀ ǇǊƻŎŜǎǎ ƻŦ ǊŜŦƭŜŎǘƛƻƴ ŀƴŘ ŀŎǘƛƻƴ όǇǊŀȄƛǎύΩ ǘƘŀǘ ƘŜ ǿŀǎ ŀōƭŜ ǘƻ ΨƳƛǘƛƎŀǘŜ 

the effects of privilege in work conducted by development practitioners, especially those who 

ŜȄǇŜǊƛŜƴŎŜ ƛƴǘŜǊǎŜŎǘƛƻƴǎ ƻŦ ǇǊƛǾƛƭŜƎŜ ƻƴ ǘƘŜ ōŀǎƛǎ ƻŦ ƴŀǘƛƻƴŀƭƛǘȅΣ ǊŀŎŜΣ ƎŜƴŘŜǊ ŀƴŘ ǎƻ ŦƻǊǘƘΩ 

(Straubhaar 2015, p.382).  

.  

3.4 Amartya Sen 

Lǘ ƛǎ ǘƘƛǎ ŎƻƴŎŜǇǘ ƻŦ ƭŜŀǊƴŜǊǎΩ ŘƛŦŦŜǊŜƴǘ ƛŘŜƴǘƛǘƛŜǎ - different abilities - that led me to investigate 

!ƳŀǊǘȅŀ {ŜƴΩǎ /ŀǇŀōƛƭƛǘȅ !ǇǇǊƻŀŎƘ ό/!ύ in relation to SpLDs. SpLD tutors work with learners in HE 

who are considered as lacking ŎŜǊǘŀƛƴ ΨŀōƛƭƛǘƛŜǎΩ ŀǎ ŜǾƛŘŜƴŎŜŘ ōȅ ŀ ǇǎȅŎƘƻƳŜǘǊƛŎ ǇǊƻŦƛƭŜ ƻŦ ŘȅǎƭŜȄƛŀΣ 

a profile that is typically considered as showing deficit in certain areas such as reading and 

retention. I was particularly taken with a view of the CA as promoting Ψŀ ǇŜǊǎƻƴΩǎ ŀōƛƭƛǘȅ ǘƻ Řƻ 

valuable acts or reach valuable states of being; [it] represents the alternative combinations of 

things a person is able to do or be ς the various άfunctioningsέ he or she can achieveΩ (Nussbaum 

et al. 1993, p.30). While the CA is highly regarded in disability work, SpLD tutors do not experience 

any training or discussion on the work of SEN and I felt that the CA could be an appropriate theory 

for our work. 

In particular, the CA places an emphasis on the diversity among individuals (Norwich, 2014) and 

this diversity is key in providing one-to-one SpLD support. McLoughlin and Leather (2013) 

ǊŜŎƻƳƳŜƴŘ ǘƘŀǘ ŀ ǘŀƛƭƻǊŜŘΣ ƛƴŘƛǾƛŘǳŀƭ ŀǇǇǊƻŀŎƘ ƛǎ ǘŀƪŜƴ ŦƻǊ ŜŀŎƘ ǇŜǊǎƻƴΩǎ ƴŜŜŘs. SpLD tutors who 

adhere to the Seven Principles of one-to-one support of ADSHE (2020) do take a tailored, 

individualised approach but there is no direct recommendation to reframe ŀ ƭŜŀǊƴŜǊΩǎ ŀōƛƭƛǘƛŜǎ ƛƴ 

terms of specific capabilities or functionings.  

For Sen (1985, p.10) ƻƴŜΩǎ ŎŀǇŀōƛƭƛǘȅ ŘŜǇŜƴŘǎ ƻƴ ŀ ŦǳƴŎǘƛƻƴƛƴƎΣ Ψan achievement of a person: what 

she ƻǊ ƘŜ ƳŀƴŀƎŜǎ ǘƻ Řƻ ŀƴŘ ōŜŎƻƳŜΩ. Therefore, we could view capabilities and functionings as 

interdependent τ together with an SpLD tutor, the learner explores their capabilities in order to 

achieve outcomes they view as valuable. In this way, you achieve well-being and agency. This 

concept of agency is of key importance in one-to-one SpLD support in that agency, according to 
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Sen (2001, p.19), is when someone Ψacts and brings about change, and whose achievements can 

be judged in terms of her own values and objectivesΩΦ Educational researchers with an interest in 

social justice have found this concept of agency to be of great interest (Walker and Unterhalter 

2010)Φ ¢Ƙƛǎ ŎƻƴŎŜǇǘ ƻŦ ŀƎŜƴŎȅ Ƙŀǎ ǇƻǘŜƴǘƛŀƭ ŦƻǊ ǿƛŘŜƴƛƴƎ ǇŀǊǘƛŎƛǇŀǘƛƻƴ ƛƴ I9 ΨǎƛƴŎŜ ƛƴ ǘƘƛǎ ǇƻƭƛŎȅ 

ŎƻƴǘŜȄǘ ƛƴŘƛǾƛŘǳŀƭ ŀƎŜƴŎȅ ƛǎ ǎǳōƧŜŎǘ ǘƻ ǾŜǊȅ ƭƛƳƛǘŜŘ ƛƴǘŜǊǇǊŜǘŀǘƛƻƴΩ (Hart 2013, p.31). It is 

noteworthy that students with dyslexia who access university through widening participation 

ŎƻǳǊǎŜǎ ΨŀƴŘ ǘƘŜǊŜŦƻǊŜ ƛƴŘƛǾƛŘǳŀƭ ǎǳǇǇƻǊǘ Χ ŀǊŜ ƻǳǘǇŜǊŦƻǊƳƛƴƎ ǘƘŜƛǊ ǇŜŜǊǎ ŦƻǊ ǿƘƻƳ ǘƘŜǊŜ ƛǎ 

ƭƛƳƛǘŜŘ ǎǳǇǇƻǊǘΩ (Fraser 2012, p.49). It is when their capabilities are given appropriate support 

that these students can flourish and achieve well-being.  

Fraser (2012, p.43) (a former director of dyslexia support in the University of Middlesex) also 

ǿŀǊƴǎ ǘƘŀǘ ΨŘȅǎƭŜȄƛŀ ǘǳǘƻǊǎ Χ ŀǊŜ ŀǿŀǊŜ ǘƘŀǘ ǘƘŜȅ ǎƘƻǳƭŘ ƴƻǘ ōŜ ŀŘŘǊŜǎǎƛƴƎ ǎǳōƧŜŎǘ-specific areas, 

nor for that matter, areas relating to wider partƛŎƛǇŀǘƛƻƴ ŀƴŘ ǘƘŜ ǇƻǎǎƛōƭŜ ƭŀŎƪ ƻŦ I9 ǇǊŜǇŀǊŀǘƛƻƴΩΦ 

This attitude, that the social context of the student is not relevant to the SpLD tutor, is prevalent. 

Such attitudes explain why there is no research in the UK on applying the CA to SpLDs. We are 

actively told by our community not to engage with social issues. This absence is one that I wanted 

to address, which is why I thought the CA would be of interest to SpLD tutors in HE. Reframing 

dyslexia through the capability approach could empower those who are typically excluded from 

debate on SpLDs ς {Ǉ[5 ǘǳǘƻǊǎ ŀƴŘ ǎǘǳŘŜƴǘǎ ǿƘƻ ŀǊŜ ƻŦǘŜƴ ǘƘƻǳƎƘǘ ƻŦ ŀǎ ΨƭŀŎƪƛƴƎΩ ς to bring their 

contributions to the discussions. 

Sen views empowerment as a way in which individual capabilities can be developed so that a 

person can ΨŎƘƻƻǎŜ ŀ ƭƛŦŜ ǘƘŀǘ ƛǎ valuedΩ (Glassman and Patton 2014, p.1355). People who are 

ƳŀǊƎƛƴŀƭƛǎŜŘ Ƴǳǎǘ ƘŀǾŜ ǘƘŜ ƻǇǇƻǊǘǳƴƛǘȅ ǘƻ ŎƻƳŜ ǘƻƎŜǘƘŜǊ ŀƴŘ ŘŜōŀǘŜ ǎƻ ŀǎ ǘƻ ƳŀƪŜ ΨƛƴŦƻǊƳŜŘΧ 

and reflected choices. These process are crucial to the formation of values and prƛƻǊƛǘƛŜǎΩ  (Sen 

2001, p.153)Φ ¢Ƙƛǎ ƭƛƴƪǎ ǿƛǘƘ CǊŜƛǊŜΩǎ ǾƛŜǿ ƻŦ ŜƳǇƻǿŜǊƳŜƴǘ ǘƘǊƻǳƎƘ ŎǊƛǘƛŎŀƭ ŎƻƴǎŎƛƻǳǎƴŜǎǎΣ 

conscientisationΦ ¢ƘŜǊŜ ŀǊŜ ǘǿƻ ŜƭŜƳŜƴǘǎ ƛƴ CǊŜƛǊŜΩǎ ŎƻƴŎŜǇǘ ƻŦ ŜƳǇƻǿŜǊƳŜƴǘ ς the time and 

effort involved when people develop the skills for reading for example and the time and effort 

involved when people develop awareness of reading the systems that surround us (Freire 1972). 

Such conscientisation gives marginalised groups the capability ǘƻ ǇŀǊǘƛŎƛǇŀǘŜΣ ǿƘŜǊŜ ΨǘƘŜ ŎŀǇŀŎƛǘȅ 

to participate in determination of local functionings through shared, informed decision-making 

ƭŜŀŘǎ ǘƻ ƎǊŜŀǘŜǊ ŎŀǇŀōƛƭƛǘƛŜǎΩ (Glassman and Patton 2014, p.1359). If SpLD tutors and students can 

develop their capabilities for conscientisation and could take part in decision-making on SpLDs 

then perhaps the narrative of what we value could be changed.  

By enabling such conscientisation, you are enabling people to flourish, you are increasing their 

happiness. Sen writes about the concept of happiness in terms of the capability approach: 
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Our failure to get what we value can be a source of disappointment. So happiness and 

frustration relate, respectively, to our successes and failures to achieve the fulfilment of 

our objectives ς no matter what these objectives are. This can be of great circumstantial 

relevance in checking whether people are succeeding or failing to get what they value and 

have reason to value (2010, p.276).  

HE students with dyslexia may have experienced failure earlier in their lives in previous 

educational settings. In addition, a student with dyslexia who has internalised the psychological 

discourse of dyslexia as a deficit may have low self-esteem and fragile confidence. Some dyslexia 

tutors believe that it Ψcan be easier to teach someone to read than it is to improve their 

confidence. Even highly successful dyslexic people Ψexpress doubts about their confidenceΩ 

(McLoughlin and Leather 2013, p. 13). Unhappiness can also be seen in students with dyslexia 

with stress and anxiety being common. ΨThis stress and anxiety are the direct and indirect 

responses to actual and anticipated failure, fear, frustration, suppressed anger and erosion of 

confidenceΩ (Scott 2004, p.151). SpLD tutors, although not mental health professionals, need to 

ƘŀǾŜ ŀƴ ŀǿŀǊŜƴŜǎǎ ƻŦ ŀ ƭŜŀǊƴŜǊΩǎ ŜƳƻǘƛƻƴŀƭ ƴŜŜŘǎ ŀǎ ǿŜƭƭ ŀǎ ŀŎŀŘŜƳƛŎ ƴŜŜŘǎΦ Lƴ ǘŜǊƳǎ ƻŦ ǘƘŜ 

capability approach, the emotional needs of a learner with dyslexia could be factored into the 

one-to-one study skills support. In this, a tutor works with tƘŜ ƭŜŀǊƴŜǊΩǎ ƛƴŘƛǾƛŘǳŀƭ ŎŀǇŀōƛƭƛǘƛŜǎ ŀƴŘ 

functionings so as to empower that student to reach a state of well-being and happiness. As Sen 

writes, Ψit would be odd to claim that a person broken down by pain and misery is doing very wellΩ 

(1985, p.17).  

3.5 bell hooks 

It is this concern for well-being in education as well as the interplay of the social and political that 

ƭŜŘ ƳŜ ǘƻ ŎƻƴǎƛŘŜǊ ǎƘŀǊƛƴƎ ǘƘŜ ǿƻǊƪ ƻŦ ōŜƭƭ Ƙƻƻƪǎ ǿƛǘƘ ŦŜƭƭƻǿ {Ǉ[5 ǘǳǘƻǊǎΦ !ŦǘŜǊ ŀƭƭΣ ΨŜŘǳŎŀǘƛƻƴ ƛǎ 

concerned with both individual and collective well-being. It is highly personal and individual and 

ŀƭǎƻ ƘƛƎƘƭȅ ǎƻŎƛŀƭΣ ǇƻƭƛǘƛŎŀƭ ŀƴŘ ǇǳōƭƛŎΩ (Griffiths 1998, p.66). For me, the work of bell hooks is 

highly personal as she expresses the pain that I felt at being excluded from educational debate in 

HE. Her following quote describes succinctly why I felt that theory was a way forward for both 

myself and SpLD tutors: 

L ŎŀƳŜ ǘƻ ǘƘŜƻǊȅ ōŜŎŀǳǎŜ L ǿŀǎ ƘǳǊǘƛƴƎ ώΧϐ L ŎŀƳŜ ǘƻ ǘƘŜƻǊȅ ŘŜǎǇŜǊŀǘŜΣ ǿŀƴǘƛƴƎ ǘƻ 

comprehend ς to grasp what was happening around and within me. More importantly, I 

wanted to make the hurt go away. I saw in theory then a location for healing (hooks 1994, 

p.59). 
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This concept of theory as solace is one that I wanted to share with co-inquirers (and was 

subsequently discussed at length with them). We feel pain and it is important to acknowledge it in 

a holistic way. Acknowledging our vulnerabilities can also be empowering (hooks 1994)Φ ƘƻƻƪǎΩ 

(1994, p. 21) ŎƻƴŎŜǇǘ ƻŦ ŜƴƎŀƎŜŘ ǇŜŘŀƎƻƎȅΣ ǿƘƛŎƘ ŘǊŀǿǎ ƻƴ CǊŜƛǊŜΩǎ ŎǊƛǘƛŎŀƭ ǇŜŘŀƎƻƎȅΣ ƛǎ ŀ ƘƻƭƛǎǘƛŎ 

learning approach for both student and ǘŜŀŎƘŜǊΣ ōǳǘ ΨŜƳǇƻǿŜǊƳŜƴǘ Ŏŀƴƴƻǘ ƘŀǇǇŜƴ ƛŦ ǿŜ ǊŜŦǳǎŜ 

to be vulnerable wƘƛƭŜ ŜƴŎƻǳǊŀƎƛƴƎ ǎǘǳŘŜƴǘǎ ǘƻ ǘŀƪŜ ǊƛǎƪǎΩΦ ¢Ƙŀǘ ǾǳƭƴŜǊŀōƛƭƛǘȅ ǎǘŀǊǘǎ ǿƛǘƘ ŀƴ 

emphasis on a mutuality between learner and teacher through the process of praxis (hooks, 

1994). Praxis from a Freirean point of view is action and reflection upon the world in order to 

change it (hooks, 1994). hooks (1994, p. 15) combines this with Buddhist approaches of 

wholeness ς ƻŦ ǾƛŜǿƛƴƎ ōƻǘƘ ǘƘŜ ǎǘǳŘŜƴǘ ŀƴŘ ǘŜŀŎƘŜǊ ŀǎ άǿƘƻƭŜέ ōŜƛƴƎǎ ƴƻǘ Ƨǳǎǘ ǎƛƳǇƭȅ ǇǊƻǾƛŘŜǊǎ 

and consumers of knowledge. In this, hooks was influenced by the work of Thich Nhat Hahn, the 

Vietnamese Buddhist monk credited with bringing mindfulness to the West (Niemiec 2013). This 

ƘƻƭƛǎǘƛŎ ǾƛŜǿ ƻŦ ǘŜŀŎƘŜǊ ŀƴŘ ǎǘǳŘŜƴǘ ƛǎ ǎǳǇǇƻǊǘŜŘ ōȅ ¢ƘƛŎƘ bƘŀǘ IŀƘƴΩǎ ƳƛƴŘŦǳƭƴŜǎǎ ŀǇǇǊƻŀŎƘŜǎ ƻŦ 

vƛŜǿƛƴƎ ǘƘŜ ǘŜŀŎƘŜǊ ŀǎ ŀ ƘŜŀƭŜǊΦ ¢ƘƛŎƘ bƘŀǘ IŀƴƘ ŀŘǾƻŎŀǘŜǎ ǘƘŀǘ  ΨǘƘŜ ǇǊŀŎǘƛŎŜ ƻŦ ŀ ƘŜŀƭŜǊΣ 

therapist, teacher or any helping professional should be directed toward his or herself first, 

ōŜŎŀǳǎŜ ƛŦ ǘƘŜ ƘŜƭǇŜǊ ƛǎ ǳƴƘŀǇǇȅΣ ƘŜ ƻǊ ǎƘŜ Ŏŀƴƴƻǘ ƘŜƭǇ Ƴŀƴȅ ǇŜƻǇƭŜΩ (hooks 1994, p. 15).  

Lǘ ƛǎ ǳƴǳǎǳŀƭ ƛƴ I9 ǘƻ ǾƛŜǿ ƻƴŜǎŜƭŦ ŀǎ ŀ ƘŜŀƭŜǊΣ ƳǳŎƘ ƭŜǎǎ ǘƻ ŜȄŀƳƛƴŜ ƻƴŜΩǎ ƻǿƴ ǿŜƭƭ-being. Yet this 

was borne out by my findings in my MSc research. The focus of my research was the benefit of 

mindfulness approaches for students with dyslexia and one unexpected result was that the 

process of using mindfulness with students impacted positively on my own well-being and also 

helped my practice in terms of developing my awareness and listening skills όhΩ5ǿȅŜǊ нлмрύ. In 

dyslexia research, the focus is usually the student, not the SpLD tutor so this holistic approach 

incorporating mindfulness ideals for the benefit of both tutor and student is one that I felt could 

be of interest to this research. The influence of the mindfulness circle will be discussed in Chapter 

4 as it had an impact on the implementation of the CICs. 

A key question that hooks examines is that of marginalisation. She writes of her experiences of 

marginalisation when attending exclusively white institutions as a student and her subsequent 

experiences of employment as a black female academic (hooks 1989). While the position of the 

typically white, middle-class and middle-aged female SpLD tutor is not the same experience as 

hooks, there are certain similarities that resonate. We may be members of the professional 

bodies such as PATOSS and ADSHE but we are also marginalised, we work increasingly for 

outsourced companies on zero-ƘƻǳǊǎ ŎƻƴǘǊŀŎǘǎ ŀƴŘ ŀǊŜ ƴƻǘ ŜƳōŜŘŘŜŘ ƛƴǘƻ ǘƘŜ ΨƳŀƛƴǎǘǊŜŀƳΩ ƻŦ 

universities. As stated earlier, we work on the margins of university life. This can be a position of 

ǇƻǿŜǊƭŜǎǎƴŜǎǎ ōǳǘ Ŝǉǳŀƭƭȅ ǘƘŜ ΨƳŀǊƎƛƴǎ ƘŀǾŜ ōŜŜƴ ōƻǘƘ ǎƛǘŜǎ ƻŦ ǊŜǇǊŜǎǎƛƻƴ ŀƴŘ ǎƛǘŜǎ ƻŦ ǊŜǎƛǎǘŀƴŎŜΩ 

(hooks 1989, p. 21)Φ ¢Ƙƛǎ ǊŜŦǊŀƳƛƴƎ ƻŦ ǘƘŜ ƳŀǊƎƛƴǎ ŀǎ ŀ ǇƭŀŎŜ ƻŦ ǊŜǎƛǎǘŀƴŎŜ ƛǎ ŀ ƪŜȅ ǘŜƴŀƴǘ ƛƴ ƘƻƻƪǎΩ 
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work. While you may not choose the site of marginalisation you can chose to make the site one of 

ǊŜǎƛǎǘŀƴŎŜ ŀǎ ΨǘƘƛǎ ǎƛǘŜ ƻŦ ǊŜǎƛǎǘŀƴŎŜ ƛǎ Ŏƻƴǘƛƴǳŀƭƭȅ ŦƻǊƳŜŘ ƛƴ ǘƘŀǘ ǎŜƎǊŜƎŀǘŜŘ ŎǳƭǘǳǊŜ ƻŦ ƻǇǇƻǎƛǘƛƻƴ 

ǘƘŀǘ ƛǎ ƻǳǊ ŎǊƛǘƛŎŀƭ ǊŜǎǇƻƴǎŜ ǘƻ ŘƻƳƛƴŀǘƛƻƴΩ (hooks 1989, p. 23). This concept of reframing our 

marginalisation as resistance is a key discussion point in the CICs. This is teaching to transgress, a 

moving past boundaries to become a shift in paradigms (hooks 1994).  

! ŦǳǊǘƘŜǊ Ǉƻƛƴǘ ƻŦ ŘƛǎŎǳǎǎƛƻƴ ƻŦ ƘƻƻƪǎΩ engaged pedagogy is that of requiring the teacher to look 

at their own roles in empowering learners in order to overcome the traditional forms of teacher 

dominance. She argues that it is Ψonly through the process of praxis, the reciprocal arrangement 

between those helping and those being helped that the act oŦ άƘŜƭǇƛƴƎέ ƛǎ ŦǊŜŜŘ ŦǊƻƳ 

manipulative and domineering motivationsΩ (Florence 1998, p.83). It is this investigation into the 

ŀŎǘ ƻŦ ΨƘŜƭǇƛƴƎΩ ǘƘŀǘ ƛǎ ƴƻǘŀōƭȅ ŀōǎŜƴǘ ŦǊƻƳ ŘƛǎŎǳǎǎƛƻƴǎ ƻƴ {Ǉ[5 ǘŜŀŎƘƛƴƎΦ ²Ŝ Řƻ ƴƻǘ ŘƛǎŎǳǎǎ ƛǎǎǳŜǎ 

of power and dominance in our work. There is no attention, much less reflection, brought to 

concepts of dominance in one-to-ƻƴŜ ǿƻǊƪ ƛƴ ǿƘƛŎƘ ΨƘƻǿŜǾŜǊ ǿŜƭƭ-ƛƴǘŜƴǘƛƻƴŜŘ ǘƘŜ ƛƴǘŜǊŀŎǘƛƻƴΧ 

ǘƘŜǊŜ ƛǎ ŀƭǿŀȅǎ ŀƴ ŜƭŜƳŜƴǘ ƻŦ ǘƘŜ ƎƛǾŜǊ ŀƴŘ ǘƘŜ ƎƛǾŜƴΩ (Florence 1998, p.83). SpLD work is meant 

to be empowering, but it is difficult to see if it can truly be empowering if we do not investigate 

issues of power that can be at play in a one-to-one session between the SpLD tutor and the 

learner. It was these issues of power that led me to my fifth theorist, Pierre Bourdieu. 

