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This ca se study explores the perceptions of students and staff at a Further Education (FE)

college , who chose to participate and implementa new peer tutoring programme. It

considers the ways in which government policy impacts upon the FE sector and the

difficult ies this can cause, when dealing with large numbers of GCSE English and maths resit

students. The experiences of the GCSE resit students taking part and the A Level students,

who carried out a tutoring role, are explored alongside those of the key curricul um staff

involved. Peer tutoring in Higher Education (HE) is a practice whereby Y2 or Y3 students

provide additional support to new undergraduates; however, peer tutoring in FE is not

commonly used and there is limited research within this field. | was mot ivated to see if

some of the documented advantages of peer tutoring, such as increased confidence and

academic success, would transfer to an FE context and to find out how students and staff

would perceive both the benefits and challeng es of being involved . T his research is located

within UK government legislation on post - 16 education and the changes to the GCSE English

qualification. | tis also locate d within the literature on peer tutoring in HE and schools,

noting that social learning theory is generally used to theorise those studies. A qualitative

approach is adopted and interviews with students and staff are conducted to examine their

motivations for participating, as well as evaluating approaches to the peer tutoring

programme delivery. The study conc eptualises peer tutoring within a Bourdieuian

framework WR DQDO\VH ZKHWKHU EHLQJ LQYROYHG LQ WKH UHVHDUFK LPS
HGXFDWLRQDO JRDOV DQG VRFLDO UHODWLRQV , XVH %RXUGLHXTV QR
to offer insight into studen t and staff perceptions, whilst also applying them to the broader

FRQFHSWV RI VWUXFWXUH DQG DJHQF\ , FRQFOXGH E\ UHYLHZLQJ WKH
contribution to new knowledge, namely that within the peer tutoring project the students

IRUPHGQHWLRQDO IULHQGVKLSVY D QHZ WHUP FRLQHG IRU WKLV UHVHLEL
purposeful relationship between peers, which is motivated by a mutually beneficial bond, or

shared goals, and lasts until the purpose of that relationship has been fulfilled . Relationships

built within these functional friendships were found to invert the usual dynamic of higher

and lower capital.  Bearing in mind this study is the first to use a Bourdieuian approach to

peer tutoring, the findings also outline elements of a theoreti cal contribution to new

knowledge. Recommendations for further research into peer tutoring in FE, with a focus on

broadening out across wider curriculum areas, are then made, before reflecting on the

importance of educational research from both personal an d professional perspectives.



7DEOH Rl &RQWHQWYV

AADSTIACT. ..o iii
Table OF CONIENTS ... ..o r e rme e e e e e e e e e e e e e e e e eeeeeeeeend iv
Dedications and ACKNOWIEAGEMENTS .........uuuiiiiiiiiiiiiii e e e e e e e e e e e e e e eeeeeees) Vi
LiSt Of @DDreVIAtIoNS. ... viii
[ i g oo (U1t o] o DU P TP PPPPTP 1
10 o I8 ox 1 o] o NPT PP PPRRPPR TP 1

R E= 11 (0] 4 F= 1= TP PR PP PPPPPPPRPP 3
SHTUCTUIE OF TNESIS ..ttt et e e e e s eeeeas 5
Chapter LLItErature REVIEW........cciiiieiiiiie et e et et e e e e e e e e e e er s e e e e e e e e et e e s aeaeeeasattneeaeeeennnes 7
Ty go o (U1t o] o WP PP PP PPPPRPPP 7
POLICY CONMIEXL. ...ttt e e e e e e e ek e e e e e e e e bbb e e e e e e e e nnnnnreaeeeas 8
Raising the partiCig@n age (RPA).......u e e e 9
HIStOrical CONEXE OF GCSE.......ciiiiiiiiiiii ettt e e 13
GCSE POICY CONEXL.......cci i i i e e e e e e e e e e e e e e e e e e aaaeaaaaeeasesaesassassaannasnnnsnnes 14
(=T 2 (1 (o] 11T [ 18
Peer Tutoring Programmes in Higher EQUCALIQN. ............ccuiiiiiiieiiiiieeee e 21
Peer tutoring in the SCHOOI SECLOL..........ooiiiiiiiiee e 23
Social learning theory and Peer tULOING.........uuuuiiiiiiiiiiiieieerieee e e 25
(0701 o] 1151 T o TP PP PP PP PTPPP 27
Chapter 2: Methodology and ProjeCt deSIGIL. ........ueiiiriririiiiiiiieiii i mr e 29
[ oo [8ox 1 o] o NPT P PP PRPPPPP 29
PhiloSOphiCal STANUPOINL ..o e e e e s s e e e e s s nnnnneeeeees 30
The interpretivist Paradigiml...........ooooiiiiiii e e e e e e e e e e e e e e e e e e 30

(@ 1= 1] r= AV Ir=To] o] (o - T o TR 31
The case StUdY @PPIOACN. ........coii e e e s e e e e e e nnnees 33
THE CASE STUAY SITE......iieiiiie e e e e s s r e e e e e et e e e e e e e e annnes 33
The qualitativVe CASE STUY.........coiiii ittt et e e e et e e e e e e e aaaeaeaaaeeeeseaaeeaaaaaaaannnes 33
Justification of the case Study MOGEL...... ... 34
Theinstrumental SINGIEe CASE STUAY.........uuuiiiiiiiiiiiii e 36
SAMPIING TECNNIGUES. ...t et e e e e e e s e e e e e e e nnnneees 39
Gaining access t0 the CASE STUAY SITE...........eeiiiiiiiiiiiii e 40
RESEAICN METNOTUS ...t e e s e e e e e e e e e e 40

[ T2 TS PP EPPPPPPPPPPPRRRY” X |

iv



Research journals/diary ENtrieS.........uuueeieiiiiiiieiieee e 42

PRESE 2. ..o A
PaAIrEU INTEIVIEWS . ... ittt e et e e e e e e e e e e e e s r e e e e e s s anbrnneeeeeenaans 44
Group SEAT INTEIVIEWS......iieeeeee e e e e e e s s e e e e e e 45
SEMUSIIUCTUIEd INEIVIEWS........oiiiiiiiie ittt srnee e snnee e nneeee e A0
11 o1 TP TP PP PPPPPPPRO 47
INFOIMEA CONSEINL. ...ttt e e e 47
(O] a1 1o =T ] r=1 11 TP PP PPRRPP PP 48
RIGNE T0 WItNATAW. ...t e e e e e e e e 48
[0 Y1 (o] 1 F= 111 2P URRRSSSRPRR 49
(0701 o] 1157 T o TP PP PP PP PTPPP 51
Chapter 3: Theoretical framMEWOIK..........coii i e e e e e e e e 53
[0 o (8 ox 1 o] o N PP PPPPPRPPPPP 53
Bourdieu in the CONtEXt OFf GCPBIICY.......uurrriieiiiiiiiiiie e s e e e 55
The FOrmMS Of Capital.......coooiiiii e e e e e e e e e e e e e e e e e 56
ECONOMIC CAPItAL.......cco i e e e e e e e e e e e e e e e e e e e e e s e e e e e e eaaans 56
CUIUTAl CAPITAL ... e e e e e e s et e e e e e s e b e eeeeas 58
SOCIAL CAPIAL ... e e e e e e e e e e e e e eaaeeas 62

[ F= T T L0 TP PP PPPPTPPPPPPPPT 63
Structure versus agencithe perennial deBte ...............oooi oo 65
1= (o RSP P PP PPPPTROPPPPPPPTRRN 66
[0 <= T PP PPPTRT 67
1070] 8 [o1 (1] (o] o PP TP PPPPRPT PPN 69
(O T o] = g S Y g T 1Y) PR 70
g oTo (U1t o] o WU PP PRSP UPPPPPP 70
Thematic analysis of the interview tranSCHPLS........uvviiiiiiiiiee e, 72
FAIIUIE NGO SUCCESS.....ci ittt e et e e e e et e e e e e e b e e e e e e e e e bbb e e e e e e e ennnees 74
[ a1 oo [0 o (o] o NPT P PP 74
Failure, sedoubt and 1aCk Of CONfIAENCE.......ovee it 75
Success, personal growth and gaining in confidenCe..........ccocoviii e 83
(070 ] [ 11 5] (o] o TP PRPTRPPPPPPPRP 86
AcademicC VEION-aCcademiC IENTIEY. ........c.urreieiee ettt e e e raaeeas 87
[ a1 0o [ ox (o] o NPT PP PTRPPPI 87
Hierarchy of qUAlIfiCAtiONS...........coo e 88
Educational capital JVP Z > A 0.0l S e 92
(0] [ 11 5] (o] o PP PRPPPPPPPPPPPP 99

\Y



T oo [UTot i o] o NPT PP PPPPPP 100

Y1 U] (1 PO 101
1< [0 TP PPTPPPPPRR 109

Pv_C v §2«QUE O0]SC[}(E « E Z ] E] *liWi % E.SUIUE]JVP =« -

(0] 0 [o) 1151 o] o HO TP PP PP PPPRON 113
ANAIYSIS CONCIUSION. ... .o e e e e e e e e et e e e e e e e eaaaaaeaaaeeeaseaassassaasnannnnnnnes 113
CONCIUSION ... s 115
100 (8 ox 1 o] o WP PP PO PP PRPPT PPN 115
=TT 11 0T [T T < TP 115
Contribution t0 NEW KNOWIEAGE.......uuiieiiieiieeeeeeeeee s 118
Recommendations for fUtUre reSEarCh.............ccuviiiiiiii e 121
How capitals operated in this specific peetoring field............c..occviiiiiiiiiie 123
(070] 0 (o1 (1] (o] o PP PP PRP T PPPPPPPPTPN 124
RETIECHIONS. ... ettt e ettt e e e e e e e e 125
RETEIBNCES. ...ttt e e enr et e e e e e s e e e e e e s 129
Y o] 01T T Lo S OO PPPPPPPPPPPPPPPPPPPPPIN 152
Appendix 1: Interview queStioNS JUNE 2017........coiiiiiiiiiieeeeiniiiie e e e e 152
Appendix 2: Briefig sheet and CONSENt FOIML.........cooiiiiiiiiiiei i 155
Appendix 3: Interview questions December 2QL7...........cooooiiiiiiiicciiiii e 158
Appendix 4: Overview of peer learning study at NWCEPBOINL...........ccooevvviiiiiiiiiiieeiee, 159
Appendix 5: A Level peer tutor training POWEIPOINL...........ooiiiiiiiiiiieiee e 165
Appendix 6: GCSE peer tutee training POWEIPOINT...........coiiiiiiiiiiiie e 170
Appendix 7: Active liStening tEChNIQUES..........ooiiiiiiiiiee e 175
Appendix 8: GCSE peer tutoring session log (template)..........ccccceeeeeiieii i, 176
Appendix 9: GCSE peer tutoring session log (completed).........ccccvviiiiiiieeiiieieeiieeeeeeeeeeeeeea, 177
APPENdiX 10: COAING MECOIUS .....eiiiiiiiiiiiiiie e ettt e e e e e e e et e e e e e e e e snnnaeeeaeeeas 178
Appendix 11: GCSE & A LeVBNSECTIPL 7.02.07.....cooiiiiiiiie e 191

Word count: 63,123

Vi



'HGLFDWLRQV DQG $FNQRZOHGJHPHQWYV

Firstly, | wish to thank the students and staff who participated in this research for their
enthusiasm and candid responses. They welcomed me into t heir college and generously

gave up their time for me to interview them and engage with the research process.

| wish to thank my supervisors, Dr. Lisa Russell and Dr. Andrew Youde, for their unerring
guidance and support during the writing of this thesis. They pushed me beyond what |
believed | was capable of and taught me to question my ideas and thoughts, until | could
articulate them coherently. Special thanks goes to Lisa for her speedy and detailed response

to each draft of work | submitted.

I am, of course, indebted to family, friends and colleagues for keeping me motivated. Thank
you also to my children, James, Laura and Will for keeping me grounded and creating

welcome distractions from my studies.
Finally, | must thank my partner Gary for all his reassurance throughout, reminding me to

take breaks and enjoy myself too, and my Mum who patiently listened to the weekly

summary of my progress.

Vi



/ILVW RI DEEUHYLDWLRQV

BERA
BTEC
DCSF
DfE
DfES
EFA
ESFA
ESOL
FE
GCSE
GDPR
HE
NWC
Ofqual
Ofsted
QAA
QCA
UCAS

British Educational Research Association
Business and Technology Education Council
Department for Children, Schools and Families
Department for Education

Department for Education and Skills

Education Funding Agency

Education and Skills Funding Agency

English for Speakers  of Other Languages
Further Education

General Certificate of Secondary Education
General Data Protection Regulation

Higher Education

North West College

The Office of Qualifications and Examinations Regulation
Office for Standards in Education

Quali ty Assurance Agency for Higher Education
Qualifications and Curriculum Authority

The Universities and Colleges Admissions Service

viii



,QWURGXFWLRQ

Introduction

This thesis reports on a research study which focuses on pe er tutoring in FE  and more

precisely, on A Level (Advanced Level) students peer tutoring GCSE resit students, who are

retaking GCSE English as part of their course. Since starting my teaching career in 2001, |

have experienced first -KDQG WKH zZD\V LQ ZKLFK QRW JHWndttifiekad IgagdRRGY SDVYV
to students feeling frustrated and demoralised. This, in turn, impacts on FE colleges and the

PDQDJHUV DQG WHDFKHUV UHVSRQVLEOH IRU ILQGLQJ ZD\V IRU WKRVH
pass in school to get the required grade Cl/level 4. When this research began, GCSE maths

and English policy stipulated that everyone in post -16 education who had not achieved a

grade C or above must continue to retake it until they achieve the standard pass grade: this

was a condition of funding (ESFA, 2019 ). Perhaps owing to the pressures this placed on

students and FE colleges, it was changed in 2019, so that students with a grade 2 or below

FRXOG XQGHUWDNH )XQFWLRQDO 6NLOOV D uVWHSSLQJ VWRQHY TXDOL
some students do not wan  tto continue with maths and English, and even those who do are

still not free to choose whether the GCSE is the right path for them, meaning that the

system could be too rig  id and do more damage than good.

With policy acting as a driver for the implement ation of the maths and English curriculum in
FE, the focus on GCSE resit courses is arguably skewed towards the flawed hegemonic

notion that doing more of the same will lead students over a symbolic finish line ; this does
not take into account existing neg ative perceptions of education and perceived failure in
school (Anderson & Peart, 2016) . A report was commissioned by the DfE in 2017 in
acknowledgement of the fact that the delivery of post -16 maths and English is problematic,
much more so in FE colleges than sixth forms (DfE, 2017a), where there are five times as
many students resitting. Motivation is low unless students have a specific goal, whereby

achieving the standard pass rate of grade C/level 4 or above will allow them to progress to

higher level ¢ ourses. All of this presents a conundrum for FE providers who are striving to

meet government targets, whilst struggling to cope with high numbers of students, many of

ZKRP pH[KLELW DYRLGDQFH EHKDYLRXUV VXFK DV LQIUHTXHQW DWWHQ

engagemen t with learning activities or in -FODVV GLVUXSWLRQT "I( D S $QG V
evidence points to a narrative in which FE students and staff are entrenched in an education
system dictated by  policies which, although debatably well -intentioned, create more

problems than they solve.



Using my past experience and expertise as a GCSE English resit teacher, | have sought to
challenge the negative cycle which affects so many young people in FE today. Taking
decisive action, intended to empower GCSE resit students and their teachers, this research
adds to the existing strategies and practices used to teach English and maths in a college
environment. It is acknowledged that peer -led learning can be an effective tool (DfE,
2017a); however, this research questions  whe ther keeping this within the confines of a
whole class setting goes far enough to maximise its potential. Although it has already been
noted that there are high numbers of students entering FE who have failed to achieve the
standard pass grade, there are a Iso high numbers of students on Level 3 courses who have
achieved GCSE grades in maths and English at grade B/level 6 or above . This peer tutoring
research study posits  that these students are an untapped resource. Engaging them as peer
tutors is away of  marrying up two groups of young people who are best qualified to
understand the pressures of studying for exams and the impact of qualification failure or
success (Keenan, 2014) .| was fortunate to find a group of likeminded staff who were ready
to try som ething new in their college, and a group of students willing to see if peer tutoring
could make a difference to their education, as well as creating empowering social
opportunities for both tutors and tutees. These factors influenced this peer tutoring stu dy
and informed the writing of the following research questions:
1. To what extent does national policy influence staff to implement a peer tutoring
programme in an FE college?
2. What factors affect GCSE and A Level student motivation to take part in a peer
tutoring programme at one FE college?
3. What perceived impact does being involved in the peer tutoring programme have
on students' educational goals and social relations?
4. What are the benefits and challenges of participating in the peer tutoring

programme?

These questions take into account the fact that the research took place in a single FE

college and also reflect the need to explore perceptions, in order to give multiple viewpoints

on the peer tutoring programme itself. Even though this research was borne out of the drive

to find ways to support GCSE resit students to improve their grades, it has created

opportunities to explore broader educational and social themes; these have been

FRQFHSWXDOLVHG XVLQJ %RXUGLHXTV pWKLQNLQeld{BsURIGW 19W] FDSLWDC
p. 50). Furthermore, the benefits of resitting GCSEs and the impact this can have on the

ability of the GCSE resit students to accrue cultural capital in the institutionalised form of

educational qualifications (Bourdieu, 1986), may a Iso be viewed as offering them choices in

their future career trajectory and enriching their lives. Some students may find the

opportunity to retake their GCSEs as liberating, taking agency and demonstrating

2



MUHVLVWDQFH FDSLWDOY 'XFNZRubWidtheir initialS fail&® to achieve a grade
C/L4 or above in English (and maths) into an opportunity to further their education

prospects and consequently, their employment prospects. Owing to the lack of existing
research into peer tutoring in FE, lo oking at the benefits and challenges is integral to
understanding the nuances of peer tutoring. Research surrounding peer tutoring in HE
(Berghmans, Neckebroech, Dochy & Struyven, 2013; Fitch & Semb, 1993; Keenan, 2014;
Micari, Streitweiser & Light, 2005; Topping, 1994) has highlighted existing good practice
and provided some relatable content, thereby setting a benchmark for planning and

undertaking this study. The contribution to new knowledge not only stems from the

research having been conducted in FE b ut also from its Bourdieuian approach, which is
utilised to explore and explain the relationships between the objective structures

encountered by students and staff, alongside their lines of agentic action or thought.

Rational e

My interest in the field of FE stems from having taught GCSE English resit and other
literacy -based courses in one FE establishment for thirteen years, prior to becoming a

tea cher educator , therefore | have along  -standing professional interest in this field.
Although I now work in ~ a HE in FE context, some of my trainee teachers undertake
placements on GCSE resit courses and | am constantly reminded of the issues they, their
mentors and their students face. For ethical and practical reasons the research was not
undertaken at my place of work: an opportunity arose instead to do this at an organisation |

have chosen to call North West College (NWC).

This research explores the reasons behind why peer tutoring was considered as a way of

supporting GCSE resit students to increase their gr ades to the national standard of level

4/grade C or above (DfE, 2018b). The research adopts a case study design which follows

staff and students from the initial planning stage of the research through to after the GCSE

students sat their exams. Owing to th e fact there are large numbers of students resitting

their maths and English GCSEs in FE colleges (ESFA, 2019; Ryan, 2019) and that this is

GHHPHG DV D pSUREOHPY E\ WHDFKHUY DQG JRYHUQPHQW DXWKRULWLF
Wilshaw, in Exley, 2016b), the pee r tutoring study at NWC has sought to understand the

impact of government policy decisions on FE students and staff, as well as analysing the

processes and attitudes towards peer tutoring itself. Peer tutoring, for the purposes of this

research is defined DV pSHRSOH IURP VLPLODU VR Rtelh@ pidfeBsioBfdl QJV ZKR
teachershelp HDFK RWKHU WR OHDUQ DQG OHDUQLQJ WKHPVHOYHV E\ WHDF
322). The research questions are designed to enable an exploration of the influence of

policy but al so the perceived experiences of students and staff.



The main driver for peer tutoring being chosen as the focus for this research is that it is a

well - established support mechanism, used frequently in the field of HE (Fitch & Semb ,

1993 ; Keenan, 2014; Mic  ari et al., 2005; Topping, 1994), so there exists a body of evidence

as to its efficacy within educational settings. However, no research into peer tutoring on

GCSE resit courses has been conducted, prior to the study at NWC, and there is a paucity of

rese arch overall in relation to peer tutoring in FE (Topping, 1994), hence this research

begins a process of opening up a discussion about what can be done to remedy this gap by

contributing to new knowledge in this field. Knowing that peer tutoring has many b enefits,

both academically and socially (Keenan, 2014; Micari et al., 2005; Topping, 1996), the idea

that A Level students, having recently sat and passed GCSEs themselves, could make a

viable contribution on a GCSE resit course was mooted as one possible solution to the GCSE
MSUREOHP § +HQFH WKH UHVHDUFK EHJDQ ZLWK D PRUH IXQFWLRQDO H
very specific issue, but then developed into a means of understanding how and why peer

tutoring operated in one specific educational context. The st udents and staff brought to light

the multiple ways in which peer tutoring had benefited them, but they also made clear the

ORJLVWLFDO GLIILFXOWLHYV RI WKH SURJUDPPHTYV LPSOHPHQWDWLRQ L
candid and enigmatic in equal measure an d this is one of the reasons why working with

young people in FE can be so rewarding.

Unlike other peer tutoring research, which conceptualises peer tutoring using social learning
theories (Havnes, Christiansen, Bjark, & Hessevaagbakke, 2016; Hodgson, Ben son & Brack,
WKLV VWXG\ RSHUDWLRQDOLVHV %YRXUGLHXTV pWKLQNLQJ WRROV]T
lens through which to analyse the experiences of the students and their teachers. This in
itself is another way in which this research contributes to ne w knowledge because no other
peer tutoring research has framed its findings by applying the concept of capitals (Bourdieu,
1986), habitus (Bourdieu, 1977) and field (Bourdieu & Wacquant, 2007). Using Bourdieu
within educational research is not in itself a new practice (English & Bolton, 2016), yet the
peer tutoring study at NWC is innovative in that it has not sought to measure the impact of
VRFLDO FODVV ZKLFK FDQ EH D SULPDU\ IDFWRU ZKHQ FKRRVLQJ %RXU
(English & Bolton, 2016; R eay, 20044a; Stahl, 2016; Zembylas, 2007). Instead of focusing
on social class, this research illuminates how examining the notion of structure and agency
can show how government policy creates opportunities for some and barriers for others,
when strivingt o reach their educational goals (Ade -Ojo & Duckworth, 2016). Even though
this research takes an inductive approach (Cresswell, 2013; Thomas, 2006), and new
meanings were generated at the analysis stage, it was anticipated that by creating a new
social stru cture, namely the peer tutoring project at NWC, the students would form new
VRFLDO UHODWLRQV $JDLQ %RXUGLHXYV uyWKHRUHWLFDO WRRONLWTY &

insight into the power relations of the peer tutoring pairs, as well as providing the m eans to

4



interrogate some of the hierarchies that exist within education. In particular, hierarchies

such as those which emphasise the academic vs. vocational divide , often stemming from

WKH KLHUDUFK\ RI TXDOLILFDWLRQV ZKHUHE\ $G/NWDING DU 8 1V BIBDOQMHV W
2000; Stewart, 2014). BTECs, though popular in both FE colleges and sixth forms, are

GLUHFWHG DW pPpYRFDWLRQDO OHDUQHUVT % XU JXhs/ tan impac ol U S
VW X G Hgeréohay identities and scholastic habitus  (English & Bolton, 2016)

*LYHQ WKDW WKLV UHVHDUFK RSHQO\ DFNQRZOHGJHVY LW ZDV ERUQH R>
(The Guardian, 2014; Wilshaw, in Exley, 2016b), and that | experienced the impact of this

during my thirteen years of teaching on GCSE English cours es, it could easily have become
a diatribe against FE policy drivers. Yet, whilst my professional concerns regarding the ways
in which policy can have an adverse effect on study programmes in FE (DfE, 2018a) have

been addressed, it is the perceptions of st udents and staff at NWC and the ways in which

they have navigated the peer tutoring programme which have predominantly informed this

study. This research seeks to promulgate the notion that al though policy can encumber
progression in FE, students and staff are willing to try out new ways to deal with the

pressures they face. The impact of policy cannot be underestimated, but neither should it be

deemed as fatalistic. By taking part in the peer tutoring study, students and staff showed

the propensity to enga  ge w ith innovative practices, albeit at the same time making clear the
obstacles they had to overcome. Whilst generalising the findings of this thesis to the whole

of the FE sector is beyond the scope of this small scale study, this research is important

because it offers fresh insight into the established practice of peer tutoring. As a critical

educator and researcher, | have found this research to be a heuristic experience; | now

present my thesis as a means of creating a dialogue with colleagues who are interested to

know more about peer tutoring in FE.

Structure of thesis

Following this introductory chapter, which sets out the rationale for the research, a review

of literature was undertaken to explore GCSE English and maths resit policy (ESFA, 2019)

and the changes to the GCSE English specification itself (DfE, 2013), bearing in mind the

EURDGHU )( SROLF\ FRQWH[W "I( 7KH VWXG\Y{V UHVHDUFK GHVLJQ
and justifies the use of a single case study, as well as describing the data collection

instruments and modes of analysis. The theoretical framework chapter shows how

WRXUGLHXTV RHXYUH KDV EHHQ XVHG WR IUDPH WKH UHVHDUFK DC
analysis which is separated into three themes. Overall conclusions are made and fi ndings

discussed in the final chapter.

The thesis is presented as follows:



Chapter 1 examines government policy relating to FE and GCSE resits, paying particular
attention to the changes in structure of GCSE English. There is also a review of the

literat ure surrounding how peer tutoring operates in schools (Baiduri, 2017; TES, 2018;
Topping, 1996) and HE (Fitch & Semb, 1993; Keenan, 2014; Micari et al., 2005; Topping,

1994), noting the absence of research in FE.

Chapter 2 outlines the research design, of fering an explanation of the suitability of the case

study method, the chosen research site at NWC and a description of the two phases of the

study. The chapter also sets out my positionality as a teacher and as a researcher, noting

the way this impactedo Q UHODWLRQVKLS G\QDPLRXW\WILG HUQSR\WGIHWLRQLQJIVY C
2016, p. 239).

Chapter 3 explains why Bourdieu has been used as a theoretical framework for this research
DQG FRQVLGHUV KRZ KLV pWKLQNLQJ WRROVY %R XUIGiat X+field, S R U
FDSLWDO DQG KDELWXVY 6ZDUW] S FDQ EH XWLOLVHG WR H[SO

and interpret government policy decisions.

Chapter 4 offers an analysis of the research findings and is broken down into three distinct

themes, w hich are nonetheless fundamentally interrelated. These are: Rerceptions of

Failure and Success § Academic vs Non -academic Identity fland @tructure and Agency {The
J)DLOXUH DQG 6XFFHVV WKHPH FRQVLGHUVY VWXGHQWVY IHHOLQJV DERX
educa tional settings and the ways in which their passing or failing of GCSEs first time

(failure in this context is interpreted as not achieving a grade 4/ C or above), as well as
whether or not the peer tutoring pairs achieved mutually beneficial goals from bei ng
involved. The Academic vs Non -academic | dentity theme explores a range of value

judgements regarding what is and what is not perceived as academic; this is both in

personal terms, as well as more broadly within the field of education. The Structure and

Agency theme considers a variety of factors in society, which appear to have influenced the
participants throughout their time in educational establishments. For the GCSE and A Level

students this can be related to the options for study they had in college and how this was

driven by their experiences of secondary school.

The final chapter is my conclusion and brings together the key findings of the study and
makes recommendations for further study. | also reflect on the research process itself and

how this has impacted on me professionally and personally.



&KDSWHULWHUDWXUH 5HYLHZ

Introduction

This chapter sets out the context and overview of peer tutoring, when used in educational

settings, as well as linking it to GCSE policy context in the UK. Ac ondition of funding in

post - 16 education is that students with a grade 3/old grade D GCSE in maths and/or English

have to be enrolled on a GCSE course. Those with grade 2/old grade E or below can now

VWXG\ WRZDUGV D )XQFWLRQDO 6NLO @lficatiopn {EBFAA.819Y0d b¥ WRQH | TX

entered for GCSE, at the discretion of the educational institution. The review considers

whether GCSE policy context could be a driver for the use of peer tutoring in FE on GCSE

English resit programmes. In setting a context  for the review of literature, peer learning is

an overarching term  used to describe multiple different ways in which people learn together

and from each other (Gogus, 2012). The working definition of peer tutoring, used for the

purpose of this research is: MSHRSOH IURP VLPLODU VRFLDO JURXSLQJV ZKR DUEH
WHDFKHUV KHOSLQJ HDFK RWKHU WR OHDUQ DQG OHDUQLQJ WKHPVHOY
p.322). 7KLV GHILQLWLRQ KDV EHHQ FKRVHQ GXH WR 7RSSLQJYV SUHYDO|!
well as its particular relevance to this peer tutoring study , hamely because it denotes the
LPSRUWDQFH RI WXWRULQJ LQ pvVLPLODU VRFLDO JURXSLQJVY DQG DOO
Nevertheless , it is acknowledged that what participants in peer tutoring programmes learn

themselves, can differ depending on whether they take on the tutor or tutee role and

therefore this requires a broader discussion of peer tutoring. As a strategy to enhance

learning, and the student experience itself, it seems peer tutoring is common pract ice in HE

(Fitch & Semb, 1993; Keenan, 2014; Micari et al., 2005); yet, it is use d to a much lesser

extentin FE (Topping, 1994 , 2015 ). Most of the peer tutoring research conducted in HE

focuses on academic achievement and wider skills, such as managing in teractions with

peers, employability and taking learning out of the classroom into an alternative domain

(Ford, Thackeray, Barnes & Hendrickx, 2015). Topping (2015) has also written more

recently about developments related to peer tutoring in schools, whic h is paralleled in
XQLYHUVLWLHY DQG FROOHJHV QRWLQJ WKDW pWKHUH LV YLUWXDOO\
cannot be used f(Topping, 2015, p.7). Yet t here are gaps in the literature relating to peer

tutoring in FE, hence it is necessary to take preva lent themes and examine their
WUDQVIHUDELOLW\ WR )( 7KH IDFW WKDW 1RUWK :HVW &ROOHJHYfV 1:&
was carried out with GCSE and A Level students, brings a contextually unique and original

dimension to the study, as no literature, at the time of writing, exists in this specific field.

No research on peer assisted learning programmes for GCSE English resit courses has been

found , though the value of student accounts relating the fairness of assessments has been



acknowledged (Barrance, 201 9). Moreover, there is some (limited) evidence to suggest that
considering student input and accounts hold a degree of value and thus arguably should not

be ignored and may be viewed as a real asset (Barrance, 2019). And yet, there is no
shortage of litera ture about peer tutoring in HE, which shows it is a respected and widely

used strategy (Fitch & Semb, 1993; Keenan, 2014; Micari et al., 2005) used within

education. That said, Arrand (2014) argues the literature does not fully explore the feelings

and per ceptions of the peer tutors and how they navigate the challenges of their role. Gaps

in knowledge and its lack of use in FE point to its infancy within this sector; therefore, this

study has both currency and durability because GCSEs continue to be high on the national
agenda (Gadsby, 2018; Impetus, 2017; Ryan, 2018 ; Tuckett, 2020 ), due to the large
numbers of resit students affected by the resit policy. This area is hitherto under  -researched
and findings from the literature review relating to FE are less t han those relating to schools
and HE. The dearth of literature in FE could stem from the fact that neither Ofsted nor the

DfE are driving forward policy on the use of peer tutoring, so in this re spect it is not
enforced. The Wolf Review (2011) paved the wa Yy for trimming back the FE curriculum and
placing more emphasis on GCSE resits, which has a direct impact due to the fact that FE
colleges are facing increasing pressure to improve outcomes on GCSE resit grades (Jones,
2019) . Peer tutoring is just one mean s available to colleges, which could, in theory, improve
results for GCSE English |, thereby creating opportunities for those who are t rying to improve

their grades, which in turn accrue s cultural capital (Bourdieu, 1986).

Policy context

Taking a review of  policy context as a starting point of this literature review enables the

political context to be explored and grounds the influencing macro structural factors

SHUWLQHQW WR WKLV VWXG\ *&6( PDWKV DQG (QJOLVK UHVLWV LQ )( F
by t eachers and government authorities ( Jones, 2019; The Guardian, 2014; Wilshaw, in

Exley, 2016a), creating a culture of blame, stemming from the resit policies themselves and

those teachers tasked with implementing them. The main reason why there are now mor e

students resitting GCSEs is because of the Raising the Participation Age (RPA) agenda,

which was fully implemented in 2016 (DfE, 2016, 2018c). Students with lower GCSE grades,

who may have traditionally been more likely to leave education, must now stay on unless

they have a job or have taken up an apprenticeship. Even though Functional Skills L2 is now

D uWWHSSLQJ VWRQHYT TXDOLILFDWLRQ (6)$%$ WKH\ PXVW FRQWLQXH
English until they have achieved a minimum level 4. Another fact or influencing the GCSE

resit policy was the  Wolf Review of Vocational Education (2011), as the outcome of this

review means that retaking GCSEs in maths and English is a condition of fu ndingon 16 -19

study programmes ( ESFA, 2019). The resit process is mo nitored by Ofsted, so there is no

VFRSH IRU GLVFUHWLRQ LQ UHODWLRQ WR D VWXGHQWYV ZLVKHYV UHJD!I
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programme, or their assessed capabilities (DfE, 2018a). This might also affect a small

number of young people previously not in education , employment or training (NEETS),

VKRZLQJ WKDW SROLF\ LPSDFWV RQ \RXQJ SHRSOHTV OLYHV "I( E D
Furthermore, some resea  rch questions the value of FE study programmes, including GCSE

resits, and suggests it does not always prepar e them for gainful employment, or further

progression in education ( Ofsted, 2014 b; Impetus, 2016;  Russell, Simmons & Thompson,

2011).

As well as the impact of RPA (Raising the Partici pation Age) and conditions of funding, the

GCSE qualification itself has undergone some significant changes since its inception in 1987.

Replacing GCE (General Certificate of Education) O Levels (Ordinary Level) and CSEs

(Certificate of Secondary Education), the GCSE qualification was intended to be a fairer way

to assess stud ents at 16. The Waddell Report  (1978) highlighted the fact that it was an

administrative challenge for schools to deal with all the exam boards associated with the

two -streamed system of GCE and CSE, but more significantly, the report decided it was

unfar WR FDWHJRULVH VWXGHQWY DW WKH DJH RI RU \HDUV p7KLV V
tends to 'mark off' pupils from one another, with CSE being regarded by many as

necessarily second best despite the fact that a Grade 1 has equivalence to O Level grades i

(Waddell, 1978, p. 3). The spirit of parity and creation of a qualification which encompassed

all ability levels, marked a significant shift in attitude towards creating a fairer and equal

education system, the genesis of which began in the 1960s when th H/DERXU JRYHUQPHQWT'
SROLF\ ZzZDV WR FKDQJH PRVW JUDPPDU VFKRROV WR FRPSUHKHQVLYHYV
2012; Perry, 2014). Thus, policy change is concomitant with social capital and economic

efficiency.

Towards the end of this chapter, a review of li terature relating to case studies conducted in

peer learning (Colvin, 2007) , as well as social learning theory (Vygotsky, 1978) is also

included because these areas have much to contribute to this study , for framing and
context .
Raising the participation age (RPA)

RPA is the starting point for this literature review due to the impact it has on this research
conducted the FE sector: more young people are now required to stay on in education until

the age of 18. Historically, policy regarding the RPA in Eng land has shifted over several
decades (Woodin, McCulloch & Cowan, 2013 b). The raising of the school leaving age
(ROSLA) for compulsory education has been on the government agenda for over a century
(Woodin et al., 2013  b), but it was not until 1972 that it was raised to 16 by the then -

Conservative government. Although the debate surrounding the age to which young people
9



participate in education is multi -faceted and complex, there is a general consensus,

spanning several eras, that if young people stay in ed ucation for longer it creates a more

democratic and equal society, as well as meeting the demands of a changing world ( BBC

News, 2020; Crowther, 1959; DCSF, 2007; Woodin et al., 2013 b). Crowther argued that

one of the main duties of schools was to deliver D uPRUDO HGXFDWLRQY D pWDVN ZKLI
KXUULHG LW LV DOVR QRW RQH RI WKH WKLQJY WKDW FDQ EH ILQLVKH(
EXW KH DOVR FRQVLGHUHG WKH pKXPDQ ULJKWVY &URZWKHU S

linked this to extra years RI VFKRROLQJ DV uD IRUP RI QDWLRQDO FDSLWDO LQY
1959, p. 117). Balancing what is right for the individual alongside what benefits the country

could be deemed as a more difficult task in post -war Britain, because to some families it

was the norm to leave school at 14 years and begin earning money for the household. It

could be posited that the delay in implementing ROSLA was largely due to financial

constraints placed on families who traditionally had more children and worked in the manua I

ODERXU WUDGHV &URZWKHU VWDWHG WKDW pb SRVLWLYH FDVH RI SHU
EH HVYWDEOLVKHG EHIRUH WKHLU RZQ FKLOGUHQ DUH NHSW DW VFKRRO
(Crowther, 1959, p. 118) and this emphasises how only by changing the law would lead to

the desired outcomes.

Ensuring more young people stay on in education is a policy concern for the government,

LUUHVSHFWLYH RI ZKLFK SDUW\ LV LQ SRZHU ,Q WK19: ERentingQPHQW JUH
2SSRUWXQLWLHYV 5DLVLQJ 6WIR2RmLishedMfider Nedv Labour, Estelle Morris

GHVFULEHG WKH QHHG IRU HGXFDWLRQDO UHIRUP DV uXUJHQWY 'I(6
disparity between the value of academic and vocational qualifications, and the fact that only

50% of 15 -16 year olds atth  at time achieved 5 or more GCSEs at grade C or above.

Creating an education system where there is more flexibility was a primary concern, the

main aim being to offer a range of academic and vocational options, with clear progression

routes and increased pa rticipation in HE. When discussing the education system, the paper

VWDWHYV pu:H QHHG WR WUDQVIRUP LW IURP D SRLQW DW ZKLFK \RXQJ S
stay on and those who leave into a point where every young person is committed to

continuingtolea UQY 'I(6 S WKHWHKHRBRSKDVLY RQ pHYHU\ \RXQJ SHL

a clear precursor of further legislation and reform.

From 2013 government policy changed again, so that all young people have to stay in

education until they are 17, and this was r aised to 18 from 2015 (DfE, 2016), which marks

HSURIRXQG KLVWRULFDO DQG VRFMECAIoEKSCpWaNY J201R R, @.L68b). In

WKH SDVW VWXGHQWYV ZKR GLG QRW DFKLHYH pJRRGT *&6( UHVXOWYV FI
altogether, but by law they must now sta y on, as opposed to claiming unemployment

benefits (Paton, 2013). It could be argued that the RPA policy marks a move towards an

10



education system which endeavours to deal with the inherent problems of youth

unemployment, hamely young people not in educatio n, employment or training (NEET),

EHFDXVH DFFRUGLQJ WR JRYHUQPHQW VW IDBWEBTWtemhss bpghYohl&) DOO WKH
downward trend since 2008, and has remained stable at 6.3% between 2016 and 2017, the

lowest level since consistent records began in 1 T I( E S Furthermore, there

is evidence to suggest that by staying on in education, students even from lower starting

points, can improve their grades to gain a level 4/grade C on a one year course (Craggs

Mersinoglu, 2019).

Unusually,th  HUH LV pRVWHQVLEOH SROLWLFDO DRFREB6)fortRRFALQ HW DO
policy, which Woodin et al (2013a) believe is inspired by historical thinking. Hall (1993)

posits that policy changes are the result of societal pressure, which in the case of RPA

comes from the pressure to reduce youth unemployment, as well as upskilling the workforce

to compete within an ever changing and competitive global economy. This is confirmed by

WKH '"HSDUWPHQW IRU &KLOGUHQ 6FKRROV DQG )D Pé¢Raltiipation 6 ) TR
$IJH VXSSRUWLQJ ORFDO DUHDV WR GHOLYHUTY

RPA is also about our aim for a fairer and more equal society. There is overwhelming
evidence of the negative consequences of leaving education or training at the age of
only 16. Such young people ar e disproportionately from poor families and there is a
strong correlation between becoming NEET and engaging in risky behaviours, having
poor health and low income. Outcomes for 16 to 18 year olds in a job without formal
training are only marginally better than for young people NEET. There are also
intergenerational benefits for the children of those who patrticipate in education for
longer. RPA is a historic step to ensure all young people have the same opportunities
and expectations of success. (DCSF, 2009 , p. 3)

7KH OLQN LQ WKLV TXRWH EHWZHHQ uD IDLUHU DQG PRUH HTXDO VRFLFE
in education for longer benefits both individuals and society as a whole, is not a new one.

Woodin et al. (2013 a) make the case for RPA being an extension of ROSLA, a policy

delivered almost 100 years earlier, in the 1918 Education Act (Board of Education, 1918).

Whereas in the past it has been argued that raising the participation age, without providing

high quality education, was a mistake, (Balls, 2007, as cited in Woodin et al., 2013 a), it was

a historical lesson to be learned from when implementing change. Additionally, picking up

WKH SRLQW DERXW pLQWHUJHQHUDWLRQDO EHQHILWVY DOOXGHV WR W
the RPA was raised from 15 to 16 in 1972, children of those parents legally bound to stay in

education had GCSE grades one or two grades higher than those of parents who had been

allowed to leave at 15 in 1971 (Smith, 2013). Professor Paul Gregg and his colleagues from

the University o f Bristol (Dickson, Gregg and Robinson, 2016) conducted the initial research

DQG EURDGO\ FRQFOXGHG WKHUH pLVY D FRQVLVWHQW ILQGLQJ DFURVYV
individuals with higher levels of schooling have children who also attain higher levels of

scho ROLQJYT 'LFNVRQ HW DO S +RZHYHU 'LFNVRQ *UHJJ DQG &

11



acknowledge that there is still a need for further research to identify whether their results

ZHUH GXH WR pbD FDXVDO HIIHFW Rl SDUHQWDO HGXFDWhRQ RQ FKLOG F
LOWHUJHQHUDWLRQDO FRUUHODWLRQ LV SXUHO\ DQ DUWHIDFW Rl VHOl
184). The need for further research into RPA is also echoed by the National Association of

Head Teachers (NAHT) and the National Foundation for Educational Resea rch (NFER), who

emphasise the differences between students drawn to education of their own volition, as

opposed to being pushed towards and education they have not chosen for themselves

(Commons Select Committee, 2014). The Association of Teachers and Lect urers (ATL)

support their union colleagues in highlighting how geographical location and socio -economic

factors can have a major impact on the choices available to young people (Commons Select

Committee, 2014).  Although NWC is situated in a borough where t here are high numbers of

residents qualified to degree level (Ofsted, 2015), and therefore would most likely have a

large number of 16 year olds who would have elected to stay on in education, the RPA

policy became more relevant in 2018 when the college me rged with another which was

classed as inadequate by Ofsted

As discussed above, the RPA policy is clear in its intention to create opportunities for young

people to gain better qualifications a nd access to employment; yet , in trying to address the
NEET problem, it is not wholly accepted by all that staying in education is the right course of

action. Arguably, more damage can be done, unless the education provided is of a high

quality and right for the individual (Russell et al., 2011). Research within the field indicat es
that the NEET category is a flawed construct (Russell et al., 2011) in itself:

NRW RQO\ GRHV LW FRQADWH \RXQJ SHRSOH ZLWK GLIIHUHQW H[SH
a single category, but it also tends to problematise non - participation in a somewhat
PRUDOLVWLF IDVKLRQ DQG LQ RI¢(FLDO GLVFRXUVH DW OHDVW LQ
often based in social and economic inequalities. (Russell et al., 2011, p. 91)

The point that characteristics of diverse individuals are conflated within the same group

detracts from the intention of increased participation in education and training bei ng of

benefit to the individual. This is compounded by the Wolf Review (2011) which found that

many of the courses offered to young people in post -16 education were of low quality and

did not lead to gainful employment or higher level study. Factors thati nclude the potential

for peer tutoring to be implemented in FE , could be deemed as one way to add quality and

value to existing programmes. JXUWKHUPRUH LW LV DFNQRZOHGJHG WKDW HGXF
IDFHW RI DQ LQGLYLGXDOTV EURD G H Bim/fRisLTHWWhpPpIOn & Rass&ll| A0TAF H V

p. 4) and this being the case, there are any number of possible outcomes which education

alone cannot control.  Policymakers aim to address social inequality and lack of social

mobility for NEET young people in policies su ch as RPA and increased participation in
HGXFDWLRQ LV VHHQ DV RQH ZzD\ WR SUHYHQW pHQJDJLQJ LQ ULVN\ EH}
DQG ORZ LQFRPHY '&6) S QHYHUWKHOHVV IDFWRUV VXFK DV JC

12



SULRULWLHY DQG WKH ly®@de\YHe GXdDiOef dvdld&ble@oLtgm could have even

greater significance (Russell et al., 2011).

Historical Context of GCSE

The GCE O Level and CSE were replaced by the GCSE in 1986, with the first examinations

taking place in 1988. This merger had EHHQ UIDYRXUHG E\ WKH SROLWLFDO OHIWT
1) because the GCE and CSE qualifications, first implemented in 1951 and 1965,

respectively (Waddell, 1978), were deemed as socially divisive due to the two -tier

examination system. The feasibility of a single qualification was scoped out in The Waddell

Report (1978), after the Schools Council made its recommendations for a common 16+

H[DPLQDWLRQ VKRUWO\ EHIRUH -DPHV &DOODJKDQTV 5XVNLQ &ROOHJIH
Waddell concluded that it was feasi ble to introduce a new examinations system whereby

there were options for differentiated papers, but students would all have marks awarded

from a single scale (A -G) and certificates bearing the same title (GCSE). In relation

specifically to the English Lan JXDJH TXDOLILFDWLRQ LW ZDV FRQVLGHUHG WKDW
involves the practice of complex skills in listening, speaking, reading and writing in many

GLIITHUHQW DQG KLJKO\ VSHFLILF FRQWH[WVYTY %URRNYV S DQG W
asses sed elements of the new GCSE English Language qualification. It is significant to note

how Waddell also acknowledged the fact more students sat an English language qualification

than any other, as it is required for entry to further educational studies and employment

DOLNH %HDULQJ LQ PLQG WKH DELOLW\ UDQJH ZRXOG EH PH[FHSWLRQTL
the need for a new qualification which could meet the assessment needs of CSE and GCE

students, whilst maintaining the academic standards of the O Lev el, was met with some

controversy. As opposed to the purely academic nature of the O Level, the GCSE was

intended to test practical skills as well as knowledge (Letwin, 2017); however, eminent

politicians such as Rhodes Boyson, a former Conservative Educat ion minister, questioned

WKH ULVH LQ SDVV UDWHYVY DQG RYHUDOO KLJKHU JUDGHV %URRNYV
UHIOHFWHG LQ LQWHUQDWLRQDO FRPSDULVRQVT "I( E 6PLWK {
difficult to conflate the new qualification with the old ones.

Up until reforms to GCSEs in 2010 the English qualification remained relatively static, with
modularised units equating to 40% coursework, 20% speaking and listening and 40%

exams (QCA, 2006 a). The main reason that independent coursewor k was replaced by
controlled assessment, was because of the rise in the number of people using the internet

to get coursework model answers (BBC News, 2006 ; Crisp & Green, 2013:  QCA, 2006b ).
The controlled assessment method was introduced so that teachers could ensure plagiarism

GLG QRW WDNH SODFH DQG WKHUH ZDV D PRUH pIDLU DQG UREXVWY %¢
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process. It was not long until further reforms took place and first teaching of GCSEs in their
current format began in 2015. Ofqual stated that:

The proposed primary purposes of the reformed GCSEs will be to provide evidence of

VWXGHQWVYT DFKLHYHPHQWY DJDLQVW GHPDQGLQJ DQG IXOILOOLQ
foundation for further academic and vocational study and for employment. The

reformed GCSEs shoul d also provide a basis for schools to be held accountable for

the performance of all of their students. (Ofqual, 2013)

7KH VWDWHPHQW LV VLIJQLILFDQW EHFDXVH QRW RQO\ GRHV LW FODULI
aims for young people, but it also acts a w arning that schools will now be more

UDFFRXQWDEOHY IRU WKHLU UHVXOWY 7KLY DOOXGHV WR WKH IDFW WHEK
KDG VXFFXPEHG WR pSHUYHUVH LQFHQWLYHV« VHHNLQJ H[DPLQDWLRQV
VWXGHQWY PD\ DFKLHYH KDOfH,RELRb, pUL &tHas$uch, there is now only one

awarding organisation for the core academic subjects.

The new GCSE English is composed of 100% external examination and graded 1 -9 (9 being

the highest) (DfE, 2013). Grades 4 and 5 are equivalent to th e old GCSE grade C, with

grade 4 classified as a standard pass and 5 as a strong pass (Long, 2017). The

qualifications are now linear, through exams being sat in Y11, at the end of a two year

course. All tiered papers have now been removed, other than in G CSE maths and science,

and for courses other than English and maths, exams are sat once a year in the summer.

JXUWKHU FRQWURYHUV\ VXUURXQGYVY WKH QHZ *&6(V EHFDXVH p7KH\ FRC
difficulty that we have not seen since the abolition of O-OHYHOV LQ T /THQRQ FLWHG L
2017) and are exam based, as opposed to coursework (CIFE, 2019); therefore, the

qualifications now sat by students in the UK at 16 are more like the old O Levels. There is

evidence to show that educational policy h  as come full circle and ~ GCSEs now resemble the

old GCE O Level structure, which was one of the primary goals of Michael Gove when he

announced the changes (BBC News, 2012).

GCSE Policy Context
Since the Coalition government passed legislation to raise th e participation age to 19 (DfE,
2012a), this has compounded and increased the focus on GCSE maths and English, initially
highlighted in the  Wolf Review (2011). More young people are now required to continue
their education and therefore more young people a re required to resit their GCSEs, if they
have not achieved the national benchmark of a C or above (now grade 4/5). Due to the fact
the continued study of maths and English for these students is a condition of funding (EFA,
LW PHDQV WKDWQM QYW LR\SHVUIDRVLRQDOO\N ERXQG WR WKHVH UHIRUI
SHDUW S %HLQJ pPRSHUDWLRQDOO\ ERXQGY KDV DQ LPSDFW LC

timetabling and the curriculum offer itself. With the number of entries for GCSE English
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resits having risen by a third in 2016 (Belgutay, 2016), FE colleges need to provide a
curriculum which offers students something different than school, because it is argued these
young people often arrive in post -compulsory education and training feeling demotivated
and rel uctant to engage with English again (Raikes & Longman, 2017; White, 2017). This
points towards a deficit model of education because the GCSE resit policy is trying to fix a

deficit in the individual who does not have the desired GCSE grade.

When the imple mentation of a new policy has such a wide ranging effect on curriculum
delivery in the FE sector, it useful to unpack the consequences of implementing a deficit
model. A deficit model of education can be defined as:

A perspective which attributes failures such as lack of achievement, learning, or
success in gaining employment to a personal lack of effort or deficiency in the
individual, rather than to failures or limitations of the education and training system

or to prevalent socio  axonomic trends. (Oxford Reference, 2018)

7KH XVH RI YRFDEXODU\ VXFK DV pIDLOXUHVY pODFN RI HITRUWYT DQG
D uGLVFRXUVH RI IUDJLOLW\T $WNLQV S ZKHUHE\ OHDUQHUYV DI
stigmatised. Smit (2010, p. 2) argues that this, in t urn, strengthens stereotypes, in the

PLQGV RI pHGXFDWRUV SROLF\PDNHUV DQG VWXGHQWY WKHPVHOYHV 1
portrayed as recalcitrant teenagers (Institute for Fiscal Studies, 2018) , as well as victims of

an ineffective system, in equal m easure, leading to a dominant cycle of blame within the

education sector (The Guardian, 2014) . Consequently, it could be posited that the deficit

model applies not only to the individual, but also to the education system itself.