3.6 Pierre Bourdieu 

The work of Bourdieu is very well-known in the sociology of education and in ethnography but is 

strikingly absent in SpLD teaching and training. There is a rich body of work created by Bourdieu 

and his concepts of research reflexivity has helped shaped the research methodology ς again 

demonstrating the circularity of this research where the conceptual framework for the research 

also frames the research methodology itself. I discuss this further in Chapter Four. For this 

conceptual framework, I include key concepts from the work of Bourdieu that fit well into an SpLD 

context τ habitus, fields, capital and reproduction.  

Habitus is an internalised understanding of ideology that unconsciously shapes us (Bourdieu and 

Passeron 1977). These internalised ideologieǎ ŀǊŜ ΨŀŎǉǳƛǊŜŘ ŘǳǊƛƴƎ ƭŜƴƎǘƘȅ ǇŜǊƛƻŘǎ ƻŦ ŜȄǇƻǎǳǊŜ ǘƻ 

ǇŀǊǘƛŎǳƭŀǊ ǎƻŎƛŀƭ ŎƻƴŘƛǘƛƻƴǎΩ (Watson et al. 2009, p.670)Φ Iŀōƛǘǳǎ Ŏŀƴ ōŜ ΨǎǘǊǳŎǘǳǊŜŘ ōȅ ƻƴŜΩǎ Ǉŀǎǘ 

ŀƴŘ ǇǊŜǎŜƴǘ ŎƛǊŎǳƳǎǘŀƴŎŜǎ ǎǳŎƘ ŀǎ ŦŀƳƛƭȅ ǳǇōǊƛƴƎƛƴƎ ŀƴŘ ŜŘǳŎŀǘƛƻƴŀƭ ŜȄǇŜǊƛŜƴŎŜǎΩ (Grenfell 2008, 

p.51). All of this serves as a ǊŜƳƛƴŘŜǊ ǘƘŀǘ ŀ ƭŜŀǊƴŜǊ ƛǎ ƴƻǘ ŀ Ψōƭŀƴƪ ǎƭŀǘŜΩ ŀǊǊƛǾƛƴƎ ƛƴǘƻ ƻƴŜΩǎ ǎŜǎǎƛƻƴ 

with the SpLD tutor. Learners will have acquired and unconsciously internalised certain thoughts 

and concepts. One unconscious ideology, for example, which is typically seen in an SpLD context is 

the concept that spelling difficulty means low intelligence. Learners with dyslexia will frequently 
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apologise for their spelling as they may have internalised bad spelling as a sign of lack of 

intelligence from school experiences as a child or from family members. In my own experience, 

when such an internalised concept does come to light in a session, it can take time to dissuade a 

ƭŜŀǊƴŜǊ ŦǊƻƳ ǎǳŎƘ ŀ ǾƛŜǿǇƻƛƴǘ ƻŦ ΨL ŀƳ ŀ ōŀŘ ǎǇŜƭƭŜǊ ǘƘŜǊŜŦƻǊŜ L ŀƳ ƴƻǘ ŀŎŀŘŜƳƛŎΩΦ ¢Ƙƛǎ ƛǎ 

ǳƴŘŜǊǎǘŀƴŘŀōƭŜ ŀǎ ΨƘŀbitus as the word implies, is that which one has acquired but has become 

ŘǳǊŀōƭȅ ƛƴŎƻǊǇƻǊŀǘŜŘ ƛƴǘƻ ǘƘŜ ōƻŘȅ ƛƴ ǘƘŜ ŦƻǊƳ ƻŦ ǇŜǊƳŀƴŜƴǘ ŘƛǎǇƻǎƛǘƛƻƴǎΩ (Bourdieu 1993, p.86).  

To understand and deal with issues caused by habitus, we also need to consider the issue of the 

field. The field is considered the other side of the coin to habitus (Watson et al. 2009)Φ .ƻǳǊŘƛŜǳΩǎ 

concept of the field τ le champs τ is that of a space of social forces and conflicting approaches 

to deal with these forces (Wacquant 1989)Φ Lǘ ƛǎ ŀ ΨǎǘǊǳŎǘǳǊŜŘ ǎƻŎƛŀƭ ǎǇŀŎŜΣ ŀ ŦƛŜƭŘ ƻŦ ŦƻǊŎŜǎΣ ŀ ŦƻǊŎŜ 

field. It contains people who dominate and people who are dominated. Constant, permanent 

relationships ƻŦ ƛƴŜǉǳŀƭƛǘȅ ƻǇŜǊŀǘŜ ƛƴǎƛŘŜ ǘƘƛǎ ǎǇŀŎŜΩ (Bourdieu 1998, pp.40ς41). Fields contain 

distinct social worlds that often exist beside or in relation to each other (Bourdieu and Wacquant 

1994)Φ 9ŀŎƘ ŦƛŜƭŘ ƻǇŜǊŀǘŜǎ ǿƛǘƘ ŜŀŎƘ ƻǿƴ ǎŜǘ ƻŦ ǊǳƭŜǎΣ ΨŜŀŎƘ ŦƛŜƭŘ Ƙŀǎ ƛǘǎ ƻǿƴ ŘƛǎǘƛƴŎǘƛǾŜ ƭƻƎƛŎ ƻŦ 

ǇǊŀŎǘƛŎŜΩ (Grenfell 2008, p.70). It is these rules in particular that can cause difficulty to the SpLD 

learner in university. There are prescribed rules ς not explicit ς of ways of being in certain fields. 

In the field of education, it is the rule that you sit down without moving and concentrate for one 

hour in a lecture theatre. Sitting down and not moving around can be problematic for learners 

with SpLDs, especially people with ADHD and DCD/dyspraxia. They may need to move or create 

other forms of stimulus but this is breaking the rules of being an adult learner in HE. Learners with 

autism may unwittingly break the rules of the field if these rules are not explicit and internalised. 

Learners with SpLDs are working with both the unwritten rules of the field and the internalised 

ideologies of their various habitus but these concepts are not acknowledged in SpLD training. 

A further concept is that of capital which is the currency of the field (Grenfell 2009a). For 

.ƻǳǊŘƛŜǳΣ ŎŀǇƛǘŀƭ ΨǇǊŜǎŜƴǘǎ ƛǘǎŜƭŦ ǳƴŘŜǊ ǘƘǊŜŜ ŦǳƴŘŀƳŜƴǘŀƭ ǎǇŜŎƛŜǎ όŜŀŎƘ ǿƛǘƘ ƛǘǎ ƻǿƴ ǎǳbtype), 

ƴŀƳŜƭȅ ŜŎƻƴƻƳƛŎ ŎŀǇƛǘŀƭΣ ŎǳƭǘǳǊŀƭ ŎŀǇƛǘŀƭΣ ŀƴŘ ǎƻŎƛŀƭ ŎŀǇƛǘŀƭΩ (Bourdieu and Wacquant 1994, 

pp.118ς119). While SpLD tutors are aware of the concept of economic capital, we may be less 

ŀǿŀǊŜ ƻŦ ǘƘŜ ƳŜŀƴƛƴƎ ƻŦ ǎƻŎƛŀƭ ŀƴŘ ŎǳƭǘǳǊŀƭ ŎŀǇƛǘŀƭΦ .ƻǳǊŘƛŜǳ ŘŜŦƛƴŜǎ ǎƻŎƛŀƭ ŎŀǇƛǘŀƭ ŀǎ ΨǘƘŜ ǎǳƳ ƻŦ 

resources, actual or virtual, that accrue to an individual or a group by virtue of possessing a 

durable network of more or less institutionalized relationships of mutual acquaintances and 

ǊŜŎƻƎƴƛǘƛƻƴΩ(Bourdieu and Wacquant 1994, p.119). This accumulation of social resources can be a 

source of social inequality. As I have argued, people with dyslexia from the middle classes ς those 

with good social capital as well as economic capital ς fare better than people with dyslexia from 

working class backgrounds (Macdonald and Deacon 2019). They have greater social links that can 

support education and employment. Social capital acts as an exclusionary force, keeping the 
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circles of the elites free from the lower classes and thus preserving power with the elites 

(Bourdieu and Wacquant 1994).    

Cultural capital comprises three states: an embodied state, such as a person who speaks with a 

ΨǊŜŦƛƴŜŘΩ ŀŎŎŜƴǘΤ ŀƴ ƻōƧŜŎǘƛǾŜ ǎǘŀǘŜΣ ŎƻƳǇǊƛǎƛƴƎ ƻōƧŜŎǘǎ ƭƛƪŜ ǇŀƛƴǘƛƴƎǎ ŀƴŘ ōƻƻƪǎ ǿƘƛŎƘ ƘŀǾŜ ŀ 

ΨƘƛƎƘΩ ŎǳƭǘǳǊŀƭ ǾŀƭǳŜΤ ŀƴŘ ŀƴ ƛƴǎǘƛǘǳǘƛƻƴŀƭ ǎǘŀǘŜΣ ǎǳŎƘ ŀǎ ΨƘƛƎƘ ǊŀƴƪƛƴƎΩ ǉǳŀƭƛŦƛŎŀǘƛƻƴǎ (Grenfell 

2009b). This cultural capital is another exclusionary force and in terms of educatioƴ ΨŎǳƭǘǳǊŀƭ 

capital is easily acquired by the most advantaged students who have been exposed by their 

ŦŀƳƛƭƛŜǎ ǘƻ ƛǘ ŦƻǊ ƭƻƴƎŜǊΩ (Azaola 2012, p. 83). The advantaged in society, the elites, become the 

most dominant and their social and cultural capital becomes the most legitimate forms of 

knowledge (Bourdieu and Passeron 1977). This privileging of what is considereŘ ΨƘƛƎƘΩ ǎƻŎƛŀƭ ŀƴŘ 

cultural capital can be seen in the IQ tests that are administered to students with dyslexia. The 

Wide Range Intelligence Test (WRIT) contains a subtest (Verbal Analogies) that is supposed to 

ƳŜŀǎǳǊŜ ŀ ǇŜǊǎƻƴΩǎ ŀōƛƭƛǘȅ ǘƻ ƳŀƪŜ ŀƴŀƭƻƎƛŜǎ and tests verbal reasoning. However, to score highly 

in this test, you need a very specific form of social and cultural capital, such as a knowledge of 

Rodin and the music of John Coltrane. When I presented a workshop on this test at the ADSHE 

conference in 2019, this was considered highly unusual to make a connection between dyslexia 

assessments and unfair expectations of social and cultural capital in UK HE!  

The education system, including the SpLD assessment system, has internalised what constitutes 

social and cultural capital and passes it on throughout the system, a system of reproduction. In 

ǘƘƛǎ ǿŀȅΣ ǘƘŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ΨŎƻƴǘǊƛōǳǘŜǎ ǘƻ ǘƘŜ ǊŜǇǊƻŘǳŎǘƛƻƴ ƻŦ ǎƻŎƛŀƭ ƻǇǇƻǊǘǳƴƛǘƛŜǎ ƻǊ 

ƛƴƧǳǎǘƛŎŜǎ ŀŎǊƻǎǎ ŘƛŦŦŜǊŜƴǘ ǎƻŎƛŀƭ ŎƭŀǎǎŜǎΩ (Azaola 2012, p. 83). This is glaringly obvious in the UK 

where the current Prime Minister is the 20th ǘƻ ƘŀǾŜ ōŜŜƴ ŜŘǳŎŀǘŜŘ ŀǘ 9ǘƻƴΦ Ψ¢ƘƻǎŜ ǘǊŀined in a 

certain discipline or a certain school have in common a certain mentalityΩ ό.ƻǳǊŘƛŜǳΣ ŎƛǘŜŘ ōȅ Dale 

and The Open University, 1976, p.193). The elites use the structures of habitus and the field to 

engineer advantage and trade in social and cultural capital (Bourdieu and Passeron 1977, p. 197).  

HE also reproduces a neurotypical approach to learning where assessment is typically in the form 

of the 2,500 word essay and an exam at the end of the academic semester. Researchers are 

looking at other methods of assessment but no one seems to take the experience of the learners 

with SpLDs fully into account (Evans 2016). Habitus can become very apparent when you work 

one-to-ƻƴŜ ǿƛǘƘ ŀ ƭŜŀǊƴŜǊ ǿƛǘƘ ŘȅǎƭŜȄƛŀ ǿƘƻ ƭŀŎƪǎ άƘƛƎƘέ ǎƻŎƛŀƭ ƻǊ ŎǳƭǘǳǊŀƭ ŎŀǇƛǘŀƭΦ ¢ƘŜ ŀŎŀŘŜƳƛŎ 

lexicon is hard to access for those who have difficulty with literacy in the first place and may not 

have been exposed to high levels of language at home. The intersectionality of being a first-

generation student, of being from lower socio-economic backgrounds and so on is not considered 

in our work, but access to social and cultural capital as well as being a learner with SpLDs impacts 
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ŜȄǇŜǊƛŜƴŎŜǎ ƻŦ ŜŘǳŎŀǘƛƻƴΦ ! ŎǊƛǘƛǉǳŜ ƻŦ .ƻǳǊŘƛŜǳΩǎ ǘƘŜƻǊƛŜǎ ƛǎ ǘƘŀǘ ǘƘŜȅ ŎƻǳƭŘ ōŜ ǾƛŜǿŜŘ ŀǎ 

deterministic especially in terms of an over-simplification of the experiences of those in the 

working class and their access to education ( Azaola 2012; Reed-Danahay 2005). It would be very 

wrong to assume that a first-generation learner with dyslexia is bound for failure. Bourdieu 

ǊŜŦǳǘŜǎ ǘƘƛǎ ΨƳŜŎƘŀƴƛŎŀƭ ŘŜǘŜǊƳƛƴƛǎƳΩ ƛƴ ǘƘŜ ǘŜȄǘ The Inheritors, stating that not everyone will be 

impacted in the same way by their social background (Reed-Danahay 2005). It is interesting to 

note however how BƻǳǊŘƛŜǳ ƳŀƪŜǎ ǊŜŦŜǊŜƴŎŜ ǘƻ ǎǘǳŘŜƴǘǎΩ ǎŜƴǎŜ ƻŦ ΨōŜƭƻƴƎƛƴƎΩ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳ 

and how some do not feel at home in the classroom (Bourdieu and Passeron 1979). It is this 

concept of belonging that has now garnered more research attention in recent years as the 

inclusion debate within dyslexia studies becomes more forceful (Reid 2019). Learners with SpLDs, 

ŜǎǇŜŎƛŀƭƭȅ ǘƘƻǎŜ ǿƘƻ Ƴŀȅ ƴƻǘ ǇƻǎǎŜǎǎ ΨƘƛƎƘΩ ƭŜǾŜƭǎ ƻŦ ǎƻŎƛŀƭ ŀƴŘ ŎǳƭǘǳǊŀƭ ŎŀǇƛǘŀƭ Ƴŀȅ ŦŜŜƭ ŀ ΨŘƻǳōƭŜ 

ǿƘŀƳƳȅΩ ƻŦ ŜȄŎƭǳǎƛƻƴ ŦǊƻƳ ƴŜǳǊƻǘȅǇƛŎŀƭ ŜŘǳŎŀǘƛƻƴΦ  

3.7 Sara Ahmed 

The final theorist that I discuss here is Sara Ahmed. The decision to look at the work of Sara 

Ahmed was a collective one made during the fieldwork. The co-inquirers felt that there was a lack 

of female representation in the theories selected όǘƘŜ ŘŀƳƴƛƴƎ ǿƻǊŘǎ ΨǿƘȅ ŀǊŜ ǿŜ Ƨǳǎǘ ƭƻƻƪƛƴƎ ŀǘ 

ŘŜŀŘ ǿƘƛǘŜ CǊŜƴŎƘ ƳŜƴΩ ǎǘƛƭƭ ǊƛƴƎǎ ƛƴ Ƴȅ ŜŀǊǎ). In requesting more feminist texts, I think the co-

inquirers ς all women ς were requesting a representation of experience that would resonate with 

their own. I suggested Ahmed as she talks explicitly of her experiences of being a woman in 

academia and in ŘŜŀƭƛƴƎ ǿƛǘƘ ƛǎǎǳŜǎ ƻŦ ŘƛǾŜǊǎƛǘȅΦ ²ƘƛƭŜ !ƘƳŜŘΩǎ ǿƻǊƪ ƛǎ ƴƻǘ ŀǎ ŜȄǘŜƴǎƛǾŜ ŀǎ ǘƘŜ 

other theorists, she discusses the intersectionality of being a woman of colour and of dealing with 

issues of inclusion/exclusion in her texts. She also writes in a way that is very accessible. 

Furthermore, her Feminist Killjoys blog is free to access unlike journal articles which outsourced 

SpLD tutors cannot read for free because we do not get university library privileges.  

Ahmed writes about being a feminist and especially about living a feminist life. In particular she 

ŘŜǎŎǊƛōŜǎ Ƙƻǿ ΨŦŜƳƛƴƛǎƳ ƴŜŜŘǎ ǘƻ ōŜ ŜǾŜǊȅǿƘŜǊŜ ōŜŎŀǳǎŜ ŦŜƳƛƴƛǎƳ ƛǎ ƴƻǘ ŜǾŜǊȅǿƘŜǊŜΩ (Ahmed 

2017, p. 4). It is this absence of representation that I felt would be of relevance to our SpLD tutor 

community. We are not represented in the HE system and our voice is not heard. Furthermore, 

the majority of SpLD tutors are women. In particular, I was drawn to the statement of how we 

ΨōŜŎƻƳŜ ŦŜƳƛƴƛǎǘǎ ƛƴ ŘƛŀƭƻƎǳŜ ǿƛǘƘ ƻǘƘŜǊǎΩ (Ahmed 2017, p.5). This concept of dialogue with each 

other is central to the research and central too to this report. I want to put the voice of the 

researcher and the co-inquirers at the centre of this work. In her writing, Ahmed succeeds in 

putting her voice at the centre of the narrative, and makes you feel like you are in dialogue with 

her. Ahmed directly addresses the reader in her texts, which is quite different to the texts written 
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ōȅ .ƻǳǊŘƛŜǳ ŦƻǊ ŜȄŀƳǇƭŜΦ Lǘ ƛǎ ŘƻǳōǘŦǳƭ ǘƘŀǘ .ƻǳǊŘƛŜǳ Ƙŀǎ ŜǾŜǊ ǳǎŜŘ ǘƘŜ ǇƘǊŀǎŜ ΨŦŜƳƛƴƛǎƳ ǿƛƭƭ ōŜ 

ƛƴǘŜǊǎŜŎǘƛƻƴŀƭ ƻǊ ƛǘ ǿƛƭƭ ōŜ ōǳƭƭǎƘƛǘΩ (Ahmed 2017, p.5). 

Feminism is transformative practice and Ahmed discusses how learning about theory enables you 

to transform your worldview ς ΨŎǊƛǘƛŎŀƭ ǘƘŜƻǊȅ ƛǎ ƭƛƪŜ ŀƴȅ ƭŀƴƎǳŀƎŜΤ ȅƻǳ Ŏŀƴ ƭŜŀǊƴ ƛǘΣ ŀƴŘ ǿƘŜƴ ȅƻǳ 

ƭŜŀǊƴ ƛǘΣ ȅƻǳ ōŜƎƛƴ ǘƻ ƳƻǾŜ ŀǊƻǳƴŘ ƛƴ ƛǘΩΦ aƻǾƛƴƎ ƻƴ ŦǊƻƳ .ƻǳǊŘƛŜǳΩǎ ŎƻƴŎept of the field, she 

ŜȄǇƭƻǊŜǎ ǘƘŜ ΨǎǇŀŎŜΩ ƻŦ ǘƘŜ ǳƴƛǾŜǊǎƛǘȅΣ ǳǎƛƴƎ tǳǿŀǊΩǎ (2004) ŎƻƴŎŜǇǘ ƻŦ ōŜƛƴƎ ŀ ΨǎǇŀŎŜ ƛƴǾŀŘŜǊΩΦ 

²ƻƳŜƴ ŀǊŜ ŎƻƴǎƛŘŜǊŜŘ ΨǎǇŀŎŜ ƛƴǾŀŘŜǊǎΩ ǿƘŜƴ ǘƘŜȅ ǳƴǿƛǘǘƛƴƎƭȅ ŘƛǎǊǳǇǘ ǘƘŜ ǎǇŀŎŜ ƻŦ ǘƘŜ university 

ōǳǘ ŀƭǎƻ Ŏŀƴ ƛƴǾŀŘŜ ǘƘŜƻǊȅ ǘƻƻ ōȅ ΨŀǎƪƛƴƎ ǘƘŜ ǿǊƻƴƎ ǉǳŜǎǘƛƻƴǎΩ (Ahmed 2017, p.9). I wanted to see 

ƛŦ ǘƘƛǎ ŎƻƴŎŜǇǘ ƻŦ ΨŀǎƪƛƴƎ ǘƘŜ ǿǊƻƴƎ ǉǳŜǎǘƛƻƴΩ ǿƻǳƭŘ ǊŜǎƻƴŀǘŜ ǿƛǘƘ ǘƘŜ Ŏƻ-inquirers. They may feel 

marginalised in the university but also marginalised in their discǳǎǎƛƻƴǎ ƻƴ ǘƘŜƻǊȅ ōŜŎŀǳǎŜ Ψƴƻǘ ŀƭƭ 

feminists are at home in the academy, and that the academic language of feminist theory can be 

ŀƭƛŜƴŀǘƛƴƎΩ (Ahmed 2017, p.11). This is why she advocates viewing feminist theory as homework, 

something to take home, to discuss, ǊŜŦƭŜŎǘ ǳǇƻƴ ŀǎ ŀƭƭ ǘƻƻ ƻŦǘŜƴ ǘƘŜƻǊȅ Ƙŀǎ ōŜŜƴ ΨǳƴŘŜǊǎǘƻƻŘ ŀǎ 

ǎƻƳŜǘƘƛƴƎ ǘƘŀǘ ǿŜ Řƻ ǿƘŜƴ ǿŜ ŀǊŜ ŀǿŀȅ ŦǊƻƳ ƘƻƳŜΩ(Ahmed 2017, p.8). I liked this idea of 

feminist homework and considered it would fit with the CICs where we would be ŘƻƛƴƎ ΨǎƻŎƛŀƭ 

ƧǳǎǘƛŎŜ ǘƘŜƻǊȅ ƘƻƳŜǿƻǊƪΩΦ 

In terms of transformation, Ahmed (2017, p.91) looks at two issues: the transformation of 

ƛƴǎǘƛǘǳǘƛƻƴǎ ōǳǘ ŀƭǎƻ ǘƘŜ ŘƛǾŜǊǎƛǘȅ ǿƻǊƪ ȅƻǳ Řƻ ǿƘŜƴ ȅƻǳ ΨŘƻ ƴƻǘ ǉǳƛǘŜ ƛƴƘŀōƛǘ ǘƘŜ ƴƻǊƳǎ ƻŦ ŀƴ 