Given the dearth of academ ic literature in this area, it has been both necessary and useful

to provide contextual information by using newspaper sources; this also highlights the

prevalence of press and public interest. As from 2015, the requirement that students with a

gradeDmus W NHHS RQ UHWDNLQJ *&6( (QJOLVK KDV EHHQ DWWULEXWHG W
performance in the OECD league tables (The Guardian, 2014): it is intended as a way to

ensure the UK can compete on the world economic stage. Writing a blog for The Guardian

The Secret College Tutor said:

At times, of course there is poor teaching. But we have to recognise the huge

challenge tutors face. Expecting a teacher to achieve something in 36 weeks that

countless people have failed to do for the past 11 years is simply unrealisti c. (The
Guardian, 2014)

This raises to the forefront the issue of resits being sat in a 36 week academic year, as well
DV WKH I[UXVWUDWLRQ RI SLFNLQJ XS D pSUREOHPY ZKLFK KDV FRQFHLY
nevertheless, it also focuses on the difficul ties of the teachers and not the students. It
VRXQGY DOPRVW SHWXODQW DQG FRQWUDGLFWRU\ LQ WKDW RQ WKH R
attempt to absolve resit teachers of any blame for poor performance, yet on the other it
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LQIHUV WKDW WKRVHRERXQWEBRWEWW KDYH IDLOHGY SUHYLRXVO\ DUH VXU
Although it is possible to view the argument as valid, if taken purely as one of timescale,

WKH LQIHUHQFH KHUH LV WKDW WHDFKLQJ ZLWKLQ WKH VFKRRO VHFWR
blame prevails. There is a focus on product, not process, and this displays an antagonistic

stance towards policy. And yet, on balance, when considering the hurdles faced by FE

teachers on GCSE resit courses, the reality of the situation is often quite emotive. In their

UROH DV pSURIHVVLRQDOV WKH\ ZDQW WR PRWLYDWH DQG JHW WKH EH
PDQ\ WKHLU EHVW ZLOO QRW JHW WKHP D & JUDGHY OF*UHJRU

The other side of the argument is that educational establishments should be made

accountab OH VLQFH WD[SD\HUVY PRQH\ IXQGY HGXFDWLRQ DQG RQH zD\ RI
Ofsted, which monitors the quality of education. Ofsted continues to review how maths and

English are taught and the 2016 Annual Report raised concerns about whether the current

resit policy is the best way to support young people in FE. Sir Michael Wilshaw (Head of

Ofsted 2012 - EHOLHYHV p,W UHPDLQV XQFOHDU ZKHWKHU WKH *&6( TXD(
way of ensuring that students have the English and mathematical skills neede d for their

LOQWHQGHG FDUHHUY :LOVKDZ LQ ([OH\ E 7KLV LV D WDFLW FKDOO
EXW PRUH GDPQLQJO\ KH VDLG u:H F D &hids dR/oRrQstersiwhb QGave\Nid R

failed their GCSEs, got a D grade, continue to fail two years later. That's not acceptable...

H FDQ W OHW )( RIl WKH KRRN DFWXDOO\ RQ WKLV RQHY :LOVKDZ LQ
sentiments here take on a colloquial tone, almost bordering on the paternal, with the use of

WKH ZRUG pP\RXQJIJVWHUYV Y Weaen®Hegifiigliied GWIER in/@&. In doing this, it

FRXOG EH DUJXHG KH LV OLQLQJ XS KLV UHDVRQLQJ IRU QRW OHWWLQJ
Secret College Tutor, there is more focus on the students than the teachers/GCSE process

itself. Nonetheles s, as with the quote from The Secret College Tutor in The Guardian , there

is contradiction in what Wilshaw has said: if there is a lack of clarity as to whether retaking

the GCSE in FE is the right decision for those students who failed their GCSE in schoo I, then

seeking to blame the FE sector could be counterproductive. Looking semantically at

:LOVKDZYV FKRLFH RI WKH ZRUG pIDLOYT LV DOVR VLIJQLILFDQW EHFDXVF
not achieved a grade D/level 4 have not failed, but they have not achie ved the standard

JUDGH XVHG WR PHDVXUH SHUIRUPDQFH DQG VXFFHVV $GGLWLRQDOO\

is also significant because working on the assumption he is speaking on behalf of Ofsted

here, he is enforcing a government policy, despite the fact O fsted is meant to be

MLQGHSHQGHQW DQG LPSDUWLDOY 2IVWHG ,ZUUHVSHFWLYH RI ZKR
context is such that FE colleges, like NWC, are looking for ways to enhance their GCSE

English curriculum offer, not only to meet the targets set by the government, but to

LQFUHDVH PRWLYDWLRQ E\ RITHULQJ KLJKHU OHYHOV RI VXSSRUW pLQ
FDUHG IRU DQG LPSRUWDQWY 'LHWULFK 'LFNH .U bisd notedRtbafE N S
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offering GCSE resits opens up pathways fo  r students to increase their chances of accessing

further employment and education opportunities (Craggs Mersinoglu, 2019  ; Higton et al.,

2017). Yet, as a note of caution, Topping (1994), who has researched extensively on peer

learning, believes organisati RQV VKRXOG FDUHIXOO\ FRQVLGHU ZKHWKHU WKH\ D
UHPHG\ D GHILFLW RU DGG YDOXHY 7RSSLQJ S DQG HFKRHV :LC
that if they are trying to remedy a deficit, it should not be due to inadequacies with the

teaching staff, or  because of a lack of resources. Linking back to the research study at NWC,

it is important to emphasise that although the peer tutoring programme was intended to

increase GCSE resit grades, that was not the sole purpose. There is no suggestion of poor

teaching quality atNWC and Icontend that WKH uG Koméslfrdh{{GCSE policy and the

ways in which this impacts on colleges and students.

An important point, worthy of discussion, is whether peer tutoring is a temporary solution to

a problem created by GC  SE resit policy , or whether it is a proactive education tool. If peer

WXWRULQJ LV WDNHQ DV VHUYLQJ WKH SXUSRVH RI VHHNLQJ WR puDGG °
H[SHULHQFH IRU ERWK WXWRU DQG WXWHHY 7RSSLQJ S LW VH
educational pur pose and could be deemed progressive in its ability to develop wider skills,

such as organisation, communication and developing confidence (Ford et al., 2015; Giles,

=DFKDURSRXORX &RQGHOO <HW SHHU WXWRULQJ puDV D PHDQV I
poVVLEO\ I[IUHH VXUURJDWH RU SURIHVVLRQDO WHDFKHUVY 7RSSLQJ
undermines its inherent values. Judgements regarding the purpose of peer tutoring would

therefore depend on how and why any educational organisation chooses to implement it; to

utilise it in any way other than how the likes of Topping intended may actually create more

problems than solutions (Ward, 2015). Ullah, Tabassum & Kaleem (2018, p. 2), although in

VXSSRUW RI SHHU WXWRULQJ SRLQW RXW uSHH Ughyxstwdued@ntl SURJUDPYV
SODQQHG DQG VKRXOG EH FRQGXFWHG XQGHU VWULFW VXSHUYLVLRQ D
meaning there is still a need for qualified teachers to monitor and control them. Teachers

working on GCSE resit programmes, who are already str etched, could therefore see the

addition of peer tutoring programmes as another responsibility, which adds to their

workload.
The peer tutoring study at NWC is one measure put in place for 2017, as a result of the
GCSE policy context, but there is also an emphasis on adding value. There is a difference

EHWZHHQ DGGLQJ YDOXH WR WKH VWXGHQWVYT HGXFDWLRQDO H[SHULHC
value added as a measurement of school effectiveness; nonetheless, the assumption that

there will be gains for both the tutors and the tutees does mean that any kind of

intervention in teaching and learning is open to scrutiny. Within the education sector as a

whole, value added is seen as a means of school performance evaluation and can be defined
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DV p9 Dadded measure s are those that attempt to indicate the educational value that the

school adds over and above that which could be predicted given the backgrounds and prior

DWWDLQPHQWY RI WKH VWXGHQWYV ZLWKLQ WKH VFKRROY 'RZQHV DQG
National C ollege for Teaching & Leadership, n.d). There has been a lot of debate

surrounding this area, not least because of the potential impact on individual teachers or

schools (Education Reform, 2013). In her critical review of value added, Saunders posited

its LQFHSWLRQ DV D SROLF\ LQ ZDV pLQWHJUDOO\ OLQNHG ZLWK WKH
HGXFDWLRQD QSauxdem,L Y999, p. 1) ; therefore, not only are the educational gains

measured for individuals, but there is also an explicit focus on how and why those gains did

or did not happen. There is potential wider impact for 16 -19 providers who might decide to

offer peer tutoring for GCSE English resit students because performance in English and

maths is closely monitored. From 2018 the DfE will supplement headli ne progress measures

ZLWK DGGLWLRQDO GDWD pVKRZLQJ WKH SURSRUWLRQ RI VWXGHQWYV L
DQG RU PDWKV PHDVXUHY ZKR HQWHUHG DQ DSSURYHG TXDOLILFDWLRC
and Luca (2002, p. 1) make a perceptive point about the expectations placed on educational
RUJDQLVDWLRQV DQG KRZ WKHVH FDQ EH UHPHGLHG E\ SHHU WXWRULQ
tertiary institutions are often chided for not providing a real world experience for students,

yet they can provide a perfectly UHDOLVWLF HQYLURQPHQW IRU VWXGHQWYV WR W
peer tutoring as a teaching and learning strategy, above and beyond the academic level,

can be viewed as one means of broadening an educational offer.

Peer tutoring

Although the main definition o f peer tutoring, used for the purpose of this research is:

MSHRSOH IURP VLPLODU VRFLDO JURXSLQJV ZKR DUH QRW SURIHVVLRQL
WR OHDUQ DQG OHDUQLQJ WKHPVHOYHV E\ WHDFKeQtathringRBEL QJ S
multi -faceted pr actice, which KDV EHHQ XVMHEDWNRIU 7RSSLQJ rSportedly

even as far back as ancient Greece (Topping, 1996). For me, this definition allows for the

moral and educational imperative of fostering mutual benefit for both the tutor and the

tutee, namely because it emphasises learning for both parties. Additionally, when applied to

the research at NWC, there is scope to interpret learning in more than one way. By

teaching, the A Level peer tutors have the potential to learn how to interact wit h people

from similar social groupings, who they would not normally mix with. Similarly, this also

applies to the GCSE resit students, but it is hoped they would also gain subject knowledge

too. Icontendthatt hereis something ostensibly logical about p eople of similar social

backgrounds and settings working together to create a means of collegial learning . It can be

defined in a number of ways, which have related meanings; for example, the definition

above from Topping (1996) focuses on the notion of mu tuality, whereas others link more

SUHFLVHO\ WR LWV SXUSRVH RI EHLQJ pD SHGDJRJLFDO WRRO WR SURP
18



+DYQHYV S %XLOGLQJ XSRQ WKLV SHHU WXWRULQJ FDQ DOVR
instrumental strategy in which advanced studen ts, or those in later years, take on a limited
LOQVWUXFWLRQDO UROHY %RXG HW DO S DOOXGLQJ WR D SURF
SXUSRVH DQG GHVLJQ 7KLV GHILQLWLRQ DOVR JLYHV D UHPLQGHU ZLV
LOQVWUXFWLRQDO WWRQRW MWXKWODMQGWG WR UHSODFH D WHDFKHUfV LQSXW
curriculum delivery ; it can be linked to the concept of functional friendships, due to the

acknowledgement of the limited role and the way it is instrumental in nature, meaning that

the rela tionship does not need to last once its purpose has been fulfilled . A more basic

GHILQLWLRQ RI SHHU WXWRULQJ FRPHYV IURP &ODUHQFH S uD |
DVVLVWDQFH RU GHYHORSPHQW 1 WV VXFFLQFWQHVV RXIEKMEr RW WR E

is still a terse emphasis on academic development, which aligns with that of Havnes (2008).

,Q FRPSDULVRQ ZLWK %RXG HW DO 7\PPV HW DO GHVFULEH
specific form of peer learning. It generally involves one student t eaching another where

SDLUV DUH W\A\SLFDOO\ RI GLIIHULQJ DFDGHPLF VWDQGLQJ DQG VRPHWL
DO S 6LPLODUO\ &ROYLQ VDLG WKDW pSHHU WXWRULQJ
same societal group or social standing educating on e another when one peer has more

H[SHUWLVH RU NQRZOHGJHY &ROYLQ S EXW WKHUH LV DQ HPES

QDWXUH RI SHHU OHDUQLQJ HYHQ WKRXJK WKDW PLJKW EH PRUH ZLWK
IRU WKH WXWRUV WKHPVHOY HM§). &Bahythihas connegtions to the concept

of functional friendships and aligns with the moral and educational imperatives of the study

DwW 1:& EHFDXVH WKHUH LV URRP IRU LQWHUSUHWDWLRQ DURXQG ZKDW
might be. For example , it could relate to expertise in social situations, instead of just

academic content.  And so, multiple definitions emphasise the dyadic nature of peer tutoring

and encompass themes of reciprocity, curriculum enhancement and academic development,

with an e mphasis on structured but less formal learning. Language used to define peer

learning has positive connotations, but it also takes on a functionalist perspective

(Durkheim, 1964) in that there is an inter -reliance between tutor and tutee, as well as a

depe ndency on the structures within the educational establishment, whether it be HE or FE.

:KHQ %RXG HW DO XVH WKH DGMHFWLYH pLQVWUXPHQWDOY WKHU
LV QRW LQFLGHQWDO DQG KDV D VSHFLILF SXUSRVikfee@&a WLRQDOO\ +
MSHGDJRJLFDOY DQFKRUVY SHHU WXWRULQJ LQ D ILHOG ZKLFK EULQJV Z
goals about the roles of tutors and tutees. Taking a broader look at these definitions, it is

argued that peer tutoring triangulates more didactic for ms of education in that it creates an

interface between the two areas of formal class teaching and students revising

independently. This being the case, there is scope to justify its place and purpose in an FE

FROQWH[W ZKHUH WKH *&6( UHV L¥and%bIBrkc@uiter§ esidtis-oiv &nl

institutional and at policy level. It has already been noted that the definition used for this
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researchiss:. PSHRSOH IURP VLPLODU VRFLDO JURXSLQJYV ZKR DUH QRW SURI
each other to learn and learning WKHPVHOYHV E\ \Wéppimgkl1oQ6) . 322) and it is

posited that thisis  deliberately vague enough to encompass all forms of learning, whether

they be in the cognitive and/or affective domain (Bloom, 1965). This takes into account the

fact that alth ough the initial intention of this research is to help GCSE students gain further

curriculum knowledge, there is also a strong emphasis on gains for the A Level students,

though these are not necessarily of an academic nature. Therefore, the main reason wh y

Topping (1996) has been adopted for the purposes of this research is because in his

definition, learningisi ndeterminate and can therefore be social and/or academic

Peer tutoring cannot be as simple as putting students together and hoping that high qu ality

learning will automatically happen. Although Whitman states there are up to five different

WASHV RI SHHU WXWRULQJ WKH WZR RBYWUFRPRKRQHBDAI H: KQWP D Q

p. 5). Near -peers are usually students of a similar age, but the tuto rs are most likely to be a

year or two ahead of the tutees and have demonstrated recent success on the course in

TXHVWLRQ :KLWPDQ ,Q +( WKLV LV DOVR NQRZQ DV pKRUL]JRQWDO
VDPH \HDU JURXS DQG PYHUWLFDO Sudets sMpy@tSiRtysur§) aRdds@iset) V

on undergraduate degree programmes (Black & Mackenzie, 2008, p. 3). The roles are

clearly defined and although the peer tutor will achieve a level of success, possibly more in

development of interpersonal skills, th e main emphasis is on the tutee. Co -peers are at the

same level and the students change roles of teacher and learner throughout their

interactions, with an equal emphasis on what is intended to be learned from each other

(Fitch & Semb, 1993). Another way i n which Topping defines peer learning  , is by building

upon his 1996 definition, emphasising MWKH DFTXLVLWLRQ RI NQRZOHGJH DQG VNLC
KHOS DQG VXSSRUW DPRQJ VWDWXV HTXDOV RU PDWFKHG FRPSDQLRQV
which is synonymous with  near and co -peertutoring. 7KH DGGLWLRQ RI pWKURXJK DFWL
D QG VXS Slggesistthis should not be a didactic or patronizing relationship and this is

IXUWKHU UHLQIRUFHG E\ ZRUGV VXFK DV puHHRw@ryifciniQ e asrfird® SDQLRQV
that th e status of anyone taking on the peer tutor role bears a higher status tha n the tutee,

LI RQO\ GXH WR WKH IDFW WKH\ KDYH EHHQ LGHQWLILHG DV DQ pH[SHU\

of the necessary skills to help others. Duran (2010) has written about same -age and cross -

age tutoring and these are the same as near and co -peer tutoring in all but name. Cross -

DJH WXWRULQJ LV GHHPHG WR EH PRUH SRSXODU LQ pWKDW LW PRUH F
conception associated with the tutor taking the place of a WHDFKHUYT 'XUDQ S DQ

the fact that the peer tutor is seen to replace the teacher would in itself bring into question
FODLPV DERXW pVW([Doppky, 205Xy T . 7KH pQISBBHBUY PHWKRG ILWYVY ZHOO :

Level students tutoring GCSE Eng lish resit students at NWC because the students are most
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likely to be one year apart in age, as well as recently having achieved success in their

GCSEs.
The two most prominent ways to organise peer learning in HE, are schemes such as the
Peer Assisted Le arning programme (known as PAL/PALS in the UK) and Peer -assisted Study

Sessions (PASS) (Keenan, 2014). The PAL/PASS programmes use 2nd or 3rd year university

students as peer leaders to tutor small groups of students (in the same subject area) on

year one of their undergraduate course, the idea being not only do they understand the

course content, but they have also lived through and survived the transition to university,

so there is a great deal of empathy, as well as subject specific knowledge (Keenan, 20 14, p.

15). There is as much emphasis on the academic benefits for the PAL/PASS leaders as there

LV IRUWKH SDUWLFLSDQWY EHFDXVH WKH\ DUH pIDFLOLWDWRUV RI OH
LQIRUPDWLRQ EHIRUH H[SODLQLQJ LW WR VW X6whQmlerstadgsfiLQJ WR VRO

LWY OLFDUL HW DO S , QWHJUDO WR WKH VWUXFWXUH RI WKHYV
collaboration and working in groups where there are one or two peer -leaders to each group
(Keenan, 2014, p. 12). Looking more closely at T RSSLQJTV SHHU WXWRULQJ VWXGLHV

aligns with NWC because the A Level students have already demonstrated their ability to
VXFFHHG LQ *&6( (QJOLVK WKH\ DUH pPRUH DEOH VWXGHQWY KHOSLQJ
co-RSHUDWLYH ZRUNL QpIng D98 p.8B227.R S However, it is important to note that

this is only viewed in terms of GCSE English success and not in relation to social or

academic ability in general. %HLQJ pPRUHY RU pOHVYV DEOHY LV VXEMHFWLYH XQ
the A Level st udents having recently passed their GCSE English, with a grade B/L6 or

above. /LNH .HHQDQ 7TRSSLQJ DOVR GLVFXVVHV WKH IDFW WKDW WK
IURP WKH WXWRULQJ SURFHVV WR WKH WXWRUY 7RSSLQJ S D C

to evaluate this within the interviews in the pilot peer tutoring study at NWC. The terms
MFROODERUDWLRQY DQG PFRRSHUDWLRQY DUH GLVFXVVHG IUHTXHQWO\
WXWRULQJ DQG RIWHQ WKH WHUPV DUH XVHG HLQWHUFEKRQJIJHDEO\Y %R
collaboration is largely used to describe group work related to projects such as PAL/PASS

ZKLFK FDQ UXQ RXWVLGH WKH FODVVURRP XVXDOO\LQ +( ZKHQ pVWXC
WRIJHWKHUY )J)UHGULFN S 7KLV OHQ Gtvictivistdpp@acW R D VRFLDO F
(Vygotsky, 1978) where the process of working together is almost as important as the end

WDVN $Vv D VXEWOH FRQWUDVW upFRRSHUDWLRQY FDQ EH VHHQ DV EHL
of supplementary instruction by a peer, as opposed t 0 a tutor, and this peer interaction is

deemed as being more successful (Topping, 1992).

Peer Tutoring Programmes in Higher Education
The literature review of peer tutoring examines programmes/research carried out in HE and
covers a wide range of themes, from how to organise peer learning programmes (Topping,
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1994, 1996) to the behavioural, cognitive and sociocognitive theories that underpin them
(Fitch & Semb, 1993). It was adopted by the British HE system in the 1990s (Green, 2011).
Peer tutoring sits  well within the domain of HE because there is a likelihood of participants
possessing the skills needed, both academically and interpersonally; whereas, the potential
for such schemes in FE could have been overlooked due to a perceived lack of maturity

and /or lack of possession of the necessary skills needed for peer tutoring in students under
the age of 18. There is an implicit requirement for peer tutors to be good role models in an
academic and personal sense, having good knowledge about their subject sp ecialism, but
also in the ways they convey this to others. In the University Admissions Officer Report
2017, commissioned by ACS International Schools, Andreas Schleicher, Director of
Education and Skills at the OECD, is quoted as saying:

The world no long er rewards people for what they know + Google knows everything
+ but for what they can do with what they know. Global education today needs to be

much more about ways of thinking, involving creativity, critical thinking, problem

solving and decision -making ; about ways of working, including communication and
collaboration. ( Schleicher cited in  ACS, 2017, p. 11)

Many aspects of what Schleicher has said are wholly relevant to education at every level,
but it is significant that global education has been linke G WR UuFRPPXQLFDWLRQ DQG
FROODERUDWLRQY DQG WKHVH DUH NH\ VNLOOV UHTXLUHG IRU SHHU W
several ways in which these skills could be met at university through seminars and tutorials,
but they are especially pertinent to peer tutorin g, in that they go hand in hand with
possessing emotional intelligence, which often cannot be taught explicitly (Giles et al.,

<HV p*RRJOH NQRZV HYHU\WKLQJT EXW WKH YDOXH RI WKLV LV YH
context and with a specific purpose . In our contemporary society knowledge in its most
basic form does not have as much power as it used to and it is tacitly understood within
education that new ways of learning are required (Wheeler, 2019) . Furthermore, Andrews

and Clark (2011, p. 8) were commissioned by the  Higher Education Academy  (HEA) and

Higher Education Finding Council for England (HEFCE) to look at how peer tutoring enhances

VWXGHQW VXFFHVV WKH\ K\SRWKHVLVH WKDW pSHHU VXSSRUW LPSDFW
experiences by engenderin g a greater sense of belonging both socially and aca demically 1

(Andrews & Clark, 2011, p. 8). The interest surrounding peer learning in HE is exemplified

LQ WKH IDFW WKDW D VHDUFK RI WKH +($ ZHEVLWH XVLQJ WKH WHUP uS
of93r HVYXOWV DQG \HW WKH VDPH SKUDVH EURXJKW XS QR UHVXOWYVY RQ
website, highlighting there is a clear disparity between what is being researched and

reported in both of these sectors.

While it has been posited above that HE students study in an environment  , and with peers
which is conducive to peer learning, there are fundamental barriers in FE. Students in FE,
who are now engaged in 16  -19 study programmes , are less likely to receive high quality
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teaching in maths and English, nor a re they likely to be well prepared for the world of
employment (  Loader, 2018; Ofsted, 2014 a). Additionally, these students, who could be
potential tutors and tutees, are from Generation Z who have higher rates of reported

mental health problems than previo us generations, as well as low sel f-esteem (Barr, 2016).
This may be compounded by feelings of social isolation and pressures from parents and

teachers. Ironically, a report from the World Health Organization (2016, p. 37) found that

M3HHU VXSSR U Woteciv® irEtie face of stressors and has a direct positive association
withwell -EHLQJY WKHUHIRUH WKH LQFOXVLRQ RI SH#HdudVVLVWHG OHDUQ
programmes could in fact counteract some of the social issues encountered in FE. Although

it could be argued the reasons above are merely conjecture, in the absence of literature to

support or contradict them, the hypothesis in this study that peer tutoring is not

commonplace in FE because students are perceived as lacking the appropriate skills, stands

as a logical starting point and problematises peer tutoring in FE. This is borne out by studies
such as Berghmans etal. , (2013) which looked at approaches to peer tutoring and the skills
needed by the peer tutors themselves. By categorising the peer tuto rs into questioners,

informers or motivational organisers, they were able to identify the ways in which the peer

tutors not only used their own interpersonal skills but also the ways in which they scaffolded

the learning during the sessions. What is also i nteresting about this study, is the way in

ZKLFK LW DGGUHVVHY TXHVWLRQV DERXW pZKHWKHU XQVNLOOHG SHHU
high - quality strategies that constitute  HIIHFWLYH LQWHUDFWL&RQ.1208HUIKPDQYV

704) , thus there is an emphasis on prior experience and training.

Peer tutoring in t he school sector
Due to the dearth of literature on peer tutoring in FE, it is useful to examine what has been
written about it in the school sector. Bearing in mind this literature review has alread y

discussed how peer tutoring operates in HE, this section offers an insight into another

sector, making it possible to review relatable content on either side of FE. In schools peer
learning was mostly achieved by group work, which was advocated by The Plowden Report
(1967) as a way of making use of teacher time in primary schools more cost - effective,

because class sizes were often above the recommended number of 30. Topping (1992)

picks up on the theme of cost - effectivene ss of peer tuition in schools, citing studies by
5XVVHOO DQG )RUG DQG 7L]DUG 6FKRILHOG DQG +HZLVRQ WR
learning methods (usually one -to-one peer tutoring) had greater effects than supplementary

LOQVWUXFWLRQ E\ D UHVRXUFH WHDFKH U(Togpify, YPD @ 062).URX8 VHWWLQJY
factor here is that the ratio of learners to teacher/tutor shows the smaller the ratio the more

effective this is, even to the extent that a peer can provide better support than a qualified

teacher, if this is 1:1, as oppo sed to in a small group. Therefore, using the skills of existing

students, instead of buying in more adult support is both cost -effective and  potentially
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shows better results overall. Topping (1992) also posits that the introduction of GCSEs in

the 1980s i mpacted on group work and peer learning because there was more emphasis on

continuous assessment and coursework than exams. How these groups function is of

interest in that merely putting students into groups will have no impact unless there is some

HLSRYVYW LOWHUGHSHQGHQFHY 7RSSLQJ S DQG VWUXFWXUH WR

clear objective to set cooperative learning goals.

Literature also exists to show evidence that peer tutoring in the school sector has been in

practice since the 18 th centur y (TES, 2018). Thurston (2013) precisely traces its use as far

EDFN DV MXVW RYHU \HDUV DJR WR %HOO DQG /DQFDVWHU VWDWLQ.
students were learning this way. Peer tutoring then caught on in quite a few parts of the

ZRUOGY 7KX0IMNW.BRThe TES definition of peer tutoring is similar to that of HE,

H[FHSW WKDW WKH\ UHIHU WR FKLOGUHQ LQVWHDG RI VWXGHQWYVY OHDU
helping other children to learn. Sometimes older children help younger children, while o ther

WLPHVY PRUH DEOH FKLOGUHQ FDQ KHOS OHVV DEOH FKLOGUHQ RI WKH
ZLWK 7RSSLQJTV GHILQLWLRQ RI pPRUH DEOH VWXGHQWY KHOSLQJ OHV
RSHUDWLYH ZRUNLQJ SDLUVY 7RSSLQJ S guage hefd BithelgRLFH R1 ODQ
similar in concept to HE, highlights a stark contrast in that the tutors and tutees are

GHVFULEHG DV EHLQJ pPRUHY DQG pOHVYVY DEOHY ZKLFK EspEcaly KDYH QI
when labelling children from an early age, thus leadi ng to the self -fulfilling prophecy, or

Pygmalion effect (Rosenthal & Jacobsen, 1968), whereby perceptions teachers have of

students can affect their performance, long term (Thompson, 2014, p. 461) . Whereas HE

SHHU WXWRULQJ IRFXVHV RQ SWBHWRXWRUQHDDVURKQIDEFLODLOLFDUL HW DO

in schools there is likely to be a more open acknowledgement of different academic abilities.

Some peer tutoring programmes in schools, both primary and secondary, focus on core
subjects such as English an  d maths (Baiduri, 2017; Duran, 2010; Shamir, Tzuriel & Rozen,

TKXUVWRQ 7TKXUVWRQ S JRHV DV IDU DV VWDWLQJ WKLELC
RQH RI WKH PRVW HIIHFWLYH ZD\V RI XVLQJ VFKRRO WLPHY WKLV LV EF
for both tutors and tutees in relation not only to the subject studied, but also improved
FRQILGHQFH DQG EHWWHU UHODWLRQVKLSY LQ WKH FODVVURRP -RXEH
(Joubert, 1899, p.277), so taking this as being true, the gains for the peer tu tors, as well as
the tutees can be clearly seen . Tymms et al. (2011) focus on the fact that government
attempts to raise standards with the national literacy and numeracy strategies had little or
QR HIIHFW RQ VWXGHQWVY DWWDLQPHQ WséoQenWKpesf tutdfigiMIBEEWY DQG FF
as one means to remedy this deficit. Moreover, Thurston (2013) points out that the peer
tutor does not need to know all the answers themselves because in the role of a mediator,

helping the tutees to work the answer out for themselves is part of the process.
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Social learning theory and peer tutoring

Social learning theory is the theory most used in peer tutoring research (Clarkson & Luca,

2002; Coelho et al., 2014; David, 2015; Fitch & Semb, 1993; Havnes et al., 2016; Hodgs on

et al., 2015), therefore the peer tutoring research at NWC contributes to new knowledge

EHFDXVH LQVWHDG RI IROORZLQJ WKH XVXDO WKHRUHWLFDO VWDQGSRI
HWKLQNLQJ WRROVY %RXUGLHX S 1R Q o WiKk-hbodt\atialLW LV LPSRL
OHDUQLQJ WKHRU\fVY LPSDFW RQ SHHU OHDUQLQJ EHFDXVH WKHUH LV P
before. It combines aspects of cognitive learning theory with behavioural learning theory

and posits that learning happens as a result of envi ronmental stimuli, created by others

(Vygotsky, 1978). In short, people learn from one another: observation and subsequent

modelling of behaviour is a measure of what has been learnt (Coelho et al., 2014; David,

2015). When conducting a review of social le arning theory, it is possible to see why it has

been so prominent in educational and psychological contexts. In relation to this research,

and specifically from the educational perspective, interest focuses on the pedagogical

aspects of peer learning, asw  ell as potential wider gains for individuals involved. Ina

psychological context, there are opportunities to link dominant political agendas with

practical factors suchascost -HIIHFWLYHQHVY DV ZHOO DV JRDO VHHNLQJ PRWL
(Shute, 1992 , p. 159). It is fascinating to consider the ideological implications of what

appears to be a dichotomy between the notion of peer learning as cost - effective, self -

serving and functionalist against something based around more altruistic motives, where

gain s for individuals (or self ~ -actualisation) are secondary to those gained by wider society.

The notion that producing an education workforce of student peers, able to collaborate with

others to achieve wider goals, aligns with more contemporary attitudes to education, where

communication and collaboration are valued over knowledge itself (Schleicher, cited in ACS,

2017).

One main limitation of social learning theory, and the reason it has not been applied to the

peer tutoring project at NWC, is it reliance o n the behavioural approach. Yes, it is true that

the A Level peer tutors were deemed to be good role models, due to their scholastic habitus

(English & Bolton, 2016), but at no point within the study has there been a use of reward

and punishment (Bandura, 1977). As a result of this, t here are several theorists, although

influential, who, for the purposes of this study, have not been co nsidered as relevant as

others. )RU H[DPSOH %DQGXUDYV VWXGLHV IRFXV RQ OHDUQLQJ DV L
and observa tion, which is not as pertinent to this case due to the structure of the study at

1:& 6LPLODUO\ 3LDJHWTV WKHRU\ RI GHYHORSPHQWDO VWDJHV KI
it is predominantly child  -centred and based on biological factors (Daniels, 2001) , and this

study took place in FE: a post -16 environment. That said, most sociocognitive theory is
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centred on child development, and Piaget himself frequently noted the importance of social

interaction (Daniels, 2001), but many of the core concepts are tra nsferable to adults and

young people (Fitch & Semb, 1993, p. 10) and the overarching principle is that learning is

conceptualiseda V D VRFLDO SURFHVV +DYQHV HW DO HIOVIRWYV N\
WKHRULVW DPRQJ WKH VRFLDO FRQ Ysity CIEdY Dubliny 2006)and il h8Q L Y H

already been discussed in relation to this study, when defining what peer tutoring actually

is, because his work permeates the texts on peer learning. This is especially relevant to the

Zone of Proximal Development =3' ZKLFK 9\JRWVN\ GHILQHG DV fYWKH GLVWDQF
actual development level as determined by the independent problem solving and the level of

potential development as determined through problem solving under adult guidance or

PRUH FDSDEOH wdtski) YIr8, . 86). The key factor with the ZPD is that any peer

VXSSRUW LV pVFDIIROGHGY 7RSSLQJ S VR WKDW WKH PRUH FI
ULJKW OHYHO RI VXSSRUW GXULQJ VRFLDO LQWHUDFWLRQ DQG WKLV L
cur UHQW WKLQNLQJ )LWEFK 6HPE INIRWVN\TV WKHRULHV GLIITHUHC
fact that Vygotsky believed social context and learning were ¢ oncomitant, hence the

significance of peers within this study, as the more knowledgeable other (MKO). Th e MKO

can be an adult or older peer, but it can also be same or near age, as long as they are in

possession of more knowledge about what is being studied. However, Fox (2001) challenges

WKH DVSHFWV RI VRFLDO FRQWH[W DQG SRVLWMWhgsKdedd 9\JRWVN\TV LQV
FRQVWUXFWLRQ RI NQRZOHGJH pWHQGY WRZDUGY DQ LPSQDXVLEOH H[V
'DQLHOVY ZRUN DOVR RSHQV XS DQ DUHD RI LPSRUWDQFH LQ UHOD
in that he writes about how several authors KDYH pQRWHG W #eéttikeladdgantiaV

UHDGLQJ RI 9\JRWVN\TV ZULWLQJ WKDW DSSHDUV LQ WKH :HKWWY 'DQLH
SUHRFFXSDWLRQ ZLWK SHGDJRJ\ DV RSSRVHG WR pub FRQFHUQ WR XQG
RI WKH DUJXPHQWVY 'DQLHOV SvledgedDn@hih thigvit@dENMedview

that focus has been given to ZPD and MKO.

HQJHU OF'HUPRWW DQG 6Q\GHU SRVLW WKDW p:H QHHG RWKHUV V
GHYHORS RXU RZQ H[SHUWLVHY :HQJHU HW DO S DQG LW LV VI
this when thinking about how social learning theory applies to the context of peer learning.

Returning again the ZPD, there are questions related to where the social aspects of learning

sit within the pedagogical relationships (Daniels, 2001). Building upon I\JRWVN\YV RULJLQDO
concept, different researchers have interpreted ZPD in different ways (Lave and Wenger,

ZLWK QHZ PRGHOV ZRUNLQJ WR uDSSO\ H[WHQG DQG UHFRQVWUXF
FRQFHSWLRQY 'DQLHOV S , Q S D U WyeH(X00D) tdcugda viithB Q G : H
interpretation  of scaffolding and how this has influenced pedagogical approaches, whereby
initial support is provided by the MKO, but performance later happens without assistance.

This would apply to the peer tutoring study at NW C because the A Level peer tutors
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provided support for the GCSE tutees during the 1:1 sessions, but ultimately the GCSE

students had to work without that assistance during their exams. Hence, the social practice

of learning becomes an internalised skill, w hich can be applied to the appropriate context,

when required. It could be argued scaffolding was constructed in two ways at NWC: firstly,

by the peer tutoring programme itself and secondly by the A Level peer tutors. Vygotsky did

not specify exact ly howt he assistance within  scaffolding should be applied and although this

could be viewed negatively, due to the lack of clarity (Daniels, 2001), it can also be viewed

as a positive in that is allows for different interpretations of scaffolding and how the ZPD can
lead to social transformation (Lave & Wenger, 2002). Therefore, when analysing how social

learning theory can be applied to peer tutoring programmes, it is clear to see how principles
VXFK DV WKH =3' XQGHUSLQ WKH pLQWHJUDWLRBQ DQGSDPWWYIF\W\R | :IHIHID
et al., 2002, p. 50). Social learning theory  informs the tutor  -tutee relationship at NWC in

the sense that agency is internalised through the choices the students made in relation to

the content and structure of their 1:1 sessions. It is also manifested more widely as part of
WKH SHHU WXWRULQJ SURJUDPPHTV RY théJieneft&df @B DaYMd V R Q
with) others, in academic and social contexts . The associated power and authority inherent

in staff -student relationsis  minimised by the peer to peer contact; social and cultural capital
(Bourdieu, 1986) are gained when participating in pedagogies to facilitate learning as a

social practice.

Conclusion
If then, literature shows that peer tutoring is widely used both in s chools and the HE sector,

and that peer learning can be used as an overarching term for several different programmes

where additional support is offered (Gogus, 2012). | t raises questions about why there is a
paucity of research relating to FE, and why non e of this so far has addressed the GCSE
(QJOLVK DQG PDWKV UHVLW pPSUREOHP § 7RSSLQJ DV D PDMRU SUF

has questioned whether the central principles of peer tutoring (namely a process where

there are gains for the tutor, the tute e and to some extent wider society) have a secure

SODFH ZLWKLQ HGXFDWLRQ p*LYHQ WKH SUHYDLOLQJ DWPRVSKHUH RI
assumption that upward mobility can only be at the expense of others is readily made. In

such a climate, cancoope  UDWLYH OHDUQLQJ SRVVLEO\ KDYH DQ\ YLDEOH UROH
1992, p. 151). This question can be viewed as contentious because the ideas within it deal

with the notion of hierarchies and the survival of the fittest (Bachir Belmedhi, 2019; Degler,

2011 ), which further highlights the ways in which this is arguably exacerbated by policies

such as the GCSE English and maths resit policy (CIFE, 2019; ESFA, 2019) and RPA (DfE,

2016, 2018c), resulting in some cases of students taking multiple resits. The fact that

changes in the GCSE qualifications themselves, namely the removal of coursework from

GCSE English (DfE, 2013), has led to an increase in resits (Ryan, 2019) shows that policy
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changes have directly impacted on young people and the FE sector itself, le ading to colleges
such as NWC seeking out ways to improve their results. Fundamentally, though, published

peer tutoring research does not claim to be the answer to this problem. Instead, it

highlights the multiple benefits of cooperative learning, often wi th a focus on both academic
and social gains (Fitch & Semb, 1993; Keenan, 2014; Micari et al., 2005), as well as

promoting wider skills such as organisation, communication and developing confidence

(Ford et al., 2015; Giles et al., 2016). Conversely, if pe er tutoring is employed as a deficit
model, there is a danger that it could strengthen stereotypes (Smit, 2010) dictating a

narrative of failure, instead of one which adds value (Topping, 1994). When taking into

account the available research into peer tut oring, there is certainly scope to see its

relatability to FE, even though as of yet it is an under -researched field.
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&KDSWHWHWKRGRORJ\ DQG SURMHFW GHVLJ

Introduct  ion

The aim of this chapter is to describe the methodology taken for adopting a quali tative
approach, using an interpretivist standpoint and a case study strategy . The chapter
explains, in detail, why the case study approach was chosen, as well as outlining how the

use of semi -structured interviews and diaries/records were used to generate raw data.
Consideration will also be given to how a reflexive approach can be used to minimise power
relations during interviews. Analysis of data, including periodic reviewing of transcripts, will

show how a thematic approach (Braun and Clarke, 2006) was taken, in order to enable a
more critical perspective. Before concluding the chapter, ethics is considered and BERA

guidelines (2018) are followed.

A qualitative methodological approach that adopts an interpretive paradigm has been used

(Mackenzie & Knip e, 2006). One case study site was chosen, involving a total ten student

participants (five on a full time GCSE resit course and five A Level students in Y1 of their

course), who started the project, and four managerial/teaching staff who had direct

involve ment in the peer tutoring programme. A pseudonym has been used to protect the

identity of the case study site and for the purposes of this research it is called North West

&ROOHJH 1:& , QLWLDO FRQWDFW zZDV PDGH ZLWK WKH VO&/H|fV 9LFH 3
through a post he had made on an online platform DERXW WKH *&6( UHVLW PUSUREOHP 1
up the research project was made more viable due to the fact that | had a previous

professional connection  with the VP; fieldwork ran from February 2017 to Decemb er 2017.

It included the use of four semi -structured interviews, lasting one hour each, and these

consisted of: a paired interview with GCSE students; a paired interview with A Level

students; an interview with the three main staff involved in the project at NWC; and a

paired interview with one GCSE and one A Level student. Nineteen tutorial diaries/records,

as well as field notes from meetings and emails between myself, the VP, the Director of

English and Maths and the Head of A Levels were also collated. Additionally, | collaborated

with NWC in setting the peer tutoring programme up and created P owerPoints (see

Appendix 4, 5 and 6), activities (see Appendix 7) and information sheets for the staff to

deliver information and guidance (see Appendix 2) and bri ef training to the student

participants; however, my only face to face contact with the student participants was during

the interviews in June 2017 (see Appendix 1) and December 2017 (see Appendix 3).
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Phil osophical standpoint

The interpretivist paradigm

3ORZULJKW S VWDWHYV WKDW pu3KLORVRSK\ GRHV QRW GHWHUP
PHWKRGRORJ\ HPSOR\HG ,WfV WKH RWKHU ZD\ URXQG PHWKRGRORJ\ C
\RX PLIJIKW HPSOR\ WR H[SODLQ \RXU DSSURDFK WR XQGHUWDNLQJ UHVF
assu mptions and beliefs are not arbitrary and it is helpful for researchers to challenge these

assumptions before selecting their approach. According to Cresswell (2013, p. 22) a

SKLORVRSKLFDO VWDQGSRLQW FDQ EH pKLGGHQ IURP attertbZfigRU pPDGH
the more typical approach in doctoral dissertations. Additionally, Gray (2018, p. 21) states

M:KLOH RQWRORJ\ HPERGLHV XQGHUVWDQGLQJ ZKDW LV HSLVWHPRORJ
PHDQV WR NQRZY DQG E\ H[SOLFLWO\ RXW CehiQen@ldgiakndtuRr@QMhRORJLFDO D
study, it enablesit to be setwithin an open and reflexive framework. Williams (2000, p.

210) argues that interpretivism is often associated with qualitative research and

HQFRPSDVVHV VWUDWHJILHV ZKLFK pL end/attibSslotadiord/dcedrdmg @QLQJIV

WKHLU RZQ VXEMHFWLYH IUDPH RI UHIHUHQFH § +RZHYHU O0\HUV DQG $
emphasise the point that although there is a connection, qualitative research is not

synonymous with interpretivism and is affected by the UXQGHUO\LQJ SKLORVRSKLFDO
DVVXPSWLRQV RI WKH UHVHDUFKHU § 7KH DLP WKHUHIRUH LV WR WDN
with the research questions, because they seek to explore a particular context, at a

particular period in time, based on the subjective vi ewpoints of the participants involved.

Their realities are socially constructed, so only by listening to what they have to say, can

their understanding of what they have learned from each other, and their wider social

networks, be heard. Morehouse (2012, p DUJXHVY WKDW LQWHUSUHWDWLYH UHVHI
RULHQWDWLRQV DJHQF\ DFWLRQ DQG PHDQLQJ 9 DV LWV IUDPHZRUN II
this is a useful foundation for this study because individual agency is a key theme.

Individuals and their actions, irrespective of what they are, have meaning, which stems

from their interaction with others and this can help researchers to understand their social

world. Throughout the research process, they become more conscious of this world, due to

the connectionst hey make with the researcher, who becomes located within it (Morehouse,

2012).

In the interpretivist paradigm, the ontological belief is relativist, based on the idea of

PPXOWLSOH UHDOLWLHVY &UHVVZHOO S DQG WprojgctDOLJIQV ZLW
because it is grounded in the multiple perspectives of the participants. If ontology can be

GHILQHG DV pKRZ \RX YLHZ DQG SHUFHLYH WKH VRFLDO ZRUOG LWV UX
+XJKHV S WKH\ NH\ ZRUG KHUH LV uBisirddeatdhsétloEthe& D XVH W

subjective beliefs of its participants. Within an educational setting there will always be rules
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and structures, but how they are applied and interpreted in the context of the peer tutoring
study at NWC depends on their varied exp eriences. Their realities reveal the complex truths
of their motivations and values, as well as any problems they encountered and how they

dealt with them, through shared meanings.

7KLV UHVHDUFK KDV D VXEMHFWLYLVW HSLVWHPRO R®ssdriptiénk H[SORUHV
XQGHUO\LQJ WKH UHVHDUFKHUYY PHWKRGRORJ\ EXW DOVR WR WKRVH |
p. 37). The knowledge of the researcher and the researched are inextricably linked and

because of this, the study takes a largely inductive approach when new knowledge is gained
WRIJHWKHU WKXV LWLV JHQHUDWHG E\ WKH SDUWLFLSDQWVY GHVFULS:E
H[SHULHQFHY 7KH EHVW DQG DUJXDEO\ WKH RQO\ ZzD\ WR GR WKLV HII
VWXGLHYVY LQ WKH 3ILHOG ~ ZKWYV HOWYXHH 3Q@Q® WX RRINSID @QUHVVZHOO S

is why the peer tutoring research was undertaken at the NWC site and participants were

subsequently interviewed in their normal environment. According to Thomas (2006, p. 241)

WKLY FRXOG EH FDOOH® ®XFWHLYHHUDSSURDFKY EHFDXVH PHDQLQJ LV GH
research objectives through analysis and presentation of the most significant themes.

Human nature is both complex and fascinating, so having the opportunity to conduct one of

the first studies into peer tutoring in FE is a privilege, in that it enables the exploration of
SDUWLFLSDQWVY HQFXOWXUDWLRQ DQG VRFLDOLVDWLRQ LQ WKH PLFUF
educational goals. The research seeks to understand why peer learning happened in this

context and learn more about the perceived impact of their ensuing social relations. What is

educationally meaningful to them is meaningful to me and the contribution to knowledge

gained from this study adds to what is known about the existing conventions of peer

assisted learning, currently dominated by HE.

Qualitative approach
It is common for research in education to be conducted using qualitative approaches
(Cresswell, 2013; Yates, 2004) because it affords the researcher a wealth of flexibility and
yet has a set of distinctive characteristics. A selection of these characteristics, deemed most
relevant to this study, are outlined below from Miles and Saldaq (2014) :
T Qualitative research is conducted through intense and/or prolonged contact with
participants in a  naturalistic setting to investigate the everyday and/or
exceptional lives of individuals, groups, societies, and organizations.
¥ 7KH UHVHDUFKHUYV UROH LV WR JDLQ D KROLVWLF VA\WVWHPLF F
integrated) overview of the context under study: its s ocial arrangement, its ways

of working, and its explicit and implicit rules.

31



T The main task is to describe the ways people in particular settings come to
understand, account for, take action, and otherwise manage their day -to-day
situations. (Miles and Sald  aq, 2014, p. 9)

It could be argued that research conducted in a college environment is concerned with the
MPHYHU\GD\Y KDSSHQLQJV IRU WKH SDUWLFLSDQWY EHFDXVH LW LV ZLWt
*DLQLQJ NQRZOHGJH DERXW WKH pHKCBY %RV WRB EASOLWXW RULQJ VWX
describing how it worked in practice for those who chose to be involved, casts light on how

their experiences shape their beliefs.

S$OWKRXJIK TXDOLWDWLYH UHVHDUFK FDQ EH KDUG WR GHILc€sHt EHFD XVH
Rl PHWKRGY RU SUDFWLFHVY WKDW DUH HQWLUHO\ LWV RZQY 'HQ]JLQ /1
KDYH D pVHW RI LOWHUSUHWLYH PDWHULDO SUDFWLFHV WKDW PDNH W
2011, p. 3). The lack of prescriptive structures can be viewed positively when researching
SDUWLFLSDQWVY SHUFHSWLRQV EHFDXVH LW DOORZV PRUH IUHHGRP DC
Qualitative research is inherently relevant to the social sciences due to the fact its features

DOORZ H[SORUDWLRQ RI ULFK hi SHDUMBIHHHVE DYYHWVRD QMG WKHLU GLYHUVL W)\
MUHIOH[LYLW\ RI WKH UHVHDUFKHU DQG WKH UHVHDUFKY )OLFN S
qualitative research are that it affords researchers the opportunity to capture real life

experiences and intertwine them with existing theoretical frameworks, which in the case of

WKLV UHVHDUFK L Whéomhs & CapXa V (1986). With this in mind, Bryman (1984)

attributes the philosophical foundations of qualitative research with the concept of

verstehen,aWebe ULDQ WHUP XVHG WR pJUDVS RU FRPSUHKHQG WKH PHDQLC
H[SUHVVHG E\ DQRWKHUYT (OZHOO DQG FRQWH[W LV LQWHJUDO ZKl

When information is gathered from the field, qualitative researchers openly acknowledge

and interrogate  their own values and this axiological assumption typifies qualitative enquiry

&UHVVZHOO JIXUWKHUPRUH XVLQJ WKH LQWHUSUHWLYLVW SDUDG
VFLHQWLVW WR JUDVS WKH VXEMHFWLYH PHDQLQJ RI VRFLDO DFWLRQT
HSUMQ@WLQJ WKH FDVH IURP SDUWLFLSDQWYVYT PXOWL $Sadiudhgithe SHFWLY H\
SRVVLELOLW\ RI FKDOOHQJLQJ WKH UHVHDUFKHUYfV RULJLQDO DVVXPSW
XVLQJ D TXDOLWDWLYH HQTXLU\ LW HQDEOHYV DQ XQGHWedmQGLQJ RI p
RSLQLRQV RI WKH SHRSOH ZH DUH UHVHDUFKLQJY 'DYLHV +XJKHV
DFNQRZOHGJHG WKDW WKH pUHVHDUFKHG FDQ QHYHU EH LQGHSHQGHOQ\
(Pring, 2004, p. 45). To use a qualitative research design is to welcome a fully integrated

UHIOH[LYH DSSURDFK ZKHUHE\ WKH UHVHDUFKHUTY RSHQQHVV LV D SR
peer learning in an FE context, this project has sought to align an area of my own expertise

(GCSE English resits) with the field of peer tutorin g, which is largely associated with higher
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education (Topping, 1994), thereby enabling the creation of new knowledge. The multiple
perspectives of students and staff at NWC were examined reflexively, as the research

progressed.

It is recognised that educa WLRQDO UHVHDUFK LV RIWHQ FULWLFLVHG IRU LWV V
RI VFKRROV DQG FODVVURRPVY :HOOLQJWRQ S EXW TXDOLWDWI
to capture this, due to its lack of prescriptive tendencies. It is debatable as to why pee r

tutoring is under  -researched in the FE community, so the inductive nature of this study is

SDUWLFXODUO\ UHOHYDQW KHUH D FRJHQW GLVFXVVLRQ DSSOLHG WR

The case study approach

The cas e study site

NWC is a large FE organisation which h as two main sites and two smaller vocational

outreach sites, educating a total of approximately 8,500 students per year and prides itself

on preparing students for university or work, via the delivery of multiple educational routes

(Davies, n.d.). The rese  arch was based at one of the main sites which houses the GCSE and

A Level full time courses. According to the last Ofsted report in 2015, the college is graded

DV uy*RRGY DQG DW WKDW WLPH WKH ERURXJK KDG D SRSXODWLRQ RI
classed as White Ethnic (Ofsted, 2015, p. 14), which could, in theory, impact on how the

peer tutors and tutees perceive their own academic identities. The borough has a higher

than average percentage of residents qualified to degree level and 74% of school leavers

achieve five GCSEs A* to C (new grades 4 -9) com pared to 53% nationally; conversely,
1:&1V IHHGHU VFKRROV DYHUDJH D SDVV UDWH PHDQLQJ WKDW WKH
more in line with the national average. The 2015 Ofsted report also notes that GC SE English

results, where students obtain a grade C or above, are better than the national average. In
1:& ZzDV PHUJHG ZLWK DQRWKHU ORFDO FROOHJH FODVVHG DV u,QDC

bringing a new set of challenges for senior leaders and college staff ( Dobson, 2018).

The qual itative case study
Case studies can be used in both qualitative and quantitative research but because of their
inherent flexibility (Gray, 2018) they lend themselves to qualitative enquiry. Due to the fact
there are no standardized WHFKQLTXHVY WKLV PHWKRG UHTXLUHY UHVHDUFKHU)
UDQJH RI VNLOOV DQG IOH[LELOLW\Y <LQ LQ *UD\ S 7KLV LV I
context of the study at NWC because several aspects, such as exact choice of participants
and deliv ery of the peer tutor/tutee training to A Level and GCSE resit students, were
beyond my direct control and instead of this being an inhibiting factor, it afforded a more
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versatile and holistic approach. A very useful piece of advice from Yin (2014) is that
researchers should purely aim to report what they find and have the ability to adapt their

research methods throughout the duration of the study. At the design phase he calls for

MFDUHIXO FUDIWZRUNY <LQ S FKRRVLQJ Dilkbivate yoW KDW ZLOO |
UHVHDUFK TXHVWLRQVYT <LQ S ,Q XVLQJ WKH YHUE pLOOXPLQCL

connotations for the case study method and as such sets the tone for this research. Linking

EDFN WR 1:& LQ WKH VHQVH WKDW S/ ditkdtes! DvithiV AhIFESddrdexdd S W L

there is a clear association between the research questions and the chosen research

PHWKRG 7KLV DOVR UHODWHYVY WR 7URZTV GLFWXP WKDW WKH PHWKRG

researched (Bryman, 1984).

Justification of the case study model

In the first scoping meeting at NWC, with the AP and his team, enthusiasm ran high and the

project could have followed a practical action research (AR) framework (Denscombe, 2007).
Additionally, whilst working in FE, | had used AR for P\ ODVWHUTY GHJUHH LQ
investigated the effects of using different types of group work in my own GCSE English

classroom. | had an acknowledged bias towards this type of research; however, after the

first scoping meeting, the VP withdrew fro m any direct involvement and devolved any future
interaction between myself and NWC staff to the Director of English and Maths. This in itself

was not a problem and seemed a logical step to take, but the Director became the

gatekeeper to any contact with N WC and her own day to day responsibilities had to be her
priority, meaning that she was not always easily accessible. Thus, notions of conducting

action research were deemed less appropriate because in subsequent interactions , NWC
could not guarantee that they would make any changes/implement new strategies after the
study had finished. It was more an area of interest to them and they saw the benefit of

exploring peer tutoring, to address the GCSE resit problem, as A Level student peer tutoring

GCSE resit s tudents was something they had not tried within their own college before. Yet

ZKHUF

DJDLQ WKH XQSUHGLFWDELOLW\ RI WKH UHVHDUFK SURFHVV LV D SUHY
WR OLYH LQ WKH PLGGOH RI WKLQJV«DQG EHFRPH DGHSW DW PDNLQJ G

Pierre, 1997, p. 176).

This research project crossed over the boundaries of HE and FE because it was conducted in
FE by myself, a researcher who is employed in a HE in FE setting, undertaking an EdD

qualification. Conducting educational research is consi dered as the norm in HE, indeed it is

DQ LQWHJUDO SDUW RI P\ 6HQLRU /HFWXUHU MRE UROH DQG LW LV DFN

PDLQ KDQGOHUV RI NQRZOHGJH LQ KLJKHU HGXFDWLRQY 6RXVD S
research is a key mechanism through whic h academic knowledge is produced and
UHSURGXFHGYT 'HODPRQW $WNLQVRQ 3DUU\ S &RQYHUVHO\ u
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staff have not engaged in research and have therefore not necessarily developed the

UHTXLUHG VNLOOVY OLQW)\ :HHeB R@7)Mardy ey haue etime or

resources allocated within their demanding work schedule. Professional development is

RIWHQ UHODWHG WR D WXWRUYYV FXUULFXOXP DUHD DQG XSGDWLQJ WK
expertise; when they do engage in research i t is often takes the form of an action research

DSSURDFK EHFDXVH WKH )( VHFWRU LV pPRUH SUDFWLFH EDVHGY $SSO
There is absolutely no suggestion that staff at NWC did not possess the skills to undertake

an action research projectt o address their GCSE resit problem; nevertheless, during initial

discussions it was acknowledged that they did not have the time to collect and analyse any

data generated by the project, therefore having an external researcher conduct a case

study on their  site was of benefit to both parties. On one level, NWC had guidance in the

setting up of this project, as well as not having to allocate staffing hours to collection a nd

analysis of the findings; on a secondary, though equally important, level the researc h will

contribute to the production of new knowledge for this doctoral thesis. If a community of

SUDFWLFH LV GHILQHG DV pSDUWLFLSDWLRQ LQ DQ DFWLYLW\ VA\VWHP L
understandings concerning what they are doing and what that means in their lives and for

WKHLU FRPPXQLWLHVY /DYH "HQJHU LQ % DWKP Dintkefdre $YLV S
NWC (students and staff) and the researcher developed a new community of practice and

this in itself advances the knowledge generated. Appleby and Ba rton (2008) posit that co -

operation between FE and HE contexts can augment the research process, and thus:

creating interfaces and working spaces that are external to the boundaries set by the

defined contexts in which we are employed is beneficial to us a Il. It becomes a space
for us to examine our practice and share our ideas and empowers all of us in the

process. (Appleby & Barton, 2008, p. 3)

This is important not only to the findings of the NWC peer tutoring programme, but also to
the case study resea rch strategy itself; pertinent especially in light of the fact | have had
WKLUWHHQ \HDUVY H[SHULHQFH RI WHDFKLQJ *&6( (QJOLVK LQ DQ )( HQ

a teacher educator and moving into HE in FE.

And so, before deciding on the use of case st udy, action research was carefully considered.

According to Gray (2018, p. 321) there are at least three common features in AR:

¥ Research subjects are themselves researchers or involved in democratic
partnership with a researcher.

¥ Research is seen as an age  nt of change.

T Data are generated from the direct experiences of research patrticipants.

Context is key here and although there is a shared interest between myself and NWC, only

the third point could link clearly to this research, as it would generate rich data based on

MGLUHFW H[SHULHQFHV ¥ 7KH IDFW WKDW WKH UHVHDUFK SURMHFW GLC
cyclical process of AR was another contentious issue. McTaggart (1994, p. 315) refers to
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WKLY DV DQ uDFWLRQ UHVHDUFK VSLUD O fise2 kel éxpli€t\pessikilily MSLUDO UHFR
DFWLQJ GLIITHUHQWO\ DV D UHVXOW RI SURJUHVVLYHO\ OHDUQLQJ IURP
WR $5 WKLV FUHDWHG \HW DQRWKHU SUREOHP DQG ZKLOVW WKH pPHV\
research is acknowledged, this study cannot not do justice to AR. Ultimately, case study

affords many opportunities for collaboration, but without the more defined boundaries of

$5 ORUHRYHU LW LV pWKH SKURQHVLYVY RI WKH DFDGHPLF UHVHDUFKHU"
and affords heuristic ~ opportunities, which in turn enable greater reflexivity, which is a key

argument for its use within the social sciences (Thomas, 2011).

The instrumental single case study

Many peer tutoring studies use single case studies (Bowman -Perrott, Davis, Greenwo od &
Vannest, 2013). The justification for the use of an instrumental, single case study (Stake,

1995) approach for this research is primarily due to of the research being based on

MFRQWH[WXDOO\ ULFK HYHQWY RU SKHQRPHQD HVSHiedWBioghowvV KRV H ZKl
or why questions; or where the researcher can exercise little control; and which focus on

FRQWHPSRUDU\ UDWKHU WKDQ KLVWRULF LQIRUPDWLRQY 6FKHOO
appropriate method for examining new phenomena, which in t his instance was the

application of A Level students peer tutoring GCSE students in an FE context at NWC. Thus,

MWKLY GHVLIJQ HQDEOHY H[SORUDWLRQ RI LVVXHVY DQG WHVWLQJ RI HV\
WKHVH LVVXHVY %XOORXJK S tutorifigliaMét B XeWwKpractice (Topping,

1996) the context of its application is. The theories behind peer tutoring are well -

established and evaluated in HE (Topping, 1994); however, very little research has been

conducted in an FE setting and the case stu dy can seek to ask how and why this does, or

does not occur. Harland (2014) proposes that it does not matter if the research explores

HGXFDWLRQDO VA\VWHPV RU WKH SUDFWLFHYV RI LQGLYLGXDOV DQ\ VLQ.
specific social context in time an G SODFHY +DUODQG S

This research project is categorised as a unique instrumental case study (Stake, 1995).
According to Yazan (2015) the three most prominent case study methodologists are: Robert
Yin, Sharan Merriam and Robert Stake, but t he case study methodology has been a
dominant qualitative research method, especially in education, for several decades (Jupp,

<L Q §ase Study Research Design and Methods is now in its 5th edition (2014) and

has been a seminal text since 1984. In t KH IRUHZRUG WR WKH ERRN &DPSEHOO SRV
MLOQVLVWHQFH WKDW WKH FDVH VWXG\ PHWKRG EH GRQH LQ FRQIRUPLW
PHWKRGYV LV SHUKDSV QRW VXUSULVLQJYT <LQ S [YLLL DQG WKLV

LOQWHUSUHWDWLR Q aW & Bilv apprdséntiDgxti®=Hiesign and methods of case study
and advocating the case study in social sciences as a legitimate methodology to conduct

LQTXLULHY LQWR D WKHRUHWLFDO SURSRVLWLRQYT <D]DQ S 7
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case study met hod stems from the fact it has often been criticised for its lack of specificity,

RU uyWKH GHJUHH RI ULJRXU H[SHFWHG RI VRFLDO VFLHQFH UHVHDUFKY
DVVRFLDWHG ZLWK SRVLWLYLVW SDUDGLJPV 6PLWK OBsdULDP DVV
studies share with other forms of qualitative research the search for meaning and

understanding, the researcher as the primary instrument of data collection and analysis, an

inductive investigative strategy, and the end product being richly descriptive T OHUULDP

2009, p. 39) which aligns concisely with the research study at NWC because the research

questions are exploratory in nature. Furthermore, in case studies:

You do not start out with a priori theoretical notions (whether derived from the

literatu re or not) because until you get in there and get hold of your data, get to

XQGHUVWDQG WKH FRQWH[W \RX ZRQYW NQRZ ZKDW WKHRULHV H
make the most sense. (Gillham, 2000, p. 2)

Here there is a subtle conflict in that if the research HU LV pWKH SULPDU\ LQVWUXPHQW |
FROOHFWLRQY OHUULDP S \HW p<RX GR QRWHWWDDW RXWXZLW
39) knowledge, the inference is that outlining positionality and taking a reflexive approach

to case study research is ess  ential. With this subject in mind, it is evident why Stake does

MQRW SD\ DV PXFK DWWHQWLRQ WR TXDQWLWDWLYH FDVH VWXGLHV WK
PHDVXUHPHQWY RI WKH FDVHY 6W,InNHat he advo&ate§lthe methods

outlined in his book fo  r those who specifically study in the field of education. As current

Professor Emeritus of Education at the University of lllinois, Stake is himself a researcher

DQG DQ DFDGHPLF ZKR OD\V RXW pubD SDOHWWH RI PHWKRGVY &ROOHJIH

p. xii) which he personally prefers.

The foundations of most qualitative case study research in the field of education are
MTXDOLWDWLYH D Qdgen&ratg, Vatet thanvguantitative and hypothesis -testing
VWXGLHVY OHUULDP S tedxd ik f@sdavih Prbj€atbecause of the
inductive approach. It is naturalistic in nature because the peer tutoring case study is of

interest in its own right; specific groups of GCSE and A Level students and their tutors and
programme managers provide three discrete, but inextricably linked groups and offer a rich
cultural context of an FE setting. The principal aim of this study is not to generalise its

findings to other FE contexts, and yet the inductive approach was used to generate new

ideas, (suppo rted by empirical evidence from existing HE peer tutoring studies), with those

ideas being of interest to any individual or organisation who is seeking alternative ways of

dealing with the GCSE resit problem and/or interested in peer tutoring in FE. As Tho mas
(2001) VWDWHYVY FDVH VWXG\ LV pD KHXULVWLF RU IUDPH RI DQDO\WVLV D
R1 ORRNL QUTHamAsl. \®OL1, p. 27) and this is a helpful way of viewing this research

approach.
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Case studies are often used as a research strategy to solve or understand an existing
problem (Merriam, 1988) and again this adds to the justification of using it as a method for

this study. There is both a practical problem to address; i.e., students with a grade D (or

new level 3) have to resit their GCSE E nglish as a condition of funding (DfE, 2017b, p. 50),
as well as a conceptual problem regarding the lack of research to show the impact of peer
tutoring in an FE context. Booth, Colomb and Williams (2008) state that:

In academic research, a conceptual prob lem arises when we simply do not
understand something about the world as well as we would like to. We solve a
conceptual problem not by doing something to change the world but by answering a
guestion that helps us understand it better. (Booth et al., 2008, p. 53)

Thus, a salient feature of using case studies to solve problems is that it enables a holistic

UHVHDUFK DSSURDFK JURXQGHG LQ D IUDPHZRUN pXVHG LQ PDQ\ VLWX
knowledge of individual, group, organizational, social, politic DO DQG UHODWHG SKHQRPHQL
2014, p. 4). This study is realistic in that it does not seek to change practice or solve the

problem; it seeks to learn more about the individuals who chose to participate and their

perceptions of the education system in wh ich they belong to.

7KH FDVH VWXG\ UHVHDUFK PHWKRG FDQ EH GHVFULEHG DV ubQ pubDSSUI

been fed by many different theoretical tributaries (Torrance, 2005, p. 33) and it allows an
H[SORUDWLRQ RI SDUWLFLSDQWV®D LE®RYWHGRUMDKH WOQRLMUBHWDUGIDO OLIF
PDQ\ RWKHU W\SHV RI UHVHDUFKY +RGNLQVRQ +RGNLQVRQ S

VLWXDWLRQ WR JDLQ DQVZHUVY WR WKH UHVHDUFK TXHVWLRQV DV LW 1
perceptions of the peer tutoring programme, as it is about whether tangible skills were

gained. A further connection can be made here to interpretivism, in that the absence or

presence of causal relationships, and how they are manifested in this context, means things

FDQ EH YLHZHGVKHRPHUVSHFWLYHV RI KXPDQ DFWRUVY &KRZGKXU\
detailed snapshot of the study at NWC and the findings will therefore not be generalisable.

Lack of generalisability is one of the main criticisms of the case study method (Thomas,

2011), EXW 6WDNH EURDFKHVY WKLY XQGHU WKH FDWHJRU\ RI p1DWXL

Case studies are undertaken to make the case understandable. Often, this case will

be as important to its readers as any other case +they care about it; their interest i n
JHQHUDOL]LQJ IURP WKLY FDVH WR RWKHUV LV VPDOO«%XW SHRSC
general from single cases. (Stake, 1995, p. 85)

Therefore, even though it could be argued this study has low external validity (Drew,

Hardman & Hart, 1996), the findings fr om the pilot peer tutoring project at NWC will still be
significant to other institutions dealing with the GCSE English resit problem. The emphasis

here is on the potential links between the chosen study site and these institutions, building

on the belief that a case study does not need to represent the wider educational landscape,
but it can be relatable because of shared interests and goals.
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7DNLQJ WKLV LGHD IRUZDUG LW LV EHQHILFLDO WR H[SORUH WKH FRQF
towhichtheres HDUFK LV DXWKHQWLF RU WUXH WR OLIHY 7D\ORU 6LQKD *
Those working in similar FE environments and dealing with the GCSE resit problem could

apply the research because they are in the same field of work. Similarly, Dzakiria (2012, p.

46) argues that qualitative researchers should not worry about the issue of generalisation,

LQVWHDG IRFXVLQJ RQ WKH UHVHDUFK LWVHOI LQ D GHWDLOHG DQG pupP
SURMHFW YLHZVY UHODWDELOLW\ DV D SRVLWLYH tdl[satiBr WhiehQ RI1 %DV VH\
GR QRW H[SOLFLWO\ FODLP WR DSSO\ WR HYHU\ FDVHY +DPPHUVOH\
acknowledged that this is not a solution to the problem of generalisation, and there are

differences between generalisations drawn from qualitati ve and quantitative methodologies.

$V 7TKRPDV S SRLQWYVY RXW IRU pWKH VSHFLDO JHQHUDOLVDWLF
ZRUWK VRPHWKLQJ LW PXVW LQYROYH PRUH WKDQ RXU HYHU\GD\ JHQH

Sampling techniques

The research used purposive sampl ing and included five peer learning pairs. In purposive

sampling participants are identified because they are known to enable a particular

EHKDYLRXU RU FKDUDFWHULVWLF UHOHYDQW WR WKH UHVHDUFKYT *UD\
of peer tutoring in FE. It is strategic in that it was fixed at the outset of the study and

criteria for selecting participants were established from the beginning (Bryman, 2012). The

criterion applied for the student participants was that the GCSE students had already

achieved a grade D in their GCSE English and the A Level students had a minimum grade B,

because this ensured there was a defined starting point to use as a baseline to build from.

<LQ ZDUQV DJDLQVW XVLQJ WKH WHUP uSXUSRVLYH UWi2RSOHYT DV L\
into thinking that the case comes from some larger universe or population of like -FDVHVY

(Yin, 2014, p. 44) but this could be disagreed with in relation to the study, because

research shows there are no existing studies of peer tutoring programmes in relation to

*&6( (QJOLVK DQG D pFDVH VWXG\ GHVLJQ LV DQRWKHU W\SH RI UHVHDL
SXUSRVLYH VDPSOHY -XSS S

This sample consisted of five GCSE English resit students, all of whom achieved a grade D in
their last exam and w  ere not receiving any other form of supplementary tuition outside the
timetabled GCSE classes. There were four female A Level students and one male, and three
female GCSE students and two males. The age range across both groups of student
participants was  seventeen to twenty -one. No information about social class was collected
at the initial selection stage, or subsequently; however, during the interviews this was

alluded to when educational goals and family backgrounds were discussed. The peer

tutoring pai rs were chosen by the Director of English and Maths and the Head of A Levels,
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EDVHG RQ WKHLU NQRZOHGJH RI WKH VWXGHQWVY SHUVRQDOLWLHY DQ
The GCSE students came from the same curriculum group and had all their timetabled

lessons with the same English tutor(s). They had weekly 1:1 peer tutoring sessions,

whereby the GCSE students chose what they wanted to study. Controlling these variables in

this way gives internal validity, especially as a reflexive approach to the study was taken.
5HIOH[LYLW\ LV pD SUDFWLFH ZKLFK HPERGLHYVY D FULWLTXH RI LWV RZQ
Johnston, 1997, p. 219) and this is a positive trait inherent in qualitative research. May and

3HUU\ S GHVFULEH LW DV uD Q inudusidh&rastéeriétie obgpdel FR Q W
UHVHDUFK SUDFWLFHY DQG LW HQDEOHYVY UHVHDUFKHUY WR DQDO\VH Wk

Gaining access to the case study site

The case study site was chosen because of existing professional connections with the VP. He

posted a blo g on an online platform,  where the only topic on the agenda was maths and

English, or more to the point, the GCSE maths and English resit problem. Having taught

GCSE English resit myself for thirteen years prior to becoming a teacher educator, the post

gri pped my attention and | opened up a dialogue with the VP in which we discussed the

various approaches his college was taking to broach the problem he had identified. What

began as a discussion about the problem and how staff and students within one

organis ation were willing to try new ways of dealing with it, grew into my research on peer

DVVLVWHG OHDUQLQJ LQ WKH ILHOG RI )( ,Q WXUQ WKLV WKHQ EHFDPt
that they have of the field depending on the point of view they take on the fiel d as a view

WDNHQ IURP D SRLQW LQ WKH ILHOGY %RXUGLHX :DFTXDQW S
was, of course, at the heart of the research, because this was what the GCSE resit students

needed to progress; and yet, what had started as something functi onal in nature evolved

into something more hermeneutic, opening up opportunities to explore their perceptions

and motivations.

Research methods

The research methods in this case study were semi -structured interviews, supplemented by
peer tutoring session  logs/diaries (see Appendix 8). There were two phases of data

collection to the study: Phase 1, where the participants took part in the project and kept

diaries of their tuition sessions and Phase 2, the conducting of semi -structured interviews
with staff and student participants. The research methods added coherence to the study
because in Phase 1 they generated data, which aimed to inform the choice of research

guestions in Phase 2, which allowed the exploration of the underpinning theoretical

assumptions in the aim and research questions. At both phases there was a clear focus on

the case study site and its participants. Due to the fact this study has some of its roots in
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government policy (DfE, 2018b; Wolf, 2011), relating to GCSE resits, as well as esta blished

theories of learning, social class and cultural identity, the opportunity to draw these aspects

WRIJHWKHU ZLWKLQ D FDVH VWXG\ FUHDWHG plHUWLOH JURXQGYV IRU FR
development. Existing theories can be brought up against complex re alities, and the very

ULFKQHVV RI WKH GDWD FDQ KHOS JHQHUDWH QHZ WKLQNLQJ DQG QHZ
Hodkinson, 2001, p. 7).

Phase 1

Phase 1 could be described as the operational phase and there were five NWC GCSE English
students who had previously ach ieved a grade D in their qualification, being 1:1 peer
tutored by five A Level students who had achieved a grade B or above. NWC paired the
students based on personality traits as well as consideration of wider educational goals.
Initially, the staff parti cipants selected a group of GCSE and A Level students and invited
them to information sessions, after which they decided whether they wished to take part. At
the outset of the study, the subjects studied at A Level were only noteworthy in their

function of giving contextual information about the participants. In the table below, which
provides more detail, student participants have been given pseudonyms to provide

anonymity and maintain confidentiality.

Table 1: Student participant information

Name of Age | Subjects GCSE Which GCSE student $ /HYHO VWXC
peer tutor studied at A grade are they paired with? wider educational
Level Brief rationale (e.g. goals (any
personality teaching
traits/ability) ambitions?)
Paige 17 English Lit A* Chloe (F) University for
F Psych Both learn through History, then
History quiet reflection and teaching

consolidation after

class
Elizabeth 21 Biology A Grace (F) University
F Chemistry Both strong characters Ophthalmics
Maths who learn through

discussion and

challenge
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Anila 17 Biology A Lucy (F) University
F Chemistry Both want health care Medicine
Psychology in future
Alice 17 Biology B Zachary (M) University
F Chemistry Both want a science Marine biology
Geography career in the future
Sanaz 17 Biology A Umar (M) University
F Chemistry Similar background Dentistry
Psychol ogy

In Phase 1 of the study student participants met once a week for ten weeks, from February

to May 2017, to undertake a one hour 1:1 peer tuition session, during which time they were
asked complete inf ormal research diaries to record what had been covered in each session.
For the students, both tutors and tutees, this was mainly a way of recording what they

covered in the weekly sessions, dealing with content and how they felt about what they had
covere d; in some ways this could be construed as a logbook , but for the purposes of this
SURMHFW WKH WHUP pGLDU\Y ZDV XVHG

Research journals/diary entries

Using diary entries as a research method is not a new concept, as it was used in 1939 by

Sorokin and Be rger (Vermaas & van de Wijangaert, 2005). One of the advantages of

NHHSLQJ D VROLFLWHG GLDU\ DW WKH UHTXHVW RI WKH UHVHDUFKHU
to rely so much on their retention, valid data can be collected (Vermaas & van de

Wijangaert, 2 005, p. 123). Examples of where diaries have been used in prior research are

Andrew Noyes (2004) at Nottingham University, who used video diaries as a method for

exploring learning dispositions. Additionally, in their study of teaching reflexivity in

quali tative research Gerstl  -Pepin and Patrizio (2009, p. 299) used research diaries as an

MRSSRUWXQLW\ WR HQJDJH RWKHUV LQ WKH LQWHUSUHWDWLRQ RI GDW
reflective notes, so there is an established field of its use. The diaries in Phase 1 of the

study were intended to be a source of information which would enable the direction of the

interviews with the students. Alaszewski (2006) writes about use of diaries in naturalistic

research and the fact that they are often used due to pragmati C reasons, such as access to

D VSHFLILF FDVH VWXG\ VLWH DQG RU WKH UHVHDUFKHUfVY H[SHUWLVH
ZLWK WKH UHVHDUFK DW 1:& ,Q WKHVH LQVWDQFHY HYHQ D VLQJOH HC
FDVH VWXG\T $0ODV]HZV N Land even hough each student participant was asked

to record every single session with each other, if this did not happen consistently it was

followed up with the interviews. For the staff participants a slightly different approach to
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diary keeping was ta  ken, mainly to avoid adding to their workload, but also because there
would be the opportunity to conduct interviews in Phase 2 of the study. Unlike the student
participants, their diaries did not need to be completed on a weekly basis; instead they
were a sked to record any observations about perceived changes in behaviour of the student
participants within their GCSE English lessons, as well as reflections on the impact (if any)
on their own workload/involvement in the study. In qualitative research studie s the data
FROOHFWHG VKRXOG DOLJQ ZLWK WKH UHVHDUFK REMHFWLYHYV DQG p6F
have relevant information, which enlightens the questions the researcher is dealing with,
DQG EH UHSUHVHQWDWLYH RI HYHQWYV UHQ@00% H.G54) RnfdftkinatelyX HVWLRQV Y
the staff did not have time to complete any diary entries at all, so the data collected from
this area came in the form of my attendance at their meetings and interviews with the
Director of English and Maths, the Head of A Levels and the GCSE class tutor in Phase 2.
This links back to the inherent problems of practitioner research and time constraints of
being involved, especially as the site of study and the educational establishment were
different to my own place of work. This was not deemed to be an inhibiting factor but it did
UHLQIRUFH WKH pPHVVLQHVVYTY RI GRFWRUDO UHVHDUFK %DLOH\ D (
researcher from outside NWC, there were some things which would be beyond my control.
Milligan (2016, p. 2 DUJXHV WKDW LW LV FRPPRQ IRU UHVHDUFKHUV WR WD
SRVLWLRQLQJVY EDVHG RQ ZKR ZH DUH LQWHUDFWLQJ ZLWK DW D SDU\
EH VDLG , KDG PDQ\ WKLQJV LQ FRPPRQ ZLWK WKH VWDII WKHUH ZHUH
outsidler SRVLWLRQLQJVY 0OLOOLJDQ S DQG , GLG QRW KDYH WKH
enforce the completion of staff diaries. | did, however, collect minutes from meetings,
emails and PowerPoints from when information about the peer tutoring scheme was
delivered to student participants, which underpinned the research methods. Another way of
looking at this is what Carroll (2009), who used video reflexivity in her research into
KRVSLWDO SRZHU UHODWLRQV FDOOV WKH puDORQJW, &rdd¢qrch&D UURO O
ZKR IRVWHUVY D FROODERUDWLYH DQG KRQHVW DSSURDFK WR WKH UHVEF
ZLWK WKH PHVVLQHVYVY DQG PXOWLSOLFLW\ RI VRFLDO OLIHYT &DUUROO
been posited how this highlights the process of makin J WKH phUHVHDUFKHUYfV JD]H H[SOL
(Atkins & Duckworth, 2019, p. 93) and can be associated with taking the emic perspective
of a researcher who has close links and a vested interest in the area being studied. Overall,
remembering the fluidity within the re search context, there were times where an
MLOQEHWZHHQHUY DSSURDFK ZDV WDNHQ OLOOLJDQ S ZKHUHE\
FLUFXPQDYLJDWH fWKH ILIHG DQG GLFKRWRPRXV QRWLRQV RI pLQVLGH
conducting educational research (Millig an, 2016, p. 248).
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Phase 2

Phase 2 of the study took place during the second week of June 2017, on the same day,

after the GCSE and A Level students had sat their exams , and in December 2017 for a
follow up interview . It was planned that two focus groups would be conducted: one with the
participant A Level peer tutors and one with the GCSE tutees; however, on the day only two

GCSE students and two A Level students attended, so they became two separate paired

interviews. Three of the four initial staff inv olved were also interviewed at this time (the
Director of English and Maths, the Head of A Levels and the GCSE English class tutor)

meaning access and representation was obtained from a range of stakeholders. The field

was re -entered in December 2017 to co nduct another interview with one participant GCSE
tutee and one A Level peer tutor, who had been paired together throughout the peer

tutoring study. Each of the four interviews lasted approximately one hour. Returning to the

field in December 2017 added lo ngitudinal strength to the thesis findings because it meant
that student participants were interviewed straight after the peer tutoring project, whilst it

was fresh in their minds, and after a six month interval, which gave them time to reflect.

Lagarde (2 S DUJXHVY WKDW XVLQJ GDWD LQ WKLV zZzD\ FDQ GHOLYHU
and even lead to a reduction in researcher bias. Additionally, when researching within an
organisation, Certo, W ithers and Semadeni (2017) suggest that use of longitudinal dat a
could afford researchers the opportunity to extend their application of theoretical

frameworks, meaning there is consistency in approach and stronger theoretical

underpinnings. Hence, even though this research was not a longitudinal study, in the

traditi onal sense of repeated measures over years or decades (Taris, 2000), it can be

argued there was a longitudinal approach in the paired interviews.

Paired interviews

In June 2017 paired interviews were undertaken with two GCSE students, Chloe and Grace,

and two A Level students, Paige and Anila, then in December 2017 a paired interview was

conducted with one GCSE student and one A Level student. Both of the student participants

in the Dec ember interview, Chloe and Paige , had previously been interviewed in J une, but in

the earlier interviews they were each separated out into GCSE tutee or A Level tutor pairs.

Arksey (1996) believes that paired/joint interviews are useful when examining power

dynamics and because this was one of the themes explored in the peer tutoring study, it

was an advantage of using this method. It was also beneficial because it enabled a dialogue

about how the student participants perceived the same event . Characteristically, paired

interviews allow interaction between the interviewees an G UMRSWLPDOO\ ERWK LQWHUYLH
VKRXOG SDUWLFLSDWH LQ WKH GLVFXVVLRQ WKDW RFFXUV GXULQJ WKF
(Wilson, Onwuegbuzie & Manning, 2016, p. 1551). Paired interviews can also be

FRQFHSWXDOLVHG DV pURPDQWLF L7)bvith&reby theRrerviewer o8tlines
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WKHLU RZQ LQWHUHVW LQ WKH VWXG\ DQG pPUHFRJQL]JHV LI QRW FHOHE
LQ WKH VWXG\ § 7KLV LV FRQFRPLWDQW ZLWK DQ LOQWHUSUHWLYLVW VW
epistemology, through which the know ledge of the researched and the researcher are

LPEULFDWHG 7KH DLP LV WR FUHDWH DQ DWPRVSKHUH pLQ ZKLFK JHQX
established by the IR [interviewer] in order to generate the kind of conversation that is

intimate and self - UHY H D O L QIstfin, Z0RX p. 217). When the interviewer and

interviewees have not met before, as was the case with the student participant interviews in

-XQH MWKH LQLWLDO VFHQH VHWWLQJ PRPHQWY DUH FUXFLDOY 6FK
therefore, careful consideration was given (and will be discussed further in the ethics

section) to the way | dressed, my use of body language and positioning within the room.

Getting it right from the start, with a particular emphasis on presenting myself in an open

and friendly manner, ZDV GHHPHG pFUXFLDOY WR WKH LQWHUYLHZ G\QDPLFV

The second paired interview, which took place in December 2017, had the primary purpose

of delving deeper into some of the themes which had been generated from the initial

interviews in June. The student pa rticipants were selected on this occasion because |

wanted to gain further insight into the perspectives of what | deemed to have been the

most successful peer tutoring pairing, Paige and Chloe. They were the most successful

pairing because they met regula rly and consistently just with each other, whereas it was

revealed in the June interviews that others had taken a more flexible approach; for

example, Grace had been initially paired with Elizabeth, but spent a lot of 1:1 time with

Anila. There was also a  practical element too, in that both students were still at the college,

so they were accessible, and when approached by the Director of English and Maths they

were willing to be interviewed together. Looking deeper at their perceptions of power

relations t hroughout the study was a specific area of interest. It allowed the re -framing and

IXUWKHU HODERUDWLRQ RQ VSHFLILF WKHPHV LQ D FRQWH[W ZKHUHE\
UHVSRQVHV >DQG@ YLHZV WKDW ZHUH FRQWLQXDOO\ FKHFNDEOH DJDL
20086, p. 50). This in itself drew out valuable insights into the interactions between Paige

and Chloe, which could not have been obtained during one -to-one interviews. Although

there are many advantages to paired interviews, there is a possibility that the y may not be

DV JHQXLQH DV LQGLYLGXDO LQWHUYLHZYV PEHFDXVH WKH\ I[IHHO WKDW
WKH VDPH WW$atfl., 2016, p. 1555); yet , if the researcher is aware of this before

conducting the interview, they can look out for changes in body language and

adapt/reframe questions accordingly.

Group staff interviews
The interview with key staff members involved in the study was planned to have been

conducted with the Director of English and Maths, the Curriculum Leader for GCSE, the
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Head of A Levels and the GCSE English class tutor, but the Curriculum Leader for GCSE

English was not available in June 2017, as he was at another site when the interview took

place. Although this was not ideal, it was not considered an inhibiting factor beca use the

Head of A Levels had undertaken the day to day running of the peer tutoring project. The

group staff interview allowed the collection of qualitative data, rich in capturing multiple

perspectives across the managerial and teaching staff range. This was an important aspect

of the study because depending on level of involvement and responsibility, it could have had

D VLIQLILFDQW LPSDFW RQ WKHLU SHUFHSWLRQV RI WKH VWXG\TV HIILF
para 12 ) state that group interviews can be used WR p"WULDQJXODWH™ WKH GDWD RI IF
methodological techniques by adding to them the human element of the voices of multiple

VXEMHFWVY DQG WKLV FRQVLGHUDWLRQ LQIRUPV WKH GDWD DQDO\VLV

to corroborate or shed a different li ght on the answers given by the GCSE and A Level

students. One of the benefits of formal group interviews is that they en able the interviewer

to have a more involved role (Frey & Fontana, 1991) and considering, to some degree, the

staff participants were m y peers, it allowed me to utilise a more active role in this context.

30DWW EHOLHYHVY WKDW ZKHQ LQWHUYLHZLQJ \RXU SHHUV pWKH L
but has a history and perceived characteristics, some of which may be directly relevant to

ther HYHDUFK WRSLFY 30DWW S 7KLV ZzDV FHUWDLQO\ WKH FDVI
SDUWLFLSDQWY EHFDXVH WKHUH ZDV pbD KLVWRU\ DQG SHUFHLYHG FKD!
on both sides due to contact in the field over the preceding twelve month period. | had

initially planned to use the diary entries to help me devise the questions, but as staff diary

entries were not available, the interview questions (See Appendix 1) reflected the

progression towards answering the research questions (Galletta, 2013), a s well as adhering

to the nine different types of interview questions advocated by Kvale & Brinkmann (2009,

pp. 135 - $ SRWHQWLDO SUREOHP ZLWK WKLV FKRVHQ UHVHDUFK PHWK
HITHFWY 'HQVFRPEH S ZKHUH W K Hy &0 pevgdngl XI@iadierlstzsi Q W L

of the researcher can affect the information the participants are willing to share, yet this has

been addressed in the ethics section, by examining my positionality and taking a reflexive

approach to this study.

Semi -struct ured interviews

All four interviews conducted were conducted as semi -structured. In qualitative research
one of the main types of interview used is the semi -structured interview, as it affords some
scope for variation within a pre -designed framework and i s therefore a versatile data

FROOHFWLRQ PHWKRG .DOOLR 3LHWLOI -RKQVRQ .DQJDVQLHPL
TXHVWLRQV RU IDLUO\ VSHFLILF WRSLFV WR EH FRYHUHG«4XHVWLRQV V
may be asked as the interviewer picks XS RQ WKLQJV vVDLG E\ WKH LQWHUYLHZHHT

p. 471). This affords flexibility for both the researcher and participants, whilst still ensuring
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WKH UHVHDUFK TXHVWLRQV FDQ EH DGGUHVVHG *HWWLQJ WKH LQWHU)
lengthy process be cause it required a balance between avoiding over -reliance on my own
SUHFRQFHSWLRQV \HW VWLOO DOORZLQJ IRU pDOWHUQDWLYH DYHQXH
473). Other than initial questions to collect information about the participants, semi -

structured interviews can be used to generate open -ended answers with greater importance

being placed on opening up ideas pertinent to the interviewee (Denscombe, 2007). They

also afford the opportunity to ask follow up questions, providing clarity for the interview ee,

where needed, as well as maintaining flow and spontaneity (Kallio et al., 2016). The

REMHFWLYH ZzDV WR pH[SORUH VXEMHFWLYH PHDQLQJVYT *UD\ S
relativist ontology of this study. It is recommended that questions are pilote d before

undertaking the actual interviews (Yin, 2014), but it was not logistically possible to do so

with the case study site at NWC. In the month before the interviews, students were still

undertaking the peer tutoring sessions, as well as revising for e xams and staff were also

busy with exam preparations. To ensure there was still rigour within the development of the

questions, they were discussed at length during supervisions and refined according to

feedback. In addition, the notion of researcher previ ous knowledge, in this case knowledge

Rl *&6( UHVLWYVY WKH )( VHFWRU LWVHOI DQG WKH DSSOLFDWLRQ RI %R>
framework all underpinned the interview preparations (Turner, 2010). This can also be

linked to the idea of insider status and t he benefit of being more familiar with the

educational filed of research and the people within it (Hayfield & Huxley, 2015).

Ethics

As a theoretical concept, ethics can be traced back as far as ancient Greece (Parry, 2014)

and relates to the morality of a how a person behaves. The BERA guidelines (2018)

UHFRJQLVH WKH DVSLUDWLRQV RI HGXFDWLRQDO UHVHDUFKHUYV ZKR uD
XQGHUVWDQGLQJ LQ DOO DUHDV RI HGXFDWLRQDO DFWLYLW\T %(5%

the practice of doctoral r  esearch. The guidelines are not intended to constrain approaches to

research, rather they provide clarity where needed and align with the spirit of integrity

inherent within educational research. Moreover, the framework provides protection for both

the res earcher and their participants, with an overarching purpose to do no harm as a

fundamental part of the research process.

Informed consent

Before the peer tutoring study began, prospective student participants were invited by the

key members of NWC stafft o attend a briefing meeting (one for GCSE students and one for
A Level students). It was during this time that they consented to be part of the study and

those under the age of 18 had a consent form (see Appendix 2) posted to their parents,
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whereas those o ver 18 signed it themselves. There was also an element of the Director of
English and Maths acting in loco parentis, as a gatekeeper, because the peer tutoring
research sat within her remit. Additionally, consent was gained again before the interviews

and | was abletore -explain the purpose of my research and how it would be used for my

EdD, making sure | emphasised how important their contributions were  : all of which was

recorded in the transcripts. Piper and Simons (2011) believe it is vital that partici pants fully
XQGHUVWDQG pWKH SXUSRVH RI WKH UHVHDUFK DQG WKH FRQVHTXHQF|
6LPRQV S DQG WKLV LV UHLQIRUFHG E\ %(5% LQ WKDW pYROXQW
consent to be the condition by which participants understand and agree to their

SDUWLFLSDWLRQT %(5% S KRZHYHU DERYH DQG EH\RQG WKLV

them know how much | appreciated their contributions.

Confidentiality

The use of pseudonyms used specifically for participants in social science research is

MGRPLQDQW WR WKH HIWHQW RI EHLQJ XELTXLWRXV DQG UDUHO\ H[DPL
450), but it took time and significant thought to choose them, namely because it was

important to reflect on the process of naming. Allen and Wiles (2016) DUJXH WKDW uDOOREFD\
pseudonyms to confer anonymity is not merely a technical procedure but has psychological

PHDQLQJ WR ERWK WKH SDUWLFLSDQWY DQG WKH FRQWHQW DQG SURF#F
Wiles, 2016, p. 2) and a conscious effort was made to en sure pseudonyms reflected the
SDUWLFLSDQWVY JHQGHU DQG HWKQLF RULJLQ 1DPHV ZHUH FKRVHQ D

letters, because it was deemed insensitive to use letters or numbers in relation to real

people. Creswell (2013) reminds researchers that it i s their responsibility to protect

DQRQ\PLW\ DQG WKH FRQQRWDWLRQV Rl HUHVSRQVLELOLW\Y KDYH ERW
ZKLFK ZHUH DGKHUHG WR ORUHRYHU 30ORZULJKW S VWDWHYV
ensuring that neither participants nor th eir organisations are named at any stage in the

research. In addition, the information you provide in your report should not enable
SDUWLFLSDQWY WR EH LGHQWLILHGY 30ORZULJKW S KHQFH WK

used.

Right to withdraw

% (5 $ 1 Yhiddl guidelines (2018) stipulate participants have the right to withdraw at any

point during the research and that the researcher should provide their own contact details,

both of which were done when consent was gained, prior to starting the peer tutori ng

project and the semi  -structured interviews. As a researcher intending to do no harm, it is

useful to consider the power you hold during interviews and throughout the whole research

SURFHVV LWVHOI .YDOH DQG %ULQNPDQ GLVRR?PYWWK\H L.QIBOKWWHHQW
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WULQNPDQ S VD\LQJ WKDW pLVVXHV RI SRZHU KDYH EHHQ OLW'
Brinkman, 2009, p. 33), in relation to qualitative interviews and in relation to the right to

withdraw | would acknowledge that it would be difficul t for participants to stand up and walk

out. Bearing this in mind, and from an ethical point of view, using paired/group interviews is

RQH PHWKRG WR DGGUHVV WKLV )XUWKHUPRUH %DUERXU FDXWLF
our own assumptions about the de JUHH Rl SRZHU ZH KROGY %DUERXU S K
reflexive approach to this research project was taken and my positionality examined,

exploring a conscious analysis of any impact | might have.

Positionality
W FDQ EH DUJXHG pWKDW S Rr¢latidhs Brig EeflekiVity ar& &l £éhtdal to
FRQFHSWLRQV RI HWKLFV DQG HW KLFubK@okhH20DRUE KHis $ W N IsQ V
important that this is addressed. My previous working relationship with the VP stemmed
fromus both having taught on GCSE resit programme s, so there was a shared
understanding of FE and the types of problems learners and their teachers encountered.
7TKURXJK RXU SULRU SURIHVVLRQDO FRQQHFWLRQ DQG P\ LQWHUDFWLR
post on an online platform, | was granted access to set up and study their experiences of
the pilot peer assisted learning programme. The VP was already considering ways of
overcoming the GCSE resit problem by piloting a peer tutoring programme, whereby local
undergraduate students were brought i n to tutor the GCSE students on a weekly basis, 1:1
and for approximately one hour at a time: this had been done before at NWC. After our
initial discussions, | persuaded him to change this in favour of utilising the expertise of
students within NWC, becau  se this would afford the organisation more direct control of
planning and delivery, as well as providing opportunities for their own A Level students.
Additionally, the VP granted permission for me to use the organisation as a case study
because of my expe rtise within the field of GCSE English; having taught the subject for
thirteen years prior to becoming a teacher educator, it enabled me to evaluate the impact
with a degree of insider knowledge. Having previously met the staff, and gained some
generic pri or knowledge of the student participants, | compiled background data, collected
from Phase, 1 to inform the interviews and focus groups in Phase 2. Atkins and Duckworth
EHOLHYH WKDW puTXDOLWDWLYH DSSURDFKHY SRVLWLER® WKH UHVE
LQVWUXPHQWYT $WNLQV 'XEFNZRUWK S DQG LW LV XVHIXO WR EI

During Phase 2 it was my intention to put the student participants at ease during the group
LOQWHUYLHZYV E\ LQIRUPLQJ WKHP RI P\ WKLUWHHQ \BCsH #fglsi SHULHQFH
prior to becoming a teacher educator, which was also intended to establish some common
ground and build a rapport. Evidence from a study by Ryan and Dundon (2008) found that

MVROLG UDSSRUW HOLFLWYV VXSHULRU TXDOL\WJAA)2NW BRI ingalyQ 'XQGRQ
49



thought | would only have access to the student participants on one particular date, there

was no margin for error. Although | consider myself to be adept in putting young people at

ease, because | am used to working with student sinthe 16 -18 years age range, and as a

teacher educator | frequently visit FE colleges, it is important to acknowledge that being

interviewed is an unfamiliar experience and the student participants, in particular, might

have been apprehensive. The fact that they were interviewed with their peers was also

LOQWHQGHG WR UHGXFH SRVVLEOH DQ[LHW\ EXW DV pPRVW IRUPV RI TX
UHOLDQW XSRQ WKH LQWHUSHUVRQDO VNLOOV RI WKH LQWHUYLHZHUY
something of pivota | importance and cannot be taken for granted. | greeted the participants

with a smile and actively displayed positive body language throughout the interviews, as

well as considering self  -presentation and dressing professionally (smart but casual) and not

wearing a suit, which could be deemed as too formal. Due to the large age gap between

P\VHOI DQG WKH VWXGHQW SDUWLFLSDQWY , GLG QRW LQWHQG WR WU\
however, | did want to distinguish myself from their tutors at NWC in the hope that t his

would enable a more open dialogue and freedom of expression. Not having met them

EHIRUH , SRVLWLRQHG P\VHOI DV pWKH UHVHDUFKHUY VRPHRQH ZLWK
had to say, but who would not judge what they did say. Additionally, this addr essed the

QHHG IRU VRPH HOHYHO RI GHWDFKPHQW LQ WKH QDPH RI REMHFWLYLW
'XQGRQ S DQG DYRLG pWKH ULVN RI FRQVHQVXV DQG WKH FUHI
where the interviewee seeks to provide information that is thought to be expected or

ZDQWHG E\ WKH UHVHDUFKHUY 5\DQ 'XQGRQ S 0\ RZQ FUHGH
researcher, undertaking Doctoral study at the University of Huddersfield had to be balanced

with empathy for young people who had their own reasons for particip ating in the study and

this was not be underestimated when preparing for the interviews. | was aware of my own

biography and how this influences behaviour (Russell, 2005). In alignment with Atkins and

'"XENZRUWK , EHOLHYH WKDW pnUH \beldoeyla séIK R 3e@iBGg €xerdide,U

HYHQ RU HVSHFLDOO\ LI \RXU VWXG\ LV LQ SDUWLDO UHTXLUHPHQW IR
Duckworth, 2019, p. 82).

On one level, when looking at my positionality in relation to the interviews, | viewed the

staff par ticipants as my peers because we had shared values, experiences and goals; yet, |

had a certain distance from them because we did not work together in the same

organisation. This was viewed as an advantage in that | did not have to negotiate the

HYDU\LBJUBHHY RI LQWLPDF\«WR VHJUHJDWH WKH IRUPDO DQG WKH LQIR
1981, p. 79). All the staff participants were aware of the purpose of the study and |

anticipated a high degree of reciprocity and co -operation. Apart from the labour intensit y of

conducting and transcribing interviews, another disadvantage is that it requires a certain

DPRXQW RI SUDFWLFH DQG VNLOO p7KH LOWHUYLHZ SURFHVV WDNHV L
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to listen, write and anticipate a future question all at the same WLPHY w'al &., 1996, p.
175); nevertheless , having conducted interviews with my peers during a previous module

on the EdD, | would assert that this was transferable to this context. Preparation is key, my

a priori knowledge was an advantage and having already established earlier that good

interpersonal skills were essential, these factors have been considered contemporaneously.

The peer tutoring research at NWC happened because of my personal interest in this field.

It was driven by government policy on GCSE resits in English and maths (DfE, 2018b; Wolf,

2011) and the perceived problems this has created (The Guardian, 2014; Wilshaw, in Exley,

2016a), yet the creation of new knowledge arose because peer tutoring in FE, specifically on

GCSE resit program mes, is an area where no other research exists. Over the years,

DFFXVDWLRQV RI pSDUWLVDQVKLSY KDYH EHHQ OHYHOOHG DW HGXFDWI
1998), but during the course of this research project | have aimed to actively embrace this

notion as something positive, agreeing with Carr (2000):

Educational researchers cannot study education without some commitment

concerning its purpose, value and goals. Although educational researchers may, and

often do, study education without articulating any p articular educational values and
beliefs this should not be taken to indicate that such values and beliefs do not

permeate their work. (Carr, 2000, p. 440)

In light of such beliefs, and coupled with the acknowledgement that researchers are in
themselves d ata collection instruments (Atkins & Duckworth, 2019), positionality has been a
central principle within this research. My own professional standing and the resources |
accrued throughout my thirteen years of teaching on GCSE resit programmes, enabled me

to resist any pressure to select out the more positive outcomes of the peer tutoring

research, thus avoiding bias and maintaining validity. Yes, as a long standing FE
practitioner, and a current teacher educator who works with trainees and FE colleges who
deliver resit programmes, | had hoped to hear that the staff and students at NWC would
perceive peer tutoring as having benefitted them; however, | was under no illusion that
WKHLU QDUUDWLYHYV ZRXOG DOVR VKRZ WKH pWKH PHVV\ UHDOLW\ RI VI
(Wellington, 2000, p. 6). In fact, this was welcomed because by taking a deliberately critical
and reflexive standpoint , | ensured my years of FE teaching experience were used to

accentuate all aspects of the research findings.

Conclusion

Bearing in min d this research was initially driven by the need to respond to the
implementation of government policy changes to GCSE English and maths (DfE, 2018b),
choosing to undertake a case study at NWC was informed by several factors. Young (2000)

argues that resea rchers should not become too absorbed by the detail of specific
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government policy and reminds us we need to consider the purpose of educational practices

and the inequalities which arise; by studying a peer tutoring programme it has enabled a

clear focus o n how one FE college attempted to balance policy with their own practices.

JIXUWKHUPRUH (LVQHU E PDLQWDLQV p'LITHUHQW zZD\V RI VHHLQJ J
'LITHUHQW zZD\V Rl VD\LQJ DOORZ XV WR UHSUHVHQW GLIIHUHQW ZRUOG
because peer tutoring in FE is uncommon (Topping, 1994) this research has brought to the

forefront a different perspective on a well -established educational practice (Fitch & Semb,

1993; Keenan, 2014; Micari et al., 2005). A qualitative approach was take n to ensure there

was some degree of flexibility (Cresswell, 2013; Yates, 2004), whilst having some structure

which captured the ways in which staff and students at NWC managed and participated in

the day -to-day experience of the peer tutoring programme. T he study was split into two

phases, the first being when the peer tutoring actually took place, in the spring/summer

term 2017 and the second was when the interviews were undertaken in June and December

2017. Interviews were semi - structured to allow staff and student perceptions to be fully

H[SORUHG IURP D UHODWLYLVW RQWRORJLFDO EHOLHI EDVHG RQ WKH
(Cresswell, 2013, p. 20) could be revealed due to the different standpoints of those

involved. It was deemed important to discuss researcher positionality in this research due to

my own interest in the field of FE and particularly because of my experience of teaching on

GCSE English resit programmes, prior to becoming a teacher educator , and also because

working with trainees who ar e placed within FE colleges, teaching on these programmes,

has kept my knowledge and understanding of the issues current . Although the study at

1:& ZzDV VSHFLILFDOO\ LPSOHPHQWHG IRU P\ (G' TXDOLILFDWLRQ LW KD
VHUYLQJ H[H U Rris\&Hfck@ant\ 2019, p. 82), but a window into the motivations and

beliefs of GCSE resit and A Level students and their teachers, as well as examining the

benefits and challenges of peer tutoring in FE.
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&KDSWHUKHRUHWLFDO IUDPHZRUN

Introduction

ThLY FKDSWHU ZLOO SURYLGH DQ LQWURGXF WheRrQoWRctiéeR XUGLHXTV H[SL
(Bourdieu, 1977) and use it as a framework to show how his ideas can be used as a

HWRROER[Y 6WDKO S WR DQDO\WH WKH GDWD LQ WKLV VWXG\
elucidate the perceived benefits, both educationally and personally, of being involved in the

peer tutoring programme, as well as examining the related social networks and educational

goals. By investing time and effort into participating in the study, the students at NWC

created a programme whereby human capital , viewed from a micro  -perspective

(Duckworth, 2014), led to GCSE resit students accruing capital due to their deeper

understanding of their GCSE subjects (knowledge), and for the A Level students by utilising

their tutoring skills on their UCAS statements. 8VLQJ %R X UThd Fos\of Capital  (1986)

WR DQDO\WH DQG IUDPH WKH SDUWLFLSDQWVY DFFRXQWYV RI WKHLU LQY
explain how the fields (social spaces) they inhabit impact upon t heir choices and beliefs. In

EULHI FDSLWDO HTXDWHV WR PODERUY %RXUGLHX S RU SRZH!
possesses it and how it was accumulated. Bourdieu conceived the concept of cultural capital

when trying to explain why there was an unequal s cholastic achievement amongst children

from different social classes, concluding that it cannot be based on natural aptitude alone.