ƛƴǎǘƛǘǳǘƛƻƴΩΦ 5ƛǾŜǊǎƛǘȅ ǿƻǊƪ ƛƴ I9 ƛƴ ǇŀǊǘƛŎǳƭŀǊ Ŏŀƴ ōŜ ΨǿƻǊƪ ǘƘŀǘ ƛǎ ƭŜǎǎ ǎǳǇǇƻǊǘŜŘΩ (Ahmed 2017, 

p.96). People can be appointed to do diversity work in institutions but that may not necessarily 

mean that the institution is willing to transform and therefore you will encounter resistance 

(Ahmed 2017). This resistance can come in many forms but chiefly in the manner of not hearing 

those who are trying to transform, often becŀǳǎŜ ΨǘƘŜȅ ŜȄǇŜŎǘ ȅƻǳ ǘƻ ǎǇŜŀƪ ƛƴ ŀ ŎŜǊǘŀƛƴ ǿŀȅΦ ¢ƘŜ 

ŘƛǾŜǊǎƛǘȅ ǿƻǊƪŜǊ ŎƻǳƭŘ ōŜ ŘŜǎŎǊƛōŜŘ ŀǎ ŀƴ ƛƴǎǘƛǘǳǘƛƻƴŀƭ ƪƛƭƭƧƻȅΩ (Ahmed 2017, p.99). If you do not 

speak in the way that is expected, you are that most boring and pointless of individuals, the 

ΨƪƛƭƭƧƻȅΩ όFeminist Killjoy ƛǎ ǘƘŜ ǘƛǘƭŜ ƻŦ !ƘƳŜŘΩǎ ōƭƻƎύΦ Lǘ ƛǎ ǘƘƛǎ ŎƻƴŎŜǇǘ ƻŦ ōŜƛƴƎ ǘƘŜ ǳƴƘŜŀǊŘ ΨƪƛƭƭƧƻȅΩ 

that fits the SpLD community. In many cases, SpLD tutors liaise with departments in order to 

ensure support or understanding for their learners. For example, a learner with dyslexia who has 

not been given appropriate exam accommodations will often bring these concerns to their SpLD 

tutor. The tutor may subsequently liaise with the appropriate department on behalf of the 

learner. The tutor may not be recognised as having the authority to support the student away 

from the one-to-one space. One university I worked in, for example, requested the SpLD tutors 

stop liaising with academic departments on behalf of learners.  
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Ahmed (2017, p.109) refers to difficulties such as these as ΨǇǳǎƘȅ ǿƻǊƪΩΦ ¸ƻǳ ƘŀǾŜ ǘƻ ǇǳǎƘ ŀƎŀƛƴǎǘ 

ŜȄƛǎǘƛƴƎ ŀǊǊŀƴƎŜƳŜƴǘǎΣ ǇǳǎƘ ŀƎŀƛƴǎǘ ǎǘǊǳŎǘǳǊŜǎ ǘƘŀǘ ǎǳǇǇƻǊǘ ƛƴŜǉǳŀƭƛǘȅΦ Ψ¸ƻǳ ƘŀǾŜ ǘƻ ǇǳǎƘ ǘƻ ƳŀƪŜ 

ǊƻƻƳ ŦƻǊ ǘƘƻǎŜ ǿƘƻ ŀǊŜ ƴƻǘ ŀŎŎƻƳƳƻŘŀǘŜŘ ōȅ ǘƘƛǎ ǊŜǎǘǊƛŎǘƛƻƴΩ (Ahmed 2017, p.110). Ahmed 

views feminists as diversity workers by pushing for equality and a parallel can be made between 

SpLD tutors who push for equality of education for their learners. Ahmed does not make any 

precise mention of dyslexia or other SpLDs but she does discuss disability access in her blog. In a 

post titled The Same Door (Ahmed 2019a), she shows a picture of a door ς a door that is usable 

for her but not for a wheelchair user. The door is a metaphor for access, for the bodies deemed 

ŀǇǇǊƻǇǊƛŀǘŜ ǘƻ Ǉŀǎǎ ǘƘǊƻǳƎƘ ŀƴŘ ŀǎ ŀ ǿŀȅ ǘƻ ōƭƻŎƪ ŎƻƳǇƭŀƛƴǘΦ Ψ5ƻƻǊǎ Ŏŀƴ ǘƘǳǎ ŦǳƴŎǘƛƻƴ ŀǎ 

ŎƻƴǘŀƛƴŜǊǎ ƻŦ ŎƻƳǇƭŀƛƴǘΦ aȅ ƻǿƴ ǘŀǎƪ ƛǎ ǘƻ ƻǇŜƴ ǘƘŜ ŎƻƴǘŀƛƴŜǊΩ(Ahmed 2019a). This idea of 

complaint is one that I felt would also resonate with SpLD tutors. Students with SpLDs have to 

complain if they do not receive their accommodations, their study skills support, their Assistive 

Technology. The onus is always on the individual and then the Study Skills tutor to support the 

individual. It is the SpLD tutor who is the killjoy who keeps pushing against the doors.  

3.8 Chapter summary 

In conclusion, this chapter has addressed the gaps in the representation of social justice and SpLD 

work in UK HE. In providing an overview of the work of five theorists, I am not providing a full 

account of the works of all the theorists, rather it is, to harken back to the circle metaphor, 

interconnecting circles of different social justice theories that are of relevance to those of us who 

work in UK SpLD support. These circles provide an array of theoretical materials to choose from, 

all in the aim of provoking dialogue and discussion. In writing this chapter I have also become 

aware of the intermingling of the social justice theories and the research methodology and how in 

researching social justice, theories can impact on the choice of research methods. This is 

discussed further in the next chapter. 
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 aŜǘƘƻŘƻƭƻƎȅ ŀƴŘ ǊŜǎŜŀǊŎƘ ƳŜǘƘƻŘǎ  

4.1 Introduction 

This chapter explains the research methodology used in this research. Moreover, it details my 

journey from practitioner to researcher and I have been guided in the evolution of my thinking by 

the following quote: Ψ.ŜŎƻƳƛƴƎ ŀ ǊŜǎŜŀǊŎƘŜǊ ƳŜŀƴǎ ƳǳŎƘ ƳƻǊŜ ǘƘŀƴ ƭŜŀǊƴƛƴƎ ǎǇŜŎƛŦƛŎ ǎƪƛƭƭǎ ŀƴŘ 

procedures. It involves changing your way of thinking about yourself, and your relations with 

ƻǘƘŜǊǎΦ Lǘ ƛƴǾƻƭǾŜǎ ŦŜŜƭƛƴƎ ŎƻƳŦƻǊǘŀōƭŜ ǿƛǘƘ ǘƘŜ ǊƻƭŜ ƻŦ άǊŜǎŜŀǊŎƘŜǊέΩ(Bogdan and Biklen 1982, 

p.57). Lastly, this chapter discusses the impact of the Covid-19 pandemic and the difficulties of 

carrying out research during a global health crisis. 

Having questioned, studied and reflected on my research practice and my own transformative 

journey, I have becomŜ ŜƳōƻƭŘŜƴŜŘ ǘƻ ōŜ ŀ ǊŜǎŜŀǊŎƘŜǊ ǿƘƻ ŦŜŜƭǎ ŎƻƳŦƻǊǘŀōƭŜ ŜƴƻǳƎƘ ǘƻ ΨŎǊŜŀǘŜ 

ƘŜǊ ƻǿƴ ǇǊƻŎŜǎǎΩ όhΩ/ƻƴƴƻǊ 2002, p.242). The research process that I have created is a dynamic 

one, informed by qualitative inquiry in a creative yet inclusive transformative research 

framework. I also become emboldened to use elements of autoethnographic research to include 

my own personal narratives of this research, which I weave into the text. I have chosen a 

bricolage methodology as I feel it resonates with the core research aims of this research project to 

use the tools at hand to investigate the transformative learning of social justice approaches to 

dyslexia and of working collaboratively and reflexively with fellow SpLD tutors, my co-inquirers, 

within the research.  

Research in education draws on Ψŀƴ ŜȄǘǊŀƻǊŘƛƴŀǊƛƭȅ ǿƛŘŜ ǊŀƴƎŜ ƻŦ ǊŜǎŜŀǊŎƘ Χ ǘƻ ƛƳǇǊƻǾŜ 

ŜŘǳŎŀǘƛƻƴΧ 9ŘǳŎŀǘƛƻƴŀƭ ǊŜǎŜŀǊŎƘ Ŏŀƴ ǇŜǊŦƻǊƳ ŀ ǊŀƴƎŜ ƻŦ ŦǳƴŎǘƛƻƴǎΣ ŀƭƭ ŎƻƴǘǊƛōuting to the 

ƛƳǇǊƻǾŜƳŜƴǘ ƻŦ ŜŘǳŎŀǘƛƻƴΣ ŀƴŘ ŀŎƘƛŜǾŜ ǘƘŜƳ ǘƘǊƻǳƎƘ ŀ ǾŀǊƛŜǘȅ ƻŦ ƳŜǘƘƻŘǎΩ (Griffiths 1998, p.67). 

Griffiths reassures ǘƘŀǘ ƭƻƻƪƛƴƎ ŀǘ ŀ ǊŀƴƎŜ ƻŦ ǊŜǎŜŀǊŎƘ ƳŜǘƘƻŘǎ ƛǎ ΨƻƪΩ ǿƘƛŎƘ ƭŜŘ ƳŜ ǘƻ ƛƴǾŜǎǘƛƎŀǘŜ 

bricolage research and in this chapter, I want to show my research journey into methodology, a 

journey that that has in turn been influenced by the theories we examine in this research such as 

tŀǳƭƻ CǊŜƛǊŜΩǎ conscientisationΦ tƛŜǊǊŜ .ƻǳǊŘƛŜǳΩǎ ŎƻƴŎŜǇǘǎ ƻŦ ǊŜŦƭŜȄƛǾƛǘȅ ƛƴ ǇŀǊǘƛŎǳƭŀǊ ƘŀǾŜ ōŜŜƴ 

influential in my research. As mentioned in the previously chapters, SpLD tutors are frequently 

marginalised in their work and I wanted this research, including the analysis to be inclusive of 

SpLD tutors which is reflected in the research design. My research design centres on Collaborative 

Inquiry Circles (CICs) as a creative and inclusive method to examine and discuss social justice 

theories, an approach that is typically used in practitioner research. I wanted the data generation 

and analysis to also be creative and inclusive. The co-inquirers were given the choice to take part 
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in the data analysis stage and some co-inquirers did indeed analyse their contributions in the CICs. 

Co-inquirers were also given a feedback questionnaire at the end of the CICs and four people 

responded (see questionnaire in Appendix E). I will subsequently discuss our use of thematic 

ŀƴŀƭȅǎƛǎ ŀƴŘ ƘƻǿΣ ǘƘǊƻǳƎƘ ŎƻŘƛƴƎΣ L ǿŀǎ ŀōƭŜ ǘƻ ΨŘƛǎŎƻǾŜǊΩ ǘƘŜ ǎǘƻǊƛŜǎ ǿƛǘƘƛƴ ǘƘŜ ŎƛǊŎƭŜǎΦ 

4.2 Research paradigm 

To structure my research question and research aims, I had to first define where I was situated in 

terms of my research paradigm. Thomas Kuhn (1962) was the first to promote the concept of the 

research paradigm as an overarching framework of research which encompasses a communality 

of ideas, assumptions, beliefs and practices among researchers. A paradigm can be further viewed 

ŀǎ Ψŀ ōŀǎƛŎ ōŜƭƛŜŦ ǎȅǎǘŜƳ ƻǊ ǿƻǊƭŘǾƛŜǿ ǘƘŀǘ ƎǳƛŘŜǎ ǘƘŜ ƛƴǾŜǎǘƛƎŀǘƻǊΣ ƴƻǘ ƻƴƭȅ ƛƴ ŎƘƻƛŎŜǎ ƻŦ ƳŜǘƘƻŘ 

ōǳǘ ƛƴ ƻƴǘƻƭƻƎƛŎŀƭƭȅ ŀƴŘ ŜǇƛǎǘŜƳƻƭƻƎƛŎŀƭƭȅ ŦǳƴŘŀƳŜƴǘŀƭ ǿŀȅǎΩ (Guba and Lincoln 1994, p.105). 

Accordingly, Guba and Lincoln (1994) argue, there is a need for the researcher to examine three 

fundamentals: 

¶ Ontology: the way in which we perceive reality 

¶ Epistemology: the relationship between how we interpret and understand 

¶ Methodology: the way in which the research process is undertaken. 

Ontology and epistemology are interrelated and impact on research methodology (Punch 2009). 

Ontology, epistemology and methodology all underpin assumptions in research and can help to 

situate research within a research paradigm (Patel 2015).  

It took me some time to situate myself within a research paradigm as I was concerned about the 

influence of more positivist approaches to research in my area. There is a strong advocacy for 

evidence-based research in SpLD assessment and support. It is the site where psychology and 

education combine and evidence-based research is very much the dominant model. However, this 

has never sat well with me. Biesta (2007, p. 21) ŦŀƳƻǳǎƭȅ ǿǊƻǘŜ ǘƘŀǘ ΨǘƘŜ ǿƘƻƭŜ ŘƛǎŎǳǎǎƛƻƴ ŀōƻǳǘ 

evidence-based practice is focused on technical questions ς ǉǳŜǎǘƛƻƴǎ ŀōƻǳǘ άǿƘŀǘ ǿƻǊƪǎέ ς while 

forgetting the need for critical inquiry into normative and political questions about what is 

educationally deǎƛǊŀōƭŜΩΦ 

L ƪƴŜǿ ǘƘŀǘ L ǿŀƴǘŜŘ ƳƻǊŜ ƛƴǉǳƛǊȅ ƛƴǘƻ ǘƘŜ ƴƻǊƳŀǘƛǾŜ ŀƴŘ ǇƻƭƛǘƛŎŀƭ ǊŀǘƘŜǊ ǘƘŀƴ ΨǿƘŀǘ ǿƻǊƪǎΩΦ L ǿŀǎ 

therefore very taken with the notion of the assumptions that shape the stories that we tell of our 

research. I found resonance with a broadly inductive epistemology that simultaneously 

recognised and valued the lived experience ς bricolage. Denzin and Lincoln (1998, p.4) depict the 

ōǊƛŎƻƭŜǳǊ ŀǎ ǎƻƳŜƻƴŜ Ψwho understands that the research is an interactive process shaped by all 

these forces and who also knows that the researchers all tell stories about the worlds they have 
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studied. Thus, different ontological and epistemological assumptions are deployed in undertaking 

researchΩ.  

Lƴ CǊŜƴŎƘΣ ǘƘŜ ǿƻǊŘ ōǊƛŎƻƭŜǳǊ ƛǎ ǘƘŜ ǘŜǊƳ ŦƻǊ ŀ ΨƘŀƴŘȅƳŀƴ ƻǊ ƘŀƴŘȅǿƻƳŀƴ ǿƘƻ ƳŀƪŜǎ ǳǎŜ ƻŦ ǘƘŜ 

ǘƻƻƭǎ ŀǾŀƛƭŀōƭŜ ǘƻ ŎƻƳǇƭŜǘŜ ŀ ǘŀǎƪΩ (Kincheloe and Berry 2004, p.1). The Francophone in me loves 

this idea of being a bricoleur ς a mixer of methods ς ŦǊƻƳ ǿƘƛŎƘ ŘŜǊƛǾŜǎ ǘƘŜ ǘŜǊƳ ΨōǊƛŎƻƭŀƎŜΩ ŀǎ 

first coined by Claude Lévi-Strauss (Lévi-Strauss 2000). This concept of the bricoleur serves to 

reinforce the notion that I am seeking to understand and share the stories of other SpLD 

practitioners as well as my own journey into research, therefore an interpretative research 

ǇŀǊŀŘƛƎƳ ƛǎ Ƴƻǎǘ ǎǳƛǘŀōƭŜ ŦƻǊ ƳŜΦ !ŦǘŜǊ ŀƭƭΣ Ψŀƴȅ ƎƻƻŘ ǊŜǎŜŀǊŎƘŜǊ ƪƴƻǿǎ ǘƘŀǘ ȅƻǳǊ ŎƘƻƛŎŜ ƻŦ 

method should not be predetermined. Rather, you should choose a method that is appropriate to 

ǿƘŀǘ ȅƻǳ ŀǊŜ ǘǊȅƛƴƎ ǘƻ ŦƛƴŘ ƻǳǘΩ (Silverman 2010, p.10). Interpretative or qualitative research is 

ΨŦǳƴŘŀƳŜƴǘŀƭƭȅ ǿŜƭƭ ǎǳƛǘŜŘ ŦƻǊ ƭƻŎŀǘƛƴƎ ǘƘŜ meanings that people place on the events, processes, 

and structures of their lives and for connecting these meanings to the social world ŀǊƻǳƴŘ ǘƘŜƳΩ 

(Miles et al. 2014, p.11). Meaning is what I was searching for, but I was also searching for a 

qualitative research methodology that could be collaborative, reflexive, inclusive and 

transformative.  

4.3 vǳŀƭƛǘŀǘƛǾŜ ǊŜǎŜŀǊŎƘ ƳŜǘƘƻŘƻƭƻƎȅ όǘƘŜ ΨǎǿŜŀǘȅ ƭŀōƻǳǊΩύ 

Lƴ ŎƻƳƳƛǘǘƛƴƎ ǘƻ ŀ ǉǳŀƭƛǘŀǘƛǾŜ ǊŜǎŜŀǊŎƘ ǇǊƻŎŜǎǎΣ L ƘŀǾŜ ǘŀƪŜƴ ǘƻ ƘŜŀǊǘ ǘƘŜ ǿŀǊƴƛƴƎ ǘƘŀǘ ΨǉǳŀƭƛǘŀǘƛǾŜ 

research is only suitable for people who care about it, take it seriously, and are prepared for 

commitment. It must be done properly or not at all τ so unlŜǎǎ ȅƻǳ ŀǊŜ ŦƛǊŜŘ ǿƛǘƘ ȊŜŀƭΣ ŘƻƴΩǘ Řƻ 

ƛǘΩ (Delamont 2002, p.ix). Zeal, however, is not enough to guide research and I have looked for 

guidŀƴŎŜ ŦǊƻƳ ƻǘƘŜǊ ƳŜǘƘƻŘƻƭƻƎƛǎǘǎΦ ¢Ƙƛǎ ƛǎ ƴƻǘ ǳƴǳǎǳŀƭ ŀǎ ƛǘ ƛǎ ŎƻƴǎƛŘŜǊŜŘ ǘƘŀǘ ΨǉǳŀƭƛǘŀǘƛǾŜ 

researchers deploy a wide range of interconnected methods, hoping always to get a better fix on 

ǘƘŜ ǎǳōƧŜŎǘ ƳŀǘǘŜǊ ŀǘ ƘŀƴŘΩ (Denzin and Lincoln 1994, p.2). I took comfort from the assertion that 

Ψƴƻ ǎǘǳŘȅ ŎƻƴŦƻǊƳǎ ŜȄŀŎǘƭȅ ǘƻ ŀ ǎǘŀƴdard methodology; each one calls for the researcher to bend 

ǘƘŜ ƳŜǘƘƻŘƻƭƻƎȅ ǘƻ ǘƘŜ ǳƴƛǉǳŜƴŜǎǎ ƻŦ ǘƘŜ ǎŜǘǘƛƴƎ ƻǊ ŎŀǎŜΩ (Miles et al. 2014, p.7). 

It takes a lot of intellectual labour to work out which qualitative methodology is the best fit. 

Ahmed (2017, p.13) ŘŜǎŎǊƛōŜǎ ǘƘƛǎ ƭŀōƻǳǊ ŀǎ ōŜƛƴƎ ŀ ΨǎǿŜŀǘȅ ŎƻƴŎŜǇǘΩ and argues, Ψ²Ŝ ƘŀǾŜ ōŜŜƴ 

ǘŀǳƎƘǘ ǘƻ ǘƛŘȅ ƻǳǊ ǘŜȄǘǎΣ ƴƻǘ ǘƻ ǊŜǾŜŀƭ ǘƘŜ ǎǘǊǳƎƎƭŜ ǿŜ ƘŀǾŜ ƛƴ ƎŜǘǘƛƴƎ ǎƻƳŜǿƘŜǊŜΩΦ Lǘ ǿŀǎ ŀ 

struggle for this researcher-in-training to work out where to place the research methodology and 

the research methods as there is such a variety of qualitative approaches. Luttrell (2010, pp.4ς5) 

makes note of how thiǎ ΨŦŜŀǘǳǊŜ ƻŦ ǉǳŀƭƛǘŀǘƛǾŜ ǊŜǎŜŀǊŎƘ Ƴŀȅ ōŜ ŀƴȄƛŜǘȅ-producing for researchers-
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in-ǘǊŀƛƴƛƴƎ ǿƘƻ ƳƛƎƘǘ ǿƛǎƘ ŦƻǊ ŀ άǊŜǎŜŀǊŎƘŜǊ-ǇǊƻƻŦέ ǇƭŀƴΩΦ L ǘƻƻ ǿƛǎƘŜŘ ŦƻǊ ŀ Ǉƭŀƴ ōǳǘ ǊŜŀƭƛǎŜŘ ǘƘŀǘ 

I had to make my own. 

Denzin (2010, p.10) ƴƻǘŀōƭȅ ŘŜǎŎǊƛōŜǎ ǘƘƛǎ ǇǊƻƭƛŦŜǊŀǘƛƻƴ ƻŦ ǉǳŀƭƛǘŀǘƛǾŜ ǊŜǎŜŀǊŎƘ ŀǎ ŀ ΨōƛƎ ǘŜƴǘΩ 

ǿƘƛŎƘ Ŏŀƴ ŀŎŎƻƳƳƻŘŀǘŜ ōƻǘƘ ǘƘƻǎŜ ǿƘƻ ΨǾƛŜǿ ƳŜǘƘƻŘǎ ŀǎ ƻōƧŜŎǘƛǾŜ ǘƻƻƭǎΩ ŀƴŘ ǘƘƻǎŜ ǿƘƻ ǾƛŜǿ 

ΨƳŜǘƘƻŘ ŀǎ ǇǊŀȄƛǎΩΦ ¢ƘŜ ǳƴƛŦȅƛƴƎ ŦƻǊŎŜ ōŜǘǿŜŜƴ ǘƘŜǎŜ ǘǿƻ ΨǘŜƴǘ ǇƻƭŜǎΩ ƛǎ ǘƘŜ ŎŜƴǘǊŀƭ ǇƻƭŜ ƻŦ ΨǎƻŎƛŀƭ 

ƧǳǎǘƛŎŜΩ (Denzin 2010, p.55). Social justice theories form a key part of this research as does critical 

pedagogy. I felt that there would be an element of cognitive dissonance if the research 

methodology did not reflect the theories of social justice and critical pedagogy that are the 

subject of the research.  

The emphasis in my research is working together with fellow practitioners with a transformative 

aim. Our focus is on social justice theories and to see if they have a transformative impact on us 

and on our practice. At first, I felt that action research (AR) would be a good fit for my PhD. There 

ŀǊŜ Ƴŀƴȅ ŘƛŦŦŜǊŜƴǘ ƛƴǘŜǊǇǊŜǘŀǘƛƻƴǎ ƻŦ !w ōǳǘ L ŦŜŜƭ Ƴƻǎǘ ŀǘ ŜŀǎŜ ǿƛǘƘ ǾƛŜǿƛƴƎ !w ŀǎ Ψŀ ŎƻƭƭŀōƻǊŀǘƛǾŜ 

transformative approach with joint focus on rigorous data collection, knowledge generation, 

ǊŜŦƭŜŎǘƛƻƴ ŀƴŘ ŘƛǎǘƛƴŎǘƛǾŜ ŀŎǘƛƻƴκŎƘŀƴƎŜ ŜƭŜƳŜƴǘǎ ǘƘŀǘ ǇǳǊǎǳŜ ǇǊŀŎǘƛŎŀƭ ǎƻƭǳǘƛƻƴǎΩ (Piggot-Irvine et 

al. 2015, p.548). In my initial research proposal, I planned to use the well-known Kemmis and 

McTaggart (1988) self-reflective action research spiral: 

¶ Planning a change 

¶ Acting and observing the consequences of the change 

¶ Reflecting on these processes and consequences and then 

¶ Replanning 

¶ Acting and observing, reflecting, and so on. (Punch 2011, p.136) 

However, coming back to education to do a PhD was my chance to really immerse myself in 

ǊŜǎŜŀǊŎƘ ŀƴŘ L ŘƛŘ ƴƻǘ ǿŀƴǘ ǘƻ ΨǇƭŀȅ ƛǘ ǎŀŦŜΩΦ L ǿŀƴǘŜŘ ǘƻ ƭƻƻƪ ŘŜŜǇŜǊ ŀǘ ǿƘŀǘ ŜƭǎŜ ǿŀǎ ƻǳǘ ǘƘŜǊŜ ƛƴ 

ǘƘŜ ǊŜǎŜŀǊŎƘ ǿƻǊƭŘΦ CǳǊǘƘŜǊƳƻǊŜΣ L ŘƛŘ ƴƻǘ ŦŜŜƭ ŎƻƳŦƻǊǘŀōƭŜ ǿƛǘƘ ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ ŀ ΨǇǊŀŎǘƛŎŀƭ 

ǎƻƭǳǘƛƻƴΩ as I felt it did not acknowledge the complexity of the work of SpLD tutors in an 

increasingly changing university environment.  

I then looked more at participatory action research (PAR). I was drawn to the concepts of working 

ǿƛǘƘ ǇŜƻǇƭŜ ǿƛǘƘƛƴ ŀ ǇŀǊǘƛŎƛǇŀǘƻǊȅ ŦǊŀƳŜǿƻǊƪΣ ƻƴŜ ǘƘŀǘ ǿƻǳƭŘ ōŜ ǾŜǊȅ ƳǳŎƘ ōŀǎŜŘ ƻƴ ŀ ΨƭƻŎŀƭΩ 

context (Marshall and Rossman 2006; Chandler and Torbert 2003)Φ Lǘ ǿŀǎ ǘƘƛǎ ǎŜƴǎŜ ƻŦ ǘƘŜ ΨƭƻŎŀƭΩΣ 

ƻŦ ǿƘƻ ǘƘŜ ΨƭƻŎŀƭǎΩ ŀǊŜ ƛƴ Ƴȅ ǊŜǎŜŀǊŎƘ ǘƘŀǘ ŘǊŜǿ ƳŜ ǘƻ ƭƻƻƪ ŎƭƻǎŜǊ at practitioner research.  

It was with this sense of uncertainty that I investigated Practitioner Research (PR) which falls 

under the umbrella of AR. I liked that PR offers a shift in ownership away from academic 



Chapter 4 

61 

researchers alone to practitioners (Gewirtz 2009). I am an SpLD practitioner undertaking research 

ŀƴŘ ǘȅǇƛŎŀƭƭȅ Ψƛƴ ŀƭƭ ŦƻǊƳǎ ƻŦ practitioner inquiry, the practitioner himself or herself takes on the 

ǊƻƭŜ ƻŦ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊΩ(Campbell and Groundwater-Smith 2007, p.26). This background would fit 

ǘƘŜ ǾƛŜǿ ǘƘŀǘ ǇǊŀŎǘƛǘƛƻƴŜǊ ǊŜǎŜŀǊŎƘ Ψƛǎ ōǳƛƭǘ ƻƴ ǘƘŜ ŀǎǎǳƳǇǘƛƻƴ ǘƘŀǘ ǘƘŜ ƪƴƻǿƭŜŘƎŜ ƴŜeded to 

understand, analyse and ultimately improve educational situations cannot be generated primarily 

ƻǳǘǎƛŘŜ ƻŦ ǘƘƻǎŜ ŎƻƴǘŜȄǘǎΩ (Campbell and Groundwater-Smith 2007, p.26). Kemmis (1991) argued 

ǘƘŀǘ !w ƘŀŘ ōŜŎƻƳŜ ǘƻƻ ΨƛƴŘƛǾƛŘǳŀƭƛȊŜŘΩ ŀƴŘ ǿŀǎ ŎƻƴŎŜrned that AR may be carried out to meet 

ǘƘŜ ƴŜŜŘǎ ƻŦ ǘŜŀŎƘŜǊǎ ŀƴŘ ƛƴǎǘƛǘǳǘƛƻƴǎ ǘƘŜƳǎŜƭǾŜǎ ΨŦƻǊ ǘƘŜƛǊ ƻǿƴ ƛƴǘǊƛƴǎƛŎ ǇǳǊǇƻǎŜǎ ƻǊ ŜȄǘŜǊƴŀƭƭȅ 

ƳƻǘƛǾŀǘƛƻƴǎΩ (Tobin and Kincheloe 2006, p.175). The fact that I do not belong to an institution in a 

conventional sense may actually give me freedom from possible external influences from an 

institution. However, I do belong to a community of SpLD practitioners, a community that is 

primarily focused on a psychological viewpoint of SpLDs.  

AR, PAR and PR offer much in terms of their strong emphasis on democratic approaches to 

research. As universities continue to become entrenched in neo-liberalist practice, Greenwood 

(2012, p.129) ǇŀǎǎƛƻƴŀǘŜƭȅ ŎƭŀƛƳǎ ǘƘŀǘ ΨŜǾŜǊȅƻƴŜ ƴŜŜŘǎ ǘƻ ǇǊŀŎǘƛŎŜ ǊŜŦƭŜŎǘƛǾŜ ŎƻƭƭŀōƻǊŀǘƛǾŜ ŀŎǘƛƻƴ 

of the sort action research lays claim to and create openings for this sort of work in what is 

ƻǘƘŜǊǿƛǎŜ ŀ ƘƻǎǘƛƭŜ ƘƛƎƘŜǊ ŜŘǳŎŀǘƛƻƴ ŜƴǾƛǊƻƴƳŜƴǘΩΦ L ǿŀƴǘed to navigate through this hostile 

environment and in order to do so, I felt I needed to investigate all the tools at my disposal. I 

particularly felt that my position within the research as a practitioner and a researcher merited 

more attention particularly in dealing with my own transformative journey from practitioner to 

researcher. This led me to consider autoethnographic approaches. 

L ŀƳ ǾŜǊȅ ŘǊŀǿƴ ǘƻ ǘƘŜ ǾƛŜǿ ƻŦ ŀǳǘƻŜǘƘƴƻƎǊŀǇƘȅ ōŜƛƴƎ ǘƘŀǘ ƻŦ ŘŜǘŀƛƭƛƴƎ ΨǊŜǇŜŀǘŜŘ ŦŜŜƭƛƴƎǎΣ ǎǘƻǊƛŜǎ 

ŀƴŘ ƘŀǇǇŜƴƛƴƎǎΩ (Ellis et al. 2011, p. 277). From the very beginning of this project, I have written a 

series of field notes and reflections throughout the research which detailed my own feelings, the 

stories that emerged during the research and the unexpected happening (not least a global 

pandemic). I have always felt at home with writing ς my original degrees are in literature and 

languages and I worked as a technical writer. Writing has always been a way to process my 

thoughts. Yet I had not initially considered using an autoethnographic approach. 

Autoethnography ǎǇŜŀƪǎ ǘƻ Ƴȅ ƻǿƴ ƛƴǘŜǊƴŀƭƛǎŜŘ ƛŘŜŀǎ ƻŦ ǿƘŀǘ ŎƻƴǎǘƛǘǳǘŜǎ ΨǊŜŀƭ ǊŜǎŜŀǊŎƘΩ ǿƘƛŎƘ 

was initially more positivist; L ŦŜƭǘ ǳƴǎǳǊŜ ŀōƻǳǘ ƘŀǾƛƴƎ ǘƘŜ ΨǊƛƎƘǘΩ ǘƻ Ǉƻǎƛǘƛƻƴ ƳȅǎŜƭŦ ǿƛǘƘƛƴ ǘƘŜ 

research. Later I appreciated that establishing yourself into the body of the research itself is 

considered a valid approach in autoethnography and particularly in feminist methodologies 

(White and Dotson 2010). The Handbook of Ethnography was very helpful in supporting my 

understanding of autoethnography, ǇŀǊǘƛŎǳƭŀǊƭȅ ƛƴ ǘŜǊƳǎ ƻŦ Ƙƻǿ ΨǿŜ ƻōǎŜǊǾŜ ƻǳǊǎŜƭǾŜǎ ƻōǎŜǊǾƛƴƎΣ 

that we interrogate what we think ŀƴŘ ōŜƭƛŜǾŜΣ ŀƴŘ ǘƘŀǘ ǿŜ ŎƘŀƭƭŜƴƎŜ ƻǳǊ ƻǿƴ ŀǎǎǳƳǇǘƛƻƴǎΩ 
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(Adams et al. 2016, p. 10). This resonates with what I had read of reflexivity and how crucial it is 

for the researcher to keep challenging her ideas of what we believe is happening in the research. I 

have found this idea of observing ourselves in the act of observation very helpful later in the 

research when carrying out the CICs and subsequently writing them up. 

Many researchers write of the transformative experiences that an autoethnographic research 

approach affords. Raab (2015, p. 14) ǿǊƛǘŜǎ ƻŦ Ƙƻǿ ΨŀǳǘƻŜǘƘƴƻƎǊŀǇƘȅ ŜƴŎƻƳǇŀǎǎŜǎ ǘƘŜ ƛŘŜŀ ƻŦ 

fostering self-awareness and self-discovery, which may lead to transformation. The 

autoethnographicaƭ ǊŜǎŜŀǊŎƘŜǊ Ƴǳǎǘ ōŜ ŎƻƳŦƻǊǘŀōƭŜ ŜȄǇƻǎƛƴƎ Ƙƛǎ ƻǊ ƘŜǊ ŘŜŜǇŜǎǘ ŜƳƻǘƛƻƴǎΩΦ 

Emotion is very present in my reflections and I have not shied away from writing about both the 

joys and the difficulties I experienced. It was not easy, particularly during the start of the Covid-19 

pandemic but I did find that it helped to process my thoughts. That sense of transformation is 

discussed further in Chapter Five. For Custer (2014, p. 11) ΨŀǳǘƻŜthnography is a transformative 

research method because it changes time, requires vulnerability, fosters empathy, embodies 

creativity and innovation, eliminates boundaries, honors subjectivity, and provides therapeutic 

ōŜƴŜŦƛǘǎΩΦ L ǇŀǊǘƛŎǳƭŀǊƭȅ ƭƛƪed that Custer included vulnerability in his definition of autoethnography 

as doctoral researchers feel pressure to hide vulnerability to appear ΨǇǊƻŦŜǎǎƛƻƴŀƭΩΦ IƻǿŜǾŜǊΣ L 

have found that writing of my own vulnerabilities and difficulties was helpful for me and also 

helped to forge empathetic connection in the CICs. I was reassured when reading Attia and Edge 

(2017, p. 34)  ǘƘŀǘ ΨǉǳŀƭƛǘŀǘƛǾŜ ǊŜǎŜŀǊŎƘ ŘŜƳŀƴŘǎ ŀƴ ŜƳǇŀǘƘƛŎ ŀōƛƭƛǘȅ ǘƻ ǊŜƭŀǘŜ ǘƻ ǎƻŎƛŀƭ ŀƴŘ 

psychological realities other than oneΩǎ ƻǿƴΩΦ 9ƳǇŀǘƘŜǘƛŎ ŎƻƴƴŜŎǘƛƻƴ ƛǎ ŎǊǳŎƛŀƭ ƛƴ ƻƴŜ-to-one SpLD 

work and I found that empathy was a key element in supporting the discussions in the CIC.   

Empathy can also play a central role when considering the work of the embodied researcher. 

Merleau-Ponty when writing on phenomenology described ΨǘƘŜ ōƻŘȅ ƛǎ ǘƘŜ ǾŜƘƛŎƭŜ ƻŦ ōŜƛƴƎ ƛƴ ǘƘŜ 

ǿƻǊƭŘΩ (Marshall 2008, p. 98). I had not explored this idea of being an embodied researcher before 

starting this research and found great solace in the view of the embodied researcher writing a  

SǘƻǊȅ ǊŜŦƭŜŎǘƛƴƎ ǘƘŜ ǊŜǎŜŀǊŎƘ ŀǊǘƛǎǘΩǎ ŎƻƭƭŀōƻǊŀǘƛƻƴ ǿƛǘƘ ǇŜƻǇƭŜΣ ŎǳƭǘǳǊŜΣ ŀƴŘ ǘƛƳŜΦ Lǘ ƛǎ 

generated in the liminal spaces between experience and language, between the known 

and the unknown, between the somatic and semantic. The text and the body that 

generates it cannot be separated (Spry 2001, p. 726). 

What I found particularly intriguing was this sense of the relationship between the body and the 

text that I am creating but also the relationship between myself and people - the research 

ǇŀǊǘƛŎƛǇŀƴǘǎΦ ¢Ƙƛǎ ŎƻƴƴŜŎǘƛƻƴΣ ǘƘƛǎ ŜƳǇŀǘƘȅ L ǾƛŜǿ ŀǎ ΨŦŜŜƭƛƴƎ ǿƛǘƘ ǘƘŜ hǘƘŜǊ ς a reciprocal process 

where one seeks to find ways to allow the Other to present him- ƻǊ ƘŜǊǎŜƭŦ ǘƻ ŀƴŘ ǘƘǊƻǳƎƘ ƻƴŜΩ 

(Finlay 2005, p. 289). This made me consider finding ways of embedding an awareness of myself 



Chapter 4 

63 

the embodied researcher but also that of a mutuality of understanding, of empathy between 

myself and the research participants.  

With these thoughts in my mind, of bringing elements of the autoethnographic, the embodied 

and empathetic researcher, I wanted a research methodology that could both weave and reflect 

the diverse threads and approaches of my argument together. I wanted to make it my own. 

Ultimately, it was this sense of making and of using interconnected threads that led me to explore 

a bricolage approach. 

4.4 Bricolage 

I first come across bricolage in my previous MA in French where I studied the work of Claude Lévi-

Strauss. Lévi-Strauss wrote about bricolage from a position of structuralist inquiry as part of his 

work in The Savage Mind (2000). Bricolage ς from the French to bricoler, ǘƻ ΨŎƻōōƭŜ ǘƻƎŜǘƘŜǊΩΣ Ψ5ƻ-

It-Yourself DL¸Ω ς ǊŜǉǳƛǊŜǎ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊ ǘƻ ōŜ ΨŀŘŜǇǘ ŀǘ ǇŜǊŦƻǊƳƛƴƎ ŀ ƭŀǊƎŜ ƴǳƳōŜǊ ƻŦ ŘƛǾŜǊǎŜ 

tasks; but unlike the engineer, he (sic) does not subordinate each of them to the availability of 

raw materials and tools conceived and procured for the purpose of the projeŎǘΩ(Lévi-Strauss 2000, 

p.17). You make meaning by combining your imagination with the range of knowledge tools that 

you have at your disposal as well as artifacts in your given contexts (Rogers 2012).  

This approach to meaning making was subsequently applied by Norman Denzin and Yvonna 

Lincoln to the shifting boundaries in qualitative research. This meaning making is multi-theoretical 

and multi-ƳŜǘƘƻŘƻƭƻƎƛŎŀƭ ǿƘƛŎƘ ƛǎ ΨǘƘŜ ŎƻƳōƛƴation of multiple methodological practices, and 

empirical materials, perspectives, and observers in a single study is best understood, as a strategy 

that adds rigor, breadth, complexity, richness, and depth to any inquiry (Denzin and Lincoln 1998, 

p.6). {ǳŎƘ ōƭǳǊǊƛƴƎ ƻŦ ōƻǳƴŘŀǊƛŜǎ ƛǎ Ψŀ ƪŜȅ ƛƴƴƻǾŀǘƛƻƴ ƛƴ ŘŜǾŜƭƻǇƛƴƎ ŎǊƛǘƛŎŀƭƛǘȅΩ (Kincheloe, 

McLaren, Steinberg and Monzó 2018, p.470).  

This sense of an emergent process is central to bricolage and a key metaphor for the bricoleur 

qualitative researcher is that of a quilt maker, using ΨǘƘŜ ŀŜǎǘƘŜǘƛŎ ŀƴŘ ƳŀǘŜǊƛŀƭ ǘƻƻƭǎ ƻŦ Ƙƛǎ ƻǊ ƘŜǊ 

ŎǊŀŦǘΣ ŘŜǾŜƭƻǇƛƴƎ ǿƘŀǘŜǾŜǊ ǎǘǊŀǘŜƎƛŜǎΣ ƳŜǘƘƻŘǎΣ ŀƴŘ ŜƳǇƛǊƛŎŀƭ ƳŀǘŜǊƛŀƭǎ ŀǊŜ ŀǘ ƘŀƴŘΩ (Denzin and 

Lincoln 1998, p.8). This visual metaphor really works for me as it shows that my research is part of 

an emergent process where I am gathering different threads and arguments together. I felt 

therefore that I could construct an approach under an AR umbrella but one that included strands 

from other methodologies such as PR, transformative research and social justice.  

Quilting too can be multi-faceted where patterns emerge from connecting together different 

materials and layers of fabric. This sense of overlapping and contrasting fabrics links to the idea 
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ǘƘŀǘ ōǊƛŎƻƭŀƎŜ ƛƴǾŜǎǘƛƎŀǘŜǎ ǘƘŜ ΨŎƻƴƴŜŎǘƛƻƴ ǘƘŀǘ ǎƘŀǇŜǎ ǘƘŜ ƛŘŜƴǘƛǘƛŜǎ ƻŦ ƘǳƳŀƴ ōŜƛƴƎǎ ŀƴŘ ǘƘŜ 

ƴŀǘǳǊŜ ƻŦ ǘƘŜ ŎƻƳǇƭŜȄ ǎƻŎƛŀƭ ŦŀōǊƛŎΩ (Kincheloe and Berry 2004, p.73). In bringing AR and PR 

together, something new can emerge. It was while wrestling with these ideas of overlap and 

contrast that a friend sent me this image of a quilt created by her wife. The visual metaphor of the 

quilt appeals to me as it helps to support my understanding of meaning making from a bricolage 

epistemology as seen in Figure 2 below.  

 

Figure 2 The quilt as a metaphor for bricolage 

Quilting too is a form of feminist resistance for Handforth and Taylor (2016). In their work they 

draw inspiration from the work of Hélène Cixous and écriture feminine όǿƻƳŜƴΩǎ ǿǊƛǘƛƴƎύΦ ¢ƘŜȅ 

view the bricolage quilt as affording a feminist approach to academic writing in its own right. 

Writing as quilt making ƛǎ ƴƻǘ Ψƻƴƭȅ ŀ ǎƪƛƭƭŜŘΣ ǘŜŎƘƴƛŎŀƭ ǇǊƻŎŜǎǎ ƻŦ ƳŀƪƛƴƎ ōǳǘ ŀǎ ŀ political act of 

intervention such that stitching together meaning from whatever lies at hand (cotton, fur and 

ŦŀōǊƛŎǎ ƻŦ ŀƭƭ ŎƻƭƻǳǊǎύ ǎƪŜǿǎ ŘƻƳƛƴŀƴǘ ŦƻǊƳǎ ƻŦ ǊŜǎŜŀǊŎƘ ǇǊŀŎǘƛŎŜΩ (Handforth and Taylor 2016, 

p.638). Bricolage therefore can be seen as an opportunity to reflect upon dominance, such as in 

feminist research but I would argue that bricolage also incorporates an opportunity for reflexivity.  

According to Denzin and Lincoln (1998) there are five bricoleur approaches: interpretive, 

methodological, theoretical, political and narrative bricolage. I would view myself as an 

interpretive bricoleur in that I view knowledge (i.e. my research) as being subject to positioning 

and political interpretation (Rogers 2012)Φ L ǘŀƪŜ CƛƴƭŀȅΩǎ (2002, p.532) view that research 

ǊŜŦƭŜȄƛǾƛǘȅ ƛǎ ǘƘŜ ΨŎƻƴǘƛƴǳŀƭ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǎǳōƧŜŎǘƛǾŜ ǊŜǎǇƻƴǎŜǎΣ ƛƴǘŜǊǎǳōƧŜŎǘƛǾŜ ŘȅƴŀƳƛŎǎΣ ŀƴŘ ǘƘŜ 

ǊŜǎŜŀǊŎƘ ǇǊƻŎŜǎǎ ƛǘǎŜƭŦ ώΧϐ ǊŜŎƻƎƴƛȊƛƴƎ Ƙƻǿ ǿŜ ŀŎǘƛǾŜƭȅ ŎƻƴǎǘǊǳŎǘ ƻǳǊ knowledgeΩ. In this research, 

the co-inquirers and I worked on constructing our knowledge together.  