Thus, how cultural capital is accumulated, depends not only on innate academic ability, but

also on investment of time and r esources within school and the home, as well as investment

RI WLPH RU pO D Eténs frofmklevetiono study or educational action. This is

particularly pertinent to the study at NWC because it explores how their involvement in the

peer tutoring progra mme increases their productivity, opening up access to education and

career choices which can enrich their lives. Cultural capital is the knowledge acquired

through educational qualifications and family/life experiences and is influenced by economic

capit al (income/wealth); this in turn influences social capital, or the resources accrued as

part of the networks in which we build relationships (Bourdieu & Wacquant, 2007, p. 119).

The concepts of cultural, economic and social capital open up discussion of ha bitus and

fields, particularly in relation to family and education as prevailing social networks. Habitus

relates to who we are, what made us who we are and how we present ourselves within

social contexts; it embodies our skills and dispositions and affect s our cultural tastes

(Bourdieu, 1977)  and is often thought of in terms of our history, as individuals, as well as

within our family or class (Reay, 2004a), pointing to the characteristic of it having both

individual and collective tendencies (Duckworth, 2 014). Bourdieu has referred to field using
DQ DQDORJ\ RI WKH pJDPHY %RXUGLHX :DFTXDQW S DQG KRz
its rules of operation within the various networks they operate within. The peer tutoring
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programme at NWC created a new field of play in which the GCSE resit and A Level students

had the opportunity to accrue cultural and social capital. At the outset of the study , the peer

tutors (A Level students), were conveyors of knowledge and in possession of GCSE English

grades higherthan  a Bl/level 6; therefore, it could be said they possessed more symbolic

power than the GCSE resit students . However, by looking at education as a site whose

VWDQGDUGY pDUH DOZD\V VKLIWLQJ DQG FKDQJL Qerdis s¥opdtd R U W K S

explore how the students navigated this.

2ZLQJ WR WKH IDFW WKDW pVXFK QRWLRQV DV KDELWXV ILHOG DQG FD
ZLWKLQ WKH WKHRUHWLFDO V\VWHP WKH\ FRQVWLWXWH QRW LQ LVROI
p. 96), full and careful consideration wi Il be given to each of these concepts and their

applicability to this study, so that relationships between students, teachers, parents and the

education system itself can be analysed. Webb, Schirato and Danaher (2002) argue that

two of the main benefits of XVLQJ %YRXUGLHX DUH KLV pHFOHFWLFLVPY :HEE HW
WKDW KLV ERG\ RI ZRUN LV pGHULYHG IURP GLIITHUHQW WKHRULVWYV WR
"HEE HW DO S ZKLFK pJLYH WKHP D pSUDFWLFDOT RU SROLWLF
p. 8). Frequently, they can offer a powerful, and often trenchant, dialogue of how young

SHRSOHTVY HGXFDWLRQDO RSWLRQV DQG FKRLFHY DUH LQFXOFDWHG E\
dichotomy (Pring, 1995).

%\ XVLQJ %RXUGLHXYV WKHRUHWLF D O sibléDoseehBvidthe haldnte\of DOV R SRV

power between the participants is perceived throughout the study and makes it possible to

think about how both the peer tutors and tutees make sense of this. In taking the

opportunity to interview a selection of the students and teachers involved in the study, they

FDQ UHIOHFW RQ KRZ DQG ZK\ WKH EDODQFH RI SRZHU RU pUXOHV RI W
Wacquant, 2007, p. 98) and their position within it change, whilst bearing in mind the

VWXG\TV YDULRXY RSHUDWLRQB®& fAWVRWY RRIOWY WIWdTRONMRE IUDPHY WKH VWXG
about their educational goals and attitudes to their social relations, with each other, their

IDPLOLHY DQG WKH HGXFDWLRQ VI\VWHP %XLOGLQJ XSRQ WKLV %RXUG
themselves to examinet  heir own positioning, as it presents a critical discourse around

reflexivity which is:

both and at the same time a critical mise en abyme of the intellectual field in which it
is embedded and within which it is produced, and an empowering tool for making
sense of the social world and acting effectively upon it in a truly informed manner.
(Deer, 2014, p. 198)

7KH PHWDSKRU Rl pPLVH HQ DE\PHY LV D FRPSOH[ RQH EXW WR WDNH L\
concept it means that the researcher and the researched are inextr icably linked by the
research process itself, as well as highlighting how the researcher overtly looks at

him/herself at every step of the way. Taking the concept further, it is like being able to see
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an image within an image: you are always present in the research. This can also be linked

WR RYHUFRPLQJ ELDV WKH PRVW GLIILFXOW EHLQJ pWKDW RI WKH 3WKI
VFKRODUO\ JD]JH LWVHOIY 6ZDUW] S $FFRUGLQJ WR 7\ XOHQHY
ZRQGHUHG KRZ WKH UHVHDUFRHUHD SGHWFHWILRHXQ FHY WKH REMHFW R
(Tyulenev 2014, p. 182), hence, my own experiences, as someone who has worked within

WKH HGXFDWLRQ V\VWHP VLQFH ZLOO LQIOXHQFH WKLV pVRFLDO ZF

%RXUGLHXTV RZQ KH Dttt BeckGr&uRXd? ¢fowing up in rural France is often cited

DV D FDWDO\VW RU pGULYLQJ LPSXOVHY :DFTXDQW S IRU KL\
social science and anthropology (English & Bolton, 2016); as someone who grew up wit h
very little cult ural capital, inthe sense of how he himself came to define it in his essay The

Forms of Capital , (1986), his life changed seismically due to his own education and he

sought to challenge inequalities in a society he believed was fundamentally flawed, due t o]

the social inequalities in post -ZDU (XURSH puD VLWH RI HQGOHVY DQG SLWLOHVYV F
:DFTXDQW S W FRXOG EH VDLG WKDW %RXUGLHXfV SHUVRQD

the peer tutoring research at NWC, not only due to the importance of unders tanding why

HGXFDWLRQ ZDV VR LQWHJUDO WR %RXUGLHXTVY OLIHDQG ZRUN EXW D

reminder that it would be too simplistic to reify his oe uvre based on his own upbringing.

Indeed, Bourdieu believed that people are moulded by several intern al and external factors

(Bourdieu & Wacquant, 2007), instead of solely being defined by one element in isolation.

Where a person is born and the life experiences they have does not define them, yet it does

form their habitus, initially shaped within the ho me, then further impacted upon by social

structures such as school and access to wider social networks.

Bo urdieu in the context of GCSE policy

,Q WHUPV RI HGXFDWLRQ DQG SUDFWLFH %YRXUGLHXYV WKHRULHYV FDQ E
the relationships betw  een individuals and the social fields within which they operate: those

being at home, in their previous school, in college and the study itself. This applies to

HYHU\WKLQJ IURP KRZ WKH FXUULFXOXP LV VWUXFWXUHG DQG LWV FRC(
cap LWDO WKDW LQGLYLGXDOV ZRUN WR DFTXLUH DQG XVH WR LQIOXHQF
p. 73). The research project at NWC has currency in regard to curriculum content because it

seeks to interrogate possible ways in which FE responds to educational p olicy and the

changes this has brought about in the GCSE English curriculum: those being the

requirement for students in FE to continue re - sitting their GCSE English and maths until

they achieve a grade C/level 4 or above (Education & Skills Funding Agency , 2019). The

students have accumulated/are accumulating cultural capital in its various forms, but

predominantly embodied and institutionalized (Bourdieu, 1986). Additionally, by exploring

WKH SDUWLFLSDQWVY KDELWXV KHUH GHIL QndesdbMé dispositiodsVHP RI ODV W I
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which, integrating past experiences, functions at every moment as a matrix of perceptions,

DSSUHFLDWLRQV DQG DFWLRQVYT %&X UtGaersXip opportudilies to analyse

notions of agency and social practices. All of th is sits within the field of education, a distinct

VRFLDO DUHQD ZLWK LWV pRZQ XQLTXH VHW RI UXOHVY NQRZOHGJHV D!
Theory re -wired, 2016), those being mostly relatable to cultural and social in the context of

this study. What makes %RXUGLHXTY WKHRU\ LQWHOOHFWXDOO\ VWLPXODWLQ.
PHDVXUH LV WKDW XVLQJ KLV 7KHRU\ RI 3UDFWLFH UHTXLUHV pD NLQG
QHFHVVLWDWHY NHHSLQJ DW OHDVW RQH WKLQJ LQ PLQG ZKLOH FRQVL
p. X). In the peer tutoring study , WKH SDUWLFLSDQWVY SHUFHSWLRQV RI WKHLU L
consequences of their choices, both in school and in college, are juxtaposed with the

FDSLWDOV WKH\ DFFUXH 7KLV DOLJQV ZLWK *UHQ IHDGHN, DVVHUWLRQ V
FRXOG EH VDLG WKDW WR XVH %RXUGLHXfV IUDPHZRUN PHDQV \RX VHH
DQG IORZLQJ GHSHQGLQJ RQ WKH ILHOG V LQKDELWHG ,W FDQ DOVR I
LV XQLYHUVDO D pWKHRUHWLFDO W R RAONLNY DQ@\KIKFHUB IDVQ GQRWHHQIG HIGH W IF
&RQQHOO S KRZHYHU LW LV ZRUWK QRWLQJ DQ DZDUHQHVV R
theories are built upon European perspectives, and thus relevant to this study, but also that

they are derived from a social theory of his own research, as well as those of other

European philosophers and social scientists.

The Forms of Capital

$FFRUGLQJ WR %R&Roks B XCHpital  (Bourdieu, 1986) capital exists in three forms:
economic (income, property, wealth), cultural (ed ucational qualifications, choices of leisure
activities, personal dispositions) and social (networks). These forms will be discussed

individually, but links between them will also be highlighted and related to the motivations,

influences and goals of the p  articipants in this study.

Economic capital

Economic capital can be earned from employment or inherited from family (Bourdieu, 1986)

and is a driver for the other forms of capital because it can be used to buy cultural capital

and affect access to social networks. In the peer tutoring study economic capital is more
notional than tangible because the student participants have yet to gain financial

independence from their parents , SO the connection here is vicarious . Moreover, the
geographical area in which NWC is situated has a higher than average number of residents
educated to degree level (Ofsted, 2015) and lower than average unemployment rates
(Office for National Statistics, n.d.) , So there is less social deprivation at the case study site.
Data in rel ation to the social class of the parents was not collected as part of this study,

however, this was alluded to during the interviews when the student participants were
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asked if anyone they lived with had been to university (see Appendix 1) . Itis acknowled ged

WKDW WKH SDUHQWVY HFRQRPLF VWDWXV FDQ LPSDFW RQ WKH FKRLFH
deciding what to study post -16 and indeed whether to continue in HE (Dodgson, 2004,

McShane, 2003; Payne, 2003). -DUQHVYV LGHQWLILHG D pPXWXDOs,DQWDJRQL
2017, p. 362) between the preponderance of either cultural or economic capital, noting that

even though money can provide right of entry to cultural gains, overall, having capitals

denoting good taste and education, as opposed to wealth, is a significan t factor. The

imbrication of cultural capital and economic capital carries with it an implication of there

EHLQJ pD UHWXUQY 6XOOLYDQ S RIWHQ LQ WKH IRUP RI HGXF
Bourdieu (1986) posits that those who possess economic capit al can devote more time and

effort to converting it to cultural capital, which makes sense because even though economic

capital alone does not automatically confer status, it can be accumulated over time. One

way to explain this further is to think about t KH WHUP PQRXYHDX ULFKHY PHDQLQJ W]
have acquired wealth within their own lifetime (for example a lottery win, or those who
strived to earn it through their own business) as opposed to inherited, and they have not

yet acquired the good taste associa ted with their level of income. It is debatable as to

whether they would ever possess the capitals of those with hereditary wealth; however,

they would certainly have the ability to use their economic resources to their own

advantage. Orser (2004) points 0 ut that even if a person acquires economic capital, it would

take some time for their levels of cultural capital to show an upward trajectory and in turn
enculturate the habitus, so  there is a symbolic correlation between cultural capital and

status in soc iety, which is not solely governed by wealth alone . As Bourdieu has identified,
economic capital is immediately convertible to money and property, but can be taken away,

whereas cultural capital in the form of institutionalised TXDOLILFDWLRQV DUH pOHJDOO\
JXDUDQWHHGY %RXUGLHX S whichfdfde \Athielde DstayHwWth the bearer

for life. When considering the significance of economic capital to the peer tutoring study at

NWC, the reisless UPXWXDO D QW (Jarfegsl.20PA p. 362) dueto the factthe GCSE
resit students have opportunities to increase their cultural capital through their education,

but whilst still  living with their parents, they have yet to acquire economic capital in their

own right. Furthermore , itis argued thatthe co  ntent of the GCSE English curriculum itself
LQFUHDVHY VWXGHQWVY FXOWXUDO FDSLWDO GXH WR WKH LQFOXVLRQ
periods and genres (AQA, 2018) , Opening up access to materials which most young people

may not have the opportunity to dis cuss within their home environment . And so, the
importance of economic capital within this study can be summarised as the way in which it
is relatable to cultural capital, in the form of institutionalised  educational qualifications
(Bourdieu, 1986) , and th e possibilities this affords the GCSE resit students to enrich their

lives. Economic capital could also be relevant in instances of peer tutoring programmes,

depending on when the 1:1 sessions are timetabled; for example, some students have part -
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time jobs and unless the sessions are calculated within their normal curriculum delivery,

they may not be able to attend and therefore be disadvantaged.

Cultural capital

:KHQ FRQFHSWXDOLVLQJ %RXUGLHXTV WKHRU\ RI FDSLWDO DQG LWV GL
p. 99) argues that in relation to symbolic capital, it is important to understand how it can be

both arbitrary and uniform. 6\PEROLF FDSLWDO LV GHILQHG DV pWKH IRUP WKDW
of capital assume when they are perceived and recognised as legitim DWHY %RXUGLHX

S KHQFH LW FRXOG EH WKRXJKW RI PRUH L @ww&HI9P, ¥.2B)lopDQ DQDORJ\Y
legitimised form of the other capitals (Bourdieu, 1986). Unless both of these factors are

taken into account, i.e. the arbitrary way that a perso QTV FODVYV VKDSHV WKIHLU KDELW)
confers social advantage, yet this may not be given equal value in society, his ideas are no

PRUH WKDQ D VRFLDO VWUDWLILFDWLRQ WKHRU\ DQG pFXOWXUDO FDSL
VIQRQ\P IRU 3VWDWXV'IRWU RREFLWOV]DWLRQ  >DGGLQJ@ OLWWOH WR DQ
LQ WKH OH[LFRQYT ORRUH S 1HIJDWLYH DV WKLV PD\ VHHP ZKH(
cultural capital, which can indeed be abstract, it is a useful baseline entry to a broad and

conceptua lly thought -provoking theory, especially when applied within an educational

FRQWH[W ,W JRHV ULJKW EDFN WR PpNQRZOHGJH RI WKH GRPLQDQW FRC
LQVFULEHG LQ D FXOWXUHY - JHU S DQG WKH ZD\ WKLV NQRZ
social hierarchies and levels of advantage, both in symbolic and material forms. Economic

FDSLWDO LV uDW WKH URRW RI| D O(Bourdiél HI86,I2 26B)V R knid BISheW D O

IRUPV DUH LQH[WULFDEO\ OLQNHG 7KH LQWHUFRQQHFtaVd¢aRI@Y PHDQ WKL
transformed into another. For example, economic capital can be converted into cultural

FDSLWDO ZKLOH FXOWXUDO FDSLWDO FDQ EH UHDGLO\ WUDQVODWHG L

p. 48). The three forms of cultural capital are:

1. Embodied + phPORQDVWLQJ GLVSRVLWLRQV RI WKH PLQG DQG ERG\
dialect.
2. Objectified + uFXOWXUDO JRRGVY IRU H[DPSOH ERRNV RU SLFWXL
3. Institutionalized + pHGXFDWLRQDO TXDOLILFDWLRQV 1 %RXUGLHX
Educational qualifications are more self -explanatory, but it is worth noting that in turn these

can denote the acquisition of power and authority. English & Bolton (2016) argue that

FXOWXUDO FDSLWDO LV WKH PRVW GLIILFXOW WR TXDQWLI\ GXH WR LW
Bolton, 2016, p.  57), unlike economic capital, which is much more visible because it relates

WR DQ uDFFXPXODWLRQ RI ZHDOWK DQG SRZHUYT (QJOLVK %ROWRQ
economic capital has relevance to this study in the long term achievement of participant Al

educational and career goals, as well as within social and educational fields. If social capital

LV PHPEHUVKLS RI D JURXS pPQRW ZKDW \RX NQRZ EXW ZKR \RX NQRZ1
58



p. 56) this could have some bearing on the study, namely because two different groups of
stude nts (GCSE and A Level) who may not normally mix with each other, formed

membership of a newly created group at NWC.

One of the reasons why cultural capital is so relevant in contemporary times is that it is

possible to recognise  wealth and monetary gain with relative ease, as property and

inheritance pass down from generation to generation, particularly when people obtain highly

SDLG MREV %RXUGLHXTV WKHRU\ ORRNV EH\RQG WKLV DQG pWKH WUDQC
however, o paque, and is necessarily masked in a language of meritocratic achievement and

KDUG ZRUNTYT 6DYDJH S 7KH QRWLRQ WKDW LW LV pRSDTXHY DO
(Sullivan, 2002, p. 150) and the inability to mould the forms of capital into neatly accessible

concepts. Yet it also helps to embody the fact that for Bourdieu, the impenetrable nature

PHDQV LW FDQ PDVN IRUPV RI pRYHUW SULYLOHJHY 6DYDJH S

can be disputed, thus allowing its power to be challenged. H ence it could be said that the

transmission of capital is oblique; it is both paradoxically ever present, in the form of

enculturation, yet simultaneously invisible to those who possess it. Families who possess

large amounts of cultural capital are indeed likely to live in relative financial comfort, but

they are also likely to pass on the belief that educational success and qualifications come

from hard work and perseverance (Jaeger, 2009). Unlike money, property and titles,

educational qualifications canno t be passed on from one person to another, they have to be

HDUQHG EXW WKH DELOLW\ WR XQGHUVWDQG pWKH UXOHV RI WKH JDPH
98) confers an inheritance of sorts, which is imbued with a sense of entitlement. When

children grow up a round parents whose lives are rich in cultural and other forms of capital,
they are unaware of how this impacts on their ability to gain social advantage, which again

links back to its opacity. High status and social advantage are unequivocal rights for th ose
whose lives are rich in cultural capital DQG WKLV LV DUELWUDU\ EHFDXVH uWKH VRF
its transmission and acquisition are more disguised than those of economic capital [and] it

LV SUHGLVSRVHG WR IXQFWLRQ DV V\PEROLE2HDPSLWDOYT %RXUGLHX

Embodie d state

Capital in the embodied state is characterised by corporal representation of the internal

qualities and traits of a person, such as taste, body language and lifestyle choices (Moore,

2014, p. 102). At a surface level these are no t assets that can be accumulated and

H[FKDQJHG IRU PRQHWDU\ JDLQ LQ WKH REMHFWLILHG VWDWH KRZHYI

products of investments and resources to be exploited: each form of capital can be

WUDQVIRUPHG LQWR DQRWKHUYT %UWRXEBRBYWODV FLWHG WRXUGLHXT\

XVH RI WKH VLPLOH p/LNH WKH DFTXLVLWLRQ RI D PXVFXODU SK\VLTXH

DW VHFRQG KDQG VR WKDW DOO HIIHFWV Rl GHOHJDWLRQ DUH UXOHG |
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consolidates the image of capita I in the embodied state being assimilated within the self and

it is interesting because the imagery in his example is somewhat trivial, but deftly enables a

more contemporary understanding of its properties. Bearing in mind that the GCSE and A

Level studen ts are aged 16 -18, it could be assumed they are what could be called a work in

SURJUHVY D ORQJ zZD\ IURP WKH pPXVFXODU SK\VLTXHY WKHUH LV QR |
high levels of cultural capital in the embodied state. Yet they are products of a Bri tish

education system whereby they have invested years of their time (albeit a mandatory

requirement) in the National Curriculum, and particularly the English curriculum; as such,

HYHQ WKRXJK WKH *&6( VWXGHQWVT HIIRUWYV DW V Fi&RBChoBddG QRW \LHC
for (grade Cl/level 4 or above), it would be logical to hypothesise that in their previous GCSE

English studies they have worked on self -LPSURYHPHQW HYHQ pLQ WKH DEVHQFH RI
GHOLEHUDWH LQFXOFDWLRQ DQG WKHUHIRUét, T986, WRBAXQFRQVFLRXVO\Y

+RZHYHU LW LV DOVR ZRUWK\ Rl QRWH WKDW WR DFTXLUH WKH pPXVFX
of time, effort and on some level pain; therefore, in no way would this be unconscious. By

participating in the peer tutoring study, the GCSE students in particular committed to

DFWLYHO\ WUDQVIRUPLQJ WKHLU SDVW H[SHULHQFHV RI WKH *&6( TXDO
(Bourdieu, 1986, p. 243).

Another feature of the embodied state of cultural capital is its hereditary nature. Bourdieu

calls WKLV pWKH PRVW SRZHUIXO SULQFLSOH RI WKH VA\PEROLF HIILFDF\Y
EHFDXVH LW GHSHQGY RQ ZKDW LV HPERGLHG LQ WKH VWXGHQWVY IDPL
transmitted to them over time within this social field. This is relevant to the sec ond research

question in particular: To what extent have social networks influenced the educational

choices made by students in the programme? It is also linked to social class, in that children

from families with strong cultural capital (more likely to be considered middle class) have

KDG pHDV\ DFFXPXODWLRQY XQOLNH WKRVH IURP ZRUNLQJ FODVV EDFN
a strong and obvious interplay with capital in the economic or objectified state due to the

fact access to highbrow cultural activit ies, such as theatre and ballet, require not only

material means to access them, but also embodied cultural capital (or taste). In Mike

6DYDJHYV p6RFLDO &0DVV LQ WKH VW &HQWXU\T KH DQDO\VHV OF
money and a good educat  ion, as patterns of cultural capital, concluding that:

We are not implying that those who are less well -off and have few qualifications have

no cultural interests, or simply sit passively at home all day. Rather, their cultural

engagement is likely to be m ore informal, more neighbourhood and kinship -based,

and is hence less likely to be something based around particular leisure activities
such as going to a museum. (Savage, 2015, p. 106)

7KLY UHODWHY GLUHFWO\ WR %RXUGLHXTV W KikflRdntes bothDriéfils R1 WKH KH
RI uyWWKH SHULRG RI HPERGLPHQW QHHGHG WR DFTXLUH >DQG@ WKH PHI
(Bourdieu, 1986, p. 246). Although social class was not explicitly measured within this
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research, during the interviews student participants were asked if anyone in their family had
connecton EHWZHHQ WKH VWXGHQW SDUWLFLSDQWVY HGXFDWLRQDO JRDO
unit. Those social networks could also relate to experiences in secondary school and how

they impacted upon subsequent educationa | choices.

Objectified state

&EXOWXUDO FDSLWDO LQ WKH REMHFWLILHG ERPMH IXQROERIQE BWWRGVWR
(Grenfell, Grenfell & James, 1998, p. 21) and is therefore strongly linked to economic

capital. In the peer tutoring study this app lies to GCSEs, A Levels and to some extent BTECs

because they are the qualifications undertaken by the students. It could be argued that as

with economic capital, this area has little relevance beyond the qualifications; however, it is

important to note th DW E\ FRQVLGHULQJ DOO WKH IDFHWV RI %RXUGLHXTV WK

the inter -relatedness with other forms of capital, should they arise.

Institutionalized state

Due to the fact this research project focuses on peer tutoring on GCSE English resi t courses

a discussion of the institutionalized state is pertinent and will enrich the research process.

%WRXUGLHX S VHHY LW DV pWKH REMHFWLILFDWLRQ RI FXOWXUI
DFDGHPLF TXDOLILFDWLRQVYT DQG p:LWK nnwaKéitifiedd®abddlRutaF TXDOLILFDWLR
competence which confers on its holder a conventional, constant, legally guaranteed value

ZLWK UHVSHFW WR FXOWXUHYT %RXUGLHX S 7KH *&6( VWXGHQ
part in the research process is to improve th eir chances of achieving a grade C or above in

WKHLU -XQH H[DP VR WKHUH LV D YHU\ FOHDU HPSKDVLYVY RQ WKLV pFHL
FRPSHWHQFHY EHFDXVH LW ZLOO HQDEOH WKHP WR PRYH RQ WR KLJKHI
HPSOR\PHQW 7KH TXDOLILEDWIRQRGVWKHQWDQGDUG DFKLHYHPHQW RI
(in England and Wales); it is not recognised in the same terms of capital compared to A

Levels, degrees and so on. It could be classified as more of a gateway qualification, having

value inits own righta s proof of having achieved a national target, but also symbolically in

that although there is no immediate conversion to economic capital, a student who achieves

a grade 4/5 or above (equivalent to the old grade C) becomes one of the 60. 2% group of

young people who are successful, as opposed to the other 39.8%, categorised as having

failed (Adams & Weale, 2016). The capital becomes both objectified and embodied in that

WKH LQVWLWXWLRQDOL]HG VWDWH LWVHOI LV uD IRUP RI| HRéaMelFWLILFD
DV«LQ WKH FDVH RI HGXFDWLRQDO TXDOLILFDWLRQV LW FRQIHUV HQW
FXOWXUDO FDSLWDO LW LV SUHVXPHG WR JXDUDQWHHY %RXUGLHX
become more explicit than implied and the field of education is a site of struggle for the

39.8% of students who may lack the scholastic habitus to succeed (English & Bolton, 2016).

This highlights the importance of GCSE resit courses because without them, the 39.8% of
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students who did not achieve a grade 4 or above, wo uld be limited in their capacity to
increase their grade to one which is highly valued by employers and educational

establishments (Craggs Mersinoglu, 2019).

Social Capital

The concept of social capital frames all other forms of capital in that it relates to how people
LOQWHUDFW ZLWKLQ WKH JURXSV WKH\ DUH SDUW RI %HLQJ SDUW RI D ¢
members with the collectively -RZQHG FDSLWDO D pFUHGHQWLDOYT ZKLFK HQWLW(

WKH YDULRXV VHQVHV RI WKH ZRUGY % Rxhd Geeuforing studg at NWC
a new group was formed, both in terms of the students collectively, and also in terms of the

A Level tutors and the GCSE tutees. This form of capital relates more directly to research

question 2. To what extent have social networks influenced the educational choices made by
students in the programme? These networks are namely: family, school, college and the

peer assisted learning group itself.

During the first round of semi -structured interviews in June 2017 the students were asked
four questions which would lend themselves to enabling some form of analysis of their own
DQG WKHLU IDPLOLHVY VRFLDO FDSLWDO VHH $SSHQGL]

1. c. Where do you live?

1. d. Who do you live with?

1. e. Have any of the people you live with been to university?

2. d. What did your fellow students and parents say about you being involved (in the

project)?

The purpose behind this was to generate ideas about the perceived impact any of the above

could have on educational attainment, as well as allowi ng inferred meanings relating to

inherent values of university education. Accessing university education is seen as a marker

of success which often confers cultural capital (in all its forms) on those who gain

educational credentials. If, as Duckworth (201 S DVVHUWY p%RXUGLHX SODFHV |
WKH FHQWUH RI VRFLDO FDSLWDOY WKHQ NQRZLQJ PRUH DERXW WKH V

small but integral part of this study.

Although no specific questions about school were posed during the interview s, itwas a

given that in discussing their educational choices, there would be some links to the school

H[SHULHQFH (QJOLVK DQG %ROWRQ S DUJXH WKDW VFKRROV pl
and friction culturally, socially, economically, and polit ically. In short, schools are not

QHXWUDO DJHQFLHV IXQFWLRQLQJ LQ QHXWUDO VRFLDO VSDFHV § 7KLYV
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social capital insofar as they were given opportunities to discuss if and why school had

influenced their post  -16 choices.

NWC is seen as a social space where learning takes place within and outside of the

classroom. The college staff participants formed a fundamental part of the college network

in that they taught the students, paired them up during the programme and oversaw th e

day to day running. Their input was logistical, organisational and also intuitively focused on

obtaining the best outcomes for the students. Yes, they were interested in seeing if by

SDUWLFLSDWLQJ LQ WKH SHHU WXWRULQJ SURJU DwoRlH ingrdue, & 6 ( VW XGH |
they were also driven to understand the perceived benefits for the A Level students, in

terms of confidence building and enabling progression in attaining career goals.

Under normal circumstances GCSE and A Level students at NWC have li ttle cause to mix

socially, or otherwise, but by creating an opportunity to change this, the college could be

seen as progressive and willing to broach the hierarchy of hitherto indeterminate GCSE and

A Level status within the college. It is posited thatt his links to the hidden curriculum

(Eisner, 1992a) when considering the unequal power relations between staff and students,

then potentially between peer tutor and tutee. On the other hand, it could also be seen in a

positive light due to the fact that som e power and control of learning was handed over to

the students, as opposed to being contained solely within the classroom. As has previously

been discussed, peer tutoring/assisted learning programmes are usually the norm within HE

(Topping, 1996) and by f  acilitating a programme at NWC the hidden curriculum is

demonstrating that GCSE and A Level students can be trusted to work effectively together,

ZLWKRXW GLUHFW VXSHUYLVLRQ RI WKHLU WXWRUV ,Q u6FKRROLQJ LQ

(Bowles & Gintis, 2 002) Bowles and Gintis revisit their research from 1976 and argued that

MVFKRROV SUHSDUH SHRSOH IRU DGXOW ZRUN UXOHV E\ VRFLDOL]JLQJ S
ZLWKRXW FRPSODLQW LQ WKH KLHUDUFKLFDO VWUXFWXUH RI PRGHUQ F
2002, p . 1) and if this is the case, then it undermines the intentions behind the peer

WXWRULQJ SURJUDPPH $GGLWLRQDOO\ 'XFNZRUWK S EHOLHYH
classroom the dominant cultural values and symbolic power related to their legitimate

DXWKRULW\Y KRZHYHU 1:& FUHDWHG DQ RSSRUWXQLW\ WR UHPRYH WK

acknowledging the expertise of the A Level students.

Habitus
W FRXOG EH VDLG WKDW KDELWXV LV WKH PRVW FRQWHVWHG RI %RXU(
2002); nevertheles s, its importance and relevance to this study is paramount. Bourdieu

GHILQHVY KDELWXV DV pb SURGXFW RI KLVWRU\T DQG pubD VA\VWHP RI
dispositions which, integrating past experiences, functions at every moment as a matrix of

percepti ons, appreciations, and actions and makes possible the achievement of infinitely
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GLYHUVLILHG WDVNVY %RXUGLHXKH ZRY% pKLVWRU\Y LV SDUWLFXODUC
because it emphasises the idea of habitus being acquired over a long period of time, but it

LV DOVR ZRUWK QRWLQJ WKDW LW UHFRJQLVHYV FLUFXPVWDQFHV RI D S
they are born into wealth or poverty (Duckworth, 2014). It informs who we are, what we

do, as well as how others perceive us, and the way we perceive ou rselves. As a concept, it

LV IDVFLODWLQJ WR WKLQN WKDW WKRVH pWUDQVSRVDEOH GLVSRVLWL
and negative connotations, depending on access to cultural and other capitals. Additionally,

WKLV uPDWUL[T LV WKH QXF O kbing diseRemadatels;Hths &heh/idonment

where cultural, social and political influences pervade.

Habitus is therefore ingrained in the reproduction of class structures due to the fact that our

history is part of who we are; it influences whether a pers on remains within a certain class,

depending on whether they were born with access to high or low levels of cultural and other

capitals. For someone from the working class, and even though habitus is transposable, it is

difficult to move in an upward traje ctory without time and money. Bourdieu calls the ability

WR WUDQVIRUP RQH IRUP RI FDSLWDO LQWR DQRWKHU pFRQYHUVLRQVYS
alludes to the fact that it is easier for higher classes to do this than the working classes,

because:

if t he best measure of cultural capital is undoubtedly the amount of time devoted to
acquiring it, this is because the transformation of economic capital to cultural capital
presupposes an expenditure of time that is made possible by possession of economic
capital. (Bourdieu, 1986, p. 255)

A vicious cycle ensues for the working classes due to the fact that they possess neither the

time nor the money to access higher forms of cultural capital and habitus and the status

quo prevails for subsequent generations. B ourdieu calls this cultural reproduction and his

LOQWHUHVW LQ WKLV ILHOG LQLWLDWHG p5HSURGXFWLRQ LQ (GXFDWLRC
Passeron, 1977). Thus, it can be argued that cultural capital is at the heart of the

reproduction of social inequ  ality and the education system feeds these inequalities, because

it values success in the form of educational qualifications, which in turn enable access to

EHWWHU MREV DQG KLJKHU ZDJHV 7DNLQJ DW IDFH YDOXH WKH EHOLHI
class, only middle -class or elite cultural resources can become cultural capital valued in

VRFLHW\Y 7]DQDNLYV S %WRXUGLHX LGHQWLILHV VFKRROV DQG
MSHGDJRJLF DFWLRQYT %RXUGLHX 3DVVHURQ S Akelclads IDYRXUV
families and marginalises others. As has previously been stated, class was not explicitly

examined in the peer tutoring study, nor was data generated to make claims about the

student participants; however, in discussing their perceptions of their place within the

education system | was able to formulate ideas pertaining to their habitus and the impact

school had in its formation. Even though the GCSE students could be deemed as having

failed within the education system, in that they did not achiev e the required standard of a C
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or above (now grade 4), by participating in the study, the pedagogic action performed by
NWC was intended to provide positive outcomes for the students. This, in turn, could have a

positive impact.

One of the primary conside  rations when interrogating the concept of habitus is that it is not

VWDWLF DQG FDQ EH pPERWK D OHQV WKURXJK ZKLFK HYHU\WKLQJ LQ Wi
WKH VHW RI SULQFLSOHYV JRYHUQLQJ DQ DIJHQWITV UHVSRQVHT 7KRPSVI
several key issues noteworthy for discussion in this short quote because the metaphor of

WKH pOHQVY ZKHQ FRQQHFWHG WR SHUFHSWLRQV UDLVHVY DOO VRUWYV
view of individuals within the particular field under discussion. Furthermore, t he habitus is
MVXFFHVVLSttGFWXHIHGY 7KRPSVRQ aspe®le engage with others within

WKHLU VRFLDO HQYLURQPHQWY 7KLV LV ERWK DQ DGYDQWDJH DQG D G
theory, because on the one hand there is much scope for pract ical engagement with new

fields, but on the other it is more difficult to foster objective responses. It can be linked

EDFN WR WKH LGHD RI WKH pPLVH HQ DE\PHY 'HHU S LQ WKDW
in the habitus is recursive: ever present eve n when something new is formed through

cognitive construction.

Structure versus agency * the perennial debate
Webb et al. (2002) include a definition of agency in their glossary, relating it directly to
%WRXUGLHXTV ERG\ RI ZRUN $JHQF\ LV

The idea that in  dividuals are equipped with the ability to understand and control their
own actions, regardless of the circumstances of their lives: usually termed
MLOQOWHQWLRQDOLW\T DQG pLQGLYLGXDOLW\Y :H HI[HUFLVH DJHQF\
our intention to vot e one way or the other, or make choices to eat from a restaurant
menu. For Bourdieu, the possibilities must be understood and contextualised in
terms of their relation to the objective structures of a culture. (Webb et al., 2002, p.
iX)
The staff and stud ents involved in the peer tutoring study at NWC exercised agency when
they made the choice to take part; yet it can be argued, due to the context of the research
VWHPPLQJ IURP WKH JRYHUQPHQWTV SROLF\ RQ *&6( UHVLWV (6)%
fact KHDYLO\ LQIOXHQFHG E\ pREMH FVDjo¥ard DuakWotth Y2046) Hosif thek G H
government policy drives and shapes UK literacy practices and it could be argued this has
impacted on GCSE English (and maths) resits and the way in which FE colleges fee I
pressurised to drive up results, whilst still doing the best by their students. The examples
used by the authors in the above quote also allude to the fact that some of these choices
FDQ EH PXQGDQH JuFKRLFHV WR HDW IURP D PHQ Xdgolodieg aricdivdder DIILUPLQ
LQIOXHQFHV LQ VRFLHW\ pRXU LQWHQWLRQ WR YRWH RQH ZD\ RU DQRYV

SHUVRQYVY DELOLW\ WR FRQWURO WKHLU DFWLRQV ZLWKRXW ORRNLQJ L
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DIIHFWHG E\ yWKH DELOLW\DWR XQBHDNYGDHNG RI FLUFXPVWDQFHVYT 7Kt
assertion, relating to circumstances, is deeply problematic because sometimes

FLUFXPVWDQFHY DUH EH\RQG DQ LQGLYLGXDOYV FRQWURO 6DYDJH
(Savage, 2015, p. 53) to describe a clas s of people whose daily existence lacks

predictability, security and lack of resources, so their circumstances act as a barrier that

simply does not exist in middle and upper class families. Additionally, Sullivan (2002)

challenges Bourdieu and is disparag LQJ DERXW KLV FRQFHSW RI KDELWXV JLYHQ L
(Sullivan, 2002, p. 150); she posits that he only uses it to try and solve the conflict between

structure and agency. However, other prolific social scientists, such as Anthony Giddens

(1984), have al so made significant contributions to the debate and had their theories

FKDOOHQJHG O6WLQFKFRPEH 7D\ORU JRU H[DPSOH *LGGHQVY
KDV EHHQ ODEHOOHG DV pIX8GRPRIDWDLRM\DQRLEHFDXVH@ «WKH uVWUXF
approachfai OV WR VSHFLI\ ZKHQ WKHUH ZLOO EH PRUH YROXQWDULVP RU P
2010, p. 229) and thus adds to the perennial debate.

$FFRUGLQJ WR (QJOLVK DQG %ROWRQ %RXUGLHX ZDQWHG WR XQGI
habitus led them to behave, unconsciou sly, in certain ways and respond to external forces,

WR H[DPLQH pKRZ VRFLHW\ IXQFWLRQV ZLWKRXW RYHUW LQWHUYHQWLR
28). If agency exists in the ability of an individual to make their own choices, then in what

way are these subje ctive choices be influenced by external structures? Objectivism can be

GHILQHG DV phWKH LGHD WKDW SHRSOHYVY DFWLRQV DQG DWWLWXGHYV D
VWUXFWXUHV VXFK DV WKRVH UHODWLQJ WR FODVV HWKQLFLW\ JHQGHE
200 S [LY DQG WKLV DOLJQV ZLWK %RXUGLHXYV DUJXPHQW WKDW pKD
(Bourdieu, 2000, p. 180). The idea of structure and agency being intertwined by multiple

LQWHUQDO DQG H[WHUQDO IDFWRUV PDNHV LQILQLWHO\KHRURUWMHQVH W
VFHQDULR %DODQFHV VKLIW DFFRUGLQJ WR FRQWH[W DQG LI ZH WDNH
know why people behave in certain ways when confronted by external forces, we can see

the tacit nature of the habitus.

Fields

The concept of field is central t R %RXUGLHXTVY WKHRU\ EHFDXVH LW LV LPEULFDW
FDSLWDOV DQG KDELWXV GXH WR ILHOGV EHLQJ pGRPDLQV ZKHUH KXPI
IRU FDSLWDOY 'XFNZRUWK S DQG DOVR EHFDXVH pKDELWXV DQ
of relations ( Bourdieu & Wacquant, 2007, p. 16). Therefore, it is vital to think about how it

relates to habitus and capital, when seeking to define it, because Bourdieu had stipulated

that they are relationally linked:

A field consists of a set of objective, historical relations between positions anchored
in certain forms of power (or capital), while habitus consists of a set of historical
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UHODWLRQV 3GHSRVLWHG ™ ZLWKLQ LQGLYLGXDO ERGLHV LQ WKH IF
schemata of perception, appreciation, and action. (Bourdieu & Wacquant, 2007, p.
16)

Field, then, is a social space where agents develop networks and compete for power. The

XVH RI WKH SKUDVH pKLVWRULFDO UHODWLRQVY WZLFH LQ WkKH DERYH
to habitus, as the habitus is f ormed by life experiences, both as children and adults. When

FRQVLGHULQJ pPHQWDO DQG FRUSRUHDO VFKHPDWDY WKHUH LV D UHP
mind and body; it can be useful to see the inherent synchronic and diachronic nature of how

the habitus forms and transposes, because the past and the present are ineluctable forces

of influence. There is a certain fluidity to social spaces, in that the balance of power within

WKHP GHSHQGV RQ FRQWH[W DQG LQWHUDFWLRQ ZLWK D,23H&,VRQTV KDI
hence it is almost impossible to fully account for the multiple social activities, which shape

any field, depending on how WKH pUXOHV RI WKH JDPHY %RXUGLHX :DFTXDQW

interpreted and applied.

The field of Further Education is the prim ary one for this research and there are sub -fields

within it: namely NWC as one specific FE college; the peer tutoring programme itself, and

the fields created when the GCSE resit and A Level students were paired up for the 1:1

sessions. Bourdieu argued th  at the field of education is one of the main sites of inequality

and is manifested through the curriculum and social class (Duckworth, 2014). Adding to the

PHWDSKRU RI WKH ILHOG DV D JDPH %RXUGLHX LQYHUWYVY WKH LGLRP p
D pKVYQ ZDWHUY %RXUGLHX :DFTXDQW S DV D zD\ RI KLJKOLJ
which dominant social classes inhabit the fields they encounter. Although social class was

not analysed through the data collected at NWC, the concept of field was used to explore
KLHUDUFKLHVY LQ VWXGHQW SDUWLFLSDQWVY SHUFHRWhRIQewttR | WKHLU L
as well as other emerging themes in the analysis chapter. The overarching principle of

%RXUGLHXTV ILHOGV LV WKDW DJHQWYV Y LidthemR @ndrtheS¢ sbdmspaded) SRZHU ZL
DUH VLWHYV RI FRQIOLFW 6ZDUW] ZKLFK GHSHQG RQ WKH IRUPDWLI

position them within it.

Doxa

$V ZLWK %RXUGLHXTVY RWKHU WKHRUHWLFDO FRQFHSWY GR[D LV GHILQ
and in teracts with habitus and field (Deer, 2014). Bourdieu said doxa can be understood as

pD VHW RI IXQGDPHQWDO EHOLHIV ZKLFK GRHVY QRW HYHQ QHHG WR EH
explicit, self -FRQVFLRXV GRJPDY %RXUGLHX S DQG RQ&isRI WKH NH\
MGRJPDY EHFDXVH LW LV EDVHG RQ WKH QRWLRQ WKDW GR[D JRHV XQFlI
taken for granted and submitted to unconsciously (English & Bolton, 2016). | argue that the

field of education is heavily imbued with doxic beliefs because o f the impact of policy
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decisions influencing the GCSE resit students and teachers who took part in this peer
tutoring research study. This is not to say that policy change goes completely unchallenged,

nor do educational professionals shy away from openly stating the problems it can cause,

but there is still a tacit compliance in the resit process, even when those changes are widely

perceived as having a negative impact on young people resitting in FE colleges (Wilshaw, in

Exley, 2016b; Foster, 2019; Sellgr HQ 7KH *XDUGLDQ S5HWXUQLQJ WR %R
HPUXOHV RI WKH JDPHY PHWDSKRU %RXUGLHX :DFTXDQW ZKHQ DC
possible to see how the unchallenged nature of the doxa would align with adhering to the

MUXOHV 1 $FFR @b ket (2WAR),.compliance within education, and particularly in

VFKRROV LV FRPPRQ GXH WR WKRVH LQVWLWXWLRQV GLVSOD\LQJ D uG
S [L VWHPPLQJ I[IURP WKHLU XQTXHVWLRQHG plIXQGDPHQWDO EHOLHIV
important to bear in mind that agents accept the doxa because of their habitus and where

they are positioned in the field. If agents within the field of education feel powerless to elicit

change, which they feel will benefit them, then it is understandabl e how the GCSE resit

MSUREOHPY UHPDLQVY DQ HPERGLHG SHUFHSWLRQ LQKHUHQW ZLWKLQ W

,Q UHODWLRQ WR WKH DFDGHPLF DQG HGXFDWLRQ V\VWHPV %RXUGLHX
of ideological mechanism; they are a mechanism that produces an unequal distribution of

SHUVRQDO FDSLWDO DQG WKH\ OHJLWLPDWH WKLV SURGXFWLRQT %RX
so those who are privileged have an advantage over those who are not. In using the

concept of doxa, the ideological foundations of education are bas ed on the unequivocal

acceptance of what has also been deemed as arbitrary (Deer, 2014; English & Bolton, 2016)

DQG pZH DFFHSW PDQ\ WKLQJV ZLWKRXW NQRZLQJ WKHPY %RXUGLHX
people do not question their shared beliefs, then the e stablished social order cannot change,

thus strengthening the power and influence of the doxa by mutually reinforcing the

relationship between field and habitus (Deer, 2014). Thus, even though the power of the

doxa is symbolic, its application to policy pr actice in the UK, for GCSE English and maths

resits is nonetheless overtly visible; arbitrary decisions made by government agencies about

what is best for young people, holds FE institutions accountable for something over which

they are often powerless to challenge, resulting in colleges such as NWC trying different

ZD\V WR FRPEDW WKLV %ULGJHW )RZOHU XVHG %RXUGLHXTV WHUF
WUDGLWLRQDOO\ SRZHUIXO ILIJXUHV LQ VRFLHW\ DV pH[SRXQGHUV RI Ol
1997, p. 31), and this could be generalised to policymakers in the UK. However, within the

FRQWH[W Rl *&6( (QJOLVK DQG PDWKV UHVLWY LW LV SHUKDSV PRUH L
own insights (Boschetti, 2006) to see those policymakers as what English and Bolton (2016)

GHVFULEH SHMRUDWLYHO\ DV pSROLF\ ZRQNVY (QJOLVK %ROWRQ

with policy but potentially believing they are wiser than they actually are, when it comes to

deciding on policy change. By interrogating the policy changes thr RXJK %RXUGLHXYV FULWLI
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lens, it is possible to see the changes as symbolic violence (Bourdieu & Passeron, 1990)

because they create barriers to progression for the students. Schubert (2014) believes that

the notion of symbolic violence is more prevalent LQ %RXUGLHXYV ZRUN RQ HGXFDWLRC(
his other areas of study; this being the case, the focus on those policy changes leading to

the peer tutoring research at NWC sheds light on an area of conflict, which has thus far not

been successfully contested.

Conclusion

%RXUGLHXYTV pWKHRUH/OIG-DED BIWMIDG DQG KDELWXVY 6ZDUW] S
a valuable framework when undertaking educational research. When operationalised for the

purposes of the peer tutoring study at NWC, the framework ser ves to show how the

perceptions of staff and students were shaped by GCSE English and maths policy drivers.

Based on the premise that peer tutoring is already well -established in HE (Topping, 1996),

and by viewing the central principles as ways of making p ositive gains for both the tutor and

the tutee (Topping, 1994), there is scope to analyse the student and staff narratives from
multiple perspectives. Due to the fact the peer tutoring programme originated from a desire
to help the GCSE students gain cultu ral capital in the form of educational
qualifications/credentials (Bourdieu, 1986), it points to the importance within education of
cultural capital in its institutionalized state and the presence of the motivation to meet
personal and national GCSE target  s. Social capital, stemming specifically from the
relationships built within this peer tutoring study, creates new networks which although
initially founded on unequal power relations, have the scope to highlight the transposable
nature of the habitus (Bou rdieu, 2000). Researching the field of education, and more
precisely NWC, sitting within the field of FE, highlights the intractable demands placed on
students and staff by policymakers (Sellgren, 2020). The struggle for access to capital
within the field  of education makes possible to analyse the shifts in power during the 1:1
tutoring sessions, as well as foregrounding the difficulty in finding a balance between
structure and agency. If agency is being able to make your own choices, whilst considering
how these choices are influenced by external structures, then the peer tutoring study at
NWC could be seen as a prime example of how and why individuals act as they do. The
influence of structures such as school, the family, college and the peer tutoring prog ramme
itself all converge in a cultural space inhabited by the staff and students, but the perceived

impact on the students is especially interesting to observe.
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&KDSWHWBQDO\VLV

Introduction

This analysis chapter deals with three main themes: failu re and success; academic vs. non -
DFDGHPLF LGHQWLW\ DQG VWUXFWXUH DQG DIJHQF\ 7KH VXEVHTXHQW
WKHRUHWLFDO FRQFHSWYV RI ILHOG FDSLWDO DQG KDELWXV DV pWKLQ!
enables a certain level of flexibility in the interpretations made, because they can be

thought of as guiding principles, used in a practical and theoretical sense to understand the

actions of the participants. They have been applied across all three themes to the

testimonies of individual studen ts and their teachers, when discussing social groups created

by the peer tutoring project, and when considering the organizational context where the

research took place. In taking a Bourdieuian approach, it has been possible to operationalise

his keyconce SWV LQ WKH LVVXHV LQWHUURJDWHG ZLWKLQ WKLV UHVHDUEFK
MWKLQNLQJ WRROVYT WR DQDO\WH DQG FULWLTXH WKH UHVHDUFK D WKHF
ZKHUHE\N LW ZDV SRVVLEOH WR LQWHUSUHW WKH SDUWLFLSDQWVTYT XQGt
process es and social relations; in turn, this brought to light new knowledge in relation to

peer tutoring on a GCSE resit programme in one FE college.

%RXUGLHXTY GHILQLWLRQ RI KDELWXV DV ub VI\VWHP RI ODVWLQJ WUD
integrating past exp  eriences, functions at every moment as a matrix of perceptions,

DSSUHFLDWLRQV DQG DFWLRQVYT %RXUGLHX S DQFKRUHG WKH
JRYHUQPHQW SROLF\ XSRQ \RXQJ SHRSOH VWXG\LQJ LQ )( LQ WKDW LW
histories and opinions  of how they are positioned within the education system, due to a

GCSE resit policy, which stipulates students with a grade 3/old grade D or above must

retake it, as a condition of funding (ESFA, 2019). The concept of habitus does not operate in

isolatonb HFDXVH LW LV VLWXDWHG LQ ZKDW %RXUGLHX UHIHUV WR DV D
WKH pUXOHV RI WKH JDPHYT %RXUGLHX :DFTXDQW 7KH PHWDSKRL
frequently used by Bourdieu to emphasise the struggle for specific resources, namely

capitals , within a social space, which in the context of this research was an FE college.