According to Dean (2017, p.59) ΨǘƘŜ ƪŜȅ ǘƻ ōŜƛƴƎ ŀ ƎƻƻŘ ǎǘǳŘŜƴǘ ƻŦ ǘƘŜ ǎƻŎƛŀƭ ǎŎƛŜƴŎŜǎ ƛǎ ǘƻ 

develop a critical attitude towards societal processes: to achieve sufficient mastery of theoretical, 

ƳŜǘƘƻŘƻƭƻƎƛŎŀƭΣ ŀƴŘ ŀƴŀƭȅǘƛŎŀƭ ǎƪƛƭƭǎ ǘƻ ōŜ ŀōƭŜ ǘƻ ǎŜŜ ǿƘŜƴ ŜǎǘŀōƭƛǎƘŜŘ ƻǊ άŎƻƳƳƻƴ ǎŜƴǎŜέ ƛŘŜŀǎ 



Chapter 4 

65 

ƘŀǾŜ ōŜŎƻƳŜ ǳƴǘƘƛƴƪƛƴƎ ƻǊ ƛƴŎƻǊǊŜŎǘ ƻǊǘƘƻŘƻȄƛŜǎΩΦ Lǘ ƛǎ ǘƘƛǎ ŎǊƛǘƛŎŀƭƛǘȅ ǘƘŀǘ L ŀƛƳed to cultivate in 

myself and my co-inquirers. The etymology of the word reflexivity means to bend back on oneself 

(Zienkowski 2017). I could Řƻ ǘƘƛǎ ΨōŜƴŘƛƴƎ ōŀŎƪΩ ōȅ ǳǎƛƴƎ ŀ .ƻǳǊŘƛŜǳ-inspired approach. Leander 

(2008) describes how the work of Bourdieu (which she experienced for the first time in the 

intensely hierarchical world of French Higher Education) gave her a vocabulary to deal with the 

issues of power that she experienced. Bourdieu has given me not only a vocabulary to deal with 

research but also thinking tools to apply to research methods. .ƻǳǊŘƛŜǳΩǎ ŎƻƴŎŜǇǘ ƻŦ ǊŜŦƭŜȄƛǾƛǘȅ ƛƴ 

particular has had an impact on the methodology of this PhD.  

4.5 Reflexivity 

Bourdieu, contrary to popular belief, viewed his theories as being intensely practical and he has 

offered the concept of reflexivity in research as a tool for researchers to use, particularly for 

reflection on work both in and of the research field (Grenfell 2008). For Bourdieu, human beings 

ƘŀǾŜ ǘƘŜ ŎŀǇŀŎƛǘȅ ŦƻǊ ΨǎƻŎƛƻ-ŀƴŀƭȅǎƛǎΩΣ ǘƘŜ ŎŀǇŀŎƛǘȅ ǘƻ ǊŜŦƭŜŎǘ ǳǇƻƴ ŀƴŘ Ψǘƻ ōŜ ǊŜŦƭŜȄƛǾŜ ŀōƻǳǘ ƻǳǊ 

ƘŀōƛǘǳǎΩ ǿƘƛŎƘ ƛǎ ŎǊǳŎƛŀƭ ŦƻǊ ƎƻƻŘ ǊŜǎŜŀǊch (Rawolle and Lingard, 2013, p.118; Bourdieu 2004). 

This capacitȅ όŀƴ ŜŎƘƻ ǇŜǊƘŀǇǎ ƻŦ {ŜƴΩǎ ƛŘŜŀ ƻŦ ŎŀǇŀōƛƭƛǘȅύ ƛǎ ǎƻƳŜǘƘƛƴƎ L ƘŀǾŜ ǿŀƴǘŜŘ ǘƻ 

encourage both in myself and in my co-inquirers. The capacity to be reflexive is beneficial for 

ǊŜǎŜŀǊŎƘ ŀǎ Ψƛǘ ŀŘŘǎ ƴŜǿ ŘƛƳŜƴǎƛƻƴǎ ǘƻ ǘƘŜ ƪƴƻǿƭŜŘƎŜ ōŜƛƴƎ ƎŀǘƘŜǊŜŘΩ (Kara 2015, p.72). While it 

may not be feasible to stop and question every aspect at every stage of the research, it is feasible 

to choose when to focus on reflexivity and one way to do this is through regular reflexive writing 

which can help with the development of the reflexivity of the research (Attia and Edge 2017).  

I have written regular reflections after key steps in my research as well as after each supervisory 

meeting (see Appendix B for a sample of these). This is considered good inclusive practice as 

ΨǘƘŜǊŜ ƛǎ ƳǳŎƘ ǘƻ ōŜ ƭŜŀǊƴŜŘ ōȅ ƛƴŎƭusive researchers reflecting on their own practices and 

ŘƛǎǎŜƳƛƴŀǘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ ŀōƻǳǘ ǘƘŜƛǊ ǇǊƻŎŜǎǎŜǎ ŀǎ ǿŜƭƭ ŀǎ ŦƛƴŘƛƴƎǎΩ (Nind 2014, p.63). Writing 

such reflections is recommended as it helps develop reflexivity (McNiff and Whitehead 2010). 

Even the act of selecting reflections for the thesis and appendices required me to be reflexive. 

While as Bourdieu states there is no epistemological innocence (Rawolle and Lingard 2013), I have 

ŘŜŎƛŘŜŘ ǘƻ ōŜ ŀǎ ΨǊŜŀƭΩ ŀǎ ǇƻǎǎƛōƭŜ ŀƴŘ ƘŀǾŜ ƛƴŎƭǳŘŜŘ ŀ ǊŀƴƎŜ ƻŦ ǊŜŦƭŜŎǘƛƻƴǎ ǿƘƛŎƘ ŘŜǘŀƛƭ ǘhe highs 

and lows of my research journey. One entry for example, deals with the difficulty and pain of 

researching while losing someone during this pandemic. I felt it was also important to include this 

ǊŜŦƭŜȄƛǾŜ ŘƛŀǊȅ ƛƴ ƻǊŘŜǊ ǘƻ Ψforeground the practices of shaping, crafting, and polishing that 

academics usually hide (and hide behind)Ω (Handforth and Taylor 2016, p.638). It is my way of 

showing how I have navigated my way through the process. I have threaded these reflections 

through Chapters Five, Six and Seven. 
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9ƴŎƻǳǊŀƎƛƴƎ ǊŜŦƭŜȄƛǾƛǘȅ ƛƴ Ƴȅ ǊŜǎŜŀǊŎƘ Ŏŀƴ ŀƭǎƻ ƳŜŀƴ ǊŜŦƭŜŎǘƛƴƎ ƻƴ ǘƘŜ Ψǉǳŀƭƛǘȅ ŀƴŘ ǾŀƭƛŘƛǘȅΩ ƻŦ Ƴȅ 

ƳŜǘƘƻŘƻƭƻƎȅ ŀǎ ǿŜƭƭ ŀǎ ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ ΨŜǇƛǎǘŜƳƻƭƻƎƛŎŀƭ ǇǊǳŘŜƴŎŜΩ (Leander 2008, p.24). This 

reflexive approacƘ ǊŜǉǳƛǊŜǎ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊ ǘƻ ǳǎŜ .ƻǳǊŘƛŜǳΩǎ ǘƘƛƴƪƛƴƎ ǘƻƻƭǎ ǘƻ ŀƴŀƭȅǎŜ themselves, 

which requires analysis of how knowledge is being produced and examining concepts such as bias 

(Leander 2008). However, terminology such as bias appears to be more from a quantitative 

research paradigm and may not be as pertinent for qualitative research. Furthermore, it is an 

established trope within qualitative research that we can never eliminate researcher bias from 

our findings (Corbin and Strauss 1990). Concepts such as rigour or trustworthiness are more 

pertinent for qualitative research (Morse et al. 2002). Moreover, the more traditional quantitative 

ǊŜǎŜŀǊŎƘ ƳŜǘƘƻŘǎ ŀǊŜ Ψdesigned to manage and contain complexity by seeking to control, limit 

and even deny ambiguityΩ (Haseman and Mafe 2009, p.220). Denzin and Lincoln advocate that 

ǳǎƛƴƎ ŀ ōǊƛŎƻƭŀƎŜ ƳŜǘƘƻŘƻƭƻƎȅ ŜƴŀōƭŜǎ ǊŜǎŜŀǊŎƘŜǊǎ ǘƻ ΨǊŜǎǇŜŎǘ ǘƘŜ ŎƻƳǇƭŜȄƛǘȅ ƻŦ ƳŜŀƴƛƴƎ ƳŀƪƛƴƎ 

ǇǊƻŎŜǎǎŜǎ ŀƴŘ ǘƘŜ ŎƻƴǘǊŀŘƛŎǘƛƻƴǎ ƻŦ ǘƘŜ ƭƛǾŜŘ ǿƻǊƭŘΩ (Rogers 2012, p.4). For Kara (2015), who 

writes on creative research methods, complexity is central to reflexive practice. I sought to use my 

creativity to help my reflexivity and one way to do that was to use my visual awareness. Initially, I 

ǘƘƻǳƎƘǘ ǘƘŀǘ ŎǊŜŀǘƛǾƛǘȅ ŀƴŘ ǊŜǎŜŀǊŎƘ ŎƻǳƭŘ ƴƻǘ ŜȄƛǎǘ ǘƻƎŜǘƘŜǊ ōǳǘ ƻƴ ǊŜŀŘƛƴƎ ǘƘŀǘ ΨŎǊŜŀǘƛǾƛǘȅ ƛǎ ŀƴȅ 

act, idea, or product that changes an existing domain, or that transforms an existing domain into a 

ƴŜǿ ƻƴŜΩ (Czikszentmihalyi 1997, p.28), I began to see that I could be a creative researcher such 

as using visual metaphors to help transform my thinking. 

4.6 The research star 

In order to keep mindful of the research process itself and its construction, I explored the work of 

Luttrell (2010) on reflexive qualitative research. I was drawn to the work of Luttrell as, firstly, she 

is someoƴŜ ǿƘƻ ǇǊƻƳƻǘŜǎ ŀ ΨǇǳōƭƛŎ ǎƻŎƛƻƭƻƎȅΩ ǘƻ ǊŀƛǎŜ public awareness about social issues and 

social justice (Luttrell 2020) and her writing on her reflexive model of research design and her 

use of shape has guided my view of research. For Luttrell, qualitative research is where 

researchers ΨǘǊŀƴǎŦƻǊƳ ǘƘŜ άƻōƧŜŎǘέ ƻŦ ǘƘŜƛǊ ǎǘǳŘȅ ƛƴǘƻ ŀ Ƴǳƭǘƛ-dimensional and lively 

representation of lived experiences, social processes and coƳǇƭŜȄ ǿŜōǎ ƻŦ ƳŜŀƴƛƴƎǎ ŀƴŘ ǾŀƭǳŜǎΩ 

(Luttrell 2010, p.160). Luttrell (2010) likens this research transformation to an origami star (as an 

English teacher in Japan I spent many hopeless hours learning origami). Origami is where you can 

ǘǳǊƴ ŀ Ψŀ Ŧƭŀǘ ŀƴŘ ǎǘŀǘƛŎ ǇƛŜŎŜ ƻŦ ǇŀǇŜǊ ƛƴǘƻ ŀ ǘƘǊŜŜ-ŘƛƳŜƴǎƛƻƴŀƭ ǊŜǇǊŜǎŜƴǘŀǘƛƻƴ ƻŦ ŀƴ ƻōƧŜŎǘΩ 

(Luttrell, 2010, p.160).  
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Figure 3 [ǳǘǘǊŜƭƭΩǎ wŜŦƭŜȄƛǾŜ aƻŘŜƭ ƻŦ wŜǎŜŀǊŎƘ 5Ŝsign  

(Luttrell 2010, p.161) 

Visualising research as an image helps ǘƻ ōǊƛƴƎ ǘƘŜ ŎƻƴŎŜǇǘ ǘƻ ƭƛŦŜΤ ƳƻǊŜƻǾŜǊΣ [ǳǘǘǊŜƭƭΩǎ ǎǘŀǊ ƛƳŀƎŜ 

ΨƳŀƪŜǎ ǾƛǎƛōƭŜ ǘƘŜ ŎŜƴǘǊŀƭ ǊƻƭŜ ǘƘŀǘ research relationships play. Negotiating and representing 

research relationships ς what and how we learn with and about others and ourselves ς is at the 

ƘŜŀǊǘ ƻŦ ǘƘŜ ǊŜǎŜŀǊŎƘ ƧƻǳǊƴŜȅΩ (Luttrell 2010, p.160). This is a model that puts the research 

ǊŜƭŀǘƛƻƴǎƘƛǇ ŀǘ ƛǘǎ ƘŜŀǊǘ ŀƴŘ ΨŜƳǇƘŀǎƛȊŜǎ ǊŜŦƭŜȄƛǾƛǘȅ ŀǎ ǘƘŜ ŎŜƴǘǊŜǇƛŜŎŜ ƻŦ ǉǳŀƭƛǘŀǘƛǾŜ ǊŜǎŜŀǊŎƘ 

ŘŜǎƛƎƴ ŀƴŘ ǇǊƻŎŜǎǎΩ (Luttrell 2010, p.160). It is this emphasis on reflexivity and the research 

relationship that I want to bring to the fore in this research as it fits with my research aims. I want 

to put the research participants at the centre of this study so that we work collaboratively. What I 

ƘŀǾŜ ŀƭǎƻ ƎŀƛƴŜŘ ŦǊƻƳ [ǳǘǘǊŜƭƭΩǎ ǊŜŦƭŜȄƛǾŜ ƳƻŘŜƭ ƛǎ ǘƘŜ ŜƴŎƻǳǊŀƎŜƳŜƴǘ ǘƻ ǳǎŜ ŘƛŦŦŜǊŜƴǘ ƪƴƻǿƭŜŘƎŜ 

and inquiry frameworks within which to situate the research.  

[ǳǘǘǊŜƭƭΩǎ ƳƻŘŜƭ ŎƻǳƭŘ ǘƘŜǊŜŦƻǊŜ ōŜ ŎƻƴǎƛŘŜǊŜŘ ōǊƛŎƻƭŀƎŜ ǘƻƻΦ Lƴ ǘŜǊƳǎ ƻŦ ōǊƛŎƻƭŀƎŜΣ ǿƘŜƴ Ψŀ 

ǊŜǎŜŀǊŎƘŜǊΩǎ ǇƻǎƛǘƛƻƴƛƴƎ ƛǎ ŜƳōǊŀŎŜŘΣ ŀ ǇƘŜƴƻƳŜƴƻƴΩǎ ƛƴǘŜǊǘŜȄǘǳŀƭƛǘȅΣ ƛƴǘŜǊŎƻƴƴŜŎǘŜŘƴŜǎǎΣ ŀƴŘ 

ǊŜƭŀǘƛƻƴǎƘƛǇǎ ǿƛǘƘ ƻǘƘŜǊ ǇƘŜƴƻƳŜƴŀ Ŏŀƴ ōŜ ŜȄǇƭƻǊŜŘΩ (Rogers 2012, pp.4ς5)Φ [ǳǘǘǊŜƭƭΩǎ ƳƻŘŜƭ ƛǎ 

situated with a qualitative reflexive framework and it is one which draws upon an array of 
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interconnected methods, notwithstanding the central emphasis of keeping the research 

relationships at its core. What I also liked about this model is that it is one of transformation ς of 

transforming the research methodology itself into a reflexive entity. Here we see again an 

intermingling of the research methodology and the research subject of transformation through 

learning about social justice theories.  

4.7 Transformative research 

Lƴ ǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ƭŜŀǊƴƛƴƎ ȅƻǳ ŀƛƳ ǘƻ ΨŜƴƎŀƎŜ ŘƛǎŎǳǊǎƛǾŜƭȅ ǿƛǘƘ ƻǘƘŜǊǎ ƛƴ ǊŜŦƭŜŎǘƛƴƎ ŎǊƛǘƛŎŀƭƭȅ ƻƴ ǘƘŜ 

ǇǊŜǎǳǇǇƻǎƛǘƛƻƴǎ ǳƴŘŜǊǇƛƴƴƛƴƎ ƻǳǊ ǾŀƭǳŜǎ ŀƴŘ ōŜƭƛŜŦǎέ ό¢ŀȅƭƻǊ ƛƴ Gunstone 2015, p.1080). A 

transformative research framework advances this discursive engagement further for researchers 

ǿƘƻ ΨǇƭŀŎŜ ŀ ǇǊƛƻǊƛǘȅ ƻƴ ǎƻŎƛŀƭ ƧǳǎǘƛŎŜ ŀƴŘ ǘƘŜ ŦǳǊǘƘŜǊŀƴŎŜ ƻŦ ƘǳƳŀƴ ǊƛƎƘǘǎΩ (Mertens 2010, p.469). 

A transformative research paradigm includes research theories and approaches that promote 

social justice (Mertens 2010). It can include emancipatory and activist research, as well as 

participatory research (Kara 2015). For Mertens (2010) , transformative research comprises an 

examination of marginalisation and oppression as well as analysis of how inequality is linked with 

power relations, with a further analysis of how the results of social inquiry are linked to political 

and social action. Mertens (2010, p.21) expands on this concept of social action by stating that 

ΨǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ǊŜǎŜŀǊŎƘŜǊǎ ŎƻƴǎŎƛƻǳǎƭȅ ŀƴŘ ŜȄǇƭƛŎƛǘƭȅ Ǉosition themselves side by side with the 

ƭŜǎǎ ǇƻǿŜǊŦǳƭ ƛƴ ŀ Ƨƻƛƴǘ ŜŦŦƻǊǘ ǘƻ ōǊƛƴƎ ŀōƻǳǘ ǎƻŎƛŀƭ ǘǊŀƴǎŦƻǊƳŀǘƛƻƴΩΦ !ǎ ǎǳŎƘΣ ŀ ǘǊŀƴǎŦƻǊƳŀǘƛǾŜ 

research framework is a way for researchers to support social justice approaches in education.  

I argue that SpLD tutors are marginalized in HE, not least due to socio-political changes; SpLD 

tutors have become increasingly less powerful in universities as their positions are now highly 

likely to be outsourced to agencies who offer precarious, hourly-paid zero-hours contracts under 

the neo-ƭƛōŜǊŀƭƛǎǘ ΨƳŀǊƪŜǘƛǎŀǘƛƻƴΩ ƻŦ ǎǘǳŘŜƴǘ ŎƘƻƛŎŜ (Cameron et al., 2019; Cameron and Billington 

2017). Neoliberalism too has impacted on interpretations of SpLDs like dyslexia. Just as Freire  

όмфтнύ ǎǘŀǘŜŘ ǘƘŀǘ ŜŘǳŎŀǘƛƻƴ ƛǎ ƴƻǘ ƴŜǳǘǊŀƭΣ {Ǉ[5 ǘƻƻ ƛǎ ƴƻǘ ŀ ΨǎƻŎƛŀƭƭȅ ƴŜǳǘǊŀƭ ƭŀōŜƭΤ ƛǘǎ ƳŜŀƴƛƴƎ ƛǎ 

bound to political, educational, and social contexts, and to ƛƴŘƛǾƛŘǳŀƭ ŜȄǇŜǊƛŜƴŎŜǎΩ (Cameron and 

Billington 2017, p.1360).  

Lƴ ǇǳǊǎǳƛƴƎ ǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ǊŜǎŜŀǊŎƘΣ ǿƘƛŎƘ Ŏŀƴ ōŜ ŎƻƴǎƛŘŜǊŜŘ ΨǊŜǎŜŀǊŎƘ ǘƘŀǘ ŎƘŀƭƭŜƴƎŜǎ 

mainstream and institutionalized findings, interpretŀǘƛƻƴǎ ŀƴŘ ǇŀǊŀŘƛƎƳǎΩΣ ǊŜǎŜŀǊŎƘŜǊǎ Ŏŀƴ ōŜ 

ŘŜǎŎǊƛōŜŘ ΨǇŜƧƻǊŀǘƛǾŜƭȅ ŀǎ άŀŘǾƻŎŀǘŜǎέ ǊŀǘƘŜǊ ǘƘŀƴ ǎŎƘƻƭŀǊǎΩ (Ladson-Billings and Tate 2006, p.xvii). 

However, this concept of an advocate is one that I willingly adopt, I am an advocate for social 

justice and I am an advocate for research on social justice and critical pedagogy for SpLD tutors. 

This space of researcher/advocate can, as Banks ŎŀǳǘƛƻƴǎΣ ōŜ ΨǇǊƻŦŜǎǎƛƻƴŀƭƭȅ Ǌƛǎƪȅ ōǳǘ ώΧϐώƛǘϐ ƛǎ 
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ǇŜǊǎƻƴŀƭƭȅ ŜƴǊƛŎƘƛƴƎ ōŜŎŀǳǎŜ ƛǘ ƳŀƪŜǎ ŀ ŘƛŦŦŜǊŜƴŎŜΩ (Ladson-Billings and Tate 2006, p.xii). The 

transformative research framework could therefore be a space within which to accommodate the 

concept of being both a researcher and an advocate.  

Kara (2015) cautions about using a transformative research framework in a non-ethical way. The 

ǘŜǊƳ ΨǘǊŀƴǎŦƻǊƳŀǘƛǾŜΩΣ ǎƘŜ ŀǊƎǳŜǎΣ Ŏŀƴ ǎƻƳŜǘƛƳŜǎ ōŜ ŀǇǇƭƛŜŘ ƛƴ ǊŜǎŜŀǊŎƘ ǘƻ Ǉŀȅ ƭƛǇ ǎŜǊǾƛŎŜ ǘƻ 

concepts of inclusion and diversity. I do not want to glibly say that my research is transformative 

and thus fall into the lip service trap. In particular, I must think of the impact on participants who 

are also active SpLD tutors. This is particularly the case in terms of dealing with ΨŘŜƳands from 

ǇŀǊǘƛŎƛǇŀƴǘǎΩ ŦŀƳƛƭƛŜǎ ŀƴŘ ŜƳǇƭƻȅŜǊǎΣ ŀƳƻƴƎ ƻǘƘŜǊǎΩ (Kara 2015, p.46). I would need to build into 

the research design that the inquiry circle times, locations and dates be suited the co-inquirers. 

While this was time consuming and sometimes meant that I had to meet with the co-inquirers on 

evenings and weekends, I felt that this flexibility was a good fit within the ethics of a 

transformative research framework. 