$FFRUGLQJ WR 2GDEDU DQG $GDPDQ HZKLOH WKH KDELWXV UHVKD
cognitive construction, through senses and values, the field conditions the habitus of th e

agent by determining the position of the agent in relation to the position of others in the

ILHOGY 2GDEDV DQG $GDPDQ How act&s, or agents (i.e. GCSE and A Level

students) perform within fields is determined by their accumulated cultural capital, which

depends on their ability to draw upon a range of embodied strategies, inherited from their

upbringing. Cultural capital, in the form of institutionalised educational qualifications

(Bourdieu, 1986) and social capital (Bourdieu & Wacquant, 2 007) evidenced by changed
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responses to interactions with peers, and for one A Level student, in wider social settings,

have been integral in explicating perceptions of failure and success, both in relation to GCSE

gualifications and involvement in the peer tutoring programme itself. New social capital was

created because the GCSE and A Level students struck up what | have described as

HIXQFWLRQDO IULHQGVKLSVY RSHUDWLQJ LQ D QHZ FRPPXQLW\ RI SUDI
prior knowledge, learn new knowl edge and make social bonds within their educational

LOQVWLWXWLRQ )RU WKH SXUSRVHV RI WKLV UHVHDUFK WKH WHUP plXC
a purposeful relationship between peers, which is motivated by a mutually beneficial bond,

or shared goals, and lasts until the purpose of that relationship has been fulfilled. This will

EH HISORUHG LQ PRUH GHSWK LQ WKH DQDO\VLV RI WKH p6WUXFWXUHV

$GGLWLRQDOO\ VRPH XQGHUVWDQGLQJ RI WKH SDUWLFLSDQWVY GR[D

IXQ GDPHQW D O oEddrhdth sérfse, (Bourdieu, 2000, p. 16) about their place within the

field of education, opened up a discourse surrounding immutable attitudes towards failure

DQG VXFFHVV LQ UHODWLRQ WR ZKDW DUH GHHPHG WR EH pJRRGY *&6(
conte [W LV VDLG WR SURGXFH NQRZOHGJH pDERXW SHRSOHTV H[SHULHQ
RSLQLRQV«ZKLFK DUH RIWHQ YHU\ LQWHUHVWLQJ DQG LPSRUWDQW WR

2009, p. 36) and this sits at the heart of this research project, because it aims to

invest LJDWH WKH SDUWLFLSDQWVY SHUFHSWLRQV RI EHLQJ LQYROYHG LGQ
Moreover, doxa has a specific relevance within education and Bourdieu believed it is formed

by ideology:

| could say that all the academic systems, all the educational sy stems, are a sort of

ideological mechanism; they are a mechanism that produces an unequal distribution

of personal capital, and they legitimate this production. Such mechanisms are

XQFRQVFLRXV«7KH VRFLDO ZRUOG GRHVQMW ZRUN LGsSWHUPYV RI FR
terms of practices, mechanisms and so forth. By using doxa we accept many things

without knowing them, and that is what is called ideology. (Bourdieu & Eagleton,

1992, p. 113)

'LWKLQ WKH p3HUFHSWLRQV RI IDLOXUH DQG VXF¢&int&st%eiv WKHPH WKH DQ
WUDQVFULSWV VKRZV KRZ SDUWLFLSDQWVY H[SHULHQFHY DUH IUDPHG .
resit policy decisions, as well as those mechanisms within NWC, which are intended to

provide gains in cultural capital for both GCSE and A Level students. Doxa is also pertinent

on the basis that there is a tacit acceptance of the GCSE resit policy at NWC and | contend

WKDW V\PEROLF FDSLWDO VKRXOG EH FRQVLGHUHG DORQJVLGH FXOWXI
and dominated are subjects of an encompassing sy stem that is itself structured around a
KLHUDUFKLFDO V\VWHPY 6WHLQPHW)] S +RQRXU DQG SUHVWLJ
taken away, based on educational qualifications achieved by individuals and in terms of the

way schools and colleges are measu red by their overall exam results: i.e. failure or success.
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Thematic analysis of the interview transcripts

The research methodology used for this study was a single case study and semi -structured

interviews were used to generate data. The mode of analysi V XWLOLVHG %UDXQ DQG &0ODL
(2006, p. 87) six phase guide to thematic analysis which provided a framework, rather than

a prescriptive process. During the analysis phase each of the stages was followed and each

was important in helping to define and name the three final themes.

Familiarisation with data began as soon as the interviews had taken place. Due to the fact

these were undertaken mid -June, it was possible to listen to the three initial interviews

again and make notes on each, within ten days of t he interviews taking place. Over the

summer period 2017, the interviews were transcribed by one of the administrative  team at

my place of work; she was recommended by a colleague who was also undertaking an EdD.

The reason for choosing to have them transcr ibed was entirely practical, in that with almost

three hours of interviews to transcribe it was a better use of time to utilise specialist

services. Once copies of the transcripts were received in September, it was possible to

become immersed in the data d ue to printing them out and repeatedly reading and

DQQRWDWLQJ WKHP PDQXDOO\ %UDXQ DQG &ODUNHTV WKHPDWLF DQD
the use of manual coding devices and pulled the results together with a high degree of

flexibility, whilst undert ~ aking a line -by-line reading of the interview transcripts and really
LQWHUURJDWLQJ ZKDW ZDV VDLG WKLV ZDstaiRng for mea@ing) DFWLYH ZD\
SDWWHUQV DQG VR RQY %UDXQ  &OrbdxieHourth interSiew as undertaken

in Decem ber 2017, all four transcripts were returned to periodically, until formally beginning

the coding process in July 2019.

When generating the initial codes, any key words/phrases that related to the research

questions, were identified and underlined, in add ition to highlighting anything else that

stood out, or was repeated across the four transcripts. Leading on from the manual

familiarisation with themes, manual coding began in the form of creating a table in which

there were 103 codes and a record of how m any times the codes came up, in each of the

four interviews. Having so many codes in the early stage is actually considered good

SUDFWLFH EHFDXVH p\RX QHYHU NQRZ ZKDW PLJKW EH LQWHUHVWLQJ O

19). This can be best thought of as the organisational phase, as the data was sorted into
HPHDQLQJIXO JURXSVY %UDXQ &ODUNH -b$-line is réc@ENdddQJ OLQH
E\ +DUGLQJ S ZKR FLWHYV 5DSOH\ S ZKHQ DGYLVLQJ WK

it may be useful toun  derline key phrases or make a note of what is of interest in order to
DVVLVW LQ WKH SURFHVV RI WKLQNLQJ KROLVWLFDOO\ DERXW WKH GDV
D uOODERULRXV WDVNY %DVLW S , GLG QRW GHHP LWeVR HVSH

semi -structured interviews was rich, personal and enlightening.
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%UDXQ DQG &ODUNH VWDWH WKDW D pWKHPH FDSWXUHYVY VRPHWKLQJ LP
relation to the research question, and represents some level of patterned response or

meaning withint KH GDWD VHWY %UDXQ &ODUNH S DQG WKH SDWWI
IURP WKH FRGLQJ VWDJH 7KHPHV FDQ DOVR EH GHILQHG DV pIHDWXUH\
characterising particular perceptions and/or experiences that the researcher sees as

relevantt R WKH UHVHDUFK TXHVWLRQY 8QLYHUVLW\ RI +XGGHUVILHOG
GHULYH IURP D SHUVRQYY SHUFHSWLRQV LV UHOHYDQW ZKHQ DFNQRZC
you are responsible for generating the themes. When searching for themes, Braun and

Clarke (2006) emphasise how this stage re -focuses the analysis phase and in order to do

this further tables were created from the coding, whereby it was possible to see how the

codes were collated into broadscale themes.

Before reviewing the themes, they we re set aside for over a month to see what was

evolving through fresh eyes. This also aligns with the fact that data analysis is an iterative

process and ensured consistency in the initial themes and the ones kept during the review

phase (Colvin, 2007). By WKLV VWDJH LGHDV KDG HPHUJHG RQ KRZ WKH\ ILWW
RYHUDOO VWRU\YT WKH\ ZHUH WHOOLQJ %UDXQ &ODUNH S $FF
and Morrison (2011, p. 225) , MUHVHDUFKHUV DUH QRW QHXWUDO WKH\ KDYH WK
biases and world views, and these are the lenses through which they look at and interpret

thealready -LQWHUSUHWHG ZRUOG RI SDUWLFLSDQWVY KHQFH LW LV DFNQ
one possible lens through which to view the data, already highlighted as something which is

one set of ideas from the participants at North West College (NWC, 2019). Additionally,

Ryan and Bernard (2003) posit that:

themes are abstract (and often fuzzy) constructs that link not only expressions found

in texts but also expressions found in images, sounds, and objects. You know you
have found a theme when you can answer the question, What is this expression an
example of? (Ryan & Bernard, 2003, p. 87)

7KH WKHPHY H{[WUDFWHG IURP WKH GDWD DUH LQIRUPHG E\ P\ LQWHUSL
WKH\ DUH VHHQ WKURXJK DUH WKH UHVHDUFKHUfV RZQ 5\DQ DQG %HU(
DV pRIWHQ IX]]\T SHUIHFWO\ DOLJQV ZLWK WKH UHVHDUFK RYHUDOO LC
nature of qualitative research, which presents possibilities, not abs olutes, especially as the

WKHPHY VHOHFWHG VWHP IURP WKH SDUWLFLSDQWVY SHUFHSWLRQV +1}
DGRSWHG LQ OLQH ZLWK %RXUGLHXYYVY VWDQFH RQ WKH QHHG WR DGGU|
HPWKH VFKRODUO\ JDJHYT 6ZDUW] Iasth&acknowl&yerddthi®f what Lather

UHIHUV WR DV pWKH FRQGLWLRQ RI SRVVLELOLW\ RI D GLITHUHQW NLQG
/IDWKHU S $OWKRXJIJK UHIOH[LYLW\ FDQ EH WKRXJKW RI DV uSl
(Perselli, 2008, p. 230), du e to the fact researchers try to balance their engagement with

their subject, alongside aiming not to assimilate or consume it, this can be viewed as an
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intellectual challenge, rather than a research trope. Alongside this, Segall (1999) posits that

differe nt researchers will inherently produce different interpretations of the same events

and this is now widely accepted. In light of the fact this peer tutoring study is inductive,

once the analysis turns into findings, researcher bias will be addressed when m aking

UHVHDUFK FODLPV WDNLQJ LOQWR DFFRXQW WKH LPEULFDWHG QDWXUH
HPWKLQNLQJ WRROVYT DQG WKH ZLGHU FRQFHSW RI UHIOH[LYLW\ ,Q VLPS
What is my position in the social space and how does this affect my questions, assumptions,
FRQFHSWYVY DQG PHWKRGVY (YHUHWW S "KHQ GHILQLQJ WKH WHK
my supervisor were integral, because they challenged me to explain why | had chosen those

particular ones, therefore addressing bias and pos itioning was part of the final refinement

process. Being able to clearly define what they are and what they are not (Braun & Clarke,

2006) ensured that the final three chosen were concise and encapsulated what had

emerged from the data.

Failure and succes S

Introduction

,Q GHILQLQJ WKLY WKHPH IDLOXUH DQG VXFFHVV LV GULYHQ E\ WKH VYV
motivations, often resulting in either a sense of achievement when they have been

successful, or disappointment when they feel they have failed. The stude QWVYT DQG VWDIITV
judgements about failure or success were based upon whether the student passed or failed

their GCSEs at grade 4/C or above, as well as the failure or success of the peer tutoring

pairings. For the purposes of this research, self -doubt and a lack of confidence were classed

as failure. Success was also attributed to increased levels of confidence, both in relation to

feeling able to pass the GCSE exams and personal growth, though this was more so for the

A Level students. The findings highlig ht how the students are positioned in the field of

education and how the accrual of certain qualifications enables academic progression ( NWC,

2019 ; Ofqual, 2013, 2015). This theme focuses on how the participants viewed their

involvement in the peer tutorin g scheme, in terms of whether they were able to meet their

wider educational goals, as well as the more imminent objective of increasing their GCSE

grades to a level 4 or above. It also provided some insight into dominant discourses of

personal failure and  success, including those from their secondary school education. The

acquisition of cultural capital (Bourdieu, 1986), in the institutionalized form of objectified

academic qualifications, was deemed to be a significant indicator of failure or success,

bec DXVH IXQGDPHQWDOO\ LW GHILQHG WKH SDUWLFLSDQWVY UROHV DV |
students possessed higher levels of cultural competence, due to them having achieved good

GCSE qualifications (grade B/6 or above), so they undertook the role of tutor s, whereas the

*&6( UHVLW VWXGHQWY KDG pIDLOHG fgretie 4CGdhd beeathaiukekls. G HROL U H G
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the purpose of this analysis, i tis important to note that staff and students use the words
MPHQWRULQJYT D Q @ngtdadi @ Wtdribig\of tutors. | chose not to correct them

throughout the interviews because that would have undermined the relationship | had built
with them. Additionally, if mentoring can be defined in terms of someone who has expert

skills providing guidance to someone who is still re fining theirs (Lane, 2012), it is possible to

see why they might use these categorisations with their own students.

Failure, self  -doubt and lack of confidence
Perceptions of failure in relation to one of the peer tutoring partnerships was highlighted in
the staff interview and supported by a personal communication from Alice. Alice (A Level)
and Zachary (GCSE) met twice, once to get to know each other and once to get started, but
the A Level tutor, Barbara, reported that Alice told her:
Barbara: hejustk HHSV VD\LQJ KH FDQfW GR DQ\ RI LW 6WDIlI WUDQVFL

$OLFHYVY VWDWHPHQW VXEPLWWHG IRU WKH SXUSRVHV RI WKLY UHVHDI
MGLVDSSRLQWHGY DV VKH ZzDV NHHQ WR SDUWLFLSDWH LQ WKH SHHU W

Me and Zachary met twice, 1t 0 get to know each other, 2 to start the mentoring.

Unfortunately, | found it hard to help Zachary as he could not really say what he

QHHGHG KHOS ZLWK DQG ZKHQ , DVNHG KLP KH MXVW VDLG 3, MXVYV
ZDVQIW YHU\ NHHQ WR P HHMab dishppoimed s IDvQuUE have liked to

do this. (Alice, personal communication, June 2017)

Barbara went on to make a connection between what Zachary had said, in contrast to other
students who were more able to pinpoint and articulate their areas o f weakness:

%DUEDUD 6RPHWKLQJ ,fYH OHDUQW UHDOO\ HYHQ DIWHU PDQ\ \H
YDOXH RI JHWWLQJ VWXGHQWY WR DGPLW WKH GLIILFXOWLHV WKH
doing that. (Staff transcript, 12.6.17)

This was reinforced by the Direct or of English and Maths, Heather, who summarised by
saying:
+HDWKHU WV DGPLWWLQJ IDLOXUH 6WDIlI WUDQVFULSW

Hence, failure in this context is twofold: firstly, in the breakdown of the tutoring partnership

itself and secondly due to the reason s behind it. This could stem from a flaw in the tutor -

tutee relationship and a lack of strength in the interpersonal tie. Within a dyadic

UHODWLRQVKLS *UDQRYHWWHU DUJXHV WKDW pWKH VWUHQJWK RI
combination of the amount o f time, the emotional intensity, the intimacy (mutual confiding)

DQG WKH UHFLSURFDO VHUYLFHV ZKLFK FKDUDFWHUL]H WKH WLHY *UD(
Alice and Zachary only met twice, they did not build a tie, let alone strengthen it and

whereas other pairings were able to achieve reciprocity, this was not the case here.
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Ironically, Zachary was able to admit failure, but by stating he could noW GR pDQ\ RI LWTYT $O0OL
did not have the experience or knowledge of teaching strategies which had the potential  to

engage him: her frustration was evident from the statement she made and reinforced by

her A Level tutor, Barbara. | contend that other factors are at play here, because Zachary

and Alice had no existing peer relationship and may not have gelled with eac h other. Itis

also possible that unlike some of the other peer pairings, they needed more support from

staff to establish the tutor/tutee relationship. It could have been due to an inability to

communicate with each other, so discourse was inhibited. In r elation to this study,

=DFKDU\TV WHQGHQF\ WR UHS hRDW GRKDMWQKRIFRMXPEDYV D VWURQJ FRQWL
factor of the failure of the peer tutoring pairing and was the reason why Alice became

frustrated. Their experiences had a knock -on effect on the ir confidence in each other,

showing how the dyadic relationship depends upon the tutor and the tutee being able to

remain objective, as opposed to subjective. E[LVWLQJ VWUXFWXUHV QDPHO\ =DFKDU\
perception of his lack of ability to understand any of his GCSE English course, created a

barrier to his potential to learn with his peer tutor; therefore, in this particular instance his

habitus remained resolutely unchanged (Bourdieu & Passeron, 1990). Although this was

perceived as failure, it is also possible WR YLHZ =DFKDU\fV DFWLRQV DV D PHDQV RI
individual agency can outweigh structure, especially when entering a new and uncertain

field. Another way to theorise this situation is to consider the relevance of the linguistic

habitus (Bourdieu & Th  ompson, 1991) because it is highly unlikely that Zachary did not

understand any of his GCSE English studies. This in itself can be interpreted in two different

ZD\V ILUVWO\ =DFKDU\YV OLQJXLVWLF KDELWXV ZDV QRW VXIILFLHQWC
new context in which it was expected to function; or secondly, it could be a deliberate act of

agency, whereby repetition of the same phrase meant that he could opt out of the peer

tutoring programme, without making a direct withdrawal: most likely, it was asp ects of

both. Either way, the new social structure of the peer tutoring programme highlighted the

WHQVLRQ EHWZHHQ WKH WZR LQGLYLGXDOV SDUWLFLSDWLQJ DQG E\ DS
concepts, it has opened up a deeper understanding of what was initial ly perceived as a

PRUH GHWHUPLQLVWLF DFW ,URQLFDOO\ DFFRUGLQJ WR 5HD\ %RXUGL
EHHQ FULWLFLVHG pPDLQO\ RQ WKH EDVLV RI LWV ODWHQW GHWHUPLQL
KDV EHHQ XVHG DV D FRQFHSWXDO W Rrizend quajidn® oageieHPSW WR WU
structure, objective  -subjective and the micro -PDFURY 5HD\ D S $GGLWLRQDO
Bourdieu himself refuted these claims (Bourdieu & Wacquant, 1992) on the basis that

SHRSOHYV DFWLRQV DUH VKDSHG E\ Pi¥¢@aMac®EB3H LQWHUQDO DQG HJ

Although there was no sense of frustration from the staff perspective, in relation to Zachary
DQG $OLFHTV SDLULQJ WKH +HDG RI $ /HYHOV %DUEDUD GLG H[SUHVYV

,W PDNHV PH ZLVK ,1G SXVKHG $OLFH DQG =DFKDU\ D ELW PRUH QF
UQGHUVWRRG $OLFHTV SRLQW RI YLHZ WKDW KH MXVW ZDQWHG WI
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through that, he just wanted the answers. But even that might have been more
useful to them than abandoning the project really. (Staff transcript, 12.6.17)

The inference i n this extract is that Barbara has supported their decision not to continue

ZLWK WKH SHHU WXWRULQJ VHVVLRQV PDLQO\ GXH WR $OLFH EHLQJ puG
D FOHDU DFNQRZOHGJHPHQW WKDW ERWK ZRXOG KDYH EHQHILWWHG KD
JRLQJ 7KH ZRUG pDEDQGRQLQJY KDV FRQQRWDWLRQV RI IDLOXUH EHFD
this peer tutoring pair: they both walked away, when with perseverance and more

encouragement from staff it might have worked. Zachary and Alice perceived this peer

tutoring pairing as failure, due to agentic reasons in choosing not to meet again after the

second session. The Head of A Levels perceived this as failure on two levels: in the first

instance it was because Zachary and Alice stopped meeting and in the seco nd because she

did not provide additional support and encouragement. By not pushing Zachary and Alice to

meet, the additional support they needed was missing; this is structural due to the fact

Barbara is Head of A Levels and main contact for the peer tuto ring scheme within NWC. As

$OLFHYV $ /HYHO ELRORJ\ WXWRU %DUEDUD KDG GLUHFW FRQWDFW ZL)\
to understand the demands of the peer tutoring programme could have prevented the

failure of this peer tutor pairing. This is borne out by Keenan (2014) who found that some

tutees had a tendency to misinterpret the role of the peer tutor and were then disappointed

when the peer tutor did not simply give them all the answers. When conceptualising peer

learning, Hodgson et al. (2015) note th e importance of inter  -individual identity. The
PLVLQWHUSUHWDWLRQ RI WKH SHHU WXWRU UROH LV VLIJQLILFDQW EHF
expectations appeared founded on behaviourist principles (Skinner, 1974), whereas Alice

and NWC staff conceptualised their role s in a more constructivist manner (Vygotsky, 1978).

Therefore, effective learning inthiscontext pLV DERXW FRQFHSWXDO FKDQJH QRW M.
DFTXLVLWLRQ RI LQIRUPDWLRQY %L JJXdditioimaly, this higiSights the fact

W K Bhé/vast major ity of peer tutors are generally unskilled or do not have a lot of

GLGDFWLFDO H[SHULHQFHYT %HUJKPDQV HW DO S DQG DV VXFI

of success if peer tutors have been given more in -depth training.

There is evidence from the inte rview with the two GCSE students that Chloe had doubted
her ability to pass her GCSEs since she was in year 7:

:HOO , ZzDV VXUSULVHG WKDW , SDVVHG PRVW RI P\ *&6(fV EHFDXYV
IURP \HDU RK ,fP QRW JRLQJ WR EXW , ZROQdWhet&k UU\ DERXW LW
actually did pass most of them, | only failed two. Erm and so | was surprised that |

SDVVHG WKHP %XW , RQO\ MXVW SDVVHG WKHP ZLWK &V , GLGQ
| know that to do A /HYHOV \RX KDYH WR EH JHWWLQJ jestinét godgs $TV DQG
to get that. (GCSE transcript, 12.6.17)

Although Chloe passed all her other GCSEs at grade C, this was perceived as failure by
herself because it did  not give her the required grades to go straight onto a Level 3 A Level
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or BTEC course. Th is perception is complex and has been explored in more depth in the

analysis chapter, Academic vs Non -DFDGHPLF ,GHQWLW\ KRZHYHU E\ DSSO\LQJ %F
GHILQLWLRQ RI GRID XQGHUVWRRG DV pb VHW RI IXQGDPHQWDO EHOLF
be asserted in the form of an explicit, self -FRQVFLRXV GRJPDYT %RXUGLHCGhloe S
outlines common beliefs about what measures as success or failure within and beyond the

VFKRRO VA\VWHP LQ UHODWLRQ WR KHU *&6( TXDOLILFDWLRQV $FFRUGI
requirements (NWC, 2019), 5 GCSEs, including English and maths, at grade 4/5/6 (subject

dependent) are required in order to enrol. The same 5 GCSESs entry requirement applies to

their BTEC L3 Extended Diplomas, and include English and maths, but they are s pecified as

needing generic grades 4 -9 and are not subject dependent. The inclusion of English and

maths in the English Baccalaureate school league tables (DfE, 2019) dictates the entry

requirements for Level 3 studies in the UK, leaving students like Chlo e feeling as if they

KDYH IDLOHG <HW ZKHQ &KORH VWDWHG WKDW VKH pRQO\ MXVW SDVV
further sense of failure because none of her grades were higher. This could be related back

to how much cultural capital a person has (Bourdieu, 1 986), and the way that the new

grading system of 1 -9 has a specific emphasis on the higher grades. According to Ofqual it

uMKDV PRUH KLJKHU JUDGHVY FRPSDUHG WR WKH ROG $ WR * JUDGHV WHR
universities and employers the opportunity to better distinguish between students of

GLITHUHQW DELOLWLHVY 2ITXDO ZKLFK DOOXGHVY WR DQ HOLWLVW

power lies within educational structures.

During the interview with the GCSE students, Grace shared her thoughts abou t why so
many students failed GCSEs in maths and/or English. Although failure in this instance is

attributed to the exam system, it could be theorised that this is masking feelings of self -
doubt; it is almost a defence mechanism, whereby failure in the exa m is based on the
difficulty of the revised examination syllabus:

Grace: | personally think that they are making GCSEs a lot harder than they need to

EH <HDK D ORW KDUGHU OLNH ZLWK WKH PDWKV |, KHDUG UXPRX
Level stuff into the math V EHFDXVH LI VRPHRQH IDLOHG WKHLU PDWKYV DC
EH GRLQJ OLNH VWXII WKDWYWERWEGBWOV QH GLFXORXV *&6( WUDC
12.6.17)

Here Grace questions the validity of the maths GCSE, placing blame for failure to achieve

the desired grade not on students but on the qualification itself. She sees the chances of

passing a maths resit as unrealistic because the new GCSE specification, first taught in 2015

DQG H[DPLQHG LQ FRQWDLQV PVWXII WKDWYTV ERUGHUGLBXOR XWYH O

Initially, this can be perceived in a negative light, Grace is a young person making excuses

for her generation finding it difficult to pass their GCSEs, but conversely it could also be

seen as empowering. In highlighting the changes to the GC SEs she demonstrates

PUHVLVWDQFH FDSLWDOY 'XFNZRUWK S LQ WKDW VKH UHVLVW!
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of the exams is actually appropriate. Having the confidence to articulate her opinions shows
some resistance towards a system which has alre ady been deemed problematic (DfE,
2017a). $OWKRXJK *UDFH GLG QRW HODERUDWH RQ WKH pUXPRXUVYT WKH!I

notion of GCSEs becoming harder is perpetuated by the press and on social media (ITV

News, 2018; Riley, 2018; Turner, 2018), as well as by Barnaby Lenon (n.d), chairman of
WKH ,QGHSHQGHQW 6FKRROV &RXQFLO ZKR VDLG pu7KH\ FRQWDLQ TXHVYV
that we have not seen since the abolition of O OHYHOV LQ T FLWHG LQ 3HOOV
Nevertheless, Ofqual has denied this will h ave an impact on the grades achieved:
‘H KDYH VHHQ TXLWH D IHZ FRPPHQWY DERXW QHZ *&6(V EHLQJ pW
as pupils take mock exams. The new GCSEs do have more challenging content * set
by the Department for Education +than previously, but the vy are designed to be as

accessible to the same range of student abilities as before. (Ofqual, 2018)

IXUWKHUPRUH LQ WKH VDPH DUWLFOH 2ITXDO VWDWHG WKH\ puPDNH V)
to get a particular grade from one year to the next in any GCS ( RU$ OHYHOTYT 2ITXDO

7KH pPRUH FKDOOHQJLQJ FRQWHQW¢Y LV ZKDW *UDFH OLNHQV WR pHERUC
why students fail their GCSEs, yet this is not borne out by pass rates which increased by

0.4% in 2019 (Richardson, 2019).

The wa y that Grace and Chloe perceived personal failure, both in relation to the structure of
the new GCSE examinations and their own abilities, possibly stemmed from their failure to
accrue these integral qualifications first time round. However, it could be po sited that this is
too simplistic, if considered solely in light of their own agency. Young people who do not get
the desired GCSE grades first time around can find it difficult to transition to FE. There is
literature to support the notion that this is an education failure and not an individual one
(Atkins, 2008; Smit, 2010) because the resit policy is built on a deficit model, which in turn
reinforces negative stereotypes surrounding those students who have not met the desired
grade. Ultimately, it is mor e nuanced than this and is an interaction of the two: the
structure of the GCSE resit policy and the individual agency of those participating in the

peer tutoring programme. According to the GCSE resit students they were led to participate

in the peer tuto ring programme at NWC, at the suggestion of their tutors, in the hope that
the 1:1 peer support would increase their chances of passing second time around:

*UDFH (UP ZH ERWK EHFDPH LQYROYHG EHFDXVH ZH ZHUH FKRVHC
HZKR ZDQWYV WRDSHJWLFL

OLFKHOOH 2ND\ VR \RX ZHUH FKRVHQ DQG LI \RX ZHUH FKRVHQ Z
the programme? When you were chosen for it and you agreed to do it, what were

you told about what the purpose of it is?

Grace: To boost our grades in English, so we wo uld definitely secure the grade we

need.

Michelle: Right, okay, would you agree with that then, Chloe?

Chloe: Yeah. (GCSE Transcript, 12.6.17)
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*UDFHYVY DVVHUWLRQ WKDW EHLQJ SDUW RI WKH SHHU WXWRULQJ SURJI
definitely secure the grade w H QHHGY zZzDV YHULILHG E\ &KORH DOEHLW LQ WKHL
of the NWC staff. Despite this, only Grace and Chloe themselves could secure the grades

they needed in the resit exams and peer tutoring would be just one factor overall, albeit a

factor which  Grace saw in terms of them having an advantage over other GCSE resit

students:

*UDFH DW WKH HQG RI WKH GD\ LWV H[WUD VXSSRUW DQG ZHYUH
(GCSE Transcript, 12.6.17)

Nevertheless, if the GCSE students believed so strongly in the peer tutoring programme as

WRRO WR KHOS WKHP SDVV LW DOLJQV ZLWK RQH GHILQLWLRQ RI SHHU
SURPRWH FXUULFXOXP OHDUQLQJY +DYQHV S DQG VXEVHTXHC(
impacted on their levels of confidence to pass sec ond time around. Hodgson et al. (2015, p.

H[SORUHG WKH FRQFHSWXDO EDFNJURXQG RI SHHU OHDUQLQJ LQ UF
DFKLHYLQJ DSSURDFKY ZKHUHE\ WKH RYHUDOO SXUSRVH LV WR DWWDL
peer tutoring programme at NWC both Grace and Chloe conformed to this belief.

JXUWKHUPRUH ZKHQ *UDFH XVHG WKH PHWDSKRU pZHYUH DOO LQ WKH
VHQVH RI FROOHFWLYH pUHVLVWDQFH FDSLWDOTYT 'XFNZRUWK S
and social investment of the tim HLQYHVWHG ZLWKLQ WKH SHHU WXWRULQJ VHVV
VFKRODVWLF \LHOG IURP HGXFDWLRQDO DFWLRQY %RXUGLHX S

The A Level students lacked confidence in their ability to tutor effectively because the GCSE
English specification changed the year after they sat their own GCSEs (Ofqual, 2015). It
became 100% exam only and so the structure was different:

Paige: Erm, for me because our GCSE English was different to this one, so if it wants

to be focused primarily on English, or just English invo OYHG ,1G IHHO PRUH FRQILG
actually being taught the paper a bit more than we were. We were given a copy of

WKH SDSHU DQG D FRS\ RI WKH PDUN VFKHPH EXW LW ZDVQYW WKI
DOzZD\V IHHO FRPSOHWHO\ FRQILGHQW LQ alensyvérihe KLV LV KRZ \R.
TXHVWLRQY LW zZDV DOZD\V p, WKLQN WKLV LV HRZUWRKtI®OQVZHU Wi

ask your teacher, just to double check? M EXW RWKHU WKDQ WKDW , WKLQN LW
well.

Michelle: Okay. What about you, Anila?

Anila: That was avery g ood point, because we did a completely [different paper] at

GCSE, my paper was different, so | had to sort of accustom myself to this new GCSE
paper. (A Level transcript, 12.6.17)

The A Level students were given some relevant resources by their own tutors , but they did

QRW IHHO FRQILGHQW EHFDXVH WKH\ ZHUH QRW pWDXJKW WKH SDSHU T

feel confident, they managed to accommodate this by deferring final responsibility to the

*&6( FODVV WXWRU WR PUGRXEOH FKHFNY De®Besel®S W h @gotfdkr WKH FKDQJ

the Higher Education Academy, Keenan (2014) found that in survey responses 97.6%

LQGLFDWHG WKH WUDLQLQJ SURYLGHG WR SHHU WXWRUYV ZDV pFRQVLG
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.HHQDQ S .HHQDQYTV UHSRUW IR %@ GatHElpEeHdistedW R V K
learning programmes were more well -established and resourced; some, peer tutors in those
contexts received one or two days training, plus weekly face to face update meetings. This
is also supported by Topping (1992, 1994, 1996, 200 5) and Giles et al. (2016, p. 6),
HVSHFLDOO\ LQ UHODWLRQ WR HZHHNO\ GHEULHIV T $OWKRXJK D WUDLC
students did take place (see slides and materials in Appendix 4 and 6), the interview data
suggests that this was not sufficient to b uild their confidence to the degree that they were
able to claim autonomy within their tutoring role. The Head of A Levels, Barbara, also met
with the A Level students but this was not necessarily on a weekly basis and was more ad
hoc, as opposed to a stan  dardised approach. Therefore, the importance of initial training
and the need for ongoing support has significant implications for peer tutoring programmes
in FE, if peer tutors are to feel confident in their roles. Berghmans et al., (2013) advocate a
thre e tier approach to training for the peer tutors, covering generic tutoring practices,
discussion with class tutors regarding specific course content, and ongoing feedback
VHVVLRQV WKURXJKRXW WKH WXWRULQJ SURFHVV LQ RUGGesANR pGLVF
challenges with the coordinator, both individually and LQ JURXSYT %HUJKPDQV HW DO
707) . This was only loosely applied at NWC and moving forward, there should be a more

unified approach to ensure they had higher levels of confidence.

TKH $ /JHYHO VWXGHQWVY ODFN RI FRQILGHQFH ZD\elkkaWw AIHeDWHG E\ WK
Head of English and Maths. Again, this was largely attributed to the changes in the GCSE

English specification, but they also reflected on how they themselves deliberate ly gave the

students autonomy:

Barbara: Another thing, which we said to you at the beginning, was the students

were very nervous because it was a different spec ., GRQTW NQRZ LI WKH\ VDLG Wtk
you.

Michelle: The A Level students did, yes.

Barbara: Yeah, EHFDXVH LW ZDVQIW WKH VDPH VSHFLILFDWLRQ WKH\JC
ZH KDG D ELW Rl FRQILGHQFH EXLOGLQJ WR GR WKHUH DERXW LW
maturity , LWV MXVW \RXU WLPH DQG DWWHQWLRQ , WKLQN WKH EHYV
where they justlet  the students work their own ideas out themselves, rather than

have masses of input. At the beginning they thought they were mini -WHDFKHUV GLGQT)
they?

+HDWKHU , WKLQN ZKDW ZHfYH O Hd&athe thihgsRvelwsreDalkigH O O

about , thegoodE QJOLVK /LW VWXGHQWYV ZKR DUH KHOSLQJ WKHVH VWX
necessarily know the answers that these GCSE students might want. So, if we were

going to roll it out, we would need to do some pre -planning with the kind of mentors

to help them | think. Whereas we kind of, in the nature of how we wanted it to work,

we let them get on with it , we wanted it to be kind of student -led, which is brave.

(Staff Transcript, 12.6.17)

This transcript extract shows how the staff placed a lot of trust in the abilities of the A Level

VWXGHQWY (YHQ WKRXJK WKH\ NQHZ WKH\ ZHUH pYHU\ QHUYRXVY WKH

RZQ LGHDV RXW WKHPVHOYHVY UDWKHU WKDQ KDYH PDVVHV RI LQSXW ¢
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with the amount of support and training the A Level students felt they needed, and it could

be perceived as a high risk strategy to let nervous students, who openly declared their lack

RI FRQILGHQFH LQ WXWRULQJ IRU WKH QHZ VSHFLILAMDMDIARKHUWDINH RQ V
However, on another level it also validates how the staff made the right decision, due to the

A Level students being able to accustom themselves to the new specification. Ultimately

though, Heather, The Director of English and Maths, alludes to the fact this peer tutoring

scheme would have benefitted from PRUH pSOBDQQLQJY EHFDXVH LI WKH\ ZHUH WR
forward they would change it to incorporate more structure for the peer tutors (or mentors

as they are referred to above). That said, there appears to have been a specific agenda to

PDNH WKH VFKHPIH QWUWXGH) GHVFULELQJ WKLY GHFLVLRQ DV pEUDYHY +
difficult for staff to hand over control to the students, especially as this was the first time

NWC had used A Level students to peer tutor GCSE students. It could be argued these

de FLVLRQV PDGH E\ 1:& VWDII KDYH VKDSHG WKH $ /HYHO VWXGHQWVT K
HLWUDQVSRVDEOHYT %RXUGLHX S DQG WKLV LV GXH WR WKH VW>
WKHLU UHVSRQVLELOLWLHY DV pPLQL WHDFKHUV T $OWEK&kIK LQLWLDO
IXOILO WKLY UROH RZLQJ WR WKH FKDQJH LQ *&6( VSHFLILFDWLRQ WK
risk, and trust in the ability of students to operate autonomously, was mutually beneficial.

%RXUGLHX EHOLHYHG WKDW puPHQWD O refttskdiahsiudttres. Ghe habtvg VL P SO\
DQG ILHOG PDLQWDLQ D UHODWLRQVKLS RI PXWXDO DWWUDFWLRQY %R
DQG GXULQJ WKH SHHU WXWRULQJ SURMHFW DW 1:& WKH VWXGHQWYVY D
structures (i.e. work on the simil arities between the old specification and the new) may

have altered their habitus within this particular field.

7KH VWXGHQWYV Y -cobffdéhck Wag El€o Iperceived by staff as a barrier when they

were setting up the peer tutoring pro gramme, notonly  inrelationto change in the GCSE
English specification, but also working with a peer they did not know, on aone -to-one
basis:

OLFKHOOH $JDLQ \RXYYH NLQG RI WDONHG DERXW WKLV EXW ZKD\
setting it up?

Barbara: | think student conf LGHQFH zZzDV D PDVVLYH WKLQJ«

+HDWKHU <HDK WKH\ GLGQTW ZDQW WR KDYH WR VLWthgf WK VRPH
were very scared of the one  -to-one and the confidence about the new spec that was

a real problem. (Staff Transcript, 12.6.17)

The Head of Englis h and Maths, Heather, here addresses the apprehensions young people
feel about being in close proximity with peers they do not yet know. However, research
suggests paired 1:1 tutoring is effective because it creates a better environment for keeping
on task , as well as ensuring the tutor and tutee are more aware of their responsibilities
towards each other (Topping, 1994). The fact that staff helped the students involved in the

peer tutoring programme to overcome their nervousness and lack of confidence,
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dem onstrates a belief in its underlying principles and their experience in working with the

16- DJH JURXS :KHQ DQDO\WLQJ %DUEDUDYVY DQG +HDWKHUfV XVH RI O
MPDVVLYHY DQG pVFDUHGY HPSKDVLVH WKHLU SHUFHSwheRQevelRl WKH VF
students had to overcome, in relation to their initial lack of self -confidence; both with

reference to apprehensions surrounding the new GCSE English specification and working

with different peers, in a new and unchartered educational context . Yet rather than these

barriers becoming inhibitors to success, most students did manage to navigate their way

through them, gaining in confidence as part of the process and it appears there were

benefits to the scheme being student -led. Moreover, it enab  led distribution of capital in its

symbolic form (Bourdieu, 1986), because these participants recognised and gave value to

RYHUFRPLQJ DSSUHKHQVLRQV LQ RUGHU WR WDNH R@s#ieHh& ROH RI D p
/[HYHO VWXGHQWVYT IHDUV D B&vwspécicatiDirvete@drmalikad by their

WHDFKHUYVY DV pLW LV QRW XQOLNHO\ WKDW SHHU WXWRUV ZKR DUH Q
LOQVHFXULWLHY DQG FRQFHUQVY DERXW WKHLU UROHY %HUJKPDQV HW D

their motivation to take part o utweighed their fear of getting it wrong.

Success, personal growth and gaining in confidence

To coin a metaphor used by Barbara, the Head of A Levels, being involved in the peer

WXWRULQJ SURJUDPPH PHDQW WKDW VWXGHQWYV ZHUfArdd&p WR pZDON
12.6.17) and there are many examples of this throughout all four of the interviews. Barbara

UHSRUWHG D FRQYHUVDWLRQ ZLWK $QQD WKH VWXGHQWVY *&6( (QJOL\

%DUEDUD 6KH VDLG VKH ZzDVQTW UHDOO\ VXUH LQ WHUPV RI WKHL
passed/progressed or not. But she said that Chloe was growing in confidence and
that was really clear. (Staff transcript, 12.6.17)

Bearing in mind that at the time of the staff interview (June 2017) Anna had been teaching

the GCSE students for a full aca GHPLF \HDU KHU DVVHUWLRQ WKDW &KORHTV JUF
pzZbDV UHDOO\ FOHDUY LV D VLIJQLILFDQW ILQGLQJ $FFRUGWHI WR &KORI
(GCSE Transcript, 12.6.17) was less apparent after being involved in the peer tutoring

programme an d this was also verified by Chloe and Grace themselves:

Grace: Err, yes | feel like just having the 1:1 and just being, you know, | personally

learn better just talking 1:1, so for me it did work well and did help with my

performance.

Michelle: Wouldyous D\ WKDW zZDV WKHQ ERWK LQ WKH FODVVHV VR \RX"
then when you went into class, you actually felt a bit more confident in what you

were doing?

Grace: Yeah, definitely.

OLFKHOOH (UP , NQRZ \RXTYH RQO\ MXVW GRQH WKHliflefedtPV EXW (
in that exam as far as confidence went?

*UDFH <HDK ,fP PRUH FRQILGHQW HUP \HDK

Michelle: Okay.
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Chloe: Yeah, pretty much the same. That last [English] exam went well, so | guess
some of the knowledge contributed would have been from the ses sions. (GCSE
Transcript, 12.6.17)

This extract relates to confidence in performance in the 1:1 sessions, subsequent GCSE

FODVVHVY DQG WKH *&6( (QJOLVK H[DP DV RSSRVHG WR ZKDW %DUEDUD
ELW WDOOHU § +HUH WKH G Hide@taMilibdRlG@ denteriboFtReHOCBEX|asses

EHWWHU DQG ILQGLQJ WKH *&6( H[DPV HDVLHU ,W OLQNV EDFN WR WKH
SDUWLFLSDWLQJ LQ WKH SHHU WXWRULQJ SURJUDPPH VR WKH\ FRXOG |}
they needed to give them cultura | capital (Bourdieu, 1986), in the institutionalised form of

HGXFDWLRQDO TXDOLILFDWLRQV $FFRUGLQJ WR 5HD\ pZKDW DOO %RX
requires, and is the product of, an investment of an appropriate kind and each can secure a

return RQ WKDW LQYHVWPHQWTY 5HD\ E S 7KLV EHLQJ WKH FDVH
IXQFWLRQDOLVW SHUVSHFWLYH ZKHUHE\ LQGLYLGXDOVYT DFWLRQV KDY}
means to an end (Williams, 2016), which contrasts with the findings from the A Level

VWXGHQWVY SHUVSHFWLYHV HVSHFLDOO\ IRU 3DLJH ZKRVH H[SHULHQF

confidence was the most transformative.

Topping is a major proponent of peer learning and he believes that peer tutoring should

uDGG YDOXH WR WKH KBGXEBIWERQBO BRWK WXWRU DQG WXWHHY 7RSSL
when analysing the findings from the peer tutoring programme at NWC, this is borne out by

the progressive or incremental instances of gaining in confidence (Ford et al., 2015; Giles et

al., 2016). Paige was paired with Chloe in the peer tutoring programme and in response to

interview question 3b) Did it improve your confidence in any way? (see Appendix 1), the

following discussion took place:

3DLJH <HDK P\ VLVWHUTVY FRPPHQWHG RQ WW VG S DR BQAVRON RMUH

FRQILGHQW WKDQ , ZDV (UP , GRQTW NQRZ , WKLQN LWV MXVW \
VSHDN WR D SHHU \RX PD\ QRW QHFHVVDULO\ NQRZ EHFDXVH LWT\
know, judging and prejudiced thing with our age. No, but it really he Iped getting to

know somebody else and then getting to know a few of her friends. Some of them

ZHUH GRLQJ WKLV SURJUDPPH VRPH RI WKHP ZHUHQYW EXW , JRW
DQG LW zZDV QLFH MXVW JHWWLQJ WR NQRZ RWKHU SHRSOH DW FR
eve UARQH DW FROOHJH LWYV UHDOO\ GLITHUHQW WR KLJK VFKRRO

few more people.

Michelle: What did your sister say?

3DLJH 6KH VDLG ,fP D ORW PRUH FRQILGHQW QRZ WKDQ , XVHG WI
OLNH LQ VKRSV ,fOOP[SHENMKLR G/ MVKH WLOO PRUH WKDQ , XVHG W
extroverted now, than | used to be!

Michelle: Right, so would you have described yourself as being quite shy before

then?

3DLJH <HDK , ZDV UHDOO\ UHDOO\ VK\ |, ZRXOGQT#sOLNH RSHQ X
NQHZ WKHP UHDOO\ UHDOO\ ZHOO <HDK VR ,fP GLIIHUHQW QRZ I
different. (A Level Transcript, 12.6.17)
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In this extract Paige related her growth in confidence to feeling more comfortable talking to

peers of a similar age, which had SUHYLRXVO\ EHHQ D EDUULHU GXH WR KHU EHLQ
VK\ 1 SOWKRXJK WKLV EDUULHU LQKLELWHG GHYHORSPHQW RI UHODWLF
there is no suggestion it acted as a barrier to her future engagement and educational

outcome success, as  Paige achieved high grades in her GCSEs and had friends she knew

pPUHDOO\ UHDOO\ ZHOO Y1 +RZHYHU ZLWKRXW WKH SHHU WXWRULQJ SUI
FDXVH RU OHJLWLPDWH RSSRUWXQLW\ WR LQWHUDFW ZLWK WKH *&6( V\
PMXGILGISIIMHMXGLFHG WKLQJYT ZLWKLQ KHU DJH JURXS ZDV RYHUFRPH |
Chloe and her friends, thus peer learning took place on an interpersonal level, as opposed

to on a subject knowledge  -based level with Chloe and Grace (GCSE Transcript, 12.6.17).

MoYLQJ RQ IURP 3DLIJHYV pVWUXIIJOH WR VSHDN WR D SHHUYT WR KHU ILC
PRUH SHRSOHY GHPRQVWUDWHY D PDMRU EUHDNWKURXJK ZLWK KHU OH
, KDYH GHHPHG WR EH D pIXQFWLRQDOonly lekish & \UKring ] hE peeD X VH LW

tutoring programme. Indeed, this has transposed from the college environment to wider

VRFLDO LOWHUDFWLRQV ZLWK pWKH PDQ EHKLQG WKH WLOOT DQG WKHI
capitals (Bourdieu & Wacquant, 2007), previously impeded by her shyness. Additionally, the
DQWRQ\PV LQ 3DLJHYVY ODQJXDJH IRU HIDPSOH LQ KHU XVH RI WKH ZRU
a discourse of self -awareness and self -belief, especially as the differences she (and her

VLVWHU QRWLFHG DUH pD KDSS\ JRR @ ntast sighiflddar Maligatiod fokK DSV WK

Paige, though, was the realisation she could carry her new -found confidence forward in her

future career:

3DLJH ,YYH DOZD\V ZDQWHG WR JR LQWR IXUnNg& &hd thisGlasSFDWLRQ W
proved that | could do it. That TV JLYHQ PH FRQILGHQFH LQ P\VHOI WKDW , [
WHDFK HUP VR ,fP KDSS\ $ /HYHO 7UDQVFULSW

Research such as this peer tutoring programme at NWC is small scale and while the findings

are not generalisable, they are no less significant, or relatable to young people in further

HGXFDWLRQ 7D\ORU HW DO 3DLJHYV H[SHULHQFH LV WHVWDPHQW
realisation of her own capabilities and the positive impact this can have on her goals. This

provides evidence for RQ3: What per ceived impact does being involved in the peer tutoring

programme have on students' educational goals and social relations? There is also evidence

IURP WKH VWDII WR FRUURERUDWH LW LQ WHUPV RI 3DLJHTV H[SHULHQ
what they observ  ed during the weeks the peer tutoring programme ran. Deliberate

FRQVLGHUDWLRQ KDV EHHQ JLYHQ KHUH WR 3DLJHYV LQGLYLGXDO DJHC
enabled the analysis of perceptions, whereas others, such as Structures, consider external

factors in mo re detail.

When discussing the potential for personal growth, Heather and Barbara noted that

although students like Paige were confident in their own knowledge and understanding of
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GCSE English, most 17 year olds are not confident in themselves (Staff Tra nscript,

12.6.17). They were very interested when | recounted what Paige had said regarding her

improvement in confidence during the interview with the A Level students, prompting

%DUEDUD WR OLQN WKH $ /HYHO VWXGHQWVY JURZLQship&istLGHQFH WR

Barbara: | do think, because | teach Anila and Sanaz and Elizabeth, who are in that

group and they certainly see themselves more as a leadership role, because they

SUDFWLVH WKRVH VNLOOV«6RPH RI WKHP ZHUH GRLQJIg/iKHLU VHV\
the biology lab, because it happened to be empty at the time, and one of the GCSE

VWXGHQWY KDG FRPH LQ WR RQH RI WKH $ /HYHO VWXGHQWYV DQG

PH KRZ WR IRFXV WKDW PLFURVFRSH"T 6KH GLGQHl&a¥wINQRZ KHUVHO|
studenff WKRXJKW p,TP JRLQJ WR KDYH WR IRFXV WKLV PLFURVFRSH

FUHGLELOLW\ DW DOO Y DQG VKH DFWXDOO\ IRU WKH ILUVW WLPH
I \RXJUH LQ WKDW FDULQJ UROH \RX JR EH\RQG \RXU RZQ DELOLMW
be FDXVH \RX KDYH WR LQ RUGHU WR SURWHFW RU HQFRXUDJH WKF
FHUWDLQO\ VHHQ WKDW ZLWK WKH RQHV , WHDFK DQG VDGO\ , GRC
sadness to me. (Staff Transcript 12.6.17)

7KH $ /HYHO VWXGHQWITV GHFLVLR® SHN ZBXVEQNVNIXW WHHPYSW WR VDYH IDF
someone who looks up to her and the sense of needing to be credible meant that she

learned a new skill herself, thereby testing her own ability and achieving success. This may

seem like a trivial achievement, but it i s far from that. The fact she was asked for help by

her GCSE tutee ignited her leadership skills and subsequently enhanced this relationship. I

argue that for the A Level students, being involved in the peer tutoring programme has

begun to influence their KDELWXVY SRVLWLYHO\ EHFDXVH WKH $ /HYHO VWXGHQ
themselves as learners is being restructured to one of a caring/teaching role (Bourdieu &

Passeron, 1990). The way they see themselves, when relating to the outside world and/or

other student s, has been positively reinforced by their increased cultural and educational

capital, thus, it could also be argued, adding value to the peer tutoring programme and the

A Level students who participated.

Conclusion

Through the analysis of the participan WVYT] SHUFHSWLRQV RI IDLOXUH DQG VXFFHVV
possible to uncover some key ideas about peer tutoring on the GCSE resit programme at

1:& 7KH LQWHUYLHZ ILQGLQJV VXJIJHVW WKH JRYHUQPHQWTTV *&6( UHVL
(Bourdieu, 2000) that any GCSE achieved, which is below a grade 4/C is perceived as

failure. GCSE resit students have been socialised to accept the help of their peers, in order

to improve their chances of achieving the desired GCSE grades. Even though participation in

the project was on a voluntary basis, and the purpose was to provide support to ensure the

GCSE students could reach their educational goals, the shared belief within this educational

field was that success for the GCSE students was measured as cultural capital in the

ins titutionalised form of educational qualifications (Bourdieu, 1986). The successes for the A

Level students were largely attributed to subtle changes within the habitus (Bourdieu &
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Passeron, 1990), such as increased levels of confidence and willingness to g 0 beyond their

own perceptions of their abilities.