4.8 Inclusive research  

My view of my research process is that it can be interpreted from many different viewpoints and 

ǘƘŀǘ ǘƘƛǎ ǇƭǳǊŀƭƛǘȅ ƛǎ ǘƻ ōŜ ŜƳōǊŀŎŜŘΦ ¢ƘŜ ΨōƛƎ ǘŜƴǘΩ ƻŦ ǘƘƛǎ ǊŜǎŜŀǊŎƘ ƛƴŎƭǳŘŜǎ ŜƭŜƳŜƴǘǎ ƻŦ ƛƴŎƭǳǎƛǾŜ 

research. Inclusive research places value on the communality between a range of approaches 

such as feminist, participatory, emancipatory, action research and so on (Nind 2014). A tenet of 

inclusive research, according to Walmsley and Johnson (2003, p.10)Σ ƛǎ ǘƘŀǘ ƛǘ ΨƛƴǾƻƭǾes people 

who may otherwise be seen as subjects for the research as instigators of ideas, research 

ŘŜǎƛƎƴŜǊǎΣ ƛƴǘŜǊǾƛŜǿŜǊǎΣ Řŀǘŀ ŀƴŀƭȅǎǘǎΣ ŀǳǘƘƻǊǎΣ ŘƛǎǎŜƳƛƴŀǘƻǊǎ ŀƴŘ ǳǎŜǊǎΩΦ ¢Ƙƛǎ ƛǎ ǾŜǊȅ ƳǳŎƘ Ŧƛǘǎ 

with the move away from research on people to research with people (Griffiths 1998). There has 

been a growing awareness, particularly in disability research, about involving participants in all 

stages of the research process, including data analysis όbƛƴŘ нлмсΤ LǊŀƛǊǘŜΣ hΩ.ǊƛŜƴ ŀƴŘ /ƘŀŘǿƛŎƪ 

2014). In our study, each research participant was considered a collaborator across stages of the 

research process including the data analysis stage. I view each participant as a co-inquirer. We are 

all co-inquirers in that I am also an SpLD specialist in HE, albeit a co-inquirer who has had the 

opportunity to undertake doctoral research. A negative by-product of treating participants as 

ΨǊŜǎŜŀǊŎƘ ǎǳōƧŜŎǘǎΩ ǊŀǘƘŜǊ ǘƘŀƴ Ŏƻ-inquirers would be that in so doing they would act Ψas research 

ǎǳōƧŜŎǘǎ ǿƘƛŎƘ ƛǎ ŘƛŦŦŜǊŜƴǘ ŦǊƻƳ Ƙƻǿ ǘƘŜȅ ǳǎǳŀƭƭȅ ŀŎǘΩ (Bogdan and Biklen 1982, p.43). The 

research methodology was also guided by Nind (2014, p.1) who views inclusive research as a 

Ψdemocratization of the rŜǎŜŀǊŎƘ ǇǊƻŎŜǎǎΩ. This democratisation of research is, one could say, 

social justice enacted within the research methodology itself.  
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CǳǊǘƘŜǊƳƻǊŜΣ ǎǳŎƘ ŘŜƳƻŎǊŀǘƛǎŀǘƛƻƴ ǎǳǇǇƻǊǘǎ ǘƘŜ ŜŎƻƭƻƎƛŎŀƭ ǾŀƭƛŘƛǘȅ ƻŦ ǘƘŜ ǊŜǎŜŀǊŎƘΣ ǘƘŜ ΨŜȄǘŜƴǘ ǘƻ 

which data are based in and relevant to real-ǿƻǊƭŘ ǎŜǘǘƛƴƎǎΩ (Nnawulezi et al. 2019, p.4817). A 

way to achieve such ecological validity is by engaging with co-inquirers to determine what to 

study (as is seen in our choice of theorist for CIC 3) and by working together to find ways of 

analysing the research findings. Nnawulezi et al. (2019, p.4817) in their work with agencies that 

support survivors of domestic violence, viewed ecological validity as a way Ψof conducting 

research that is likely to produce findings that are meaningful to communitiesΩ. This for me is 

social justice in action and I would hope that my research is also meaningful to the SpLD tutor 

community. While social justice theories are central to the research so too is the concept of 

transformative research through collaborative inquiry. 

4.9 Collaborative Inquiry 

The idea of collaborative inquiry resonates strongly with my research aims. Firstly, collaborative 

ƛƴǉǳƛǊȅ ό/Lύ ƛǎ ǿƘŜǊŜ ΨƴŜǿ ƳŜŀƴƛƴƎ ƛǎ ŎǊŜŀǘŜŘ ǘƘǊƻǳƎƘ ŘƛŀƭƻƎǳŜ ŀƴŘ critical reflection on 

ŜȄǇŜǊƛŜƴŎŜ ŀƴŘ ŀŎǘƛƻƴǎ ǘŀƪŜƴ ƻǳǘ ƛƴ ǘƘŜ ǿƻǊƭŘΩ (Alcantara, Hayes and Yorks cited by Mezirow and 

Taylor, 2009, p.254). I really wanted to encourage dialogue as SpLD tutors rarely get the 

opportunity to discuss and reflect with each other. Collaborative inquiry is used predominantly in 

ǘƘŜ ¦ƴƛǘŜŘ {ǘŀǘŜǎ ŦƻǊ ΨŜƴƎŀƎƛƴƎ ǘŜŀŎƘŜǊǎ ƛƴ ǇǊƻŦŜǎǎƛƻƴŀƭ ƭŜŀǊƴƛƴƎΩ (DeLuca et al. 2017, p.67). 

Teachers ƘŀǾŜ ŦƻǳƴŘ /L ōŜƴŜŦƛŎƛŀƭ ōŜŎŀǳǎŜ Ψteachers inquired into their own problems of practice 

and used a research process that was relevant and meaningful to their daily workΩ(Donohoo and 

Velasco 2016, pp. 32ς33). SpLD tutors are not teachers but they are educational professionals and 

as teaching professionals it is expected that we continue our professional development and 

learning. While CI is partially based on action research approaches, it has its own unique 

approach. 

CI rests on an evolving paradigm of inquiry that celebrates participation and democracy. 

[CI] honors a holistic perspective on what constitutes valid knowledge. Effective 

collaborative inquiry demystifies research and treats it as a form of learning that should 

be accessible by everyone interested in gaining a better understanding of his or her world. 

(Bray 2000, p.3)  

It is this democratisation and demystification of research that is important to me. I want SpLD 

tutors to feel that they belong in a democratic research setting and that their views and 

discussions are valued. You do not have to have a PhD to discuss learning and your views of social 

justice! What I liked too about the origins of CI is that it draws upon the seminal work of Heron 

(1996) in qualitative participatory research methods where research participants organise 
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themselves into small groups to address a problem through constant cycles of reflection and 

action (Bray 2000).  

As part of this continuation of participatory approaches, the co-inquirers would take part in 

ΨƳŜƳōŜǊ-ŎƘŜŎƪǎΩ ǘƘǊƻǳƎƘout the process where co-inquirers can share their thoughts of the 

research process as well as their analysis of the data they have created (as described by Hesse-

Biber and Johnson 2016). Such an approach is helpful for qualitative researchers as it will can 

ΨŜƴǎǳǊŜ ǘƘŀǘ ǘƘŜǊŜ ƛǎ ŀ ƎƻƻŘ ŎƻǊǊŜǎǇƻƴŘŜƴŎŜ ōŜǘǿŜŜƴ ǘƘŜƛǊ ŦƛƴŘƛƴƎǎ ŀƴŘ ǘƘŜ ǇŜǊǎǇŜŎǘƛǾŜǎ ŀƴŘ 

ŜȄǇŜǊƛŜƴŎŜǎ ƻŦ ǘƘŜƛǊ ǊŜǎŜŀǊŎƘ ǇŀǊǘƛŎƛǇŀƴǘǎΩ (Bryman 2004, p.274). This deepens the opportunities 

for reflection for both research and co-inquirers and supports the internal methodological basis of 

this research, research that is socially just, collaborative and inclusive. Furthermore, as part of this 

democratisation and demystification of research, this thesis has been written in an accessible 

style for a readership that includes the co-inquirers. 

4.10 The shape of the research ς Collaborative Inquiry Circles 

Therefore, it was this idea of collaborative inquiry in a small group that I wanted to take forward 

for this research. I had initially considered using focus groups and spent some time researching 

focus group approaches. You can have a typical focus group of five to ten people which would be 

ΨǎƳŀƭƭ ŜƴƻǳƎƘ ŦƻǊ ŜǾŜǊȅƻƴŜ ǘƻ ƘŀǾŜ ƻǇǇƻǊǘǳƴƛǘȅ ǘƻ ǎƘŀǊŜ ƛƴǎƛƎƘǘǎ ŀƴŘ ȅŜǘ ƭŀǊƎŜ ŜƴƻǳƎƘ ǘƻ ǇǊƻǾƛŘŜ 

ŘƛǾŜǊǎƛǘȅ ƻŦ ǇŜǊŎŜǇǘƛƻƴǎΩ (Krueger and Casey 2009, p.6). You can use focus groups for a wide range 

of methodologies and indeed Bryman (2004) argues that focus groups are particularly appropriate 

for those using feminist methodologies as there is more emphasis placed on group interaction. 

¢ƘŜ ƛƴǘŜƴǘ ƛǎ ǘƘŀǘ ƻŦ ŀ ΨŎƻƭƭŜŎǘƛǾŜ ŎƻƴǾŜǊǎŀǘƛƻƴΩ (Ryan et al. 2014, p. 329). I was very taken with this 

idea of the collective conversation, this was what I wanted for my research. This sense of the 

collective conversation subsequently transformed into that of the Collaborative Inquiry Circle 

(CIC). 

While researching focus groups, I had been thinking about shapes. Visual metaphors such as the 

bricolage quilt and the research star had helped steer my thinking about my methodology. As a 

dyslexia specialist, I had been trained to incorporate visual imagery into my work with learners as 

an aid for interpretation. There does not have to be a traditional, text-ƘŜŀǾȅ ŀǇǇǊƻŀŎƘΦ aȅ ΨŀƘŀΩ 

ƳƻƳŜƴǘ ƻŦ ƛƴŎƻǊǇƻǊŀǘƛƴƎ ΨǎƘŀǇŜΩ ǿƛǘƘ Ƴȅ ǊŜǎŜŀǊŎƘ ƻŎŎǳǊǊŜŘ ǿƘŜƴ L ǊŜŀŘ ŀōƻǳǘ /ƻƭƭŀōƻǊŀǘƛǾŜ 

Inquiry Circles (CICs) in Broderick et al. (2012). This paper details the research experiences of 

ΨŘǳŀƭƭȅ ŎŜǊǘƛŦƛŜŘΩ ƛƴŎƭǳǎƛǾŜ ŜŘǳŎŀǘƻǊǎ ƛƴ ǘƘŜ bŜǿ ¸ƻǊƪ ǇǊƛƳŀǊȅ ǎŎƘƻƻƭ ǎȅǎǘŜƳ όƛΦŜΦ ǘƘŜȅ ŀǊŜ ǉǳŀƭƛŦƛŜŘ 

to work with learners with and without disabilities). The majority of the research participants 

were recent graduates from a dual-certification programme who wanted the opportunity, post-
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graduation, to reflect on concepts of inclusion and social justice. They viewed the collaborative 

ƛƴǉǳƛǊȅ ŎƛǊŎƭŜ ƛƴ ǇŀǊǘƛŎǳƭŀǊ ŀǎ ŀ ǿŀȅ ǘƻ ΨŎƻƴǘƛƴǳŜ ŘƛŀƭƻƎǳŜ ǿƛǘƘ ŎƻƭƭŜŀgues who share similar 

ŜȄǇŜǊƛŜƴŎŜǎ ŀƴŘ ŎƘŀƭƭŜƴƎŜǎΩ ǿƛǘƘ ŀ ǇŀǊǘƛŎǳƭŀǊ ŜƳǇƘŀǎƛǎ ƻƴ ΨǿƘŀǘ ƛǘ ƳŜŀƴǎ ŦƻǊ ƛƴŎƭǳǎƛǾŜ ŜŘǳŎŀǘƻǊǎ 

ǘƻ ǘŜŀŎƘ ŦƻǊ ǎƻŎƛŀƭ ƧǳǎǘƛŎŜ ώΧϐ ǘƻ ŜƴƎŀƎŜ ƛƴ ǎƻŎƛŀƭƭȅ Ƨǳǎǘ ǘŜŀŎƘŜǊ ǇǊŜǇŀǊŀǘƛƻƴ ƻŦ ƛƴŎƭǳǎƛǾŜ ŜŘǳŎŀǘƛƻƴΩ 

(Broderick et al. 2012, pp.827ς828).  

Similar to SpLD teacher training courses in the UK, Broderick et al. (2012) were responding to a 

lack of discourse on social justice or on conceptual frameworks of disability and inclusion in the 

New York teacher training course. The research participants spent a year in discussion and debate 

on a series of theoretical and methodological texts. Participants spent a year reflecting on their 

experiences in reflective journals and identified one area in particular that they would like to 

pursue both on an individual and on a collective level. They found, through discussion with their 

fellow educators that they felt that their educational settings reinforce narrow binaries of 

able/disabled and reported feeling constrained by the systems around them. However, they also 

ǊŜǇƻǊǘŜŘ Ƙƻǿ ǘƘŜȅ ŦŜƭǘ ǘƘŀǘ ΨŘƛǎŎǳǎǎƛƻƴǎ ǿƛǘƘ ŦŜƭƭƻǿ ŜŘǳŎŀǘƻǊǎ ŀōƻǳǘ ǎƻŎƛal justice education gave 

ώΧϐ ǘƘŜ ƛƳǇŜǘǳǎ ǘƻ ƻŦŦŜǊ ŎƻǳƴǘŜǊƴŀǊǊŀǘƛǾŜǎΦ L ǿŀǎ ƴƻǘ ŀƭƻƴŜΩ (Broderick et al. 2012, p.837). In 

ǇŀǊǘƛŎǳƭŀǊΣ ǘƘŜȅ ŦŜƭǘ ǎǘǊƻƴƎƭȅ ǘƘŀǘ ǘŜŀŎƘŜǊ ŜŘǳŎŀǘƛƻƴ ǘŜƴŘǎ ǘƻ ǎƛƳǇƭȅ ŦƻŎǳǎ ƻƴ ǘƘŜ ΨǘƻƻƭǎΩ ƴŜŜŘŜŘ 

for the classroom but not the theoretical tools needed to analyse and discuss the ideological 

systems that impact the classroom (Broderick et al. 2012). This resonates with the work of tŀƴǘƛŏ 

and Florian (2015) who advocate for teachers, especially teachers in training, to be given the 

theoretical tools in order come together to work collaboratively as agents of change. These tools 

Ŏŀƴ ŦƻǎǘŜǊ ǘŜŀŎƘŜǊ ŀǇǇǊƻŀŎƘŜǎ ŦƻǊ ΨƛƴŎƭǳǎƛƻƴ ŀƴŘ ǎƻŎƛŀƭ ƧǳǎǘƛŎŜΣ ǿƘƛŎƘ ƛƴ Ƴŀƴȅ ǇƭŀŎŜǎ ƛǎ ƭƛƪŜƭȅ ǘƻ 

involve effƻǊǘǎ ǘƻ ǘǊŀƴǎŦƻǊƳ ǘƘŜ ǎǘǊǳŎǘǳǊŜǎ ŀƴŘ ŎǳƭǘǳǊŜǎΣ ŀǎ ǿŜƭƭ ŀǎ ŀŎǘƛƴƎ ŀǎ ǿƛǘƘƛƴ ǘƘŜƳΩ όtŀƴǘƛŏ 

and Florian 2015, p.345).  

While I felt that focus groups were indeed an important data collection method, I felt that CICs 

were a better fit for my research. CICs are a way for SpLD tutors to come together to work 

collaboratively together on theories and to afford people the opportunity for free dialogue. Freire 

(1996) too had also used the concept of the circle. His literary circles enabled participants to 

engage in dialogue and reflection. This process of dialogue and reflection leads to what Freire 

όмфтлύ Ƙŀǎ ŦŀƳƻǳǎƭȅ ŘŜǎŎǊƛōŜŘ ŀǎ ΨŎƻƴǎŎƛŜƴǘƛȊŀǘƛƻƴΩ ǿƘƛŎƘ Ŏŀƴ ƭŜŀŘ ǘƻ ŀ ǇǊŀȄƛǎ ƻŦ ƭƛōŜǊŀǘƛƻƴΦ ²Ŝ 

chose to study Freirean ideas of critical pedagogy in the CICs and these ideas also formed part of 

ǘƘŜ ǊŜǎŜŀǊŎƘ ƳŜǘƘƻŘƻƭƻƎȅΦ aȅ ǊŜǎŜŀǊŎƘ ƛǎ ǎǘǊƻƴƎƭȅ ƎǳƛŘŜŘ ōȅ CǊŜƛǊŜΩǎ (1972, p.53) view that 

ΨƪƴƻǿƭŜŘƎŜ ŜƳŜǊƎŜǎ ƻƴƭȅ ǘƘǊƻǳƎƘ ƛƴǾŜƴǘƛƻƴ ŀƴŘ ǊŜ-invention, through the restless, impatient, 

continuing, hopeful inquiry human beings pursue in the world, with the world, and with each 

ƻǘƘŜǊΩΦ ¢Ƙƛǎ ŎƻƭƭŀōƻǊŀǘƛǾŜ ƘƻǇŜŦǳƭ ƛƴǉǳƛǊȅ ƻŦ theory is a crucial part in the rationale. As SpLD 

training courses do not offer core modules on theories of social justice or critical pedagogy these 
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circles could offer SpLD tutors the opportunity for inquiry in a safe space. In the next sections I 

detail how I created the CICs, who took part in the CICs, how they were recruited and what they 

discussed in the CICS. 

4.11 Structure of the CICs 

The CICs were envisaged therefore as safe research spaces to explore the experiences of SpLD 

practitioners when they engage with theories of social justice and critical pedagogy. As seen in the 

Participant Information Sheet in Appendix A, research participants were invited to take part in the 

CICs. I explained in advance to potential CIC participants that they would be given access to 

materials on social justice and critical pedagogy theories in a variety of formats (text/video/audio) 

and that everyone would be required to engage with a number of these materials before each 

CIC. I had envisaged that the CICs would take place as face-to-face meetings ƛƴ ǘƘŜ {Ǉ[5 ǘǳǘƻǊǎΩ 

university setting (or online for the online participants) at the following times:  

 

¶ Meeting 1: October- December 2019  

¶ Meeting 2: January ς March 2020 

¶ Meeting 3: April ς June 2020 

¶ Meeting 4: July ς September 2020 ς participant coding 

¶ Meeting 5: October ς December 2020 ς all collaborative inquiry circles meet up 

These times however changed as the PhD progressed and was impacted by the onset of the 

Covid-19 pandemic. This is the actual schedule that we followed: 

¶ CIC 1 meetings: October ς December 2019 (1 hour) 

Two face-to-face meetings and one online meeting 

¶ CIC 2 meetings: January ς March 2020 (1 hour) 

One face-to-face meeting and two online meetings 

¶ CIC 3 meetings: April ς June 2020 (1 hour) 

Three online meetings 

¶ Combined CIC meeting of all groups: June 2020 (1 hour) 

One online meeting 

¶ Participant coding meeting 

Four individual meetings online 

The initial meetings went over one hour, particularly for those in the online meetings. 
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4.12 Facilitating a CIC 

There is not much guidance on how to facilitate a CIC unlike the plethora of information that is 

available on focus groups and interview methods. I turned to my prior knowledge for this ς 

namely using mindfulness approaches. My MSc research was on the use of mindfulness 

approaches in one-to-one SpLD work in HE. Mindfulness draws on core concepts of Buddhism, 

namely that of developing an inquiring yet non-judgemental mind (Kabat-Zinn 2013). I had 

previous experience in mindfulness circles and to facilitate a mindfulness circle you need to 

incorporate four main concepts: stewardship, homiletics, guidance and inquiry (McCown 2013). 

Stewardship is the sense of making everyone feel welcome while homiletics (deriving from the 

Greek) is the term for friendly conversation so that everyone feels at ease. The facilitator then 

guides the circle so that people can ŜƴƎŀƎŜ ƛƴ ƛƴǉǳƛǊȅΣ ŀƴ ƛƴǉǳƛǊȅ ǘƘŀǘ ƛǎ ΨǎƘŀǊŜŘ ǿƻǊƪΣ ǿƘƛŎƘ ƴƻ 

ƻƴŜ ƻǿŜǎ ƻǊ ŎƻƴǘǊƻƭǎΩ (McCown 2013, pp.110ς111). It is this sense of sharing without control and 

ownership that resonated with me and fit with the idea of inclusive research, of the research not 

ōŜŜƴ ΨƻǿƴŜŘΩ ōȅ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊ ŀƭƻƴŜΦ CǳǊǘƘŜǊƳƻǊŜΣ ŀǎ L was coming from the same background 

as the co-inquirers, I could ask questions that would ǊŜǎƻƴŀǘŜ ǿƛǘƘ ǘƘŜƳ ƛƴ ǘƘŀǘ ΨǘƘŜ ŀŎŀŘŜƳƛŎ 

ǘǊŀƛƴƛƴƎ ƻƴŜ Ƙŀǎ ƘŀŘ ŀŦŦŜŎǘǎ ǘƘŜ ǉǳŜǎǘƛƻƴǎ ƻƴŜ ōǊƛƴƎǎ ǘƻ ŀƴ ŀǊŜŀ ƻŦ ƛƴǉǳƛǊȅΩ (Bogdan and Biklen 

1982, p.44). I prepared a set of key questions that would act as a set of prompts for the circles 

(see example in Appendix D) but I also wanted the co-inquirers to feel free to bring their own 

ǉǳŜǎǘƛƻƴǎΣ ƛƴ ƪŜŜǇƛƴƎ ǿƛǘƘ ŀ ǎŜƴǎŜ ƻŦ ΨǎƘŀǊŜŘΩ ŜƴǉǳƛǊȅΦ I therefore felt that I had expertise in 

facilitating mindfulness circles which could work to bring the CIC into life. I would therefore apply 

the principles of facilitating a mindfulness circle to facilitating a series of CICs, each involving a 

group of SpLD tutors who may or may not be known to each other.  

4.13 Contents of the CICs 

I spent a year of this PhD researching materials that would be suitable to introduce SpLD tutors to 

more sociological theories of social justice in education. I was guided by the core goal to provide 

accessible materials to spark discussion and enable reflection on concepts of social justice and 

education. As discussed in Chapter 3, I decided to focus on Freire, Bourdieu, Giroux, hooks, Sen. I 

chose these theorists as, firstly, they are well-known in academia but are not so well known in the 

SpLD world, and, secondly, I felt that their ideas of resistance, inquiry, justice and societal 

reproduction could resonate well with the thirteen co-inquirers. What was so intriguing later on in 
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the research, was to see whose theories resonated most with the research participants and 

whose did not. 

I wanted to create enough resources for three CIC meetings on three separate topics which could 

be spaced out evenly over the academic year. In collating the resources, I made sure that 

resources were in a variety of formats. As an SpLD practitioner, I am only too aware of how 

educational resources are usually only available to learners in text format. As someone with an 

ƛƴǘŜǊŜǎǘ ƛƴ ƛƴŎƭǳǎƛƻƴ ŀƴŘ ŀŎŎŜǎǎƛōƛƭƛǘȅΣ ƛǘ ǿƻǳƭŘ ƴƻǘ ōŜ ǎƻŎƛŀƭƭȅ Ƨǳǎǘ ƛŦ L ΨǊŜǉǳƛǊŜŘΩ ǘƘŜ Ŏƻ-inquirers to 

read long pieces of text alone. It was interesting to note that this range of resources in different 

formats was later commented upon favourably by a co-inquirer (Ford) who has DCD/dyspraxia. I 

therefore accrued a range of journal articles, blogs, slide shares, videos, accessible secondary 

sources and book chapters. I made these materials available on a password-protected shared 

drive. You can access the contents of the CICs in Appendix C.  