Academic vs non -academic identity

Introduction

The Academicvsnon -DFDGHPLF LGHQWLW\ WKHPH H[DPLQHV VWXGHQWVY EHO
and what is not perceived as academic and is central to the key f indings of this study; it

applies to personal experiences, as well as within the wider field of education. Data from the

staff interview has not been included because it was not discussed in any specific detail and

KDV DOUHDG\ EHHQ H[DPLQHGLRQWKHIPROXBRHSIMQQG VXFFHVVY] FKDSWHU
this research, students largely defined themselves and others as being academic if they got

MJRRGY SDVVHV ILUVW WLPH LQ WKHLU *&6(V DQG WRRN $ /HYHOV LQVYV
left school. Diction ary definitions link academic identity to institutions of study, as well as

LQGLYLGXDO SHUVRQDO WUDLWV &DPEULGJH 'LFWLRQDU\ 2[IRUG /
and as a starting point, this broadly introduces what is, in fact, an ontological conce pt, in

WKDW DOWKRXJK LW FDQ EH UHODWHG WR JDLQLQJ pJRRGY DFDGHPLF T
nature and is therefore much more complex. Quigley (2011) believes that being academic is

a shifting concept that cannot easily be defined, especially as it can differ for each person,

and be influenced by multiple factors such as age, race, class and gender (Archer, 2008). In

light of this, although students within the research study at NWC, did see themselves as

being either academic or non -academic, thisi s an unhelpful and dangerous dichotomy

because it could be an inhibitor of educational progress. Additionally, Dunham (2016, p. 2)

SRVLWYV WKDW p6WXGHQW DFDGHPLF LGHQWLW\ UHIHUV WR WKH DSSUR
practices within a sense of self, r eflecting the willingness and commitment to the practices

Rl WKH DFDGHPLF FRPPXQLW\T DQG WKLY FDQ EH DSSOLHG WR %RXUGL|

because the notion of capital, field and habitus encompass the subjective and the objective.

Failure to reach  government targets of attaining 5 GCSEs, including maths and English, at

level 9 -4 (old grade A* -C) led to GCSE resit students, who participated in this research,

perceiving themselves as being non -academic, as opposed to seeing their GCSE results as

one e lement of their longer educational experience. This prompted discussion surrounding

the hierarchical nature of qualifications in the UK, based on the influence schools and

teachers have on this, as well as how the A Level qualifications themselves are stru ctured,
acting as a barrier for some students and highlighting the academic/vocational divide. In

terms of A Levels, barriers exist because colleges set entry requirements adhering to

government targets of 5 GCSEs at level 9 -4, including maths and English, but at North West

87



College (NWC) these are subject dependent and some require a level 5 or 6 (NWC, 2019),

whereas L3 BTECs require the 5 same GCSEs at level 9 -4, without higher specified grades.
%WRXUGLHXTVY WKHRUHWLFDO FRQFHSWYV RHDYHOEHHD SIVIWO D W QG KDEMN UM
WRROVY %RXUGLHX S WR RSHUDWLRQDOLVH GDWD FROOHFWHC
NWC students, so that this research can be theorised, whilst articulating perceptions and

experiences. In terms of how this research con tributes to new knowledge, no current other

research into peer learning in FE, and particularly in relation to GCSE resits exists; nor have

%RXUGLHXYY FRQFHSWV EHHQ XVHG WR H[SORUH KRZ IRUPV RI FDSLWD
perceptions. Building upon Bo XUGLHXYV FDSLWDOV WKH QRWLRQ RI HGXFDWLRQ
McLaughlin & Vacha, 1996) has been utilised to explore how schools and families can impact

upon the range of qualification and career choices (or lack of choices) deemed as viable.

Furthermore, this highlights inequalities related to academic capital, or prior educational

DFKLHYHPHQW DQG ZKDW WKLV PHDQV LQ WHUPV RI VWXGHQWVY SHUFI
have an academic predisposition (Naidoo, 2004). Feeding into the hierarchy of qualifica tions

and how this grants or limits access to educational capital, highlighted, in some instances, a

contradictory emergence of attitudinal responses, regarding claims of who is perceived as

academic and who is not.

Hierarchy of qualifications

A hierarch vy is a system of classification which places things in order of importance. It can be
argued that the field of education has a hierarchical structure because the individuals and
organisations who operate within it occupy either dominant or subordinate posi tions
(Naidoo, 2004), based on their access to cultural capitals. Educational qualifications are

institutionalised forms of cultural capital (Bourdieu, 1986), symbolising competence and

expertise; they can be further classified as academic capital, in thos e instances where

SRVVHVVLRQ RI WKHVH UHVRXUFHVY RU FDSLWDOV OHDGV WR WKHP EH
IDLGRR S JXUWKHUPRUH 'XFNZRUWK S DUJXHV WKD\

seeps through the very fabric of an education system which i s deeply aligned to a global

neo-OLEHUDO PDUNHW SODFH ZLWK FRPSHWLWLRQ DW LWV KHOPYT DQG \
key driver, not only for the individual but also in worldwide hierarchies. Hierarchies exist

and are perpetuated, due to the resource s available to individuals and how they are

positioned in the field, in relation to others. Crucially, according to Bourdieu (1986, 1990),

the power relations within these fields provide access to or limitations upon the forms of

capital acquired. The two GCSE resit and two A Level students who took part in the

interviews disclosed their belief that within the hierarchy of qualifications, GCSE resits were

at the bottom and A Levels at the top; overall, BTECs were not deemed as being prestigious

qualificatio ns, nor were they perceived as appropriate for academic students. This was

largely driven by what the students were told in school about studying in further education
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and guidance on what students should study is dependent on their categorisation within
school ability sets:

Paige: Top sets, what are you told to do? A Levels. What are you told to strive for? A
/HYHOV 'RQYW GR DQ\WKLQJ HOVH GRQYW GR DQ DSSUHQWLFHVKL
Levels. (GCSE & A Level transcript, 7.12.17)

Teachers (and sometime V SDUHQWY VHW D FRXUVH IRU \RXQJ SHRSOHTV VWXC
towards academic (A Levels) or vocational courses (BTECs and apprenticeships), thereby

perpetuating the opinion that students in the top sets should only do A Levels. In the

interviewextra FW DERYH 3DLJH XVHV WKH YHUE pWROGY WKLY KDV DQ LQV
VWURQJO\ LQIHUV WKDW WKHUH ZDV QR RWKHU FKRLFH DYDLODEOH WR
IRUT LV SRLIQDQW LQ WKLY FRQWH[W EHFDXVH LW FRQQR&HY D VWUXJ
the study of A Levels (Cuff, 2017; Gorard & Smith, 2007).

To understand better how the hierarchy of qualifications may have come to exist, it is

helpful to look at the history of A Levels and BTECs in more depth. A Levels replaced the

Higher School Certificate in 1951 (Boyson, 1996) and since then they have been referred to

DV UHSUHVHQWLQJ WKH pJROG VWDQGDUGY RI HGXFDWLRQDO DWWDLQF
n.d; Stewart, 2014). Until 2000 A Levels were exam only based and were a single unit

qualification, sat at the end of a two year course. Curriculum 2000 led to the introduction of

AS Levels at the end of Y1 and A2 units at the end of Y2. The A Level became an entirely

modular based curriculum and students could resit modules a number of tim es

(Parliament.uk, 2003). In 2014, the then Education Secretary, Michael Gove, announced

UHIRUPV IRU ERWK *&6(V DQG $ /HYHOV +H VDLG WKLV ZRXOG ubDGGUHYV
FDXVHG E\ JUDGH LQIODWLRQ DQG GXPELQJ GRZQ ZKLFK KDYH XQGHUP
achi HYHPHQWYV IRU IDU WRR ORQJY 'I( DQG RQFH DJDLQ $ /HYHOV U
exam only assessment, at the end of a two year period. Hence, despite A Levels being held

XS DV WKH pJROG VWDQGDUGY WKH TXDOLILFDWLRQ L\atignRaoztL WK R XW
grade inflation have existed for decades (Boyson, 1996; TES Editorial, 2019). However,

*RYHTV FDOO IRU FKDQJH GLG QRW DOLJQ ZLWK UHVHDUFK FRQGXFWHG
Ofqual, where confidence in A Levels remained high for both teachers and students (Ipsos

MORI, 2012), which is possibly why the qualification is still held in high esteem in schools,

sixth forms and colleges. Bourdieu and Passeron (1990, p. 145) posit that the purpose of

exams is to offer a more equal form of assessment, b ecause everyone sits the same test at

WKH VDPH WLPH 7KHUHIRUH WKH\ KDYH D pIXQFWLRQDO ZHLJKW ZLWKI|

(Bourdieu & Passeron, 1990, p. 145) ; and yet, they also acknowledge that exams serve a
MHWUDGLWLRQDO IXQFWLRQ ROVRIQOVWU Y LI @ XN WUB LQKHULWHG IURP \
%RXUGLHX 3DVVHURQ S VR *RYHTV DVVHUWLRQ WKDW WKH L
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assessment is for the benefit of the students undertaking it, could be deemed as somewhat

egregious.

In contrast to the lon  g-established A Level, BTECs were introduced by, and named after, the

Business and Technology Education Council in 1984, as vocational or work related courses.

They followed a more practical approach to learning (BTEC Jobs, 2020) and were designed

to provi de flexibility and progression opportunities in vocational subjects such as Health and

Social Care and Construction. As such, they are now well -established qualifications, popular

in both sixth forms and FE colleges, seen as enabling access to HE courses a nd/or leading

directly to employment (Burgess & Rodger, 2010). In a research report, commissioned by

the UK governmenton 14 - TXDOLILFDWLRQV %XUJHVV DQG 5RGJHU S
3YRFDWLRQDO OHDUQHUV™ WR GHVFULEH +( ¥MmMeleGthe) toMs@witR DSSOLHG IF
SUHGRPLQDQWO\ YRFDWLRQDO TXDOLILFDWLRQV SULPDULO\ %7(&V 37
counterparts possessing academic qualifications (primarily A /I[HYHOV ¢ 7KLV LV SHUKDSV
where the crux of the divisions lie: although bot h qualifications can lead to HE courses, the

URXWH WKH VWXGHQWY WRRN ZDV HLWKHU pWUDGLWLRQDOY L H DFD
this categorises them in different ways. In 2018 BTECs underwent some curriculum changes

to provide more parity wit h A Levels, those being: more external assessment, only one

RSSRUWXQLW\ WR UHVLW D XQLW DQG D VIQRSWLF DVVHVVPHQW DV HY
DOO RI WKH VNLOOV WHFKQLTXHVY FRQFHSWV WKHRULHV DQG NQRZOI
2020). This req uired evidence of learning and assessment explicitly refers to concepts and

theories, both of which can be associated with academic study, and as Paige (A Level

VWXGHQW VXFFLQFWO\ VDLG WR &KORH [/ %7(& VWXGHQW H%XW \RX |

& A Level transcript, 7.12.17). 7KLV LV DQRWKHU H[DPSOH RI phUHVLVWDQFH FDSL
S \HW LW LV 3DLJH ZKR DVVHUWYV LW RQ &KORHfV EHKDOIl 5DWK
patronising, or disempowering for Chloe, it gives insight into how by working together,

peers can affirm the development of aspects of a scholastic habitus (English & Bolton, 2016)

in ways that teachers cannot.

Hierarchies were also manifested within this research when the GCSE students outlined the
type of peer tutor they preferr ed and the courses they wanted them to be chosen from.
Grace, in particular, stated a strong preference for peer tutors being selected from A Level
courses, as opposed to BTECs:

*UDFH , SHUVRQDOO\ SUHIHU LWHIYIHOKHENFHDERBRH N Q@BtZheN KH\TYH

DFDGHPLF DELOLW\ DQG , NQRZ WKH\TUH KLJK HQRXJK VR OLNH !
WRHYV DV LW ZHUH /LNH , FDQTW WHOO WKHP VRPHWKLQJ WKDW W
D %7(& WKHQ ZH DOUHDG\ KDYH WKH VDPH PRVW SHRS&H GRQIW F
WKDW WKH\fUH GRLQJ D %7(& /HDWRHW QKD RPOW Bl FKRLFH *&6(

transcript, 12.6.17)
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Although Grace conflates GCSEs and BTECSs, irrespective of the fact that any potential peer

tutor at NWC would be on a L3 course, she does clearly state that only A Level students

KDYH pWKH DFDGHPLF DELOLW\Y DQG DUH pKLIJK HQRXJKYT WKLV YDOXH
factors affect GCSE and A Level student motivation to take part in a peer tutoring

programme at one FE college? Grace was motivated by th e fact she received tuition from an

A Level student, as opposed to a BTEC student, because she perceived A Level students as

having more cultural capital in the institutionalised form of specific and prestigious

educational qualifications (Bourdieu, 1986). Here, Grace perpetuates to notion that A Levels

DUH WKH pJROG VWDQGDUGY DQG LQ EHLQJ DEOH WR VWXG\ WKHP WKH
places them above the GCSE resit and BTEC student in this hierarchy. Grace did not want

someone who she perceived to KDYH pWKH VDPHY DV KHU VKH DFWLYHO\ ZDQWH (
HQRXJK 1 7KLV DOVR KLJKOLJKWV ZKDW )RZOHU S FDOOV WKH
WKRXJKWY LQ WKDW IRU *UDFH LW LV HVVHQWLDO IRU DQ $ /HYHO VW)
theory,any RQH ZKR KDV DOUHDG\ DFKLHYHG D pJRRGT *&6( SDVV DQG LV |
tutor, would still possess all the attributes needed. Thinking back to what Paige said about

the way schools encourage students in the top sets to study A Levels instead of BTEC s, it

shows how Grace has also been inculcated to perpetuate the belief that students who study

A Levels are academically superior to those who study BTECs. This can also be linked to

OLWHUDWXUH UHODWLQJ WR 9\JRWVN\TV V RebricBpDofGhd Bidwe) LQJ WKHRL
NQRZOHGJHDEOH RWKHU 0.2 EXW *UDFHYVY SHUVRQDO SUHIHUHQFH IR

undertaking A Levels adds another strata to the hierarchy.

Even though the interview data shows that a hierarchy of qualifications exists, some
contradict ory perceptions emerged relating to the fact that although A Levels are deemed to
be more academic, BTECs can enable students to enter university degree courses and
access the same careers. This is especially evident in the following extract:

Chloe: IfIp DVV WKH >%7(& / @ FRXUVH ,fP VWLOO JRLQJ WR JR WR X
\RXYOO EH GRLQJ VR LWV WKH VDPH , WKLQN SHRSOH ORRN DW |
/HYHOV EXW LW LVQIW LWV MXVW D GLIIHUHQW ZD\ RI GRLQJ LW
Michelle: It interests me, the fact that it can be perceived as being lower than A

Levels.

Paige: It is if you speak to some of the other students around college.

Chloe: Yeah, it is.

OLFKHOOH :K\ GR \RX WKLQN WKDW LV" :KR SXWV WKDW LQ SHRSO
that come from?

&KORH , GRQTW NQRZ , IHHO OLNH WKH ZD\ , VHH LW OLNH WKH
DQG WKH QRW VR VPDUW SHRSOH GR %7(&V 7KDWIIV KRZ , VHH LW
it. (GCSE & A Level transcript, 7.12.17)

Hence, it appears that it is n ot the level of qualification brought into question here, but the
type of qualification. All level 3 qualifications are the stepping stones for higher education

VWXGLHVY DQG \HW DFFRUGLQJ WR 3DLJH DQG &KORH pVPDUW SHRSOH"
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peo SOHY GR %7(&V 7KLV LV DQ LQWHUHVWLQJ FRQFHSW KHUH EHFDXVH

educational capital, it does not depend on the place of study; i.e. there is a notion that sixth

IRUPY FDQ EH SHUFHLYHG DV PYWULEDO WRWHP Vdtige thantE collegesZLWK PRU
VXFK DV 1:& ORUHRYHU 3DLJH DQG &KORHYV LQIHUUHG ODFN RI ELDV L
XQGHUPLQH WKH JHQHUDO SHUFHSWLRQ RI )(fV DVVRFLDWLRQ ZLWK YR
KDYLQJ pOHVYVY SUHVWLJH WKDQ VXSFDRWHPAOG\T XD XL VYIDFODMQAW @V FRQYH\V
PDUNHWY LPDJHYT )RVNHWW /XPE\ S $OWKRXJIK 3DLIJH DQG &K
with the vocational v. academic divide, as long as a person studies A Levels instead of

BTECs in an FE college, they are still class ified within the hierarchy of qualifications as being

phVPDUW 1 &KORH LV XQDEOH WR DUWLFXODWH H[DFWO\ ZK\ VKH WKLQN"
LHYHOV \HW VKH LV YHKHPHQW LQ KHU DVVHUWLRQ LQ WKDW VKH KDV |
contrast, Paigeatt ULEXWHYV LW WR VSHDNLQJ WR KHU SHHU JURXS &KORHTV

FRQWUDGLFWRU\ WKRXJKW LQ WKDW VKH VD\V VKH LV JRLQJ WR XQLYH
VDPHY EXW VKH FDQQRW VHH KHUVHOI DV pVPDUWY EHFDXVHadkkKkH LV G|
WR %YRXUGLHXTV FRQFHSW RI HGXFDWLRQDO FDSLWDO DV PHDVXUHG E
this reinforces how academic (smart) and non -academic (not so smart) categorisation has

EHHQ QRUPDOLVHG DQG DFFHSWHG %RXUGLHX gentigtaréméeny FRQWH[W
M, P VWLOO JRLQJ WR JR WR XQLYHUVLW\ OLNH ZKDW \RXTJOO EH GRLQ.

place in HE; her perceived lack of academic capital, inculcated by her experience in the

education system so far, is a barrier she believes s he can overcome.  Additionally it is
DUJXHG WKDW &K O R Hrgsistydds@mpaderidepyvV- DQG GHPRQVWUDWHY pUHVLVWDC
FDSLWDOY 'XFNZRUWK S LQ WKDW DOWKRXJK KHU VFKRRO HJ[SF

QRW IHHOLQJ pVPDUWYT HQRXJK WdersaRds$thatineH G BTER Wil exable her

WR JR WR XQLYHUVLW\ OLNH 3DLJH 7KH WRQH RI &KORHYV VWDWHPHQV
%7(&V DUH ORZHU WKDQ $ /HYHOV EXW LW LVQIYWY LV DXWKRULWDWLY
contextualise her FE studies, ba  sed on how they grant her access to HE. She can see the

HVFKRODVWLF \LHOGY %RXUGLHX S QRW RQO\ LQ UHODWLRQ W
this also extends to her L3 course and beyond. Chloe clearly understands the need for

scholastic investment in her own education.

Educational capital - EHLQJ p$ /HYHO VPDUWY

Bourdieu argued that educational capital was a form of cultural capital, due to the fact it can

EH pLQKHULWHG IURP WKH IDPLO\ RU DFTXLUHG DW VFKRROY %RXUGLH
connection between cultural practices and educational qualifications, as well as the way

social origins factor into the equation. Within the research conducted at NWC, social class

ZDV QRW PHDVXUHG KHQFH IRU WKH SXUSRVHV RI WKblV DQDO\VLV %R}
educational capital has been operationalised to interrogate how the education system, and

subsequently the students within it, measured themselves as being academic or non -
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academic. As has previously been discussed, there is evidence to suggest that t here is a
hierarchy of qualifications, where A Levels are at the top and GCSE resits are at the bottom;

however, even though L3 BTECs confer the same points for entry onto HE courses, the

students perceived those courses as being suitable for people who ar e less academic. In the
not too distant past, even HE institutions themselves have been guilty of failing to

understand BTECSs, favouring the more well -established and familiar A Levels (Newman,

2008), so it comes as no surprise that young people could imbi be this hierarchical stance
themselves. It appears that GCSE resits are not recognised as qualifications which have any
academic credibility:

&KORH , WKLQN LWV EHFDXVH GRLQJ ZKDW ZHYUH GRLQJ WR PH
the lowest you can do, becaus HZHJUH KDYLQJ WR UHVLW WKLQJV *&6( WU
12.6.17)

Due to the fact Chloe was resitting her GCSEs, not having gained the English and maths

JUDGHV VKH QHHGHG ILUVW WLPH URXQG VKH GHVFULEHG *&6( UHVLWYV
could beinferre G IURP pQRW LQ D EDG zDLY WKDONUWKQRHIUHVLVWDQFH FDSL'
(Duckworth, 2104, p.88) because even though undertaking GCSE resits is not their ideal

choice, the needtoresit those qualificationsis  acknowledged as a stepping stone to her

goal of completing a L3 BTEC, then going to university to become a primary school teacher.

9LHZLQJ *&6( UHVLWY DV VWHSSLQJ VWRQH TXDOLILFDWLRQV DV RSSR
may be one way to award them more educational capital because Grace also conceded how

gaining them would enable her to progress:

*UDFH 7KH DSSUHQWLFHVKLSY DUH TXLWH KDUG WR JHW RQWR DV
WKHQ DQ\zD\ ,YG MXVW JR WR XQL LI , GLGQTW JHW RQWR WKH DS
have the qualifications, if | get my ma ths and English. (GCSE transcript, 12.6.17)

There is a sense of irony in that the very qualifications/courses deemed to be the least

academic are the core ones which open up opportunities for L3 studies, higher

apprenticeships and degree courses, yet usin J RXUGLHXYV PpWKLQNLQJ WRROVY WR C
underpinning ideas, it shows KRZ *UDFHTV WKRXJKgy BavdRdetreped. The GCSE
educational qualifications in maths and English are tacitly regarded as making her more
MWHFKQLFDOO\ FRPSHW H Q&Y 41%) Rbékeky/ Ibeskowing educational capital,

even if this is not fully recognised. For both Chloe and Grace, in achieving their GCSEs in

maths and English, these qualifications can be converted to academic credentials which

facilitate their progress to L3 and HE, but unlike A Levels, the GCSE students did not view
WKHP DV pVHeeUsWEndther example of the importance of GCSE resit courses and the
potential they have to afford students the opportunity to overcome the barriers they had by

not achi eving a grade 4 or above.
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The GCSE resit students at NWC believed that the way you want to learn, and how you are
assessed, was a factor in choosing to study A Levels or BTEC L3. They were also influenced
by family members who had previously completed L3 studies and whether they perceived

one course to be easier or harder than another:

Chloe: Yeah and obviously a BTEC is probably more , maybe a bit easier , | just think
A/HYHOV WKH\TfUH QRW IRU PH
Michelle: Okay, can | ask you both about A Levels? Your pe rception ofthem , \RXTYH

VDLG WKDW WKH\fUH QRW IRU \RX DQG \RXTYH WKRXJKW WKH %7 (
UHDOO\ KRQHVW DQG WUXWKIXO HUP DQVZHU WR WKDW TXHVWLR
about A Levels then? In your perception, why are they hard?

GracH , WKLQN LWV IDLU WR VD\ ,fP QRW QDW2HJBRW K DIFLIONGHP LIP \
quite dyslexic,soforme , LWV MXVW OLNH , FDQ FRPSUHKHQG DOO WKH Z

getting it in, getting the writing done , everything is just like too much.
& K O R We se®n like my brother did A /IHYHOV KHYV Y Hahd tePamoum of
work that he was putting in for A Levels and my friends are going through it right

QRZ DQG« LWYIV KDUG , MXVW FDQTW« \RX NQIFPZM X WVMW¥ V\R WDW KWWG F
smart. (GCSE tra nscript, 12.6.17)

As with other extracts from the transcripts, Grace and Chloe have identified barriers to

VWXG\LQJ $ /HYHOV EDVHG RQ LI WKH\ EHOLHYH WKHPVHOYHV WR EH D
*UDFH EHLQJ pTXLWH G\VOH[LFY KDV D FRQUWHFMW RQDZALOMKDEBGHIPLFY |
as she thinks there is a lot of writing involved in the A Level courses. The disconnection here

between understanding the A Level work itself and being able to express that in writing

opens up questions about accessib ility within the A Level syllabus, as well as the support

DYDLODEOH IRU G\VOH[LF VWXGHQWY DW 1:& EXW EHFDXVH WKLV UHVH
perceptions, the emphasis remains on what they believe to be true and how this has

influenced their choices for / VWXG\ &HQWUDO WR WKLV LV %RXUGLHXTV FRQFH
(Bourdieu & Passeron, 1990), since habitus can be used to explore why Grace and Chloe

acted and felt the way they did. For example, Grace took ownership of her dyslexia and it

became part of her h  abitus, embodied in the way she has chosen not to study A Levels. The

VDPH FDQ EH DSSOLHG WR &KORHYV GHFLVLRQ WRR LQ WKDW VKH GRH
enough to study A Levels, in part because her brother did them and he had to put in what

Chloea OOXGHV WR DV H[FHVVLYH DPRXQWY RI ZRUN &KORH DOVR VWDWFE
WKURXJK LW ULJKW QRZY DQG WKLV LQIHUVY WKH\ DUH KDYLQJ D GLIILF>
of A Levels: they are perceived as something to be endured, as opposed to presti gious

qualifications. On balance, both Grace and Chloe assessed their own academic abilities

against their past experiences of education (needing to resit their GCSES), educational

barriers such as dyslexia and the influence of family members; despite the fact that the

habitus is durable and transposable, they did not feel at ease with studying A Levels and felt

WKH\ ZRXOG EH PRUH OLNH pILVK RXW RI ZDWHUY LQ WKLY HGXFDWLRQ!
Wacquant, 1992).
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In the GCSE interview with Grace and C hloe, they spoke about the work involved when

undertaking A Levels and it is, perhaps, this depth and breadth of work that means A Levels

confer more educational capital than L3 BTECs. Taking this idea further, Paige connected

the amount of work required w ith top GCSE grades to preparedness for A Levels; in doing

s0, she alludes to the advantages of being able balance the workload itself with the inherent

WUDLWV RI D VFKRODVWLF KDELWXV (QJOLVK %ROWRQ $ SHUVR(
formed by the ir experiences in the home and school, and how this leads them to value their

education, enabling them to make informed choices about the qualifications they take and

the institutions in which they study. Furthermore, it is not just the way someone progres ses
WKURXJK WKH OHYHOV RI DFDGHPLD EXW WKH pGHYHORSPHQW RI DQ D
VHHLQJ LW DV KD YiapdleadshoO/swig some routes through education as being

WKH SUHIHUUHG RU QDWXUDO FKRLFHVY (QJOLVK e&aR@iiRQ S

those students with predicted high GCSE grades, who go on to achieve them, make the

HQDWXUDOY FKRLFH WR VWXG\ $ /HYHOV DQG WKRVH ZKR PHHW WKH PL«(
of L4/L5/grade C are steered towards BTECs:

Paige: A Levels have hig  her grade boundaries, because of the amount of work you

KDYH WR SXW LQ ,fP VXUH \RX KDYH WR SXW D ORW RI ZRUN LQ D\
RXW ZLWK $ DQG DERYH DW *&6( \RXJYH SXW LQ D ORW RI ZRUN <
so from that point of view then t KH\ WKLQN p\RX JRW WKRVH JUDGHV DW *&6|
LQ WKH VDPH DPRXQW RI ZREXWWWIVWHYR®KXFK ZRUN ,WTV SXUH G
DQG LI \RX GRQIYW QHFHVVDULO\ OLNH VLWWLQJ LQ D FODVVURRP

ORQJ SHULRGV RI whbtRpingtRIk§NH /HYHOV WKDWIV WKH GLIIHUHQFH
%7(& LV WKH VDPH TXDOLILFDWLRQ LWfOO JHW \RX LQWR XQLYHU
(GCSE & A Level transcript, 7.12.17)

In The Forms of Capital , Bourdieu (1986) stated that capital was a n accumulation of labour,

denoting the fact acquiring it takes time and effort. This being the case, A Levels and L3

BTECs should confer the same amount of educational capital because they are both two

year courses, which enable progression to HE and/or ce rtain types of more skilled

HPSOR\PHQW 3DLJH PDGH WKH SRLQW WKDW p/HYHO %7(& LV WKH VDF
GLIITHUHQW URXWHY DQG WKLV LV IDFWXDOO\ FRUUHFW KRZHYHU LW V
PVLWWLQJ LQ D FODVVURRP RU VLWWLQRQD SHEDRGRIRO BWRRNY LV ZKD'
Levels apart from L3 BTECs, and the type of qualification, as opposed to the level, can be

perceived as significant. There is evidence to support this belief on the NWC website

because course searches show up diffe rences in the study requirements for A Levels and L3

%7(&V )RU H[DPSOH $ /HYHOV VWLSXODWH WKDW HDFK FRXUVH ZLOO U
and four to five hours independent study per week, equating to 27 -30 hours in total (NWC,

2020). In contrast  to this, an equivalent L3 BTEC Extended Diploma does not specify the

study time, unless placements are involved. Therefore, it could be that the academic

LGHQWLW\ DWWDFKHG WR $ /HYHOV VWHPV IURP WKH pSXUH GHGLFDWL
forlo QJ SHULRGV RI WLPHY LQFOXGLQJ SHULRGV RI LQGHSHQGHQW VW X(
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argued that the accumulation of capitals could not be attributed to a person merely having

academic ability or investing time and effort in their own scholarly activity; he believed

WKHUH ZDV D pQHFHVVDU\ SDUDGRI[T %RXUGLHX S DQG K\SRWI
DELOLW\ RU QDWXUDO WDOHQW VWLOO GHSHQGHG RQ PGRPHVWLF WUL
of natural intelligence can only flourish within the right ki nd of home and educational

HQYLURQPHQW WKHUH LV QR VXFK WKLQJ DV EHLQJ ERUQ pvVPDUW 1 )R
in the top sets at school, she was nurtured to believe that she could and should do A Levels;

this then formed her scholastic habitus. In terms of the peer tutoring research at NWC, this

scholastic habitus was viewed as an asset, both by the staff who identified her as a peer

tutor and the GCSE resit students who only wanted to be tutored by A Level students.

Linking back to the literature on peer tutoring, Paige was perceived as a good role model

DQG WKH VWUXFWXUH RI WKH SURJUDPPH DW 1:& IRUPVY SDUDOOHOV ZL'
MPRUH DEOH VWXGHQWY KHOSLQJ OHVV D-HOCSHH VY GHHE) WR UMR QQJHDILU V @
(Topping, 1996, p. 322) . Thus, the peer tutors become part of the environment which

shapes the scholastic habitus.

In terms of the dynamic that the tutor and the tutee bring to the partnership, in relation to

cultural capital (Bourdieu, 1986), research supports the notion of To S SLQJT\opprative

ZRUNLQJ SDLUVY 7RSSLQJ S ORUH UHFHQWO\ 7KH (GXFDWLRC
Foundation (2018) conducted a meta -analysis of nine existing studies into peer learning in

schools and has its own definition to frame their summary:

Peer tutoring includes a range of approaches in which learners work in pairs or small
groups to provide explicit teaching support. There are two main types of peer

tutoring: same age and cross age. In cross -age peer tutoring, an older learner takes
the tutoring  role and is paired with a younger tutee or tutees. There are also a

number of same -age approaches such as Reciprocal Teaching, where learners
alternate between the role of tutor and tutee, and Peer -Assisted Learning. The
common characteristic of all these approaches is that learners take on responsibility
for aspects of teaching and for evaluating the success of their peer or peers. (The
Education Endowment Foundation, 2018, p. 3)

The definition encompasses several features of peer tutoring previously dis cussed, but its

WRQH LV PRUH LQ OLQH ZLWK +( SUDFWLFHV DV WKHUH LV QR FDWHJRL
HOHVVY DEOHY 7KH pUDQJH RI DSSURDFKHVY SURYLGHYV VRPH IOH[LELOL
implement peer tutoring programmes; however, Reciprocal Teaching is an interesting

concept, but it would not apply when implementing peer tutoring on GCSE resit

programmes, mostly because the roles of tutor and tutee stay the same and are clearly

delineated, based on the expertise of the A Level students and th e needs of the GCSE

students. Where this definition still applies to the programme at NWC, is that learners

worked in pairs and the A Level students provid HG PH[SOLFLW WHDFKLQJ VXSSRUW 1
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Research shows that having a positive sense of academic identity has a correlation with

SULRU DFDGHPLF VXFFHVV %HU]JRQVN\ . XN WKHVH WA\SHV RI VWX
learn and grow, and they begin to interact with both faculty and fellow students in

SURGXFWLYH zZzD\VY :KLWH IRZHQWKDO b8 one of th& readeis thd® X O G

Paige and Anila chose to become peer tutors. Hsiao, Brouns, Bruggen, and Sloep, (2015, p.

IRXQG WKDW WKHUH ZHUH pDGGLWLRQDO FRJQLWLYH EHQHILWYV WR
they could ask themselves thought -provokingquest LRQV § VXJJHVWLQJ SHUVRQDO UHI
a bi -product of being a peer tutor. The ability to self -reflect is also a characteristic of a
strong academic identity (White & Lowenthal, 2011) and this is outlined in the interview
with the A Level students at NW C:

Michelle: Would you recommend being part of the peer tutoring programme to

anybody else, having done it yourselves?

Paige: Yeah.

Michelle: Why?

Paige: Because it was helpful and it was enjoyable, like A Levels are stressful, very

stressful and it was  just nice in some ways to actually stop focusing on your stress

and help someone else cope with theirs and in you doing that and trying to calm

WKHP GRZQ \RXTfYH FDOPHG \RXUVHOI GRZQ ,W PDGH \RX UHDOLYV
saying is what you should listen to yourself! So, yeah , | would recommend it.

Michelle: Okay, Anila?

Anila: Err,yeah , ,9G GHILQLWHO\ UHFRPPHQG LW $Q\WKLQJ WR GR ZLW
SHRSOH WR XQGHUVWDQG VRPHWKLQJ EHWWHU LWV GHILQLWHO\
definitely something | would do again, it helps everyone , like you said, they benefit

I[IURP UHFHLYLQJ VXSSRUW IURP VRPHRQH ZKR LVQTW WKHLU WHDF
WKURXJK ZKDW WKH\TYH JRQH WKURXJK UHDOO\ UHFHQWO\ , ZRXC
would calm myself down. (A Level transcript, 12.6.17)

Both Paige and Anila reflected on the fact they perceived A Levels as being stressful, but by

helping others they found an outlet to stop focusing on themselves: this was a calming

influence. There is further evidence to show this in cidence of altruistic behaviour from the

peer tutors is common to peer tutoring programmes. In a study by Andrews & Clark (2011),

they found that the most common reason for becoming peer tutor s was wanting to help

RWKHUV DQG KDYLQJ D GHVLUH \EBFNTX V8 QGRPHIWVKL &ODUN S LQ\
institution of study. Additionally, the peer tutor role gives a position of responsibility, which

FDQ LPSDFW SRVLWLYHO\ RQ WKHLU HPSOR\DELOLW\ VNLOOV 3DLJH DQ
GCSE student s felt stressed at having to undertake resits, so being good role models by

pPKHOS>LQJ@ VRPHRQH HOVH WR FRSH ZLWK WKHLUVY KDV SRVLWLYHO\
acquisition of educational capital (Bourdieu, 1996) and scholastic habitus (English & Bolto n,

2016). This was reinforced by the fact Paige reported she included her involvement in the

peer tutoring programme on her UCAS statement:

Michelle: Did you, on your personal statement, did you mention being involved in the
programme?
Paige: I did, yeah.  (GCSE & A Level transcript, 7.12.17)
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In relation to literature supporting the use of peer tutoring programmes, Topping (1996, p.

VDLG WKHUH VKRXOG EH pJDLQV DFFUXLQJ IURP WKH WXWRULQJ SUI
explicitly stating it is not a one -VLGHG SURFHVY W FRXOG EH VDLG 3DLJHYV KDE
within the newly - created field of the peer tutoring programme, a social space whereby she
ZDV DEOH WR JLYH DQG UHFHLYH KHOS LQ RWKHU ZRUGV VKH ZDV D ul
Wacquant, 2007, p . 127).

The way that students are directed at school to make choices, could be seen as one way in

which their academic or non -academic identity is formed because the habitus is shaped by a

SHUVRQYY HQYLURQPHQW %RXUGLHX 3DVVHUR @Quided by theiR XQJ SHRSOH
teachers and families, even if they make the final decisions themselves (Foskett, Dyke &

Maringe, 2008; Payne, 2003). Although class was not overtly considered as a factor within

this research, it has been found that even though all studen ts, regardless of class, rely on

WKHLU WHDFKHUV WR KHOS WKHP PDNH FKRLFHVY ZRUNLQJ FODVV VWXC
RQ VFKRROV DQG FROOHJHV WR SURYLGH WKH LQIRBr&énDWWIR Q. WKH\ QHH
95). The students interviewed at NWC all re ported some level of discussion with their

parents about their choices; however, school influence was explicitly singled out as being a

key influencing factor:

&KORH <RXYfUH SXVKHG WRZDUGV FHUWDLQ WKLQJV LQ KLJK VFKR
Michelle: Does it make a difference on what parents or family at home say about

that as well?

3DLJH 60OLJKWO\ , PHDQ , ZDV DOZD\V WROG WKDW ,1G SUREDEO\
WROG PH p\RX ZRQTW HQMR\ $ /HYHOVY EXW WKHQ , VXSSRVH LW D
LWIV \RXU GHFLVLRGR\RXQWQRZX ZDQW %XW , FDQ RQO\ VSHDN IUF
been told.

Michelle: Would you change that then? Do you think that schools have a

responsibility to say it is different?

Chloe: I think schools need to , instead of saying to the top sets do this and t o the

lower sets do BTEC, it should be taught that A Levels are one way of doing it and

%7(& LV DQRWKHU zZD\ RI GRLQJ LW ,WIV MXVW GHSHQGLQJ RQ KR
you learn better; if you want to do more coursework based, less exams or you just

want to do exams and no coursework. It should be taught like that, you know.

(GCSE & A Level transcript, 7.12.17)

3D\QH S IRXQG WKDW SDUHQWY GR SOD\ D VLJQLILFDQW SDUW L
and other family members, especially brothers and VLVWHUY DUH pXVHIXO VRXUFHV RI
information about post - RSWLRQV 1 /RRNLQJ DW ZKDW 3DLJH VDLG LW LV SR\

SDUHQWY RU WHDFKHUV LQ VFKRRO pb0OzD\V WROGYT KHU WKDW VKH ZR:
was predicted high GCSE grades and was percei ved as being academic: for her, those

GHFLVLRQV DUH pSUHIHUUHG RU QDWXUDO FKRLFHVY (QJOLVK %ROWF
KHU VLVWHU WROG KHU p\RX ZRQTW HQMR\ $ /HYHOVY VKH VWLOO ZHQW
hence in this particular instance , she most likely took the advice of her parents and/or

teachers than her sister. Whether she would enjoy the A Level course or not, was not a
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contributory factor and this could be due to the fact she already had a strong academic

identity, having already EHHQ VXFFHVVIXO LQ VFKRRO &KORH VWDWHG VWXGH ¢
WRZDUGVY PDNLQ J19/dhdidet)bystRel Wigh schools; when coupled with her

response to the question about whether schools should change that, she was emphatic in

her assessment of whatth  eir responsibility on their guidance should be. For her, she

wanted schools to portray A Levels and BTECs as having parity, placing emphasis on a

VWXGHQWYIV FKRLFH RQ KRZ WKH\ SUHIHU WR EH DVVHVVHG DV RSSRVE
more academic than the other. This being the case, there would not be such a hierarchical

structure to the qualifications in the UK and the notion of educational capital (Bourdieu,

1996) would be more egalitarian in nature; yes, it would still be shaped by home and school

envir onments, but in theory, it would not limit access to certain students. In turn, this could

OHDG WR D VKLIW LQ KRZ D \RXQJ SHUVRQYY DFDGHPLF LGHQWLW\ DQG
is formed (English & Bolton, 2016).

Conclusion

Overall, there was a cons  ensus between the GCSE resit and A Level students at NWC that if

\RX ZHUH LQ WKH WRS VHWYVY DQG SUHGLFWHG pJRRGTY *&6( JUDGHV \RX
undertake A Levels; according to the students, this was in part due to the influence of

school teachers, but  there was also a perception that A Levels are suited to those people

who are more academic. Students who deemed themselves to be less academic felt that L3

BTECs were the right choice for them, but they were still aware that BTECs carried enough

points and were equivalent when applying to university. Even though students openly stated

WKDW WKH\ NQHZ / %7(&V DQG $ /HYHOV ZHUH pWKH VDPHY EXW pMXVW
a sense of needing to justify this. Both Chloe and Paige said they wanted to be te achers,

but it could be argued there was a disconnection between ambitions for HE study and

academic identity. This is exemplified in the following extracts, directed at Chloe, who did

QRW VHH KHUVHOI DV p$ /HYHO VPDUW(

OLFKHOOH «, ORRN DW WRwar& KcadericD Q G

Chloe: Am 1? (GCSE & A Level transcript, 7.12.17).

Paige: But you are academic, you are (GCSE & A Level transcript, 7.12.17).
Grace: You are smart (GCSE transcript, 12.6.17).

Of course, this research was undertaken as a small scale case study, and therefore the
perceptions of a few students cannot be generalised; however, having looked at the

hierarchy of qualifications in the UK, and the preference for A Levels (Politics.co.uk, n.d;

Stewart, 2014) amongst themselves and their peer group, it is easy to see why students
such as Chloe possess so much self  -doubt, in relation to academic ability. It is
acknowledged that the preponderance of data within the interviews relating to these

hierarchies was unexpected, yet it emerged as a recurring t heme, which merited discussion,
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because the students were so candid in their perceptions of their identities within then

hierarchies . Arguably, national policy reproduces what is believed to be credible knowledge

and consequently this impacts on organisati ons and individuals operating within the

education system.  Bourdieu (1986) theorised that educational qualifications are

institutionalised forms of cultural capital and this research highlights, in relation to the peer

tutoring project at NWC, there is a | ink between the qualifications students undertake and

the formation of an academic, or non -academic identity, which in turn may shape their

future educational choices. The wider implications of this research, based on the ensuing

perceptions of identity, ¢ ould be said to highlight an education system which normalises the

formation of these identities. This being the case, when young people navigate the field of

HGXFDWLRQ WKHLU SRVLWLRQ LQ WKLV ILHOG pFDQ LQIOXHQFH V\PERC
infflue QFH WKH SRVVLELOLWLHY RSHQ IRU WKHLU IXWXUH WUDMHFWRULH\

meaning that it is hard for them to overcome self -doubt.

Structure and agency

Introduction

The structure and agency debate, within the social sciences, is centrally con cerned with
XQGHUVWDQGLQJ ZKHWKHU SHRSOHYV DFWLRQV DUH GULYHQ E\ HIWHUC
or whether individuals (agents) act by using their free will (Giddens, 1984). In turn, this

debate considers how power is distributed and the relationsh ip between objective and

subjective forces (Dowding, 2008). This has relevance to the research undertaken at NWC

because the peer tutoring programme was an external structure, which was put together to

meet the needs of the individuals who chose to partici SDWH 'XH WR WKH IDFW D SHUVRC
habitus is formed by internal and external drivers, this concept is utilised when interpreting

VWDII DQG VWXGHQW SHUFHSWLRQV DQG KRZ LW VKDSHV WKH VWXGHOQ\
critics viewed his theory of habitus a V WRR pGHWHUPLQLVWLFYT 5HD\ D S E
%RXUGLHX DUJXHG WKDW SHRSOHYV DFWLRQV DUH VKDSHG E\ PXOWLSC
LQIOXHQFHYV %RXUGLHX :DFTXDQW WKHUHIRUH KLV DLP ZDV WR
agency -structure, objective  -subject ive andthe micro - PDFURY 5HD\ D S %\

listening to what staff and students at NWC had to say about how objective social structures

such as family, school, college and the peer tutoring programme itself influenced their

perceptions, and agentic  thought, it was possible to gain insight into the decisions they

made. For the students, those decisions related to their participation in the peer tutoring

programme, as well as their higher education and future career choices. This enabled the

analysis RI WKH LQWHUYLHZ WUDQVFULSWYV WR RSHUDWLRQDOLVH %RXUGL
1990, p. 50), staying true to his belief that consideration should be given to both objectivist
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and subjectivist standpoints, and the relationship between the two. On one level the most
significant structure in this research is the peer tutoring project itself, because this created

D QHZ VRFLDO VWUXFWXUH RU plXQ RMMEIRGERE dpetiitadyFa KL IMS D QH
peer tutoring research . GCSE resit and A Level stu  dents were brought together in ways that
would not have happened without the new social structure. This structure is one which has

the subversive potential to flip the usual dynamics of labour and power (Bourdieu, 1986)

within peer tutoring . Subsequently, this afforded opportunities to explore the influence of

other important structures, such as family, educational policy and FE organisations

themselves.

Structure

Family is defined as parents or siblings, with whom the GCSE and A Level students were still

OLYLQJ DW KRPH ZLWK EXW LW DOVR LQFOXGHG VLEOLQJV ZKR ZHUH D

concept of the social field can be applied in this context because the family is a site where

parents transmit their cultural capital (Bourdieu, 1990). There is als R D OLQN WR 1RZRWQ\YV
ZRUN RQ HPRWLRQDO FDSLWDO ZKLFK VKH GHILQHG DV PuNQRZOHG.

as well as access to emotionally valued skills and assets, which hold within any social

network charcaterized at least partly by affective ties (Nowotny, 1981, p. 148). Grace and

Chloe, the GCSE resit students who were interviewed, had an older sibling at university,

whereas the A Level students, Anila and Paige, were the eldest in their families, so would be

the first sibling to go. Anila was the only student whose parents had been to university and

they were both paediatricians. The reason this information is relevant to the peer tutoring

UHVHDUFK DW 1:& LV EHFDXVH WKH XVH RI %RXUGLHXfV pWKLQNLQJ WR

as a theoretical f ramework, enabled the analysis of their perceptions of the project, as well

as how it impacted on their educational goals and social relations. The importance of family

LQIOXHQFH DOLJQV ZLWK %RXUGLHXYV GHILQLWLRQ RI KD4ahl® XV DV puD

dispositions which, integrating past experiences, functions at every moment as a matrix of

SHUFHSWLRQVY DSSUHFLDWLRQV DQG DFWLRQVY %RXUGLHX S

SRWHQWLDO WR VKDSH DQG LQIOXHQFH \RXQJ St honhgithelr GHFLVLRQV L

scholastic habitus (English & Bolton, 2016) and perceptions of what it means to be

DFDGHPLF RU QRW W ZDV LOQWHUHVWLQJ WR QRWH WKDW 3DLJH DQG ¢

how being involved in the peer tutoring project would benefit t heir children:

Michelle: What did your fellow students and parents say about you being involved in

this peer tutoring programme?

Paige: Erm, my parents were really happy about it, they said it looked good in

university. Fellow students were interested, | UHPHPEHU ,9G DOzZD\V KDYH WR OH
supervised study to go and help Chloe and they were all really interested and wanted

WR NQRZ KRZ ,1G JRWWHQ LQYROYHG LQ LW

$QLOD (UP P\ SDUHQWY ZHUH SUHWW\ LPSUHVVHG EHFDXVH ,1G G
before and they encouraged me to carry it on and it kind of helped me improve my
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revision techniques, so now | usually sort of teach biology or chemistry or

psychology to one of my siblings and if they understand it then | understand it. It

helps me improve parts tha W, GRQTW JHW RU WKDW , QHHG WR ZRUN RQ
teacher needs to know the subject really well. (A Level transcript, 12.6.17)

W FRXOG EH SRVVLEOH WKDW 3DLJHYVY SDUHQWYV VDZ WKH OLQN EHWZF
higher level study skills needed for university, on top of the fact that Paige would later use
the peer tutoring as evidence on her UCAS personal statement. This links to Boud et al.

S DVVHUWLRQ RI SHHU WXWRULQJ EHLQJ DQ PLQVWUXPHQWDO V
NWCwascla VVHG DV pQHDU SHHUY ZKHUH VWXGHQWY DUH D VLPLODU DJH
recently achieved success on the course they are tutoring on, (Whitman, 1988, p. 5), or
PYHUWLFDO SHHU VXSSRUWY ZKHUH ROGHU VWXGHQWYV VX3SKRUW WKRYV
(Black & Mackenzie, 2008, p. 3). The inference here is that the peer tutors have the skills to
pass on their knowledge to their younger peers, and this is supported by the project at
1:& )XUWKHUPRUH RQH DVSHFW RI WKH pLQVW UXPHHUMHDDYH RPYRQHQW
DFFUXLQJ IURP WKH WXWRULQJ SURFHVVY WR WKH WXWRUY 7RSSLQJ
DV HPSKDVLVY LQ pWR WKH WXWRUY LV VLIJQLILFDQW EHFDXVH LQ WKH L
Anila were both aware of how the project woul G EHQHILW WKHP 7KH IDFW $QLODTV SI
MSUHWW\ LPSUHVVHGYT E\ KHU LQYROYHPHQW FDQ EH YLHZHG DV D WZRI
unit. Firstly, Anila herself improved her own revision techniques, and secondly , she has
begun to teach her own siblings , across a range of subjects. The first aspect is borne out by
:KLWPDQTY (GXFDWLRQ 5HSRUW p3HHU 7HDFKLQJ 7R 7HDFK LV 7R /HDU!
due to the fact the cognitive processes used to study for a test are different from those used
whenanin GLYLGXDO UHYLVHV IRU D WHVW 7KH VHFRQG EHQHILW LV $QLO
LQFUHDVHG WKH SRWHQWLDO IRU KHU VLEOLQJVY DFDGHPLF VXFFHVYV

them.