My plan was that participants would be free to choose whatever they wished to read/view before 

the CIC met. I did ƴƻǘ ǿŀƴǘ ǘƻ ŘƛŎǘŀǘŜ ǿƘŀǘ ǿŜ ΨǎƘƻǳƭŘΩ ŜƴƎŀƎŜ ǿƛǘƘΣ ǊŀǘƘŜǊ L ǿƛǎƘed to offer a 

range of theories and materials to enable discussion. The idea was not to provide a full in-depth 

MSc-level course on social justice and critical pedagogy, rather signpost the participants to 

theories which could then be discussed together. It was interesting to note that as the research 

ǇǊƻƎǊŜǎǎŜŘΣ ǘƘƛǎ ƛŘŜŀ ƻŦ ΨŎƘƻƛŎŜΩ ǿŀǎ ƴŜƎŀǘƛǾŜƭȅ ǊŜŎŜƛǾŜŘ ōȅ ŎŜǊǘŀƛƴ /L/ǎ ŀƴŘ L ǿŀǎ asked to 

ǇǊƻǾƛŘŜ ƳƻǊŜ ƻŦ ŀ ΨǎǘŜŜǊΩ ŦƻǊ ŦǳǘǳǊŜ /L/ǎΦ ¢ƘŜȅ ǿŀƴǘŜŘ ǘƻ ōŜ ǘƻƭŘ ǿƘŀǘ ǘƻ ŘƻΗ 

The content of CIC м ǿŀǎ ǘƘŜƳŜŘ ΨtŜŘŀƎƻƎƛŜǎ ƻŦ wŜǎƛǎǘŀƴŎŜΩ ŀƴŘ ŎƻƴǘŀƛƴŜŘ ǿƻǊƪǎ ōȅ CǊŜƛǊŜΣ 

Bourdieu, hooks and Giroux. These pedagogies were divided into four folders: 

¶ Social Capital Bourdieu 

¶ Pedagogy of Repression Giroux 

¶ Engaged Pedagogy hooks 

¶ Critical Pedagogy Freire 

 

These folders appear as shown in Figure 4 below: 
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Figure 4 Folders for CIC 1 

¢ƘŜ ǎŜŎƻƴŘ /L/ ǿŀǎ ǘƘŜƳŜŘ Ψ¢ƘŜ /ŀǇŀōƛƭƛǘȅ !ǇǇǊƻŀŎƘΩ ŀƴŘ ŦƻŎǳǎŜŘ ƻƴ ǘƘŜ ǿƻǊƪ of Sen with a 

selection of secondary texts/videos/slide shares on the work of Sen. Unexpectedly, after each CIC, 

some co-inquirers from the different CICs shared further readings in group emails which I 

subsequently uploaded to the shared drive. I was happy that this happened as I wanted to make 

the CICs as dynamic as possible. Figure 5 below shows the layout of the CIC 2 folder. 

 

Figure 5 Layout of CIC 2 

Based on feedback from the co-inquirers, I created a feminist theory theme for CIC3. I felt it 

important to respond to the feedback of the co-inquirers as this makes the research process more 

inclusive and responsive to their wishes. The third CIC focused on the work of Sara Ahmed and the 

intersection of feminist theory and diversity. Sara Ahmed writes a blog Feminist Killjoys which is 

very accessible as are her books and journal articles. I felt that this accessibility in tone as well as 

content would fit well with the co-inquirers. Figure 6 below demonstrates the layout of CIC 3 

resources. 
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Figure 6 Layout of CIC 3 

The questions for the CICs were shaped by what the co-inquirers had read/engaged with. Each co-

inquirer was asked what they had read, what they had enjoyed, what they had not enjoyed and 

did they see any relevance to their own practice.  

4.14 Recruitment and sampling 

Recruitment was not a challenge for this research. This may not be typical but it speaks perhaps of 

the drive among some within the SpLD community to learn more about theories other than 

psychology (the co-inquirers all spoke within the CICs of how they valued the opportunity to learn 

and to engage in dialogue). Recruitment was through professional associations using inductive 

snowball research sampling (Lewis-Beck et al. 2004). Sampling in qualitative research is typically 

purposive rather than random (Miles et al. 2014) and this was especially the case in this research. 

L ƴŜŜŘŜŘ {Ǉ[5 ǘǳǘƻǊǎ ǘƻ ōŜ ǇŀǊǘ ƻŦ ǘƘŜ /L/ǎ  ŀǎ ǘƘŜȅ ƘŀŘ ǘƘŜ ΨǎǇŜŎƛŀƭ ƪƴƻǿƭŜŘƎŜ ƻǊ ŜȄǇŜǊƛŜƴŎŜǎ 

ǘƘŀǘ ŀǊŜ ƘŜƭǇŦǳƭ ŦƻǊ ǘƘŜ ǎǘǳŘȅΩ (Krueger and Casey 2009, p. 204). 

I was conscious of the work of Aluwihare-Samaranayake (2012) who counsels researchers to be 

mindful of the socio-cultural context in which we carry out research. The socio-cultural context 

here is that of the SpLD specialist in HE, a sector that is predominately female (Fletcher 2020). All 

the research participants were female. The sample could be considered representative of the 

sector as a whole in terms of gender dynamics. However, I also needed research participants who 

were willing to give time and effort to the research as Collaborative Inquiry relies on participants 

to engage with ideas and materials. Therefore, the research sample required participants with an 

initial interest in social justice and critical pedagogy. Therefore, the sample is not representative 

of all SpLD tutors in UK HE, rather it is representative in some way of SpLD tutors in UK HE with an 

interest in learning more about theories of social justice and this was central to the research 

design. I also wanted the research participants to come from a mixture of self-employed and 

employed backgrounds which, as discussed in Chapter One, forms part of the precarious nature of 
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SpLD work in UK universities. The research participants in the CICs were a mix of self-employed or 

employed by institutions. Their HEIs were a mixture of Russell Group, post-92 and specialist 

subject institutions.  

It was through a workshop that I had devised that I initially recruited research participants. I 

presented at the ADSHE 2019 Conference on theories of social justice and critical pedagogy. I 

devised a workshop on a tombola theme which was a fun and accessible way for practitioners to 

engage with these theories. I mentioned in the workshop that these theories were a core 

component of my PhD.  After the workshop, I was approached by Ford who asked about my PhD 

research and stated that she would very much like to be involved. Ford subsequently recruited 

her colleagues Darcy, Catherine and Harriet. This is textbook snowball sampling where the 

ΨƛŘŜƴǘƛŦƛŎŀǘƛƻƴ ƻŦ ŀƴ ƛƴƛǘƛŀƭ ǎǳōƧŜŎǘ ώǎƛŎϐ ƛǎ ǳǎŜŘ ǘƻ ǇǊƻǾƛŘŜ ǘƘŜ ƴŀƳŜǎ ƻŦ ƻǘƘŜǊ ŀŎǘƻǊǎΦ ¢ƘŜǎŜ ŀŎǘƻǊǎ 

Ƴŀȅ ǘƘŜƳǎŜƭǾŜǎ ƻǇŜƴ ǇƻǎǎƛōƛƭƛǘƛŜǎ ŦƻǊ ŀƴ ŜȄǇŀƴŘƛƴƎ ǿŜō ƻŦ ŎƻƴǘŀŎǘ ŀƴŘ ƛƴǉǳƛǊȅΩ (Atkinson and 

Flint 2020, p.1044).  

These four SpLD tutors all work together as a collective of freelance SpLD tutors in the north of 

England called Diversity Learning and I therefore called their CIC Diversity Learning. Ford is the 

head of the collective and they viewed this research project as opportunity to gain knowledge 

which could also be counted as Continuous Professional Development (CPD). SpLD professionals 

must gain a certain quota of CPD hours per year in order to work in the area. It was Ford who 

suggested that we meet online as these practitioners deliver most of their SpLD support online. 

When, later in the research, I had to move towards doing the remainder of the CICs online, this 

group of co-inquirers were unaffected by the move to online meetings as this was their normal 

way of working. 

I subsequently presented this workshop on social justice and critical pedagogy for an ADSHE 

London event in the Central School of Speech and Drama. Again, I was asked by the workshop 

participants including Georgina and Jane if they could take part in the PhD research. I emailed the 

participants of the ADSHE workshop in London about potential participation in the research 

project and attached the consent forms and information sheets. I made it very clear that people 

could drop out at any time and that it was collaborative participation that was key. This became 

the basis for our London CIC which comprised five SpLD tutors. 

My third CIC group belong to a university in the south of England. Shuri also took part in my 

ADSHE workshop on social justice and critical pedagogy and asked to be involved in the PhD 

research. I used snowball sampling again here. While snowball sampling is an informal method its 

ǾŀƭǳŜ ŀƭǎƻ ƭƛŜǎ ƛƴ ǊŜŎǊǳƛǘƛƴƎ ǇŀǊǘƛŎƛǇŀƴǘǎ ΨǿƘŜǊŜ ƘƛƎƘŜǊ ƭŜǾŜƭǎ ƻŦ ǘǊǳǎǘ ŀǊŜ ǊŜǉǳƛǊŜŘ ǘƻ ƛƴƛǘƛŀǘŜ 

ŎƻƴǘŀŎǘΩΦ L ŦŜƭǘ ǘƘŀǘ ǘƘƛǎ ŎƻƴŎŜǇǘ ƻŦ ǘǊǳǎǘ ǿŀǎ ƛƳǇƻǊtant as trust helps with rapport which 
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subsequently can help facilitate dialogue. Shuri signposted me to three other colleagues in her 

university who were also interested in these topics and together these four tutors form part of 

the South of England CIC. 

4.15 Ethics 

I did not start immediately working with these SpLD tutors who had approached me as I was 

undergoing the Ethics approval process at the time. Going through the Ethics process was helpful 

as it helped me to reflect upon ways of working with co-inquirers. I felt it was crucial that the 

potential co-inquirers received full and frank information about the research (as advised by 

Brooks et al. 2014). However, I was concerned that I did not want to influence the co-inquirers 

ǳƴŘǳƭȅ ǎƻ L ƴŜŜŘŜŘ ǘƻ ǊŜŦƭŜŎǘ ǳǇƻƴ ΨǘƘe extent to which one should be explicit about the aims and 

ƻōƧŜŎǘƛǾŜǎ ƻŦ ǘƘŜ ǎǘǳŘȅΩ (Brooks et al. 2014, pp.95ς96). While I was impatient to start the research 

process, it was good to wait and reflect upon ethical issues such as informed consent as this led 

ƳŜ ǘƻ ǘƘƛƴƪ ŀōƻǳǘ ŜǘƘƛŎǎ ΨǊŜŦƭŜȄƛǾŜƭȅΣ ƛƴ ŀ ǿŀȅ ǘƘŀǘ ƻǇŜƴǎ ǳǇ  - rather than closes down ς a space 

for negotƛŀǘƛƻƴΣ ǉǳŜǎǘƛƻƴƛƴƎ ŀƴŘ ŘƛŀƭƻƎǳŜΩ (Gallagher et al. 2010, p.473). I decided therefore to be 

open with the potential research participants and to also be open about the dynamic nature of 

the research ς that their involvement was central to the process and this is what would shape the 

work. 

Initially, for this research that I gave the co-inquirers the choice to use pseudonyms which I felt 

was in keeping with the inclusive and democratic nature of the research. The majority chose to 

use a pseudonym while others stated that they would like to use their own names. They felt 

strongly about the research and wanted to be identified with them. However, after discussion 

with supervisors and examiners, it was considered best to use pseudonyms for everyone. There 

would prevent concerns of risk to participant confidentiality and well-being.  I went back to the 

co-inquirers and fed back that in order to safeguard everyone from potential risk, it would be best 

to use pseudonyms. I offered the co-inquirers the opportunity to choose their own pseudonyms 

with a considerable number opting to use names of Jane Austen characters (there is a possible 

research project in its own right on the links between Jane Austen and SpLD specialists).  

Dialogue is central to this research, whether it be about the dynamics of the research project, 

research ethics or social justice theories. I felt it was important to include the co-inquirers in 

dialogue on these matters. This emphasis on dialogue is encapsulated in a Buddhist quote that 

Kitty emailed me after our first South of England CIC:  

Dialogue is a positive endeavour. It builds solidarity and creates unity. To reject others 

only has negative repercussions. It invites division and leads to destruction. The point is to 
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meet and talk. It is only natural that our perspective may at times differ from that of 

others. But dialogue gives rise to trust, even among those who don't see eye-to-eye' 

(Ikeda, 2006)  

For Kitty, the CICs had developed a sense of dialogue in a safe and trusting space. This is indeed 

the endeavour that I hoped to foster in the ethical decisions taken to create the CICs.  

4.16 Collaborative Inquiry Circles ς people and practicalities 

There were three CICs: one group in the south of England, one group in London and the Diversity 

Learning group in the north of England. Initially, the south of England and London groups met 

face-to-face while the northern group met online via Zoom. All of these thirteen co-inquirers were 

SpLD tutors working in Higher Education. Some were people with SpLDs including dyslexia, ADHD 

and dyspraxia. I asked the co-inquirers if they would like to write a short biography for this 

research. Some were comfortable writing their own while others were happy for me to 

contribute. I have compiled these biographies in the tables below. Text in italics signifies that it 

was written by the co-inquirers themselves. 

 

Table 2 South of England CIC 

Name Biography 

Shuri Shuri reckons it was predestination that steered her journey into education, 

as both her parents, her grandfather and various combinations of relatives 

were/are teachers. She developed her pedagogical philosophy, however, 

through her first full time teaching position at a Quaker Primary School in 

Cambridge, MA. Here, she was mentored by an exceptional learning 

specialist and education activist, Merryl Pisha, who instilled a strong sense 

of equity in Shuri's teaching practice. Building on this, Shuri went on to 

teach at a Boston secondary preparatory school for students with learning 

differences. Becoming a parent reunited her with England (where she had 

received her MA in literature at the University of London, Royal Holloway 

years before) and her past experiences as a teacher led her to pursue her 

PGCE in specific learning difficulties. She has worked in HE for the past 

thirteen years and wonders where the time has gone! 
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Mary Mary is from the UK. Like Shuri, she had been a primary school teacher. 

Mary is dyslexic and disagreed with the way that literacy was being taught 

to children. ΨThings were not being inclusive for the kids in my class. And I 

was being taught to teach in ways that I didn't agree with and you know, 

and I could see the impact it was having on the kidsΩ. Mary left primary 

education and subsequently retrained as an SpLD tutor. She is very 

interested in the work of Freire. 

Eliza I always wanted to work with books and settled on an English Literature 

degree which I followed with training as a TEFL teacher and a year and a 

half teaching English in Poland. In the early 90s I did a secondary PGCE in 

English and taught this age range until 2000, when I stopped for a couple 

of years and marked GCSE English papers to keep my hand in. I had a brief 

foray with Primary teaching when I did a six month Return to Teaching 

course in 2004 but settled on teaching GCSE English retake classes at a 

local Sixth Form. This led to English teaching at a medium secure 

adolescent mental health unit where I learnt a lot about vulnerability and 

de-escalation plus gaining a renewed interest in specific learning 

difficulties. I signed up to do a Masters in Dyslexia: MSc in Education 

(SpLDs) in 2013. I then got a job with an FE college as a Skills Development 

lecturer with a focus on working with students with particular needs, as 

well as assessing for exam access arrangements. I also work as a Study 

Skills tutor with HE students as well as doing exam arrangements at a local 

secondary school. 

Kitty Kitty is from the UK. She had worked as a sign-language interpreter before 

moving into SpLD support. She is also a practising Buddhist and 

incorporates mindfulness approaches into her work.  Kitty is a parent of a 

neurodiverse child and is one of the managers in the SpLD support unit at 

her university. 
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Table 3 London CIC 

Name Biography 

Georgina Georgina is a dyslexia support tutor and lecturer on a PGCert in Creative 

Education. She has been compiling an Inclusivity Guide for PGCert 

students and staff for several years. At the heart of this is the drive for 

social justice. 

Emma Emma is an SpLD tutor with a deep interest in the intersectionality of race 

on SpLD support. She would like to see more diverse representation within 

the SpLD tutor/assessor community particularly those from African, 

Caribbean and Asian backgrounds. 

Leticia Leticia moved to the UK from the US over 20 years ago. She received 

training in dyslexia support from her university and now does both SpLD 

support and general academic study skills support. 

Jane From a background in Linguistics and Primary Education, Jane began 

supporting neurodiversity in Higher Education in 2007. She is currently a 

specialist study skills tutor for the University of X, London, and the School of 

X where she is trialling small group support and developing a bank of self-

help resources. Jane also provides long-term support to PhD students in the 

creative and therapeutic arts and is a part-time short prose and flash 

fiction writer. Her Advance HE Fellowship study, Fostering Criticality and 

Confidence in Neurodivergent Students' Academic Reading and Writing is 

published in the Autumn 2020 issue of The Journal of Neurodivergent 

Learning and Teaching in Higher Education.  

Fanny Fanny is an SpLD tutor with extensive experience in working with adults 

with SpLDs.  
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Table 4 Diversity Learning CIC 

Name Biography 

Ford Ford chose to give her biography in the form of a mind map. 

 

Darcy My responses/experiences / comments during the collaborative circle sessions were 
informed by me being: 

¶ a woman 
¶ first in family to go to Uni 
¶ from a working-class background 
¶ mature student (33 when studied) 
¶ retired health care professional (midwife) 
¶ current SpLD specialist tutor for 15 years (7 years freelance) 
¶ a gay woman - and/so/but/therefore (insert as you wish) a feminist perspective was 

of particular interest 

Catherine I currently work as an online study skills tutor for students with neurodiversity, teaching 

English as a foreign language and as an artist. Two years ago, I moved to Spain, as my 

husband is from Huesca. We live near the Pyrenees and farm a few almond and olive trees 

close to his family home. I'm originally from Leicestershire although I studied ceramics in 

London and then settled in the Southwest. I worked in community education in pottery night 

classes and family learning. Then, after my PGCE for adults 2005, I went straight into SpLD, 

ASC and MH student support with University of X students, which has been my main type of  
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 work since then. In recent years, I have volunteered as a children's meditation teacher, and 

also language assistant for refugees learning English. 

Harriet Harriet has worked as a teacher in primary, secondary and now in SpLD support in HE/FE. 

She was initially a student who was supported by the Diversity Learning group! Harriet 

identifies as neurodiverse. 

There was one other CIC in the south of England but the participants had difficulty meeting. There 

were five members in this group but for the first initial meeting all five dropped out. We held our 

first CIC in February 2020 (the first CICs for the other groups had started in November 2019). 

Logistical issues intervened again with these co-inquirers unable to meet for a second CIC until 

later in the academic year. This substantial delay to the research would negatively impact on the 

ability of the other groups to come together to meet as a collective. I therefore decided to 

discontinue the CIC in the south of England but to still afford these co-inquirers access to the 

materials about the theorists in the shared drive.  

The remaining CICs met three times to discuss the different theories. In June 2020, all three CICs 

came together to meet online. This was a very special opportunity for us to discuss the theories 

we have studied and shared the experiences and potential impacts of engagement with theory. I 

had initially envisaged that we would meet up in a central location but due to Covid-19 

restrictions, we met online. Eleven of the thirteen co-inquirers attended the online meeting. 

Meeting online was actually a more accessible way of conducting the meeting rather than finding 

a central location where people would have to travel to attend.  

 

4.17 Covid-19 Pandemic 

The UK introduced a lockdown on 24 March 2020 in response to the Covid-19 pandemic. This 

lockdown was a measure to reduce the spread of the coronavirus and included restrictions on 

movement and meetings. The safety and well-being of both the researcher and the co-inquirers 

would have been compromised by meeting face-to-face. Therefore, following an amendment to 

the ethics protocol, information sheets and consent forms, I moved the face-to-face CICs to online 

meetings. The London and south of England CICs had been meeting face-to-face and had 

completed two sessions each. Before the lockdown was implemented, I asked these co-inquirers 

from the London CICs and the south of England CICs if they would be amenable to the option of 

doing research online. While some of the co-inquirers in London stated that they would prefer to 
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meet face-to-face they were not opposed to meeting online.  The UK subsequently entered into 

lockdown and face-to-face meetings were no longer viable. 

Three co-inquirers were not used to using online technologies. I sent them instructions on how to 

use Zoom and also ofŦŜǊŜŘ ǘƻ Řƻ ΨǇǊŀŎǘƛŎŜ ǊǳƴǎΩ ǿƛǘƘ ǘƘŜƳΦ ¢ƘŜǊŜ ǿŀǎ ƴƻ ƴŜŜŘ ǘƻ ŎŀǊǊȅ ƻǳǘ ǘƘŜ 

practice runs in the end but they did state that they found the instructions useful (not least as it 

helped them transition to using Zoom in their own SpLD work with students). I reiterated to the 

co-inquirers that they were free to leave the project at any time just like as in face-to-face 

research.  

My immediate thoughts at the start of the pandemic echoed that of Kara (2020b) ƴŀƳŜƭȅ ΨŘƻŜǎ 

this research need doing ς ƻǊ ŘƻŜǎ ƛǘ ƴŜŜŘ ŘƻƛƴƎ ƴƻǿΣ ƛƴ ǘƘŜ ƳƛŘŘƭŜ ƻŦ ŀ Ǝƭƻōŀƭ ŎƻƭƭŜŎǘƛǾŜ ǘǊŀǳƳŀΚΩ 

It was a very uncertain time and I was concerned about asking the co-inquirers to continue as I did 

not want to cause them unnecessary difficulty. However, while this was a difficult time for all of 

us, we did find comfort in coming together online and the co-inquirers said that the CICs provided 

interesting avenues of discussion in the middle of the general awfulness. Liegghio and Caragata 

(2021) also found that this sense of coming together online was of great benefit to their research 

participants, young people who were particularly adversely affected by the isolation that occurred 

due to social distancing measures in their communities. I had not expected that the CICs would be 

a source of solace. However, it is clear that Covid-19 has caused both medical and social upheaval 

in our lives (Teti et al. 2020). It was notable therefore that the online meetings in our CICs were 

seen as supportive space for the co-inquirers especially at the start of the first lockdown.  

Covid-19 did impact my research but unlike my peers who were conducting research in schools, 

we were able to easily change from face-to-face meetings to remote meetings. We had already 

been conducting one CIC group online. Chatha and Bretz (2020) have concerns about the impacts 

of changing from face-to-face to remote research interviews especially in terms of reliability and 

validity of data. However, I feel that we had already been used to a combination of data acquired 

from both online and face-to-face CICs. We had already established a collaborative connection 

from the face-to-face CICs which enabled a successful transfer to online CICs. I felt that I was able 

ǘƻ ŦŀŎƛƭƛǘŀǘŜ ǘƘŜ ƻƴƭƛƴŜ /L/ǎ ǉǳƛǘŜ ǿŜƭƭΦ L ƘŀŘ ƻǾŜǊ ŦƛǾŜ ȅŜŀǊǎΩ ŜȄǇŜǊƛŜƴŎŜ ƻŦ ǿƻǊƪƛƴƎ ǊŜƳƻǘŜƭȅΣ ŀǎ 

had the members of the Diversity Learning CIC. I used the skills I had acquired from teaching 

remotely, such as use of body language ς smiling, nodding, frowning, hand gestures ς which all 

contribute to what Develotte (2018) refers to as telepresence, your presence in the online space. I 

feel these skills helped me facilitate the online CICs as a welcoming space for inquiry. 