7KH LQIOXHQFH RI SDUHQWY ZDV DOVR HYLGHQ Wes@gattkgi $ /HYHO VWXG
university, to some extent in relation to their courses and places of study, but also whether

WR PRYH DzD\ RU VWD\ DW KRPH 7KHVH GHFLVLRQV DUH FHQWUDO WR
teenagers are most likely to be influenced by their pa rents when making decisions about

entering HE (Dodgson, 2004; McShane, 2003; Payne, 2003). Furthermore, this could be

seen as one way that objective social structures, namely the family, influence their

FKLOGUHQYY HQJDJHPHQW ZLWK KLJK HthoHtlalerded\dudki€pic ndtiBns ofG L H X
REMHFWLYLW\ DQG VXEMHFWLYLW\ ZDV uDJDLQVW WKH IDOVH RSSRVLW
WKHRUHWLFDO WKLQNLQJ DERXW WKH VRFLDO ZRUOGYT /D\GHU S
two orders are tied together through actual social practices, wherein objective social

UHODWLRQV DUH SURGXFHG DQG UHSURGXFHG ZLWKLQ SDUWLFXODU VL
Both Paige and Anila said they would be applying to Manchester, as their first choice, Paige

to study History and Anila to study Medicine (A Level transcript, 12.6.17). For Paige, staying
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at home would make financial sense (A Level transcript, 12.6.17), as well as being a help to

her mum, with her two younger sisters:

3DLJH ,I , KDG WR VWD\ DW KRPH LW ZR XGDH3/QIW SEXHV DL & D\VB K\B ML 2D \
PHDQ LW ZRXOG EH KHOSIXO IRU P\ 0XP VKH ZRXOGQYW EH VWUH
12.6.17)

3DLJHYVY DFWLRQV GR KRZHYHU DSSHDU WR EH DOWUXLVWLF LQ WKDYV
KRPHY P\ HPSKDVLV WKLV VRW@Qdprefd ¥ Helstidging away from home,

yet due to financial and family responsibilities, she would most likely live at home during

KHU +( VWXGLHYV )RU $QLOD KHU IDPLO\ VLWXDWLRQ LV IXUWKHU LQIO
her safety:

Anila: Erm , 196 vD\ IRU PH LWV PRUH WKDW P\ SDUHQWY DUH VFDUH
VRPHZKHUH IDU DZD\ DQG LW ZRXOG EH IRU ILYH \HDUV DW OHDVW
ORQJ DPRXQW RI WLPH DQG ILQDQFH ZLOO SOD\ D ORW LQWR LW E
able to manageit WKDW ZHOO LI, ZDV RQ P\ RZQ 6R KDYLQJ P\ SDUHQ\
really useful and since both my brothers are a year younger than me, well, one of

WKHP LV DOVR GRLQJ $ /HYHOV EXW KHfVY DW D GLIIHUHQW VFKRR
KLV *&6(TV ZHYJBHQDOWR KDYH WR EH DW XQL DW WKH VDPH WLPH
UHDOO\ H[SHQVLYH IRU P\ PXP DQG P\ GDG VR , JXHVV VWD\LQJ DV
ideal for everyone, | guess (A Level transcript, 12.6.17)

During the interview, Anila was not pressed to disc ORVH ZK\ KHU SDUHQWY ZHUH pVFDU
her moving away to university; this was a conscious decision, made at the time, to ensure

she did not feel uncomfortable with any of the questions. However, there is a discernible

DVVRFLDWLRQ EHWZHHQ preHansisrDabddihiy befnda®ay for at least five years

(to study Medicine) and the fact she feels she needs their help because she did not think

VKH FRXOG PDQDJH RQ KHU RZQ $V ZLWK 3DLJHYV UHVSRQVH WKHUH D
identifiable here, rela  ting to finances and the inference of caring for her younger siblings;

QHYHUWKHOHVY LW LV SRVVLEOH WKDW FXOWXUDO IDFWRUYVY FDPH LQW
heritage and being female (Jacobsen, 2011). She had previously spoken about attending

the Mosque and studying Arabic:

Anila: Arabic is my first language, my mother -WRQJXH VR ,P RND\ ZLWK LW DQC
have a tutor that comes over every week or something, and we go over past papers

DQG WKLQJV ,WTV PDLQO\ MXVW OLNH H[DPabHA@ELTXHY , NQRZ
transcript, 12.6.17)

It is presumed that Anila was born in the UK, because she gave no indication otherwise, yet

VKH VWDWHG WKDW KHU plLUVW ODQJXDJHY ZDV S$UDELF ZKLFK FRXOG
strong cultural heritage. This is an ex ample of embodied cultural capital, due to it having

been inherited from her parents, and acquired over time, through socialisation at home and

ORVTXH %RXUGLHX JUDQFHVFKHOOL DQG 2% ULHQ GHYHORSt
M, VODPLF FDSLWDOWBQ® ZRWIOWHEXG\LQJ UHOLJLRXYVY WUDQVPLVVLRQ |
social practice and cultural capital, which particularly captures the interplay between

LQGLYLGXDO DJHQF\ DQG WKH VRFLDO ZRUOGY )UDQFHVFKHOOL 21%U
103



effective fram HZRUN pWR FDSWXUH WKH G\QDPLFV EHWZHHQ SDUHQWYV DQG

JUDQFHVFKHOOL 29%ULHQ S 'XULQJ WKH LQWHUYLHZ $QLOI
ZDV yDEVROXWHO\ KHU IDYRXULWH WKLQJY DQG ZDV KRSLQJ WR GR D F
before stating:

$QLOD , DP LQWHUHVWHG LQ OHGLFLQH EXW WKH\fUH PRUH SXVK
WUDGLWLRQ 1 $ /HYHO WUDQVFULSW

Within her family, there is a tradition of becoming doctors and this was a significant factor
when Anila was thinking abo  ut her HE choices. In her column for The Guardian , Srivastava
(2016) wrote that unless a person is driven from within to become a doctor, it can be an
unrewarding career. As a doctor herself, Srivastava is wary when parents approach her for
advice, about e ntering the profession, because the motivation should come from within the
LQGLYLGXDO +HU DGYLFH WR puSXVK\ SDUHQWVTY LV
«LlI \RXU UHOXFWDQW FKLOG KDV D SDUHQW ZKR GHVSHUDWHO\ zZD

step back for a moment and consider the statistics. Forcing your child to become a
doctor might turn out to be the worst p arenting decision you ever made. (Srivastava,
2016)

$QLODYY LQWHUQDO FRQIOLFW LV DOPRVW SDOSDEOH HVSHFLDOO\ NQI
studying psychology. There is no suggestio Q ZLWKLQ WKLV UHVHDUFK WKDW $QLODT\
pushing her to become a doctor because they are Muslim; indeed, in some ways it goes

DJDLQVW WUDGLWLRQDO YDOXHV RI ZRPHQYfV UROHV DV PRWKHUV DQG
29%ULHQ +RZHYHU HL WHEEORDVOKHSGEPRUH SHUWLQHQWO\ WR %RXUGLH)>
IDPLO\ VSLULW QDPHO\ pWKDW DLP WR SURGXFH LQ D NLQG RI FRQWLC
DIIHFWLRQV DQG DIIHFWLYH REOLJDWLRQV RI IDPLO\ IHHOLQJY %RXUGI
$QLODYYV KHDQ@QWKHHNVNHOG RI SVIFKRORJ\ VKH ZLOO SODFH KHU SDUHQV
study within their field of medicine. Her subjective personal preferences are pervaded by

the objective social structures of the family and their cultural traditions. Overall, fo r both

Paige and Anila, family was very important in their decision making process and it overrode

their own aspirations and in this research study there was no evidence to suggest that the

relationships built by the peer tutors and tutees had any impact o n their HE choices;

however , because the GCSE students perceived the A Level students as having a strong

VFKRODVWLF KDELWXV (QJOLVK % ROWRQ LW FRQWULEXWHG WR |

academic identities.

As well as family, other structural fac tors affected the participants in the peer tutoring
project. NWC is an educational structure in itself, but then the peer tutoring programme sat
within it to create a new field where people who would not normally interact with each

other, had the opportuni  ty to do so. In the staff interview, Heather, The Director of English
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and Maths, gave her thoughts on the college and its networks, emphasising how the social
aspects of the peer tutoring project probably outweighed the academic:

Heather: | think what Barb ara mentioned about that liaison between the different

groups, because with the GCSEs a number of them are going up into A Levels, so it

creates those kind of bonds already, then understand how the college works and |

think those networks are really import ant. | think from a subject point of view it does

KHOS WKHP DFDGHPLFDOO\ EXW VRFLDOO\ LV SUREDEO\ WKH ELJJ
I think that we struggle with getting students involved in things outside of the

classroom and this is an easy way of d oing it. Well not easy in terms of managing it,

EXW LW LV D PDQDJHDEOH zZ&atediadfindrkexgelbhtE W -related as well.

6R , WKLQN WKHUHYV ORWYV RI JDLQV IURP WKDW SRLQW RI YLHZ

Here, Heather made some insightful comments about course structures, student

progression and extra  -curricular activities within the college. Prior to the peer tutoring

project, it seems there were few opportunities for the GCSE and A Level students to

interact, unless they had already forme d friendships at school. This could be perceived as a

failing within the college structure, but realistically there can be divisions between different

subject areas, age groups and courses (Hyland & Merrill, 2003). Although Chloe and Grace,

the GCSE studen ts who were interviewed, did not want to go on and study A Levels,

Heather reported that this was a target for some GCSE resit students and she introduced

WKH QRWLRQ RI PDNLQJ PERQGVY ZKLFK ZRXOG KHOS WKHP PDNH WKH
seamlessly. It was infe UUHG WKDW pKRZ WKH FROOHJH ZRUNVY LV QRW H[SOLF
QHZ WR )( FRXOG KDYH GLIILFXOW\ LQ PDNLQJ WKH WUDQVLWLRQ ZLWK
students are reluctant to mix with each other outside the classroom, it could be argued that

college staff (as representatives of the organisation) have a responsibility to find ways to

help students integrate. In light of this, enabling students from different year and course

groups to mix, created new groups and therefore gave students acce ss to social capital,

ZKLFK %RXUGLHX GHILQHG DV puSRVVHVVLRQ RI D GXUDEOH QHWZRUN R
UHODWLRQVKLSY RI PXWXDO DFTXDLQWDQFH DQG UHFRJQLWLRQY %RXI
mind the social aspect of college life was deemed MUHDOO\ LPSRUWDQWY HVSHFLDOO\
resit students wanting to progress to A Levels (and perhaps L3 BTECs), even though the

peer tutoring project was short term, there were perceived longer term benefits. Heather

also briefly reflected on the management of the peer tutoring project at NWC and concluded

WKDW WKH GLIILFXOWLHY LQKHUHQW LQ PDQDJLQJ LW ZHUH RXWZHLJKF
1:&MV SULRULWLVDWLRQ RI VWXGHQWVY VRFLDO QHHGY RYHU PDQDJHU
+HDWKHUYfV KMH RU® pOLDLVRQY LV SHUWLQHQW LQ WKDW LW FRQQRWF
connections and cooperation on both sides, from the GCSE and A Level students involved.

7KLV H[DPSOH RI VRFLDO FDSLWDO JRHV DJDLQVW %RXUGLHX|V DVVHU\
form of socia | control, or to keep various groups apart (Savage, 2015), in that at NWC the

goal was to achieve access to wider networks and create student bonds. Boud (2001)

emphasised the value of peer learning as a pedagogical structure, and the benefits for those
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students involved, but also noted the irony, in that it has to be organised by teachers, in

RUGHU IRU LW WR EH HIIHFWLYH +DYQHYV 2YHUDOO +HDWKHUTV D
contextualise all the facets of the peer tutoring project at NWC is something to b e expected

as part of her role within the college; however, it is interesting to see her perception of how

the main benefit of peer tutoring was social, not academic.

7KH VRFLDO DVSHFWV RI WKH SHHU WXWRULQJ SURMHFW OiBial WR WKH |
IULHQGVKLSVY XVHG WR GHVFULEH WKH VRFLDO LQWHUDFWLRQV EHWZ
students. Functional friendship is defined as: a purposeful relationship between peers, which

is motivated by a mutually beneficial bond, or shared goals, and lasts u ntil the purpose of

that relationship has been fulfilled. During and shortly after the project, when the interviews

took place in June, there were stark differences in the attitudes towards the notion of

whether the GCSE and A Level students became friends with each other, namely the A Level

students largely felt they had become friends with the GCSE students, but the GCSE

students saw the relationship with their A Level peer tutor as being more functional in

nature:

Paige: | think for me and Chloe it was m ore a friendship and I think that helped,

EHFDXVH WKHUH ZDVQIW WKH SUHVVXUH RI LW EHLQJ D WHDFKHU
UHOD[HG HQYLURQPHQW DQG , WKLQN VKH EHQHILWWHG IURP WKD
high pressure, and if she ever did get something wro QJ VKH GLGQYW IHHO DV
GLVDSSRLQWHG DV LI \RXU WHDFKHU FDPH RYHU DQG WROG \RX (L
ease, if we looked at it more as a friendship, helping a friend, rather than a teacher

helping a student.

Michelle: Okay, Anila?

$QLOD (UP ,thesane\, we built a friendship, so for the first session it was more

of an introduction. When Grace came, when she was first introduced, we were sort of

talking about awkward stories, so she kind of walked in on a very funny situation and

we got to know  each other as friends, but it was more not proper friends, just good

friends in college. If that makes sense? (A Level transcript, 12.6.17)

Itis likely that as the A Level tutors, Paige and Anila were trying to ensure they were not

perceived as exerting  power over their GCSE tutees. Having already proven themselves

academically, they practised their social skills and showed a genuine warmth and desire to

help their tutees. Paige was emphatic in her interpretation of her relationship with Chloe

EHLQJ DHQGBVKLSY DQG WKLV VKRZVY KHU DWWLWXGH WRZDUGVY KHU WXV
take the pressure of resitting GCSEs away from Chloe, as well as creating a more informal

environment for her to study. Seeing herself as different from a teacher is also signif icant,

perhaps due to the fact that she herself is still a student, being taught by staff at NWC. This

attitude aligns with a case study undertaken by Colvin (2007) who found that some of the

peer tutors felt it was hard to define the peer tutor role. One of the participants questioned

ZKHWKHU WKH UROH HYHQ H[LVWYV VWDWLQJ pLW FRPHVY GRZQ WR EHLQ
everyone and just sort of being friendly and open to asking and answering questions

WRIHWKHUY &ROYLQ S 6 L P L Orblated to amétibnal EaRidlO G E H
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(Nowotny, 1981) or basic emotional intelligence and the need to empathise with another

KXPDQ EHLQJ NQRZLQJ WKDW WXWHHYV EULQJ pSHUVRQDO LVVXHV IHHC(
(Coelho et al., 2014, p. 320). On the other hand, Ani la was aware of the difference between

MSURSHU IULHQGVY DQG pJRRG IULHQGY LQ FROOHJHY PHDQLQJ WKHUH
fact that there can be different forms of friendship. This aligns more with the notion of a

functional friendship, existing onl y because of the peer tutoring project, but still having a

legitimate purpose. Due to the fact the peer tutoring pairs were artificially created, students

had to work with those they may not have necessarily chosen to become friends with, and

this has been identified as a professional benefit in more recent studies (Giles et al., 2016).

Despite the differences in perception of friendships within the peer tutoring project, there is

no suggestion that the GCSE students did not get along with the A Level stud ents; however,
they saw them as serving a very specific purpose, academically, to support them in

achieving the GCSE grades they needed for progression to L3 courses:

*UDFH , PHDQ , WKLQN ZLWK RXU FRXUVH , PHDQ MFDXVH QRW D
are MXVW VRUW Rl UHVWULFWHG WR RXU FODVVHYV DQG IULHQGV (U
really make friends with her [Anila], but yeah socially, it was sort of like that.

&KORH , PHW VRPHRQH QHZ EXW , ZRXOGQTW VD\ D IULHQG ,1G V
[Paige].

OLFKHOOH 6R LWV PRUH RI D NLQG RI SURIHVVLRQDO UHODWLRQ
*UDFH %XW DW WKH VDPH WLPH VKH QHYHU OLNH SDWURQLVHG PF
WHDFKHUYVY DUH SDWURQLVLQJ EXW LW ZDV OLNH VKH MXVW |, GLG
more of someone like a buddy to help me. (GCSE transcript, 12.6.17)

It could be said that Chloe and Grace are more aligned with the overarching purpose of peer

tutoring, namely , WR ZRUN FROODERUDWLYHO\ ZLWK RWKHUV DQG ubGG YDO
experience for both tut RU DQG WXWHHY 7RSSLQJ S 7KH\ XVHG WHUPYV
UDFTXDLQWDQFHY DQG PEXGG\T DOOXGLQJ WR WKH DGYDQWDJHV RI ZR
stating that this was not friendship. The benefits may be thought of as social interactions

outside thei r GCSE resit cohort and working with someone other than their teacher, who

brought another dimension to their learning experience. The inferred benefit to the peer

tutors is their newly acquired status in having the academic knowledge and interpersonal

skills required by the GCSE students and the ability to work with them in non - patronising
ZD\V 5HWXUQLQJ WR %RXUGLHXTV YLHZ RQ pWKH PXWXDO LQWHUGHSH(
LQGLYLGXDO DFWLRQ RI VWUXFWXUH DQG DJHEghBWS he® el V S L

structure of the peer tutoring project interacts with the agency of the participants. The

binary oppositions of tutor/tutee became something more malleable, whereby the students

found their own ways of negotiating the rules of the game and emphasisin J WKH pG\QDPLF
QDWXUH RI ILHOGY %DWKPDNHU S
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Six months later, in the follow up interview with Chloe and Paige, we returned to the theme

of friendship and there was more of an acknowledgement on both sides that all the

relationships built dur  ing the peer tutoring programme had indeed been more transient.

One of the benefits of taking a Bourdieuian approach to research is the encouragement of

UHIOH[LYLW\ DQG DGGUHVVLQJ WKH pVFKRODUO\ JD]JHYT 6ZDUW] S
myself with  the transcripts from June, which became part of the iterative data analysis

process, | was drawn towards the notion that friendships had been functional. | also wanted

to explore the differences in how relationships had been perceived in the earlier interv iews,

but was mindful of the ethical implications of sharing what had emerged from the data,

namely that the GCSE students had never viewed them as friendships:

OLFKHOOH 2ND\ GR \RX PLQG WHOOLQJ PH ZKR \RXfUH VWLOO LQ
context?

ChIRH /LNH ,Y00 VSHDN WR WKHP HYHU\ QRZ DQG DJDLQ WKURXJK
necessarily meet up with them, but over message | speak to them a few times.

Michelle: Is that because before you were obviously on the same GCSE programme,

EXW QRZ«

& KORH :H fikgtsefaRate courses, yeah.

OLFKHOOH <HDK \RXYYH PRYHG RQ WR GLIIHUHQW FRXUVHV 2ND\
3DLJH TP QRW SDUWLFXODUO\ QR ,YP QRW VXUH ZKHUH WKH RW
GRQMTW UHDOO\ NHHS LQ FRQWDFW ZLW Kaw K&glRdthedbéap\PRUH :H VWLO
6QDSFKDW EXW ZH GRQMTW UHDOO\ VSHDN

&KORH <RXYfUH IULHQGYV DOPRVW *&6 ( $ /HYHO WUDQVFULSW

&KORHTV XVH RI WKH WHUP plULHQGY DOPRVWY VHUYHYV Hivel SRLIJQDQV
nature of the relationships formed during the peer tutoring project. From the above extract,

it seems that this also applied to relationships within the GCSE resit cohort and within the

group of A Level peer tutors. Although contact was maintained through social media, there

had been no face -to-face contact; therefore, there was no longer a purpose for them to

keep in touch. This supports my definition of functional friendships as: a purposeful

relationship between peers, which is motivated by a mutually beneficial bond, or shared

goals, and lasts until the purpose of that relationship has been fulfilled. It is argued that the

ephemeral nature of the relationships is a positive aspect of the project, bearing in mind

SHHU WXWRULQJ FDQ EH WKHRULVHG XVLQJ 9\JRWVN\{V ViRdulaD O OHDUQ
this can be applied to the concept of scaffolding and the zone of proximal development

(ZPD), because the peer tutoring project itself and the students who participated, were no

longer needed in this particular context, so the staff at NWC remove d this structure once

the GCSE students had resat their exams in June.

Throughout the duration of the peer tutoring project, NWC staff were also aware of the
boundaries that the GCSE students had put in place, pointing to the view that the GCSE
students ¢ ould seemingly have had more control over the relationships they formed than

their A Level peer tutors, thereby highlighting the relation between the social structure of
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WKH SHHU WXWRULQJ SURMHFW DQG WKH VWXGHQWVYT DJHQF\ 7KLV EH
the Head of A Levels, and Anna, the GCSE tutor discussed a particular incident, which

occurred between an A Level tutor and GCSE tutee. What was intended as a kind gesture,

had been interpreted as something beyond the scope of the project:

%DUEDUD jukt ewWifidéd me of an incident when one of them said to me her

PHQWRU KDG RITHUHG KHU D OLIW KRPH DQG VKH WKRXJKW pRK Z¥
$QQD WV VWHSSLQJ RYHU WKDW ERXQGDU\

Barbara: Thatwasreally , , VDLG pJRG GLG \RX WKLQN \Rast@nFtdDVK" § VKI
PDNH OLJKW RI LW EXW , GRQYW NQRZ LI VKH GLGQYW ZDQW KHU \
the car with her was going too close proximity. (Staff transcript, 12.6.17)

,Q WKLY H{fTWUDFW %DUEDUD KDV XVHG WKH WHUP pPRkeaNdaVad QVWHDG
that a GCSE tutee had felt uncomfortable when offered a lift home from her A Level peer
tutor. In analysing this extract , it is useful to operationalise the concept of relational fields

%WRXUGLHX ZKHUH pERXQGDULHWWXHPWEOO FRQWHWWHGYT 6ZDUW]
p. 30). The rules of the game within the field of the peer tutoring project at NWC were
transgressed when the A Level peer tutor offered the GCSE tutee a lift: it took the
relationship outside the boundaries of the colleg HHQYLURQPHQW 7KH UXOHV RU pWKt
QRUPY WKDW GHWHUPLQHYVY WKH pVWDNHVY LQYROYHG LV UHIHUUHG WHF
(Schmitz, Witte & Gengnagel, 2017, p. 52) and offering a lift was not perceived as the norm
in this case. Due to the fact the peer tutoring field was newly formed, the offer and refusal
of a lift were defining moments. It has been argued that stances like this are not arbitrary
DQG E\ pPQRUPDWLYHO\ GHILQLQJ ZKDW LV ULJKW RU ZURQJ LQ D ILHOG
power SRVLWLRQV LQ WKH ILHOGY *RHW]H S KHQFH LW FRXOG E
tutee had more power here, by deciding to exclude contact outside college from the field of
WKH SHHU WXWRULQJ SURMHFW 7KLV LV VXSSRUWHG EpacéesfaxeUGLHX{V D
FRQVWUXFWHG EDVHG RQ VXEMHFWLYH DQG REMHFWLYH UHDOLWLHV W
the point from which they are taken, since the vision that every agent has of the space
GHSHQGV RQ KLV RU KHU SRVLWLRQ LQ WKPp.W)Vh&d¢isiglso®wIRKUGLHX
here to functional friendships, in that the A Level peer tutors largely saw themselves as
having made friends with their GCSE tutees, but the GCSE tutees saw the relationship as

being more transactional.

Agency

Agency is best understood by relating the concept to how people make decisions about their

OLYHV WKLV LQ WXUQ FDQ EH OLQNHG WR %RXUG LBOWHVIPRQFHSW R k
7KLV LV EHFDXVH KDELWXV pHQFDSVXODWHY WKH ZD\V LQ Zd€dsFK D SHU
and preferences are individually subjective but also inevitably permeated by the objective

social structures and cultural or sub -FXOWXUDO WUDGLWLRQV LQ ZKLFK WKDW SHU'

(Hodkinson, Sparkes & Hodkinson, 1996, p. 146). One example of where the agency of the
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GCSE students, Grace and Chloe, prevailed over the format of the peer tutoring sessions,

was when they spoke about their learning preferences. They were acutely aware of what

worked best for them, within the peer tutoring project, and as such , they made the choices
about what they wanted to study in each session:

Grace: Erm, it would range from where | wanted to look at, as in what | felt | needed

WR ZRUN RQ DQG VKHTIG MXVW KHOS PH

Chloe: Erm, mine was probably about 45 minutes and again, just did what | wanted
to do. (GCSE transcript, 12.6.17)

It could be argued Grace and Chloe retained the power within the sessions with their A

Level peer tutors because they made the decisions about what subject content to study. On

the surface, it might hav e been thought that the A Level peer tutors would have exerted

more control within the sessions, due to them having a stronger academic identity and

scholastic habitus (English & Bolton, 2016), yet both Grace and Chloe use the phrase

MZKHUH ZKDW , ZrMeghwgHi@\had the final say over what was covered and the

power to determine what happened. Here we can also see an example of the subversive

nature of the functional friendships they formed because instead of the A Level students

leading the sessiona QG FRPSOHWLQJ WKH VHVVLRQ ORJVY DV RULJLQDOO\ SO
(Bourdieu, 1986, p. 243) was conferred in a way which challenged the doxa of academe.

Grace and Chloe could be perceived as having lower cultural capital (Bourdieu, 1986) due to

resi tting their GCSESs, yet they had the power to direct what happened in the 1:1 sessions.

This is despite the fact that the interview responses revealed the GCSE and A Level students

believed there was a hierarchy of qualifications, within NWC and more widely , Wwhere GCSEs

ZHUH DW WKH ERWWRP DQG $ /HYHOV DW WKH WRS ,I WKH ILHOG RI HG.
KLHUDUFKL]HGY 7KRPVRQ S DQG DIJHQWYVY RFFXS\ HLWKHU GRPL
positions within it (Naidoo, 2004), there is evidence from the research at NWC to support
WRXUGLHXTV LGHD WKDW WKHUH LV VWLOO WKH SRVVLELOLW\ RI D
particular field, because people are not pre - programmed like machines, or governed by the

laws of physics (Thomson, 2012). Additionally, they sho wed their agentic thought when

discussing why they attended the peer tutoring sessions, but their friend Lucy did not:

&KORH , WKLQN WKH\ SUREDEO\ WKRXJKW ZHYG PDNH VXUH /XF\ FI
VKH MXVW ZDVQTW KDYLQJ DQ\ RI LW

Grace: In all fairnes s, they did ask us would we want to do a group session and not

LQGLYLGXDO EXW IRU XV WR JHW DQ\ DFWXDO EHQHILW IURP LW |
LQGLYLGXDO EHFDXVH ZHTUH QRW JRLQJ WR JHW DQ\ ZRUN GRQH
we?

Chloe: I think itwa s just more up to Lucy, if she was, | mean, we could only say so

PXFK WR KHU DQG VKH MXVW ZDVQTW KDYLQJ DQ\ RI LW *&6( WUD

&KORHTV DQG *UDFHTV UHVSRQVHV LQIHU WKDW pWKH\Y L H WKH VWDI
students shared a colle  ctive habitus (Bourdieu & Thompson, 1991), whereby there would be

a level of group solidarity within the social space of the peer tutoring project. However, Lucy
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MZDVQTW KDYLQJ DQ\ RI LWY DQG WKHLU LQIOXHQFH RYHU KHU GLG QRV

whereb y she did not see the value of peer tutoring on the GCSE resit course in the same

way that they did. Although Chloe and Grace tried to exert their influence over their friend,

this field was a site of struggle and did not lead to a successful outcome in th is particular

context (English & Bolton, 2016). Bourdieu (1998) welcomed difference and the interplay

between subjective  -objective structures, therefore these notions can be related to the

UHVHDUFK DW 1:& EHFDXVH UHJDUGOHVV RI| WK Hrat&lgics,WeyGHQWVY] VKD

ZHUH QRW WKH VDPH WUHDWLQJ WKHP DV VXFK ZRXOG pREIXVFDWH GL
S DQG GHQ\ WKH LQGLYLGXDO DJHQF\ RI /XF\YV GHFLVLRQ QRW '

had the opportunity to interview Lucy, means | am unabl e to make assumptions about why

she stopped attending (it was reported that she did in fact attend one session, along with

Grace), but the implication is that she did not see the benefit, in the same way Chloe and

Grace did.

$IJHQF\ DQG WKH pPHYVYV\ofudddaOH diéngs/1:1 peer tutoring
session record logs

During the 1:1 sessions it was planned for the peer tutor and tutee to complete a session
log (see Appendix 8), detailing what they had covered from the English GCSE curriculum.
Staff at NWC submi tted a total of nineteen session logs as part of this research; however,
the interview data brought to light some significant inconsistencies, in that the GCSE
students, particularly Grace, said that they had never seen the session log, either during the
1:1 or afterwards, and were unaware of its existence, so the GCSE students were not given
the opportunity for agency here:

Michelle: Do you remember the session log where you had to decide what you were
doing, | think it was the peer tutor who filled that i n? Do you remember seeing a
session log?

Grace: No. (GCSE Transcript, 12.6.17)

The inconsistency relating to the planned completion of the research logs was also verified
by Barbara, the Head of A Levels, who was in charge of the day to day running of the peer
tutoring programme:

Michelle: The tutorial record log, can | just ask you about that and did you have any
difficulties getting the students to use it?

Barbara: We did, yeah. | sat down with the mentors every couple of weeks and we
tried to record it but it was (hands up) after the event. (Staff Transcript 12.6.17)

The inference here is that the tutorial records added an extra layer of bureaucracy for the

students and staff, hence they were not utilised as they were initially meant to be; that is to

say as a way to collect valid data in the way set out in the methodology: the aim being that

WKH VWXGHQWY GLG pQRW KDYH WR UHO\ VR PXFK RQ WKHLU UHWHQWL

Wijangaert, 2005, p. 123). This could also be why the record logs were very sparsel y
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completed and contained minimal information, because they were viewed by participants as

an additional task, instead of a source of research data. If they had been utilised in the way
they had been intended, this could have generated more data in relatio n to how the peer
tutor had scaffolded the learning during the 1:1 session (Berghmans et al., 2013).

Alongside this, the A Level students, Anila and Paige, had conflicting views in that what

reportedly worked in one peer tutoring pair did not work in anoth er:

Michelle: So, thinking about the session log , you know that you had to fill in , was it

useful or not? | want you to be really honest , ,TP JRLQJ WR FRPH WR \RX ILUVW |
Anila.

Anila: Erm, it was helpful, it kind of gave me a better idea of what | should do and

ZKDW ,fYH GRQH DQG ZKDW , KDYHQTW GRQH DQG , FDQ GR EHWWF
OLNH D ZHHNO\ UHYLHZ RI ZKDW ZHTG GRQH VR , UHDOO\ OLNHG L
3DLJH ,I , 9P EHLQJ KRQHVW ZH GLGQTW XVH LW EHFDXVH ZH ZHU}L
wholepr RJUDPPH DQG LWV EHFDXVH ZH GLGQYW HQG XS GRLQJ (QJC
eight weeks, which is what we were expected to do. She struggled with Science and

| did triple Science at GCSE, so | was okay with Science and | helped her along with

that. (A Level Tran  script, 12.6.17)

(YHQ WKRXJK $QLOD VDLG VKH IRXQG WKH ORJVY KHOSIXO KHU GHVFULS
UHYLHZY GRHV QRW DOLJQ ZLWK %DUEDUDTV GLVFORVXUH WKDW WKH\ .
FRXSOH RI ZHHNV § ,Q OLJKW RI ZKDW Zéxurd\Ydgd duribgEHe Xnidrvidine H

the most significant factor here is that qualitative educational research does not have

SUHVFULSWLYH WHQGHQFLHY DQG LV OLNHO\ WR VWXG\ pWKH PHVV\ UH
(Wellington, 2000, p. 6). It also shows that contrary to what Wilson et al. (2016) said,

regarding the tendency for interviewees to tell a unified story, it was not always evident in

this study. Moreover, as this study took an inductive approach, meaning that conclusions

are drawn once the data has been collected, there was always a possibility that the

participants would be flexible and show agency when given the autonomy to do so. Paige

and Chloe also demonstrated their agency in that although they were meant to revise

English, they added scien FH WR WKHLU VHVVLRQV EHFDXVH LW PHW &KORHT\
WKHUHE\ DGGLQJ WR WKH pPHVV\ UHDOLW\Y RI WKLY UHVHDUFK +HQFH
inconsistencies in a negative light, it hasbeen SRVVLEOH WR DSSO\ %RXUGLHXTV FRQF
habitusas PWUDQVSRVDEOH GLVSRVLWLRQVY %RXUGLHX S WR VH
students were autonomous in their actions. Furthermore, this again challenges notions of

SRZHU DQG FRQIHUPHQW RI uWFKRODVWLF \LHOGY %RXUGLHXge S

chose not to stick to the brief of solely covering English in their 1:1s. Academic investment
LQ WZR VXEMHFWY DV RSSRVHG WR RQH ZDV VRPHWKLQJ WKDW LQFUH
and flipped the power balance by the way in which this gave heramo re developed

scholastic habitus (English & Bolton, 2016).
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Conclus ion

To conclude the analysis of structure and agency, it has been possible to operationalise
WRXUGLHXTV pWKLQNLQJ WRROVY %RXUGLHX S LQ RUGHU WR
agentic dimensions of how the participants perceived their involvement in this research and

the impact it had upon them. Social structures such as the family and the networks created

by the peer tutoring project itself, influenced the GCSE and A Level studen ts to make
choices regarding their future studies and describe how they felt about the relationships

they built with each other during and after the peer tutoring took place, and on how they

felt about themselves and others. Unsurprisingly, there were stro nger affective ties within
the family than in the relationships between the GCSE and A Level students; hence the

concept of functional friendships was evident, especially when the GCSE students talked

about their connections with the A Level students. When looking at the newly created field
of the peer tutoring project, it was enlightening to see how the power relations were not
interpreted in the same way qualifications were hierarchized. This was because although the

A Level students were perceived as hav ing higher levels of academic capital (Naidoo, 2004),
it was the GCSE students who set the agenda for their tutoring sessions and set the

boundaries for their interactions with their A Level peer tutors. Bourdieu acknowledged the
tension between structure and agency (Bourdieu & Wacquant, 2007) and believed his
concepts of capital, field and habitus could be applied in ways which would acknowledge this
tension, seeing the interplay between the two, instead of polarized dualisms. One of the

main benefits of t  his, when applied to this research, is that the social structures in the home
and at NWC did indeed shape the habitus of the GCSE and A Level students, but they

asserted their agency in different ways, depending on the levels of their affective ties and

how they chose to conduct the 1:1 sessions.

Analysis conclusion

In this chapter the following themes have been analysed and discussed: failure and success ,

academic vs. hon -academic identity, and structure and agency. The findings show how the

students at NWC sometimes thought of themselves in positive or negative lights, in

accordance with their views on their place within the education system as a whole and more

specifically within their current FE setting. Staff testimonies highlighted the ways in which

some students were perceived as being more confident either academically or socially, but

they also acknowledged the challenges of setting up and monitoring a peer tutoring scheme,

EURDFKLQJ LW IDLOXUHY DQG VXFFHVVHV %RXUGLIE0/50Widete QNLQJ WR
operationalised to interrogate the dynamics of peer learning in the specific field of NWC;

WKH\ ZRUNHG DV D FULWLFDO OHQV EHFDXVH KLV ERG\ RI ZRUN FDQ KD
HGJHY :HEE HW DO S ) RU H [[o@pigalthemstiiuhoXalised state of

educational qualifications (Bourdieu, 1986, p. 242) permeated the themes in multiple ways,
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due to the fact that the genesis of the peer tutoring research stemmed from GCSE English

and maths resit policy (ESFA, 20 19), as well as being impacted by the changes to the GCSE

assessment structure itself (DfE, 2013). Alongside this, using notions of social capital

(Bourdieu & Wacquant, 2007) to explore the networks, old and new, in which the students

lived and studiedpro YLGHG RSSRUWXQLWLHYVY WR XQGHUVWDQG KRZ VWXGHQW
2000) were shaped, and how this in turn influenced their identity as academic or non -

academic, thereby reinforcing the academic/vocational divide (Burgess & Rodger, 2010) and

hierarchical n ature of education (Naidoo, 2004). In addition, the concept of habitus was

XVHIXO ZKHQ FRQVLGHULQJ WKH VWXGHQWVYT SRZHU DQG FRQWURO ZLW
looking at how structure and agency, or the relationship between objective and subjective

forces (Dowding, 2008), influenced the fields which they inhabited (Bourdieu & Wacquant,

2007).

Overall, it has been fascinating to consider the ideological implications of what appears to

be a dichotomy between the notion of peer learning as cost -effectiv e, self -serving and

functionalist , against something based around more altruistic motives, where gains for

individuals (or self -actualisation) are secondary to those gained by wider society. This is

clearly a complex issue and viewing peer tutoring as a di chotomy blurs the central idea of

SHHU WXWRULQJ LQ VLPSOH WHUPVY QDPHO\ pSHRSOH IURP VLPLODU VF
SURIHVVLRQDO WHDFKHUVY KHOSLQJ HDFK RWKHU WR OHDUQ DQG OHDU(
(Topping, 1996, p. 322). On reflection, narrati ves which polarise the themes explored within

WKLV FKDSWHU RQO\ VHUYH WR VKRZ KRZ D SHUVRQYV KDELWXV OHDGYV
in various ways, when responding to external forces. Although it has been posited that

Bourdieu was motivated to unders tand the instinctive aspect of the habitus in order to

H[DPLQH pKRZ VRFLHW\ IXQFWLRQV ZLWKRXW RYHUW LQWHUYHQWLRQY
undertaking the research at NWC has made it possible to analyse how government policy,

DUJXDEO\ DQ YRYMHQWIRQYT KDV LQ IDFW LQIOXHQFHG WKH VWXGHQWYV
participated, by showing their potential to exert agency within the structure of this new and

innovative peer tutoring study. Looking at peer tutoring in FE as a functional friendship,

defined h ere as: a purposeful relationship between peers, which is motivated by a mutually

beneficial bond, or shared goals, and lasts until the purpose of that relationship has been

fulfilled, this research has built upon the established work of Topping (1992, 199 4, 1996,

2005) and Keenan (2014), enabling a broader perspective for use within the field of FE.
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&RQFOXVLRQ

Introduction

The final chapter of this thesis draws together the key findings of the small scale peer

tutoring research at NWC and explains how it has contributed to new knowledge, as well as

identifying opportunities for further research. The contribution to new knowledge is twofold:

practical and theoretical. This instrumental single case study addresses the gap in peer

tutoring research in the FE sector and adds to the debate on the issues faced by FE colleges

who are dealing with large numbers of maths and English resit students (Greatbatch & Tate,

2018; Higton et al., 2017; Ryan, 2019) . It uses four semi -structured interviews and

research diar ies for collection of data, in a ten month two phase study. The study

recommends peer tutoring as an effective strategy which has institutional and social

EHQHILWY DQG KDV FRLQHG WKH QHZ SKUDVH pIXQFWLRQDO IULHQGVKL
peertut RULQJ RSHUDWHG LQ DQ )( FRQWH[W %RXUGLHXTV FRQFHSWYV RI F
and habitus (Bourdieu, 1977) were integral to understanding how and why some peer

tutoring pairs were successful and others were not, in addition to showing how they

operated in this particular field of education. The application of Bourdieu is in itself an

innovative approach because peer tutoring sits largely in the realm of HE and is mostly

theorised by applying social learning theories (Havnes et al., 2016; Hodgson et al., 2015).

The closing reflections highlight the importance of educational research, both to the

researcher and the researched.

Main findings

National policy for GCSE English and maths resits (ESFA, 2019) has led to higher numbers
of students needing to tak e resits in FE colleges. For example, in 2018, 148,986 learners
aged 17 -plus resat GCSE English language and for maths GCSE there were 161,139 (Ryan,
2019). As a result of this, some FE managers have sought to find different ways of

providing additional su  pport for their students and at NWC one of their strategies was the

peer tutoring programme.

$V D GLUHFW FRQVHTXHQFH RI WKLY UHVHDUFK WKH SKUDVH plXQFWLR
and defined as: a purposeful relationship between peers, which is mot ivated by a mutually

beneficial bond, or shared goals, and lasts until the purpose of that relationship has been

fulfilled. Within this relationship, the emphasis on sharing a specific purpose and sense of

mutuality, has the potential to invert power relat ionships, which are often inherent in pee r

tutoring (Topping, 1996). In this particular context it challenges the doxa of academe due

to the perception of the GCSE resit students as equals, despite their lower cultural capital
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(Bourdieu, 1986). Power aside , there should also be gains for the peer tutors, whether that

be using their experience to enrich their UCAS statement, and/or becoming more confident

in social situations. The new phrase focuses the importance of the formation of effective

dyadic relati onships, as a key factor when creating effective peer tutor -tutee relationships;

subsequently, this research recognises the importance of those ties, or functional

friendships. In a context where both the GCSE resit student and the A Level student are

driv en by the desire to increase GCSE grades, as well as being able to see the benefits of

attending peer tutoring 1:1s, the peer tutoring pairs can be perceived as working

VXFFHVVIXOO\ *UDQRYHWWHU DUJXHVY WKDW pWKH VV@VUHQJIWK RI L
combination of the amount of time, the emotional intensity, the intimacy (mutual confiding)

DQG WKH UHFLSURFDO VHUYLFHV ZKLFK FKDUDFWHUL]H WKH WLHY *UD(
such, the mutually beneficial bond and shared goals of the functiona | friendships presented

the students with opportunities to form those ties. In order to explicate how the functional

friendships were formed, sustained and categorised within a peer tutoring situation,

% R X U G LTHeXPpums of Capital  (1986), were operation  alised alongside the notions of

habitus and field (Bourdieu & Wacquant, 2007, p. 96). Although it is not uncommon to use

WRXUGLHXTY WKHRULHV ZKHQ XQGHUWDNLQJ HGXFDWLRQDO UHVHDUEFK
literature has been found to show how Bourdieu ¢ an be specifically operationalised within

the field of peer tutoring, where the tutors and tutees meet outside the classroom.

The peer tutoring project impacted on the students in several ways, but the main one was

gaining in confidence and this has been identified as a major theme within this research

project. Confidence can relate to feeling more able to cope with the subject content of the

GCSE exams, or feeling at ease in social situations, which would otherwise have been

difficult, prior to forming th eir functional friendships. When A Level students provide 1:1

SHHU WXWRULQJ IRU *&6( UHVLW VWXGHQWY LW FDQ LQFUHDVH WKH *&
related to subject specific knowledge and qualifications (institutional capital) and in relation

to feeling more confident on a personal level (social capital) (Bourdieu, 1986). Increased

social capital stems from the creation of new opportunities for GCSE resit and A Level

students to mix together, removing structural boundaries within their educational setting.

This led to students and staff reporting that the students who participated found it easier to

speak to each other and developed a mutual respect for how the peer tutoring process had

facilitated this. For the A Level students this was also recog nised in the metaphor coined by

Barbara (the Head of A Levels), who acted as the main operational coordinator, as

MZDON>LQJ@ D ELW WDOOHUYT 6WDII WUDQVFULSW EHFDXVH WKH
VXSSRUWLQJ WKHLU SHHHUD/F R H e BSEresit students their increased

confidence related more to the acquisition of knowledge which they believe improved their

exam performance  and this subsequently enabled most of them to accrue cultural capital
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(Bourdieu, 1986), creating positive  gains in relationto  their future career choices and
educational goals. It is also important to note the value of GCSE resit courses themselves
and the way that FE plays an integral part in opening up opportunities for those who are

motivated to improve th eir attainment level ( Higton et al., 2017 ; Ireland, 2019 ).

Furthermore, one benefit of A Level students providing 1:1 peer support sessions for GCSE

UHVLW VWXGHQWY LV WKDW LQ VXFFHVVIXO ZRUNLQJ SDLUV *&6( VWXG
toagrade 4 or above (old grade C). A Level students can benefit from tutoring GCSE resit

students because the tutoring process enables them to reflect on their own learning and

wider career goals. When A Level peer tutors and GCSE tutees are given the autonomy to

decide the content of the 1:1 sessions, the GCSE students are empowered to make choices

regarding what they study. The peer tutoring research at NWC started as a supplement to

their English lessons, but as the students got to know each other they created opp ortunities
to cover resit subjects such as maths and science too. The way in which students adapted

the tutoring to suit their needs has not been viewed as a flaw in the research, but as

evidence of young people showing their ability to be creative and inn ovative, scratching at
the surface of their silience at a time when their educational choices can have far reaching

effects.

Even though there are several benefits to peer tutoring, this research found there are also

fundamental challenges of implementing a peer tutoring programme in an FE college and

that the students had firm views on academic vs non -academic identity can become

polarised in educational settings. The main challenges are that it requires additional staffing

to provide training and ongoing monitoring and support for peer tutors and tutees, in

DGGLWLRQ WR WKH ORJLVWLFV RI WLPHWDEOLQJ WKH V 7KLV SRLQW
senior managers so that staff are given the time to set it up and provide ongoing support to

the students involved. That said, it is important to remember how this research has

highlighted some ways in which giving students autonomy led to them making decisions for

themselves, with GCSE students taking the tuition they felt they needed, as opposed to

what was initially offered (English). In relation to academic vs non -academic identity the

ILQGLQJV ZHUH PRUH GHPRUDOLVLQJ WKDQ XQH[SHFWHG 7KH VWXGHQV
academic and vocational divide, pointing to the influence of schools in the formation, or lack

of formation of a scholastic habitus (English & Bolton, 2016).

7KH VWXGHQWVY LQWHUYLHZ WHVWLPRQLHVY EURXJKW WR OLJKW DQ XQ
emphasis on the hierarchies within education, particularly when discussing the UK
qualification system , and even though this was not a planned element of the research at

NWC, it is nonetheless a key finding. Existing structures, often created by policy drivers and
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entry requirements (Ofqual, 2013), can either limit or grant access to qualifications; this

begins to emerge at school, when students are directed towards vocational or academic

courses for post 16 study (Payne, 2000). The current GCSE resit policy (ESFA, 2019)

upholds the doxa (Bourdieu, 2000) that any grade below C/level 4 holds little or no val ue

and this can be the linchpin of how academic or non -academic identities are formed.

Hierarchies then lead to the formation of structures where individuals occupy dominant or

VXERUGLQDWH SRVLWLRQV 1DLGRR DQG EHFDXYV hpeRéptiodsHVH SRVLY\
can become polarized (Pring, 1995). This became apparent within this research when the

GCSE students noted their preference to have A Level students as their peer tutors, because

$ /HYHOV KDYH PRUH SUHVWLJH GXH WR WKHP oEdduc@tibn® KH pJROG VWDQ (
attainment (Stewart, 2014). Social structures, such as the family, also contribute to

KLHUDUFKLHY LQ WKDW SDUHQWY DQG RU VLEOLQJV LQIOXHQFH \RXQJ .
strong affective ties formed within these relationships, they mak e choices about whether to

study BTECs or A Levels, in addition to decisions about what to study in HE and the career

FKRLFHV EH\RQG WKDW 7KLV UHODWHV WR ZKDW %RXUGLHX FDOOHG W
1998, p. 68) where obligations to family wishes inform the decisions that they make. The

notion of the scholastic habitus (English & Bolton, 2016) pervades the hierarchies,

perpetuating existing structures and informing agentic thought, due to the ways in which

the habitus is formed by their experiences DW KRPH DQG VFKRRO 2SHUDWLRQDOLVLC(
HPWKLQNLQJ WRROVY %RXUGLHX S ZKHQ LOQWHUSUHWLQJ WKH |
perceptions of the hierarchies in education, was integral to forming the conclusions on peer

tutoring in FE, in that by con sidering them as guiding principles, they provided a practical

and theoretical lense with which to reflect.

Contribution to new knowledge

This is the first case study of peer tutoring in Further Education to focus on the GCSE resit
MSUREOHPY 7 Kan, 2B, Wishaw, in Exley, 2016a) created by government policy

which has led to an increased number of students needing to retake English and maths

(ESFA, 2019). It has contributed to the creation of new knowledge in several ways, bringing

to light the  merits of peer learning and the possible benefits for both the peer tutor and the

tutee. From the search of relevant literature it is evident that peer tutoring programmes are

well - established in HE (Fitch & Semb, 1993; Keenan, 2014; Micari et al., 2005) b ut there is
a dearth of research surrounding peer tutoring in FE (Topping, 1994). No other research

about how peer tutoring can be used as an additional support structure on GCSE resit

programmes has been published. Furthermore, major studies of peer tutor ing programmes
in HE theorise their research within the overarching framework of social learning theory

(Clarkson & Luca, 2002; Coelho et al., 2014; David, 2015; Fitch & Semb, 1993; Havnes et

al., 2016; Hodgson et al., 2015), whereas this study has operati RQDOLVHG %RXUGLHXTV
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HPWKLQNLQJ WRROVY %RXUGLHX S WR DQDO\WH WKH SHUFHSWLI
North West College. By using Bourdieu in this way, the research has provided a unique

analysis and contributed to providing a greater understan ding of the significance of

structure and agency and its relevance to peer tutoring, in the sense that it has been

possible to see how structures such as the family, college environment and peer tutoring

pairs, have impacted on the perceptions and actions of students and staff at NWC. It could

KHOS RWKHU UHVHDUFKHUV ZKHQ XQGHUWDNLQJ WKHLU RZQ VWXGLHV
HWKLQNLQJ WRROVY %RXUGLHX S HQDEOH DQ DQDO\VLV RI WKt
impact, as opposed to focusing on the social aspects of the learning process itself, which is

WKH PDLQ HPSKDVLVY LQ WKHRULHV VXFK DV 9\JRWVN\{V ':LGHU VR
anything from access to social capital by the formation of new networks beyond their

existing friendship groups (Ch oudry, Williams & Black, 2017), to the development of

DWWLWXGHY ZKHUH LW LV EHOLHYHG WKDW RQH RI WKH pPRVW SRZHUI;
Alegre, 2020, p. 2) is students themselves.

%\ XVLQJ RXUGLHXYTV pWKLQNLQJ WRROV fthelarBe{pdes tutdriig in the S WR
context of FE, this research offers new ways in which to explore its pedagogical and social

YDOXH 7KH EHQHILWY RI IUDPLQJ WKLY UHVHDUFK ZLWKLQ %RXUGLHXT
and field allowed the exploration of ident ity, structure, and agency, in ways that social

learning theory does not. For example, in the broadest sense, social learning theory

(Bandura, 1977; Piaget, 1964; Vygotsky, 1978) emphasises the significance of child

development and social interactions whic h remain rooted within the classroom. Often, the

MKO (more knowledgeable other) who provides scaffolding support (Vygotsky, 1978) in the

ZPD (zone of proximal development) is an adult, or a peer with a more explicit power

status, which might be the case in schools and HE: schools because of teacher involvement,

and HE because after initial training and instruction, peer tutors can become PASS (Peer -

assisted Study Session) leaders responsible for multiple groups of undergraduate students

(Keenan, 2014). Alth  ough this does have some value for the peer tutoring research at NWC,

it does not go far enough to explore the complexities of FE and the students who inhabit

this field of study. For example, the peer tutoring research at NWC was driven by GCSE

policy cha nges (ESFA, 209; Ofqual, 2013) and this in turn raises questions about access to

cultural capitals (Bourdieu, 1986) and inequalities in the field of education (Bourdieu &

Wacquant, 2007), whereas social learning theory only served to explore aspects of

kno ZOHGJH WUDQVIHU ZLWKLQ WKH WXWRULQJ VHVVLRQV )RZOHU L
VRFLRORJ\ pKDV FRQVLVWHQWO\ SRVVHVVHG D ULFK VXEWH[W WKDW RI
DQEDO\WLQJ DFWRUVY FULWLTXHY )RZOHU S D QiBg,lit¢d WKH FRQW

SRVLWHG WKDW WKHVH pWKHRUHWLFDO UHVRXUFHVY DGG PRUH YDOXH

learning theory.
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The concept of capital has been integral to understanding how the habitus is formed, in that

cultural capital in the institutionalized for m of educational qualifications (Bourdieu, 1986)

VKDSHVY D SHUVRQTY HGXFDWLRQDO DQG FDUHHU JRDOV 7DNLQJ %RXU(
SURGXFW RI KLVWRU\Y DQG pb VA\VWHP RI ODVWLQJ WUDQVSRVDEOH GL
past experiences, func tions at every moment as a matrix of perceptions, appreciations, and

DFWLRQVY DQG PDNHV SRVVLEOH WKH DFKLHYHPHQW RI LQILQLWHO\ GLY
pp. 82 - VXSSRUWHG WKH DQDO\VLYVY RI WKH *&6( DQG $ /HYHO VWXGHQW
thats RFLDO OHDUQLQJ WKHRU\ FRXOG QRW EHFDXVH LW HQDEOHV DQ DF
well as recognising the significance of interactions in the here and now. This is especially the

case when some GCSE resit students exerted their agency in deciding not to continue with

the peer tutoring programme, compared to those who saw the benefits of peer tutoring and

FKRVH WR FRQWLQXH ,URQLFDOO\ HYHQ WKRXJK VRFLDO OHDUQLQJ W
title, it cannot be operationalised in the same way as %WRXUGLHXTV VRFLDO FDSLWDO %l
1986), because whereas social capital lends itself to explaining relationships within

structures such the family, educational institutions, and society more broadly, social

learning theory is preoccupied with pedagogic al gains and biological factors (Daniels, 2001).

It is noted that social learning theory conceptualises learning as a social process (Fitch &

Semb, 1993) but it does not go far enough, when researching peer tutoring in the field of

FE,duetoitslackoff OH[LELOLW\ LQ SURYLGLQJ WKH FULWLFDO OHQV DIIRUG
WRROVY %RXUGLHX S

Within the peer tutoring group itself there was an opportunity for the students to form new

social peer networks for the duration of the study (and possibly beyond). The relationship

between the GCSE and A Level students is encapsulated by the term functional friendship,

in that it bore several friendship traits, such as good will, rapport, solidarity and

understanding; however, it was functional in that it was artificially created for a specific

purpose and period of time. The social capital gained throughout the study was increased

GXH WR WKH HIWHQVLRQ RI WKH VWXGHQWVYTY VRFLDO QHWZRUNYV DQG W
connections (Bourdieu , 1986) in mutually beneficial ways. How these relations are enacted

in practice, matters both in the moment and as a process of reflection.