An unexpected positive to take from the impact of Covid-19 was that co-inquirers did not have to 

travel to take part in the CICs. Online CICs were by far more immediately accessible. This was 
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particularly helpful for our final CIC where all the different CIC groups came together. I would not 

have thought to do this online before the pandemic. Brown (2021) found that conducting 

research online was highly beneficial for disabled research participants particularly as it afforded 

greater flexibility in taking part. There were less concerns about barriers to engagement such as 

travel. This was also true of our research especially for our co-inquirers who had mobility issues. 

Covid-19 has changed us and our lives but we were able to navigate our way throughout these 

changes and produce research together.  

 

4.18 Collaboration as social justice 

At the beginning of this PhD I had written 

I applied to do a PhD because of my belief in social justice and I need to channel this belief 

ƛƴǘƻ Ƴȅ ǿǊƛǘƛƴƎΦ ώΧϐ L ōŜƭƛŜǾŜ ƛƴ ǘƘŜ ǊƛƎƘǘǎ ƻŦ ƭŜŀǊƴŜǊǎ ǿƘƻ ƭŜŀǊƴ ŘƛŦŦŜǊŜƴǘƭȅ ŀƴŘ L ŀƭǎƻ 

believe in giving voice to those of us who are part of the community of SpLD specialists.  

(Reflection 4 Get Off the Fence) 

I felt that it was the socially just thing to do to embed not just the views but the analysis too of 

the SpLD tutors into this research. I wanted to give the co-inquirers the opportunity to analyse 

what they said in the circles, to reflect upon what they have learnt and discuss possible 

transformative impacts. This follows the collaborative data analysis practice of Nind and Vinha 

(2014) who carried out group analysis sessions as the culmination of a series of focus groups. Such 

co-analysis ƛǎ ǇŀǊǘ ƻŦ ǘƘŜ ǇǊƻŎŜǎǎ ƻŦ ΨŘŜƳƻŎǊŀǘƛǎƛƴƎΩ ǘƘŜ ǊŜǎŜŀǊŎƘ ǇǊƻŎŜǎǎΣ ŀ ǇǊƻŎŜǎǎ ǘƘŀǘ ƛǎ ƻǳǘ ƻŦ 

reach for many SpLD tutors. I hoped that this continual interaction/negotiation with data will 

open up the research process ŦƻǊ ǘƘŜ ǘǳǘƻǊǎ ŀƴŘ ŀƭǎƻ ΨŘŜƳȅǎǘƛŦȅΩ ǘƘŜ ǊŜǎŜŀǊŎƘ ǇǊƻŎŜǎǎ.  Other 

researchers have commented on how collaborative approaches to writing and interpretation have 

a positive impact on research work όwƻōƛƴǎƻƴπtŀƴǘ ŀƴŘ {ƛƴƎŀƭ нлнлΣ ǇΦ утмύ. Working 

collaboratively is also in keeping with a bricolage approach. A melding of different voices means 

ǘƘŀǘ Ψheterogeneous elements can (must) be brought together, that no one authorial voice 

predominatesΩ (Handforth and Taylor 2016, p.18). SpLD tutors rarely engage in research and this 

would be an opportunity to put their hands into the data analysis. Working collaboratively is 

becoming increasingly common in qualitative research and is very usual in indigenous research 

(Kara 2015). A further aspect of collaborative research is that it helps to reduce unconscious bias 

and other negative impacts such as competing agendas (Kara 2020a). 
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However, I am mindful too of my place within the research and the positions that I hold. I am an 

SpLD specialist in HE but ultimately as I am the leader in the research project, I hold multiple 

positions (Bourdieu and Wacquant 1994). I was therefore mindful of the different power 

relationships that could occur within the research (Aluwihare-Samaranayake 2012). However, I 

took the view of Carroll (2009) that I am ŀƴ ΨŀƭƻƴƎǎƛŘŜǊΩΣ ŀ ǊŜǎŜŀǊŎƘŜǊ ǿƻǊƪƛƴƎ ǿƛǘƘ ŀƴŘ ŀƭongside 

{Ǉ[5 ǘǳǘƻǊǎ ŀƴŘ ǿƻǊƪƛƴƎ ǘƻ ǇƭŀŎŜ ŀ ΨǎƘŀǊŜŘ ƭŜƴǎ ƻƴ ǘƘŜ ǇǊŀŎǘƛŎŜΩ (Nind and Lewthwaite 2018). I 

ǘŀǇǇŜŘ ƛƴǘƻ ǘƘƛǎ ŦŜŜƭƛƴƎ ƻŦ ōŜƛƴƎ ŀƴ ΨŀƭƻƴƎǎƛŘŜǊΩ ǘƻ ƘŜƭǇ ƳŜ ǿƛǘƘ ƳŀƴŀƎƛƴƎ ǿƘŀǘ ǘƻ ƭŜŀǾŜ ƻǳǘ ŀƴŘ 

what to leave in when it came to collating and analysing the data.  

In my discussions with the co-inquirers, I explained the use of thematic analysis in research as 

ΨƛŘŜƴǘƛŦȅƛƴƎ ŀƴŘ ƛƴǘŜǊǇǊŜǘƛƴƎΣ ƻǊ άŜȄǘǊŀŎǘƛƴƎέ ǇŀǘǘŜǊƴǎ ƻŦ ƳŜŀƴƛƴƎ ŦǊƻƳ ŘŀǘŀΩ (Mackieson et al. 

2019, p.969). This sense of pattern making links bring me back again to the quilt metaphor. The 

image of the quilt (Figure 7) Ŧƛǘǎ ǿƛǘƘ ǘƘŜ ŎƻƴŎŜǇǘ ǘƘŀǘ Ψǘhematic analysis involves a number of 

ŎƘƻƛŎŜǎ Χ  ǘƘŜǎŜ ǉǳŜǎǘƛƻƴǎ ǎƘƻǳƭŘ ōŜ ŎƻƴǎƛŘŜǊŜŘ ōŜŦƻǊŜ ŀƴŀƭȅǎƛǎ όŀƴŘ ǎƻƳŜǘƛƳŜǎ ŜǾŜƴ ŎƻƭƭŜŎǘƛƻƴύ 

of the data begins(Braun and Clarke 2006, pp.81ς82).  

 

Figure 7 Making patterns 

4.19 After the CICs: questionnaires and analysis 

When the CICs had finished, I emailed all the co-inquirers a short feedback questionnaire. This 

was a questionnaire with seven open-ended questions. I wanted to give the co-inquirers as much 

an opportunity as possible to share their thoughts. I chose this method as I felt questionnaires are 

useful as a method that was different to CIC dialogue and in particular ΨǉǳŜǎǘƛƻƴƴŀƛǊŜǎ Ŏŀƴ ōŜ 
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ǳǎŜŦǳƭ ŦƻǊ ŎƻƭƭŜŎǘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴ ŀōƻǳǘ ōŜƘŀǾƛƻǊǎ ǘƘŀǘ ŀǊŜ ƴƻǘ ŘƛǊŜŎǘƭȅ ƻōǎŜǊǾŀōƭŜΩ (Artino et al. 

2014, p.464). It was notable how open the co-inquirers had been in the CICs and there had been 

much sharing of beliefs and attitudes. However, in case there had been opportunities that I had 

ƳƛǎǎŜŘ ƛƴ ƎŀǘƘŜǊƛƴƎ ŜǾŜǊȅƻƴŜΩǎ ŎƻƴǘǊƛōǳǘƛƻƴǎΣ L ǿŀƴǘŜŘ ǘƻ ǳǎŜ ŀ ŦŜŜŘōŀŎƪ ǉǳŜǎǘƛƻƴƴŀƛǊŜ ƛƴ ŎŀǎŜ 

there was anything else that people wanted to share or found helpful. 

I created the questionnaires drawing on recommendations that questionnaires should be based 

on observational and ethnographic approaches (Cohen et al. 2018). Therefore, I kept the 

questionnaires focused on our research questions while keeping the questions open-ended. I 

chose to use open questions as I wanted to ensure that co-ƛƴǉǳƛǊŜǊǎ ŎƻǳƭŘ ΨǿǊƛǘŜ ŀ ŦǊŜŜ ŀŎŎƻǳƴǘ ƛƴ 

their own terms, to explain and qualify their responses and avoid the limitations of pre-set 

ŎŀǘŜƎƻǊƛŜǎ ƻŦ ǊŜǎǇƻƴǎŜΩ(Cohen et al. 2018, p.476).  Four of the thirteen co-inquirers responded 

and these questionnaire responses form part of the data analysis. 

4.20 Approach to data analysis 

L ƘŀǾŜ ōŜŜƴ ƎǳƛŘŜŘ ōȅ WƻƘƴƴȅ {ŀƭŘŀƴŀΩǎ ŀǇǇǊƻŀŎƘ ǘƻ ǉǳŀƭƛǘŀǘƛǾŜ Řŀǘŀ ŀƴŀƭȅǎƛǎΦ !ŎŎƻǊŘƛng to 

Saldana et al. (2011, p.96) ΨŎƻŘƛƴƎ ƛǎ ŀ ƘŜǳǊƛǎǘƛŎ ς a method of discovery ς to the meanings of 

individual sections oŦ ŘŀǘŀΩΦ L ŀƳ ǾŜǊȅ ƳǳŎƘ ǘŀƪŜƴ ǿƛǘƘ ǘƘƛǎ ǾƛŜǿ ƻŦ ŎƻŘƛƴƎ ŀǎ ŘƛǎŎƻǾŜǊȅ ŀǎ tƛŀƎŜǘ-

influenced discovery learning is something we emphasise in SpLD work. Using this viewpoint of 

ŎƻŘƛƴƎ ŀǎ ŘƛǎŎƻǾŜǊȅΣ ǿŜ ǳǎŜŘ {ŀƭŘŀƴŀΩǎ ƳŜǘƘƻŘ ƻŦ CƛǊǎǘ /ȅŎƭŜ ŎƻŘƛƴƎ ŀƴŘ {ŜŎƻƴŘ /ȅŎƭŜ coding 

(Miles et al. 2014). We viewed First Cycle coding as a way ǘƻ ΨǎǳƳƳŀǊƛȊŜ ǎŜƎƳŜƴǘǎ ƻŦ ŘŀǘŀΩ (Miles 

et al. 2014, p.86). In our discussions we have talked about codes as the following: 

tǊƻƳǇǘǎ ƻǊ ǘǊƛƎƎŜǊǎ ŦƻǊ ŘŜŜǇŜǊ ǊŜŦƭŜŎǘƛƻƴ ƻƴ ǘƘŜ ŘŀǘŀΩǎ ƳŜŀƴƛƴƎΦ /ƻŘƛƴƎ ƛǎ ǘƘǳǎ ŀ Řŀǘŀ 

condensation task that enables you to retrieve the most meaningful material, to assemble 

chunks of data that go together, and to further condense the bulk into readily analysable 

units (Miles et al. 2014, p.73).  

We have made choice in our analysis of working inductively in the first cycle to be open to 

ΨŘƛǎŎƻǾŜǊƛƴƎΩ ǿƘŀǘ ǘƘŜƳŜǎ ǳƴŦƻƭŘ ŦƻǊ ǳǎ ƛƴ ǘƘŜ ŦƛǊǎǘ ŎȅŎƭŜΦ ¢Ƙƛǎ ƛǎ ōŀǎŜŘ ƻƴ /ƘŀǊƳŀȊΩǎ (2006, p. 14) 

ŎƻƴǎǘǊǳŎǘƛǾƛǎǘ ƎǊƻǳƴŘŜŘ ǘƘŜƻǊȅ ŀǇǇǊƻŀŎƘŜǎ ǿƘŜǊŜ ΨŦƛǊǎǘ ȅƻǳ ǾƛŜǿ ŀ ōǊƻŀŘ ǎǿŜŜǇ ƻŦ ǘƘŜ ƭŀƴŘǎŎŀǇŜΦ 

Subsequently you ŎƘŀƴƎŜ ȅƻǳǊ ƭŜƴǎ ǎŜǾŜǊŀƭ ǘƛƳŜǎ ǘƻ ōǊƛƴƎ ǎŎŜƴŜǎ ŎƭƻǎŜǊ ŀƴŘ ŎƭƻǎŜǊ ƛƴǘƻ ǾƛŜǿΩΦ 

While this is not a grounded theory research project, I wanted us to stay open to discovery by 

ǿƻǊƪƛƴƎ ƛƴŘǳŎǘƛǾŜƭȅΦ .ȅ ŘƻƛƴƎ ǘƘŜ ŎƻŘƛƴƎ ƛƴ ǘƘƛǎ ǿŀȅΣ ǿŜ ŀǊŜ ŜǎǘŀōƭƛǎƘƛƴƎ ǘƘŜ ΨōƻƴŜǎΩ ƻŦ ǘƘŜ Řŀǘŀ 

ŀƴŀƭȅǎƛǎ ǿƘƛŎƘ L Ŏŀƴ ǘƘŜƴ ŀǎǎŜƳōƭŜ ƛƴǘƻ ŀ ΨǿƻǊƪƛƴƎ ǎƪŜƭŜǘƻƴΩ (Charmaz 2006, p. 45). 

In the second cycle of coding, I then worked deductively from the research question: 
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What happens when Specific Learning Difficulties (SpLD) tutors in Higher Education engage 

collaboratively with theories of social justice and critical pedagogy? 

Joffe (2012 p.210) argues that it is good practice to use both deductive and inductive approaches 

ŀǎ Ψone goes to the data with certain preconceived categories derived from theories, yet one also 

remains open to new concepts that emergeΩ. 

As a former technical writer and as someone who uses Assistive Technology in my SpLD work, I 

ŀƳ ƴƻǘ ΨŀŦǊŀƛŘΩ ǘƻ ǿƻǊƪ ǿƛǘƘ ǘŜŎƘƴƻƭƻƎȅΦ Equally, I am a fan of coding by hand. The tactile nature 

of holding the research in my hand helps me to visualise how I want to place the data. It helps me 

ǘƻ ΨǎŜŜΩ ƛǘ ǿƘƛŎƘ Ƴŀȅ ōŜ ŘǳŜ ǘƻ Ƴȅ ƻǿƴ ŘȅǎǇǊŀȄƛŎ ǘǊŀƛǘǎΗ I wanted to offer the co-inquirers the 

opportunity to use both approaches. The benefit of Computer Aided Qualitative Data Analysis 

Software (CAQDAS) ƛǎ ǘƘŀǘ ΨǎŜƭŜŎǘŜŘ ǇǊƻƎǊŀƳǎ Ŏŀƴ Ǿƛǎǳŀƭƭȅ ŘƛǎǇƭŀȅ ǿƘƛŎƘ ŎƻŘŜ ȅƻǳΩǾŜ ŀǎǎƛƎƴŜŘ ǘƻ 

which chunk of data through clear, at-a-ƎƭŀƴŎŜ ƎǊŀǇƘƛŎǎΩ (Miles et al., 2014, p.48). CAQDAS is also 

useful in terms of data management. I have a large amount of research data from ten CIC 

meetings, and each meeting is between 60-мнл ƳƛƴǳǘŜǎΦ ¢Ƙƛǎ Ŧƛǘǎ ǿƛǘƘ .ǊȅƳŀƴΩǎ όнллпΣ ǇΦоффύ 

ǾƛŜǿ ǘƘŀǘ ΨƻƴŜ ƻŦ ǘƘŜ Ƴŀƛƴ ŘƛŦŦƛŎǳƭǘƛŜǎ ǿƛǘƘ ǉǳŀƭƛǘŀǘƛǾŜ ǊŜǎŜŀǊŎƘ ƛǎ ǘƘŀǘ ƛǘ ǾŜǊȅ ǊŀǇƛŘƭȅ generates a 

ƭŀǊƎŜΣ ŎǳƳōŜǊǎƻƳŜ ŘŀǘŀōŀǎŜΩΦ L ǿƻǳƭŘ ƘŜǎƛǘŀǘŜ ǘƻ Ŏŀƭƭ Ƴȅ ǇǊŜŎƛƻǳǎ ǊŜǎŜŀǊŎƘ Řŀǘŀ ΨŎǳƳōŜǊǎƻƳŜΩ 

but it could be difficult and time consuming to navigate through.  

I therefore wanted to investigate using CAQDAS and I did training in both NVivo software and 

Quirkos software and reflected 

I got to meet with the chaps who do Quirkos software and they very kindly gave me a 

demo on how to use it. It also helped me refine my thinking a little more about how we do 

research. I want my participants to be involved in the data analysis process and whether 

ƻǊ ƴƻǘ ǿŜ Řƻ ƛǘ ōȅ ƘŀƴŘ ƻǊ ŜƭŜŎǘǊƻƴƛŎŀƭƭȅ ŘƻŜǎƴΩǘ ƳŀǘǘŜǊΣ ǿƘŀǘ ŘƻŜǎ ƳŀǘǘŜǊ ƛǎ ǘƘŜ 

collaboration and the giving voice to those of us hidden away in the crevices of Higher 

Education. (Reflection 10 Summer reflection) 

Ultimately, I felt that Quirkos software was the best fit for this research. Firstly, it is very intuitive 

to use ς ŜŀŎƘ ǘƘŜƳŜ ƻǊ ΨǉǳƛǊƪΩ ŀǇǇŜŀǊǎ ŀǎ ŀ ŎƻƭƻǳǊŜŘ ōǳōōƭŜ ŀƴŘ ǘƘŜ ŘǊŀƎ-and-drop functionality 

is quick to acquire. Secondly, Quirkos is geared towards collaboration; a cloud version means data 

can be accessed remotely and easily shared within a group. This was very useful in these Covid 

times where many people were working from home and possibly unable to access their workplace 

desktop software. Furthermore, Quirkos is fully GDPR compliant with their storage on UK servers. 

I was also taken with the synchronicity of the name Quirkos. It comes from the Greek word for 
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ŎƛǊŎƭŜ ΨƪƛǊƪƻǎΩ ŀƴŘ ΨǉǳΩ ŦƻǊ ǉǳŀƭƛǘŀǘƛǾŜ ǿƘƛŎƘ ΨǊŜǇǊŜǎŜƴǘǎ ǘƘŜ vǳŀƭƛǘŀǘƛǾŜ .ǳōōƭŜs (Quirks) that are 

ŎŜƴǘǊŀƭ ǘƻ ǘƘŜ ƛƴǘŜǊŦŀŎŜΩ (Quirkos 2021).  

4.21 Coding the circles 

I was initially somewhat overwhelmed by the amount of data that I needed to code for this 

research. The co-inquirers had taken part in 10 CICs in total. There were three CICs for each group 

and one final CIC where all the groups came together to reflect on our experiences. I had written 

18 reflections throughout my PhD which I have interwoven with the CIC data. This was my own 

ΨǘƘǊŜŀŘΩ ƻŦ ŀƴ {Ǉ[5 ǘǳǘƻǊ ŀƴŘ ŀƴ ŜǾƻƭǾƛƴƎ ǊŜǎŜŀǊŎƘŜǊΦ !ǎ ŘƛǎŎǳǎǎŜŘ ŜŀǊƭƛŜǊ ƛƴ ǘƘƛǎ ŎƘŀǇǘŜǊΣ L ŦŜƭǘ ƛǘ 

important to develop my own reflexivity as a researcher to observe my own process of 

observation. Writing my own reflections throughout the process was very helpful in tracing the 

evolution of my thoughts as a researcher and the difficulties at times of being a doctoral 

researcher as well as supporting the co-ƛƴǉǳƛǊŜǊǎ ǿƘƛƭŜ ŀƭǎƻ ǎǘŀȅƛƴƎ ǇŀǊǘ ƻŦ ǘƘŜ Ψ{Ǉ[5 ǘǳǘƻǊΩ ŎƭŀƴΦ  

Four co-inquirers coded their contributions to their CICs, which I subsequently analysed as part of 

the second cycle of coding. Looking back at one of my reflections at the time, I stated 

L ŀƳ ŜȄǇŜǊƛŜƴŎƛƴƎ ŀ ōƛǘ ƻŦ ŀƴ ŀƴŀƭȅǎƛǎ ǇŀǊŀƭȅǎƛǎ ώΧϐ ς I LOVE it but I am also feeling slightly 

swamped (Reflection 15 Analysis and ALDI). 

It was hard to know where to start. I initially divided the data into separate blocks as follows: 

¶ CICs (online recordings) 

¶ My own reflections (written text) 

¶ Feedback questionnaires (written text) 

¶ Co-ƛƴǉǳƛǊŜǊǎΩ ŀƴŀƭȅǎƛǎ όvǳƛǊƪƻǎ ŀƴŀƭȅǎƛǎύ 

I started my analysis with the CICs. I had been working on the transcription of the CICs from the 

beginning of the fieldwork. This was approximately 20 hours of online recordings to work with. As 

a workaround, I had initially planned to use Otter.ai, an automated transcription service. 

However, I was concerned about data storage issues for GDPR and there was not full accuracy in 

the transcription. I then turned to a professional academic transcription service who transcribed 

ƘŀƭŦ ǘƘŜ Řŀǘŀ ŦƻǊ ƳŜ ǿƘƛƭŜ L ǘǊŀƴǎŎǊƛōŜŘ ǘƘŜ ǊŜǎǘΦ L ŀƳ ƳƛƴŘŦǳƭ ǘƘƻǳƎƘ ǘƘŀǘ ǘǊŀƴǎŎǊƛǇǘƛƻƴ ƛǎ ΨŦǊŀǳƎƘǘ 

ǿƛǘƘ ǎƭƛǇǇŀƎŜΤ ƛǘ ƛǎ ŘŜǇŜƴŘŜƴǘ ƻƴ ǘƘŜ ƪƴƻǿƭŜŘƎŜ ŀƴŘ ǎƪƛƭƭ ƻŦ ǘƘŜ ǘǊŀƴǎŎǊƛōƛƴƎ ǇŜǊǎƻƴΩ (Miles et al. 

2014, p.71). I checked back over the transcriptions that had been completed by the professional 

company and while they did make (understandable) errors with my name and some of the names 

of the theorists, they did a good job.  
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Transcription coding was an initial step to help me develop hierarchies of codes and themes. This 

is an example of transcription coding from CIC3 with the Diversity Learning group in Figure 8. 

  

Figure 8 Example of transcription coding 

I found it helpful to associate colours with my initial themes. Perhaps this speaks to my own 

experiences as a researcher with dyspraxic traits but I found the colour coding to help me work 

out my hierarchies without getting too overwhelmed. Here is an example below of themes and 

their associated colours (see Figure 9). 
























































































































































































































































