$V D GLUHFW UHVXOW RI WKLY UHVHDUFK SURMHFW WKH SKUDVH pIXQF
created. This new phrase makes clear the fact that the relationships between peer tutors

and tutees have to be strong in order for the pairings to work, but they can also be

transient in nature, perhaps due to the peer tutoring social structure being created

artificiallyandfor D VSHFLILF SXUSRVH 7KLV EHLQJ WKH FDVH LW FRXOG EH

more instrumental strategy in which advanced students, or those in later years, take on a
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OLPLWHG LOQVWUXFWLRQDO UROHY %RXG HW DO S okHW EHDULC
functional friendships is very much centred on relationships, bonds and shared goals, it is

DOVR DOLJQHG ZLWK WKH NLQG RI SHHU OHDUQLQJ WKDW 7RSSLQJ

of knowledge and skill through active help and support among status equals or matched
FRPSDQLRQVY 7RSSLQJ S 7KH QRWLRQ RI SHHU WXWRULQJ DV
EXLOGV XSRQ 7RSSLQJYV GHILQLWLRQ ZLWK WKH DGGLWLRQ RI LWV HP
bond created during the peer tutoring 1:1s, as wel | as acknowledging the transient nature

of that bond. The development of functional friendships as a new concept, is justified by the

data in the analysis chapter because it spans all three of the main themes: failure and

success, academic vs. non -academic identity, and structure and agency. In analysing these

themes it emerged that the GCSE students led the way in how they perceived their

relationship with their peer tutors as more functional in nature. For example, whereas Chloe

XVHG WKH SKUDVHORPIRMWOPGN&®( $ /HYHO WUDQVFULSW KHU SHH
VDLG p, WKLQN IRU PH DQG &KORH LW ZDV PRUH D IULHQGVKLST $ /HYH
indicating the goal - RULHQWDWHG DVSHFW ZDV SURPLQHQW LQ WKH *&6( VWXG

Bearing in mi  nd what has been learned from the peer tutoring research at NWC, if FE
practitioners are considering using peer tutoring programmes within their organisations,

they would need to consider the benefits and limitations of doing so. The benefits are that

peer tutoring provides scope for consolidation and development of subject knowledge, as

well as opening up access to broader social capitals (Bourdieu, 1986). However, the

limitations relate to the logistical planning aspects and also to staff utilisation for overseeing
the smooth running. The GCSE students involved in the study at NWC reported being

confused about how and why they had been chosen to participate, and this contrasted with

the A Level students who felt more well -informed. Although information and brief training
was provided (see Appendix 4, 5, 6 & 7), it is proposed that this should be more robust for

the tutees, in order to ensure they are fully equipped to manage their own involvement in

the peer tutoring programme. Teaching staff who know the prospective tutors and tutees
will need to think carefully about matching students, based on their personality traits and

subject knowledge, so that the functional friendships can be formed.

Recommendations for future research

As a result of this current r esearch, it has been possible to identify how peer tutoring could

add value within FE settings, from the ways in which it may increase confidence when

preparing for exams and for some students in social contexts too. There is also scope to

pick up on stude nt perceptions of their binary attitudes towards having an academic or non -
academic identity; it would be interesting to develop this research, specifically within the

field of peer tutoring, but also to explore how prior educational experiences have
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contr ibuted to the formation of these identities. Social learning theory alone would not

provide the means of exploring student identities, especially in terms of FE, where there can

be a more pronounced academic/vocational divide (Baker, 2020; Burgess & Rodger , 2010).
This could initially take place in settings where BTEC L3 students are also included as peer

tutors, as well as A Level students, because this may well begin to challenge the existing

narrative surrounding the academic/vocational divide (Payne, 20 00). There has already
been some interest in this peer tutoring research from an ex -colleague who is Head of Skills
Pathway (ESOL, English & Maths FS) and now works at a college in London. The prospect of
including ESOL and Functional Skills students in pe er tutoring programmes would also
increase the reach of the research to adults, above and beyond a HE setting, maximising
opportunities to increase the social and institutional capital (Bourdieu, 1986) of those

involved, through the potential if affords in relation to raising student confidence in their
English and maths skills, as well as the wider benefits of inter -departmental and cross -
college collaboration. A serious consideration when offering peer tutoring programmes,

especially in FE, would be how a nd when the 1:1 sessions are timetabled, so that students

who need to undertake paid work alongside their curriculum studies, are not disadvantaged.

Furthermore, if peer learning is integrated at grass roots level, seen purely as another form
of teaching and learning, it could challenge existing cultures within FE, and colleges could
implement peer tutoring because it supports pedagogy more broadly (Moliner & Alegre,
7KH IRUHZRUG RI )UDQN &RIILHOGYTVY UHSRUW IRU WKH /HDUQLQJ D(

best illustrates the point being made here, when he asked college principals and senior
PDQDJHUV u,l \RX IRFXV RQ WHDFKLQJ DQG OHDUQLQJ DW \RXU FROOH.
EXVLQHVYV IDOO LQWR SODFH"Y &RIILHOG +H ZH@and RagningR H[SODL

meant to him:

For me, teaching and learning are not two distinct activities, but intertwined

elements of a single, reciprocal process, or, if you like, the two sides of one coin;
perhaps they could be described as a double -sided, interactive  process which
transforms both tutor and learner. (Coffield, 2008, p. 8)

Although Coffield was speaking about tutors and learners in a conventional sense, the same
concept can be applied to peer tutors and tutees; that is to say by taking a nuanced

approa ch to teaching and learning, it can be applied more widely to encompass different

kinds of tutors and learners. It is noted that there would be implications for CPD here

because staff would benefit from training in how to design and implement peer tutoring
programmes (Moliner & Aligre, 2020). Peer tutoring is also a reciprocal process and learning
happens through those social interactions; this research has found that sometimes it leads

to positive experiences, such as increased levels of confidence, but so metimes the peer
tutoring pairs did not gel. However, the benefits outweigh the chance of some students

exerting their agency and their right to choose not to be involved. If principals and senior
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managers were to be asked the same question, but this time with an emphasis on peer
teaching and learning, this research proposes that FE colleges can bestow the chance for

their students to learn in multiple ways: providing the scaffolding for this does not need to

be the sole responsibility of tutors: this is ke y and has the potential to invoke different
pedagogical practices. Bearing in mind how 2020 has been a year which has massively
DIIHFWHG WKH HGXFDWLRQ VHFWRU -t&X impattonsirklividuals stidyimg R Q J
and working within it (Schleicher, 202 0), there has been a shift to online and blended
learning (Nuffield Foundation, 2020; QAA, 2020). Although there are some perceived

benefits to this new way of learning (JISC, 2020), research suggests that 62% of young

people surveyed during lockdown exper ienced feelings of loneliness more than normal
(Royal Society for Public Health, 2020), pointing to them being more vulnerable to poor

mental health. However, given that the majority of young people are confident with digital
technology and willing to conn ect with people virtually (Royal Society for Public Health,
2020), if peer tutoring programmes were already in place, there would be scope to carry

these on irrespective of restricted access to sites of study (albeit bearing in mind the need

for considerat ion of safeguarding and GDPR). Peer tutoring has more to offer than academic
input (Keenan, 2014; Micari et al., 2005; Topping, 1996), and the benefits of this, in times

of unprecedented social isolation, could have a positive effect.

How capitals operate d in this specific peer tutoring field

$FFRUGLQJ WR 5HD\ E HZKDW DOO %RXUGLHXYVY FDSLWDOV VKDUH 1
the product of, an investment of an appropriate kind and each can secure a return on that

LQYHVWPHQWTYT 5HD\ nHl it ®uld be &rgued that this supports the concept of

peer tutoring being defined as functional friendships. The principles behind the notion of

functional friendships and their association with peer tutoring, are illuminated by the way in

which Bourdieu V FDSLWDOV %RXUGLHX FDQ EH OLQNHG WR WKH FRQW
A Level tutors and GCSE tutees. Cultural capital operated within this specific field in the

institutionalised form of the educational qualifications undertaken by the students and in the

VRFLDO IRUP EHFDXVH WKLY UHVHDUFK SRVLWYVY WKDW SHHU WXWRULQJ
experience for both the tutor and tutee >RULJLQDO HPSKDVLV@Y 7RSSLQJ S
Additionally, symbolic capital was evident due to the ways in which students identified

themselves and others as being academic or non -academic, highlighting the hierarchy of

qualifications within the English education system. The dichotomous nature of their

perceived identities reinforces the narrative that underpins a be lief system whereby A Levels

are for academic students and BTECs are for non -academic or vocational students.

,URQLFDOO\ WKHVH pyDFDGHPLF YRFDWLRQDO GXDOLVPVY 3D\QH S
the students themselves; however, | contend that the bi nary way in which the students felt

about being academic or non  -academic was not of their own making. Payne (2000)
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PDLQWDLQV WKDW &RQVHUYDWLYH SROLF\ LV DW WKH KHDUW RI $ /HYH
VWDQGDUGT RI WKH (QJOLVK HG XF D WrgRh® caseytitéte s dodpé&sto\delé the EH L
VWXGHQWVY YLHZY DV VWHPPLQJ IURP WKHP OHDUQLQJ WKHLU SODFH 2
which perpetuates latent symbolic violence (Bourdieu & Passeron, 1990). If students feel

judged and labelled by their prior educati onal experiences in school, it can lead to the self -
IXOILOOLQJ SURSKHF\ RU 3\JPDOLRQ HIIHFW 5RVHQWKDO -DFREVRQ
WKH SHUFHSWLRQ WKDW D WHDFKHU KDV RI D VWXGHQW ZLOO DIIHFW W
(Thompson, 2014, p. 461). Thus, it comes as no surprise that this stays with them when

WKH\ HQWHU )( $GGLWLRQDOO\ 'XFNZRUWK DQG 6PLWK DUJXH WKI
education system in the UK is as or more susceptible to the hegemonic and structuring

ideas that impose mea nings and curricula on students in ways that do not best serve their

LOQWHUHVWVY 'XFNZRUWK 6PLWK S DQG LW ZRXOG EH ZURQJ Q
this, alongside government resit policy, was a key driver for this peer tutoring research

having b een undertaken.

'"HVSLWH WKLV UHVHDUFKfVY EHIJILQQLQJY DV D UHVSRQVH WR D uSUREO|

by government policy, situating the research within a Bourdieuian theoretical framework

has enabled the analysis of data collected from the intervie ws to find several positive

RXWFRPHV EHFDXVH WKH uyDQDO\WLFDO DGYDQWDJH RI GUDZLQJ RQ %R
UHODWLRQDO DQG G\QDPLF DVSHFWVYT ,KOHQ S ,W LV UHODWLF
tutoring project created a social space wh ere the students were actors, positioned in

relation to each other as peers and within the field of education as a whole. The dynamic
aspects are derived from the ways in which power relationships shifted throughout the peer
tutoring 1:1s creating opportun ities for the GCSE students to exert some control over their
own learning experience and for the A Level students to strengthen their scholastic habitus
(English & Bolton, 2016).

Conclusion

The genesis of this peer tutoring research was borne out of GCSE maths and English resit
policy changes (ESFA, 2019) and the perceived problems that this created (The Guardian,

2014; Wilshaw, in Exley, 2016a) within the FE sector. However, it grew organically into

being more about young people who were navigating a hier archical and hegemonic
education system (Duckworth, 2014; Naidoo, 2004), which is inherently biased towards

those who have a stronger academic identity and robust scholastic habitus. By analysing the
themes that emerged from the interview transcripts, it b ecame clear that the concept of
identity and notions of power underpinned the main findings. When given the autonomy to

shape the peer tutoring sessions, the GCSE resit students, with the cooperation of their A

Level peer tutors, took advantage of the peer WXWRUVY EURDGHU FXUULFXOXP NQRZO
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utilised this in ways that had not been set out at the start; i.e. this research started as peer

tutoring for GCSE English, but they covered other subjects, by mutual agreement. They

IRUPHG pIXQFWLRQ D Qo lddrh fdpn@&cK btBev, Hften in different ways, but with

positive outcomes in relation to improved confidence. The peer tutoring project suited their

own purposes, and notwithstanding the fact that it was a social structure newly created just

for them, they did manage to take agency and see potential for a wider remit. As such, the

peer tutoring study cannot be evaluated solely on whether the GCSE resit students achieved

a grade 4 or above in their GCSE English exam sat in June 2017. Yes, gaining a grad e4or

above was what the staff and students at NWC aspired to, and the achievement of this is no

trivial matter. Yet as this research sought to generate new knowledge surrounding peer

tutoring in the field of FE, unpacking their dynamic thoughts and embra FLQJ WKH pPHVV\
UHDOLW\Y :HOOLQJWRQ S RI HGXFDWLRQDO UHVHDUFK LW KDV

that HE has the monopoly on peer tutoring.

Reflections

When considering the implementation of new practices in educational settings, it can be

argued that undertaking research is an integral process (English & Bolton, 2016). However,

as the case study at NWC has shown, the day -to-day work pressures on FE staff make it

almost impossible for them to do this alone. This is one of the reasons why colla boration

with researchers in HE settings fosters partnerships which have the potential to show that

students in further education have much to contribute, when given a platform to do so.

$FFRUGLQJ WR <LQ FDVH VWXGLHV DUH ZDHNVIBR R SSDHMWHIGPX BEQ O WK Y
multiple perspectives and meanings *including the possibility of challenging the

UHVHDUFKHUYfY RULJLQDO DVVXPSWLRQVY <LOQ S DQG RQ UHIO
Level students certainly challenged my original assumptions abou t who would have the

most power in the 1:1 peer tutoring sessions. They also showed me how, when given the

right environment to do so, young people have the potential to shape their own educational

goals and social relations, demonstrating their agency in the ways they opted in or out of
SDUWLFLSDWLQJ 7KH SHHU WXWRULQJ UHVHDUFK DW 1:& ZDV QRW upGR
up by myself and staff, then the students were given the autonomy to make it work for

themselves, or in some cases walk away from t he project.

When reflecting on the review of literature surrounding peer tutoring, there is still a dearth

of research relating to FE: this research has begun to address this. | have posited this

dearth could be due to the fact that peer tutoring sits tra ditionally within the HE sector.
Moreover, there is an inherent emphasis on the need for those participating to show
independence and a degree of emotional intelligence which cannot be explicitly taught (Giles

et al., 2016), so perhaps this is deemed to be lacking until someone has started university.
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And yet, if achievement of this is viewed in terms of how peer tutoring can contribute to the

building of confidence, both social and academic (Andrews & Clark, 2011), then the

students at NWC showed that in t he successful peer tutoring pairs (where they formed

functional friendships and contact was regular and mutually beneficial) there is a place for it

in FE. With careful planning and a buy in from staff and students, there is no reason why

peer tutoring cou Id not help to form a new paradigm of learning in FE, one which links

FORVHO\ WR WKH WUDQVIRUPDWLYH HIIHFWV LQKHUHQW LQ &RIILHOGYV
(2008). The notion that planned socialisation between hitherto separate groups can

generate mul tiple benefits is not an alien concept within education, so almost by default,

LPSOHPHQWLQJ SHHU WXWRULQJ ZLWKLQ )( VWUXFWXUHV FRXOG KHOS
SODFHY &RIILHOG

Thus far, | have reflected how educational research impa cts on those being researched, but

DV WKLY UHVHDUFK LV IUDPHG E\ %RXUGLHXTV WKHRUHWLFDO FRQFHSYV
place for reflection about its impact on the researcher too. From the outset, | utilised

rigorous methodological procedures to show that students in an FE setting had the skills and
DWWULEXWHYV WR HQJDJH ZLWK SHHU WXWRULQJ HIITHFWLYHO\ WR KHO:¢
(The Guardian, 2014; Wilshaw, in Exley, 2016a). Although this was informed by my own

experience of GCSE resit pro  grammes, which spanned thirteen years and encompassed

multiple policy changes, it was important to balance this alongside management of my

positionality. Not achieving GCSEs in maths and English at grade C/4 can put barriers in

place, which inhibit progres s and attack the self -esteem of those people affected and this

research became a way of exploring this. By being reflexive, | addressed the idea of

MLOQVLIRHWYVLGHU SRVLWLRQLQJVY OLOOLJDQ S HVSHFLDOO\ ZK
at NWC, with  whom | share many ideological principles. In embracing the fluidity and

messiness of educational research (Wellington, 2000) | saw myself mostly as an

MLQEHWZHHQHUY OLOOLJDQ S DQG DLPHG WR DYRLG WKH GLFK
HRXWVLGHUQ@HLOOLJIDQ S KHQ GLVFXVVLQJ UHIOH[LYLW\ &DUL
WHUP pDORQJVLGHUY &DUUROO S DQG DW WKH KHDUW RI WKL
research process has to be collaborative and above all, honest. In turn, this ties in with

PDNLQJ WKH pUHVHDUFKHUYV JD]H H[SOLFLWY $WNLQV 'XFNZRUWK

in my own understanding of my etic viewpoint.

Moving on to the personal and professional effects of how the EdD course and this peer
tutoring research proje  ct have impacted upon me, it would be an understatement to say
they have been profound. Throughout the research process | have frequently battled the
imposter syndrome (Clance & Imes, 1978), questioning my ability to do what it takes to

earn the title of D r Michelle Whitehead, whilst doing justice to everyone at NWC. At times, |
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KDYH DOVR KLGGHQ EHKLQG WKH ODEHO RI pQRYLFH UHVHDUFKHUY .DC
undermined my own abilities as a writer, finding it hard to translate constructive feedback
into my own words. However, | have been able to rationalise some of these feelings by
DSSO\LQJ %RXUGLHXTV WKHRUHWLFDO FRQFHSWYV WR P\ RZQ VRFLDO D

trajectories, recognising their significance to my real world experiences.

I grew up in  what could be described as an erratic family background; although I did not

always realise it at the time, | lived through periods of poverty and extremely disruptive
circumstances at home. Fortunately, school and the friendships | made there (some of

whic h are still as strong as ever today) were a welcome escape for me and | formed

networks which gave me access to social capitals (Bourdieu, 1986), albeit in a largely

working -class community in Blackpool. The value of education was never discussed or

celebr ated in my family, but despite this | excelled at primary school, passed my O Levels

and went on to study A Levels at Sixth Form. However, whereas | had been able to pass

five O Levels and one CSE grade 1 with the bare minimum of revision, A Levels meant

developing a new standard of engagement and | did not possess the scholastic habitus

(English & Bolton, 2016) to succeed, at that time. | remember vividly one of my teachers

VD\LQJ WKDW LI , DSSOLHG P\VHOI , PLIJKW pPDNH D JRRGOfIngPLQLVWUD
peers went off to university, | became an insurance clerk, married one of the office

managers and had three children by the time | was 26; it could be argued this broke the

cycle of my dysfunctional family background, but it also conformed to what m y teachers had
predicted, in relation to a lack of educational attainment and became a self -fulfilling
prophecy (Rosenthal & Jacobson, 1968). Despite being able to access economic, cultural

and social capitals (Bourdieu, 1986) and finding contentment and f ulfilment in motherhood,
| became quietly frustrated, observing my new family and old friends achieve great success

in the fields of accountancy, insurance, education and business. This is what prompted me

to enrol onto an A Level English Language night co urse at a local FE college, thereby
enabling me to begin forming the scholastic habitus (English & Bolton, 2016), which was

absent from my previous experience of education. Achieving success in one A Level led to

me undertaking another one, followed by an English degree, a PGCE, two GCSEs, an MA
Education and becoming an FE English lecturer, GCSE programme leader, then teacher

educator. Not only have my educational qualifications, namely institutionalised forms of

cultural capital, shown a sharp upward traj ectory, they have also been emancipatory, due to
the way they opened up access to a teaching career that is rewarding personally,

professionally and financially. (YHQ LQ WLPHVY ZKHQ WKH VWDELOLW\ RI PLQH DQC
home life was under threat, my care er and earning capacity, coupled with support from my
employer ensured our financial security was protected. This also highlights the transposable

nature of the habitus (Bourdieu & Wacquant, 1992), in that mine has undergone a seismic
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shift, becoming allt  he more prized because | struggled to earn it myself. Sheer tenacity and
determination, shaped by survival through adversity and the knowledge that hard work

does pay off, have given me the high level of academic resilience (Kannangara et al., 2020),
neede d to write this EdD thesis. What began in 2015 as a qualification where | felt | was

following in the wake of my fellow teacher educators, has ended with me starting to lead

peer tutoring research in FE. Like some of the students who participated, it could now be

VDLG WKDW , pZDON D ELW WDOOHUY 6WDII 7TUDQVFULSW DQG FL
WKURXJK D UHIOH[LYH OHQV 7KLV OHQV VKRZHG PH WKDW WKH UHVHDL
but this is to be welcomed because we are working with real peopl e in dynamic and complex

settings.

128



SHIHUHQFHV

ACS International Schools. (2017). University Admissions Officer Report 2017 . Retrieved
from http://fluencycontent -schoolwebsite.netdna -
ssl.com/FileCluster/ACSiInternationalSchools/MainFolder/Organisation/Who -we-are/ACS -

Research/ACS_ThrivingAtUniversity Report 2017.pdf

Adams, R. & Weale, S. (2016, August 25). A* -C grades in dramatic decline as GCSE results

are published. The Guardian . Retrieved from

https://www.theguardian .com/education/2016/aug/25/gcse -results -dramatic -decline -

grades

Ade-2MR * 'XFNZRUWK 9 2]l FXOWXUDO GLVVRQDQFH 7KH 8.1V DG
and the creation of democratic learning spaces . International Journal of Lifelong

Education, 36(4), 388 -405. doi:10.1080/02601370.2016.1250232.
Alaszewski, A. (2006). Using Diaries for Social Research . London: SAGE.

Allen, R. E. S., & Wiles, J. L. (2016). A rose by any other name: Participants choosing
research pseudonyms.  Qualitative Research in Psyc  hology, 13 (2), 149 -165.
doi:10.1080/14780887.2015.1133746.

Anderson, N. & Peart, S. (2016). Back on track: exploring how a further education college
re-motivates learners to re - sit previously failed qualifications at GCSE. Research in Post -
Compulsory Educa tion, 21 (3),196 213.

Andrews, J., & Clark, R. (2011). Peer Mentoring Works! How Peer Mentoring Enhances
Student Success in Higher Education . Retrieved from
https:/ _/www.heacademy.ac.uk/system/files/aston_what works final_report_1.pdf

Appleby, Y. & Barton, A. (2008). Challenging HE/FE boundaries by publishing an
independent action research journal. In 38th Annual SCUTRE, Edinburgh, Midlothian.
Retrieved from  http://www.leeds.ac.uk/educol/documents/172286.pdf

AQA. (2018). GCSE English Language. Retrieved from

https://www.aqa.org.uk/subjects/english/gcse/english -language -8700/scheme -of-
assessment#Writers_viewpoints _and_per spectives
$UFKHU / <RXQJHU DFDGHPLFVY FRQVWUXFWLRQV RI uDXWKHQWLFL

professional identity. Studies in Higher Education (Dorcheste r-on-Thames), 33(4), 385 -403.
doi:10.1080/03075070802211729.

Archer, M. S. (2010). Morphogenesis versus structuration: On combining structure and
action. The British Journal of Sociology, 61(sl), 225 -252.doi:10.1111/j.1468 -
4446.2009.01245.x.

Arksey, H. (1 996). Collecting data through joint interviews. Social Research Update, 15
Retrieved from  http://sru.soc.surrey.ac.uk/SRU15.html

Arrand, K. (2014). Peer Tutoring. Journal of Pedagogic Development, 4 (1) Retrieved from
https://www.beds.ac.uk/jpd/volume -4-issue -1/peer -tutoring

$WNLQV / 7HDUV Rl WKH 3KRHQL[ +RZ QXUWXULQJ DQG VXSSRUW E
Further Education. In British Educational Research Association Annual Conference,

Edinburgh, Midlothian. Retrieved from

https://www.leeds.ac.uk/educol/documents/177881.doc

129


http://fluencycontent-schoolwebsite.netdna-ssl.com/FileCluster/ACSInternationalSchools/MainFolder/Organisation/Who-we-are/ACS-Research/ACS_ThrivingAtUniversity_Report_2017.pdf
http://fluencycontent-schoolwebsite.netdna-ssl.com/FileCluster/ACSInternationalSchools/MainFolder/Organisation/Who-we-are/ACS-Research/ACS_ThrivingAtUniversity_Report_2017.pdf
http://fluencycontent-schoolwebsite.netdna-ssl.com/FileCluster/ACSInternationalSchools/MainFolder/Organisation/Who-we-are/ACS-Research/ACS_ThrivingAtUniversity_Report_2017.pdf
https://www.theguardian.com/education/2016/aug/25/gcse-results-dramatic-decline-grades
https://www.theguardian.com/education/2016/aug/25/gcse-results-dramatic-decline-grades
https://www.heacademy.ac.uk/system/files/aston_what_works_final_report_1.pdf
http://www.leeds.ac.uk/educol/documents/172286.pdf
https://www.aqa.org.uk/subjects/english/gcse/english-language-8700/scheme-of-assessment#Writers_viewpoints_and_perspectives
https://www.aqa.org.uk/subjects/english/gcse/english-language-8700/scheme-of-assessment#Writers_viewpoints_and_perspectives
http://sru.soc.surrey.ac.uk/SRU15.html
https://www.beds.ac.uk/jpd/volume-4-issue-1/peer-tutoring
https://www.leeds.ac.uk/educol/documents/177881.doc

Atkins, L. & Duckworth, V. (2019). Research methods for social justice and equity in
education . London: Bloomsbury Academic.

Bachir Belmedhi, A. (2019). Social Darwinism and the System of Examinations From

Elementary to Secondary Education in Britain (1859 -1944) (Masters thesis, University
Mustapha Stambouli of Mascara). Retrieved from
https://www.researchgate.net/publication/334204500_Social_Darwinism_and_the System
of Examinations_From_Elementary to_Secondary Education_in_Britain_1859 -
1944/link/5d1cc994299bf1547c94fc8e/download

%DLGXUL (OHPHQWDU\ 6FKRRO 6WXGHQWVY 6SRNHQ $FWLYLWLHV D
Learning by Peer -Tutoring. International J ournal of Instruction, 10 (2), 145 -160.
https://doi.org/10.12973/iji.2017.10210

Bailey, S. (2012).  Doctoral training and the messiness of research . Retrieved from
https://patthomson.net/2012/07/09/doctoral -training -and -the - messiness -of-research/

Baker, Z. (2020). The vocational/academic divide in widening participation: The higher
education decision making of further education students. Journal of further and Higher
Education, 44(6), 766 -780. doi:10.1080/0309877X.2019.1599328

Bandura, A. (1977). Social learning theory . London: Prentice -Hall.

Barbour, R. S. (2007). Doing focus groups . London: SAGE.

Barr, C. '"HFHPEHU KR DUH *HQHUDWLRQ =" 7KH ODWHVWheécDWD RQ V
Guardian . Retrieved from
https://www.thequardian.com/lifeandstyle/2016/dec/ 10/generation -z-latest -data -teens

Barrance, R. (2019). The fairness of internal assessment in the GCSE: The value of
students' accounts.  Assessment in Education : Principles, Policy & Practice, 26 (5), 563 -583.
doi:10.1080/0969594X.2019.1619514

Basit, T. N. (2003). Manual or electronic? The role of coding in qualitative data analysis.
Educational Research, 45 (2), 143 -154. Retrieved from

http://www.ssnpstudents.com/wp/wp - con tent/uploads/2015/02/coding.pdf
%DWKPDNHU $ 7TKLQNLQJ ZLWK %RXUGLHX 7KLQNLQJ DIWHU %RXUC
consider in/equalities in the changing field of English higher education. Cambridge Journal of

Education, 45(1), 61 -80.doi:10.1080/030 5764x.2014.988683.

Bathmaker, A., & Avis, J. (2005). Becoming a lecturer in further education in England: The
construction of professional identity and the role of communities of practice. Journal of
Education for Teaching, 31 (1), 47 -62. doi:10.1080/026074 70500043771.

BBC News. (2006). Maths GCSE coursework is dropped . Retrieved from
http://news.bbc.co.uk/1/hi/education/5385556.stm

BBC News. (2012). GCSE exam changes to be announced by Michael Gove . Retrieved from
https://www.bbc.co.uk/news/education -19614839

BBC News. (2020). 6FKRRO OHDYLQJ DJH VKRXOG ULVH WR PLPSURYH SURVSHF
Retrieved from  https://www.bbc.co.uk/news/uk -wales -51417397

Berghmans, |., Neckebroeck, F., Dochy, F., & Struyven, K. (2013). A typology of

approaches to peer tutoring. unraveling peer tutors' behavioural strategies. European
Journal of Psychology of Education, 28  (3), 703 -723. https://doi.org/10.1007/s10212 -012 -
0136 -3

130


https://www.researchgate.net/publication/334204500_Social_Darwinism_and_the_System_of_Examinations_From_Elementary_to_Secondary_Education_in_Britain_1859-1944/link/5d1cc994299bf1547c94fc8e/download
https://www.researchgate.net/publication/334204500_Social_Darwinism_and_the_System_of_Examinations_From_Elementary_to_Secondary_Education_in_Britain_1859-1944/link/5d1cc994299bf1547c94fc8e/download
https://www.researchgate.net/publication/334204500_Social_Darwinism_and_the_System_of_Examinations_From_Elementary_to_Secondary_Education_in_Britain_1859-1944/link/5d1cc994299bf1547c94fc8e/download
https://doi.org/10.12973/iji.2017.10210
https://patthomson.net/2012/07/09/doctoral-training-and-the-messiness-of-research/
https://www.theguardian.com/lifeandstyle/2016/dec/10/generation-z-latest-data-teens
http://www.ssnpstudents.com/wp/wp-content/uploads/2015/02/coding.pdf
http://news.bbc.co.uk/1/hi/education/5385556.stm
https://www.bbc.co.uk/news/education-19614839
https://www.bbc.co.uk/news/uk-wales-51417397

Belgutay, J. (2016, November 16). 'Tolerance' for GCSE English and maths resits funding to

be extended. Times Educational Supplement . Retrieved from

https://www.tes.com/news/further -education/breaking _-news/tolerance -gcse-english -and -
maths -resits -funding -be-extended

BERA. (2018). Ethical Guide lines for Educational Research . Retrieved from
https://www.bera.ac.uk/wp - content/uploads/2018/06/BERA -Ethical - Guidelines -for -
Educational -Research_4thEdn_2018.pdf?noredirect=1

Berzonsky, M. D., & Kuk, L. S. (2000). Identity status, identity processing style, and the
transition to university. Journal of Adolescent Research, 15(1), 81 -98.
doi:10.1177/0743558400151005.

Biggs, J. & Tang, C. (2007). Teaching for quality learning at university (3rd ed.).
Maidenhead: SHRE and Open University Press.

Black, F. M., & Mackenzie, J. (2008). Peer support in the first year . Retrieved from
https://www.enhancementthemes.ac.uk/docs/ethemes/the -first -year/peer -support -in-the -

first -year.pdf?sfvrsn=2562f981 8

Bloom, B. (1965).  The Taxonomy of Educational Obj ectives: Handbook 1 . London:
Longman.

Board of Education. (1918). Education Act 1918 . Retrieved from
http://www.legislation.gov.uk/ukpga/Geo5/8 -9/39/enacted

Booth, W. C., Colomb, G. G. , & Williams, J. M. (2008). The Craft of Research  (3rd ed.).
Chicago: University of Chicago Press.

%RVFKHWWL $ %RXUGLHXTY ZRUN RQ OLWHUDWXUH &RQWH[WYV
perspectives. Theory, Culture & Society, 23(6), 135 -155. doi:10.1177/02632764060697 79.

Boud, D. (2001). Introduction: Making the move to peer learning. In D. Boud, R. Cohen, &
J. Sampson (Eds), Peer learning in higher education: Learning from and with each other
(pp. 1 £17). London: Kogan Page.

Boud, D., Cohen, R., & Sampson, J. (2001). Peer Learning in Higher Education . London:
Kogan Page Ltd.

Bourdieu, P. (1977).  Outline of a theory of practice . Cambridge: Cambridge University
Press.

Bourdieu, P. (1986). The Forms of Capital. In J. G. Richardson (Ed.) Handbook of Theory
and Research for the Sociology of Education (pp. 241 -258). New York: Greenwood Press.

Bourdieu, P. (1989). Social space and symbolic power. Sociological Theory, 7(1),14 -25.
doi:10.2307/202060.

Bourdieu, P. (1990).  The logic of practice . Stanford, CA: Stanford University P ress.
Bourdieu, P. (1996). Distinction: A social critique of the judgement of taste . (R. Nice,
Trans.). Cambridge, Massachusetts: Harvard University Press. (Original work published

1979).

Bourdieu, P. (1998). Practical reason: On the theory of action . Stan ford, CA: Stanford
University Press.

131

VW


https://www.tes.com/news/further-education/breaking-news/tolerance-gcse-english-and-maths-resits-funding-be-extended
https://www.tes.com/news/further-education/breaking-news/tolerance-gcse-english-and-maths-resits-funding-be-extended
https://www.bera.ac.uk/wp-content/uploads/2018/06/BERA-Ethical-Guidelines-for-Educational-Research_4thEdn_2018.pdf?noredirect=1
https://www.bera.ac.uk/wp-content/uploads/2018/06/BERA-Ethical-Guidelines-for-Educational-Research_4thEdn_2018.pdf?noredirect=1
https://www.enhancementthemes.ac.uk/docs/ethemes/the-first-year/peer-support-in-the-first-year.pdf?sfvrsn=2562f981_8
https://www.enhancementthemes.ac.uk/docs/ethemes/the-first-year/peer-support-in-the-first-year.pdf?sfvrsn=2562f981_8
http://www.legislation.gov.uk/ukpga/Geo5/8-9/39/enacted

Bourdieu, P. (2000). Pascalian Meditations . (R. Nice, Trans.). Stanford: Stanford University
Press. (Original work published 1998).

Bourdieu, P. (2001). Homo Academicus (P. Collier, Trans.). Cambridge: Polity Press.
(Or iginal work published 1984).

Bourdieu, P., & Accardo, A. (1999). The weight of the world: Social suffering in

contemporary society . Stanford, CA: Stanford University Press.

Bourdieu, P., & Eagleton, T. (1992). Doxa and common life. New Left Review, (191) , 111.
Retrieved from  https://newleftreview.org/issues/il91/articles/terry -eagleton -pierre -

bourdieu -doxa -and -common _-life

Bourdieu, P., & Pass eron, J. C. (1977).  Reproduction in Education, Society and Culture
Beverly Hills: Sage.

Bourdieu, P., & Passeron, J. (1990). Reproduction in education, society and culture (Rev.
ed.). London: Sage.

Bourdieu, P., & Thompson, J. B. (1991). Language and symb olic power the economy of
linguistic exchanges . Cambridge: Polity Press.

Bourdieu, P., & Wacquant, L. J. D. (1992). An Invitation to Reflexive Sociology . Chicago:
University of Chicago Press.

Bourdieu, P., & Wacquant, L. (2007). An Invitation to Reflexive Sociology . Cambridge: Polity
Press.

Bowles, S., & Gintis, H. (2002). Schooling in Capitalist America Revisited. Sociology of
Education, 75 (1),1 -18.

Bowman -Perrott, L., Davis, H. S., Greenwood, C.R., & Vannest, K. (2013). Academic
Benefits of Peer Tutoring : A Meta -Analytic Review of Single  -Case Research. School
Psychology Review . Retrieved from

https: //www.researchgate.net/publication/267392499_Academic_Benefits_of Peer_Tutoring

A_Meta -Analytic Review_of Single -Case_Research/references

Boyson, R. (1996).  Boyson on Education . London: Peter Owen Publishers.

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research
in Psychology, 3 (2), 77 -101. doi:10.1191/1478088706qp0630a.

Brooks, R. (1991).  Contemporary debates in education: An historical perspective . London:
Longman.
Bryman, A. (1984). The debate about quantitative and qualitative research: A question of

method or epistemology? The British Journal of Sociology, 35 1), 75 -92.
doi:10.2307/590553.

Bryman, A. (2012). Social Research Methods  (4th ed.). Oxford: Oxford University Press.

BTEC Jobs. (2020). What is a BTEC qualif ication? Retrieved from
https://www.btecjobs.com/what -is-btec

Bullough, R. V. (2015). Differences? Similarities? Male teacher, female teacher: An
instrumental case study of teaching in a Head Start clas sroom. Teaching and Teacher
Education, 47,13 -21. doi:10.1016/j.tate.2014.12.001.

132


https://newleftreview.org/issues/i191/articles/terry-eagleton-pierre-bourdieu-doxa-and-common-life
https://newleftreview.org/issues/i191/articles/terry-eagleton-pierre-bourdieu-doxa-and-common-life
https://www.researchgate.net/publication/267392499_Academic_Benefits_of_Peer_Tutoring_A_Meta-Analytic_Review_of_Single-Case_Research/references
https://www.researchgate.net/publication/267392499_Academic_Benefits_of_Peer_Tutoring_A_Meta-Analytic_Review_of_Single-Case_Research/references
https://www.btecjobs.com/what-is-btec

Burgess, M., & Rodger, J. (2010). 14 -19 qualifications strategy research . Retrieved from
https://www.gov.uk/government/publications/14 -to-19-qualifications -strategy -research

Cambridge Dictionary. (2020). Meaning of academic in English . Retrieved from
ht tps://dictionary.cambridge.org/dictionary/english/academic

Carr, W. (2000). Partisanship in Educational Research. Oxford Review of Education,
26 (3/4), 437 -449.

Carroll, K. (2009). Outsider, insider, alongsider: Examining reflexivity in hospital -based
vide o research. International Journal of Multiple Research Approaches, 3(3), 246 -263.
doi:10.5172/mra.3.3.246.

Certo, S. T., Withers, M. C., & Semadeni, M. (2017). A tale of two effects: Using longitudinal
data to compare within - and between -firm effects. Stra tegic Management Journal, 38(7),
1536 -1556. doi:10.1002/smj.2586.

Choudry, S., Williams, J., & Black, L. (2017). Peer relations and access to capital i n the
mathematics classroom: A B ourdieusian social network analysis. British Journal of Sociology
of Educ ation, 38 (7), 1037 -1053. do0i:10.1080/01425692.2016.1245129

Chowdhury, M. F. (2014). Interpretivism in aiding our understanding of the contemporary
social world.  Open Journal of Philosophy, 4(3), 432 -438. d0i:10.4236/0jpp.2014.43047.

CIFE. (2019). Problems with the new GCSE exams . Retrieved from
https://www.cife.org.uk/article/problems -new -gcse -exams/

Clance, P. R., & Imes, S. (1978). The Imposter Phenomenon in High Achieving Women:

Dy namics and Therapeutic Intervention. Psychotherapy Theory, Research and Practice,
15 (3). Retrieved from

https://www.paulineroseclance.com/pdf/ip_high_achieving_women.pdf

Clarence, S. (2016). Peer tutors as learning and teaching partners: a cumulative approach
to building peer tutoring capacity in higher education. Critical Studies in Teaching and
Learning, 4 (1), 39 -54. DOI:10.14426/cristal.v4i1.69.

Clarkson, B., & Luca, J. (20  02). Promoting student learning through peer tutoring +a case
study . Retrieved from
https://ro.ecu.edu.au/cgi/viewcontent .cqi?referer=https://www.google.co.uk/&httpsredir=1

&article=4913&context=ecuworks

Coelho, C. S., Faria, C. P., Oliveira, F., Lucas, C. V., Vasconcelos, S., & Soares, L. (2014).
Pilot project for peer tutoring: A case study in a Portuguese university. Jour nal of Applied
Research in Higher Education, 6(2), 314 -324.doi:10.1108/JARHE -09-2013 -0038.

Coffield, F. (2008). -XVW VXSSRVH WHDFKLQJ DQG OHDUQLQJ EHFDPH WKH ILUV'
and Skills Network . Retrieved from
https://weaeducation.typepad.co.uk/wea education_blog/files/frank_coffield on_teach _and

learning.pdf
Cohen, L., Manion, L., & Morrison, K. (2011). Research Methods in Education . Abingdon:
Routledge.
College of Education at lllinois. (2016). Robert Stake . Retrieved from

http://education.illinois.edu/faculty/stake

Colvin, J. W. (2007). Peer tutoring and social dynamics in higher education. = Mentoring &
Tutoring: Partnership in Learning , 15(2), 165 -181. d0i:10.1080/13611260601086345.

133


https://www.gov.uk/government/publications/14-to-19-qualifications-strategy-research
https://dictionary.cambridge.org/dictionary/english/academic
https://www.cife.org.uk/article/problems-new-gcse-exams/
https://www.paulineroseclance.com/pdf/ip_high_achieving_women.pdf
https://ro.ecu.edu.au/cgi/viewcontent.cgi?referer=https://www.google.co.uk/&httpsredir=1&article=4913&context=ecuworks
https://ro.ecu.edu.au/cgi/viewcontent.cgi?referer=https://www.google.co.uk/&httpsredir=1&article=4913&context=ecuworks
https://weaeducation.typepad.co.uk/wea_education_blog/files/frank_coffield_on_teach_and_learning.pdf
https://weaeducation.typepad.co.uk/wea_education_blog/files/frank_coffield_on_teach_and_learning.pdf
http://education.illinois.edu/faculty/stake

Commons Select Committee. (2014). Education Committee web forum: Impact of Raising

the Participation Age . Retrieved from

https://www.parliament.uk/business/committees/committees -a-z/commons -
select/education -committee/dfe -evid ence -check -forum/impact - of-raising -the - participant -

age/

Connell, R. (2007).  Southern Theory . Cambridge: Polity Press.

Craggs Mersinoglu, Y. (2019). Why colleges are choosing GCSE resits over alternatives
Retrieved from  https://feweek.co.uk/2019/11/15/why -colleges -are -choosing -gcse -resits -

over -alternatives/

Creswell, J. W. (2013). Qualitative inquiry & research design: Choosing among five
approaches (3rd ed.). London: SAGE.

Crisp, V., & Green, S. (2013). Teacher views on the effects of the change from coursework
to controlled assessment in GCSEs. Educational Research and Evaluation, 19(8), 680 -699.
doi:10.1080/13803611.2013.840244

Crowther, G. (1959). The Crowther Report . Retrieved from
http://www.educationengland.org.uk/documents/crowther/crowther1959 -1.html

Cuff, B. M. P. (2017). Perceptions of subject difficulty and subject choices: Are the two
linked, and if so, how? Retrieved from
https:/ /assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment

data/file/649891/Perceptions_of subject_difficulty and_subject choices.pdf

Daniels, H. (2001).  Vygotsky and Pedagogy . Oxon: Routledge.

David, L. (2015).  Social Learning Theory  (Bandura), in Learning Theories . Retrieved from
https://www.learning -theories.com/social _-learning -theory -bandura.html

Davies, L. (n.d.). BULQFLSDO V. Reteirdd P lfom https://trafford.ac.uk/the -
college/principals -welcome

Davies, M., & Hughes, N. (2014). Doing a successful research project: Using qualitative or
guantitative methods (2nd ed.). Basin gstoke: Palgrave Macmillan.

DCSF. (2007). Raising Expectations: staying in education and training post -16. Retrieved
from https://www.g  ov.uk/government/publications/raising -expectations -staying -in-
education -and -training -post-16

DCSF. (2009). Raising the Participation Age: supporting local areas to deliver . Retrieved
from http:// dera.ioe.ac.uk/10605/1/01134 -2009.pdf

Deer, C. (2014). Capital. In M. Grenfell (Ed.) Pierre Bourdieu: Key Concepts (2nd ed.) (pp.
114 -125). London: Routledge.

Degler, C. N. (2011). In search of human nature: The decline and revival of Darwinism in
America n social thought . Oxford : Oxford University Press.
doi:10.1093/acprof:0s0/9780195077070.001.0001.

Delamont, S., Atkinson, P., & Parry, O. (2000). The doctoral experience: Success and failure
in graduate school . London: Falmer Press.

Denscombe, M. (2007). The Good Research Guide for small  -scale social research projects
(3rd ed.). Maidenhead: OUP.

134


https://www.parliament.uk/business/committees/committees-a-z/commons-select/education-committee/dfe-evidence-check-forum/impact-of-raising-the-participant-age/
https://www.parliament.uk/business/committees/committees-a-z/commons-select/education-committee/dfe-evidence-check-forum/impact-of-raising-the-participant-age/
https://www.parliament.uk/business/committees/committees-a-z/commons-select/education-committee/dfe-evidence-check-forum/impact-of-raising-the-participant-age/
https://feweek.co.uk/2019/11/15/why-colleges-are-choosing-gcse-resits-over-alternatives/
https://feweek.co.uk/2019/11/15/why-colleges-are-choosing-gcse-resits-over-alternatives/
http://www.educationengland.org.uk/documents/crowther/crowther1959-1.html
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/649891/Perceptions_of_subject_difficulty_and_subject_choices.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/649891/Perceptions_of_subject_difficulty_and_subject_choices.pdf
https://www.learning-theories.com/social-learning-theory-bandura.html
https://trafford.ac.uk/the-college/principals-welcome
https://trafford.ac.uk/the-college/principals-welcome
https://www.gov.uk/government/publications/raising-expectations-staying-in-education-and-training-post-16
https://www.gov.uk/government/publications/raising-expectations-staying-in-education-and-training-post-16
http://dera.ioe.ac.uk/10605/1/01134-2009.pdf

Denzin, N. K., & Lincoln, Y. S. (2011). The Sage Handbook of Qualitative Research (4th
ed.). Thousand Oaks: Sage.

DfE. (2012a). Raising the Participation Age . Retri eved from
https://www.gov.uk/government/collections/raising -the - participation -age

DfE. (2012b). Reforming Key Stage 4 Qualifications . Retrieved from
http://media.education.gov.uk/assets/files/pdf/r/reforming%20key%20stage%204%20qual

ifications%20 - %20consultation%20document.pdf

DfE. (2013). English language GCSE subject content and assessment objectives . Retrieved
from
https://assets.publish ing.service.gov.uk/government/uploads/system/uploads/attachment

data/file/254497/GCSE_English_lanquage.pdf

DfE. (2014). GCSE and A level reform . Retrieved from
https://www.gov.u k/government/speeches/gcse -and -a-level -reform

DfE. (2016). Participation of young people in education, employment or training: Statutory

guidance for local authorities . Retrieved from
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment
data/file/561546/Participation -of-young -people -in-edu cation -employment -or -training.pdf

DfE. (2017a). Effective practice in the delivery and teaching of English and Mathematics to
16-18 year olds . Retrieved from
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment

data/file/662470/English_and Mathematics to 16 -18 year olds.pdf

DfE. (2017b). Funding guidance foryo ung people 2017 to 2018 . Retrieved from
https://www.gov.uk/government/uploads/system/uploads/attachment_d ata/file/607246/16

to 19 funding guidance 2017 to 2018 v 1.0 003 .pdf

DfE. (2018a). 2018 School and College Performance Tables: Statement of Intent . Retrieved
from

https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment
data/file/730647/2018 _School_and_College_Performance_Tables_statement_of in tent.pdf
DfE. (2018b). Participation in Education, Training and Employment by 16 -18 year olds in

England: End 2017 . Retrieved from
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment

data/file/718463/Main_text_participation_2018.pdf

DfE. (2018c). Raising Participation Age policy and Local Authorities duties on Tracking
youn g people . Retrieved from  https://www.educationandemployers.org/wp -
content/uploads/2018/04/Transitions -symposium _-final.pdf

DfE. (2019). English Baccalaureate: eligible qualifications . Retrieved from
https://www.gov.uk/government/publications/english -baccalaureate -eligible -qualifications

DfES. ( 2002). 14 #19; Extending Opportunities, Raising Standards . Retrieved from
http://dera.ioe.ac.uk/4502/7/14 -19 -extending -opportunities -raising -
standards_R edacted.pdf

Dickson, M., Gregg, P., & Robinson, H. (2016). Early, late or never?: When does parental
education impact child outcomes? The Economic Journal , 126 (596), F231;F184; -F231.
doi:10.1111/ec0j.12356.

135


https://www.gov.uk/government/collections/raising-the-participation-age
http://media.education.gov.uk/assets/files/pdf/r/reforming%20key%20stage%204%20qualifications%20-%20consultation%20document.pdf
http://media.education.gov.uk/assets/files/pdf/r/reforming%20key%20stage%204%20qualifications%20-%20consultation%20document.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/254497/GCSE_English_language.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/254497/GCSE_English_language.pdf
https://www.gov.uk/government/speeches/gcse-and-a-level-reform
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/561546/Participation-of-young-people-in-education-employment-or-training.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/561546/Participation-of-young-people-in-education-employment-or-training.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/662470/English_and_Mathematics_to_16-18_year_olds.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/662470/English_and_Mathematics_to_16-18_year_olds.pdf
https://www.gov.uk/government/uploads/system/uploads/attachment_data/file/607246/16_to_19_funding_guidance_2017_to_2018_v_1.0__003_.pdf
https://www.gov.uk/government/uploads/system/uploads/attachment_data/file/607246/16_to_19_funding_guidance_2017_to_2018_v_1.0__003_.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/730647/2018_School_and_College_Performance_Tables_statement_of_intent.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/730647/2018_School_and_College_Performance_Tables_statement_of_intent.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/718463/Main_text_participation_2018.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/718463/Main_text_participation_2018.pdf
https://www.educationandemployers.org/wp-content/uploads/2018/04/Transitions-symposium-final.pdf
https://www.educationandemployers.org/wp-content/uploads/2018/04/Transitions-symposium-final.pdf
https://www.gov.uk/government/publications/english-baccalaureate-eligible-qualifications
http://dera.ioe.ac.uk/4502/7/14-19-extending-opportunities-raising-standards_Redacted.pdf
http://dera.ioe.ac.uk/4502/7/14-19-extending-opportunities-raising-standards_Redacted.pdf

Dietrich, J., Dicke, A., Kracke, B., & Noack, P. (2015). Teacher support and its influence on
students' intrinsic value and effort: Dimensional comparison effects across
subjects. Learning and Instruction, 39, 45 -54. doi:10.1016/j.learninstruc.2015.05.007.

Dobson, C. (2018, March 02). Stockport College rated 'inadequate’ for a third time in five
years. Manchester Evening News . Retrieved from
https://www.manchestereveningne ws.co.uk/news/greater -manchester -news/stockport -

college -rated -inadequate -third -14362398

Dodgson, R. (2004). Parents and Higher Education in the North East of England: Attitudes,
Concerns, Influence and Engagement. Journal of Access Policy and Practice. 2 (1),5 3.

Dowding, K. (2008). Agency and structure: Interpreting power relationships. Journal of
Power, 1 (1), 21 -36. doi:10.1080/17540290801943380.

Drew, C. J., Hardman, M. L., & Hart, W. A. (1996). Designing and Conducting Research.
Inquiry in Education a  nd Social Science (2nd ed.). Massachusetts: Allyn & Bacon.

Duckworth, V. (2014). Learning Trajectories, Violence and Empowerment amongst Adult
Basic Skills Learners . London: Routledge.

Duckworth, V. & Smith, R. (2018). Breaking the triple lock: Further edu cation and
transformative teaching and learning. Education + Training, 60(6), 529 -543.
doi:10.1108/ET -05-2018 -0111.

Dunham, N. (2016). Student academic identity and early childhood field -based initial
teacher education. In AARE Conference 2016 , Melbourne , Victoria. Retrieved from
https://files.eric.ed.gov/fulltext/ED591856.pdf

Duran, D. (2010). Cooperative Interactions in Peer Tutoring, Patterns and Sequences in
Paired Writing, Middle Grades Re search Journal, 5 (1), 47 -60. Retrieved from
http://grupsderecerca.uab.cat/grai/sites/grupsderecerca.uab.cat.grai/files/cooperativeintera

ctions.pdf

Durkheim, E. (1964). The Division of Labour in Society . New York: Free Press.

Dzakiria, H. (2012). Theory of Relatability as a Possible Alternative to the Issue of

Generalising of Research Findings. Malaysian Journal of Distance Education, 14 (1), 41-58.
Education Reform. (2013). Value fAdded Measures . Retrieved from
https://www.edglossary.org/value -added -measures/

EFA. (2014). 16 to 19 funding: maths and English condition of funding . Retrieved

from https://dera.ioe.ac.uk/30332/1/16%20t0%2019%20funding_%20maths%20and%20E

nglish%20condition%200f%20fund ing%20 -%20GOV.UK.pdf

Eisner, E. (1992a). Curriculum Ideologies. In P. W. Jackson (Ed.) Handbook of Research on
Curriculum (pp. 302  £326). New York: Macmillan.

Eisner, E. (1992b). Objectivity in educational research. Curriculum Inquiry, 22(1),9 -15.
doi:10. 1080/03626784.1992.11075389.

Elwell, F. (1996).  Verstehen: The Sociology of Max Weber . Retrieved from
http://www.faculty.rsu.edu/~felwell/Theorists/\Weber/Whome2.htm

English, F. W., & Bolton, C. L. (2016). Bourdieu for Educators. Policy and Practice . London:
Sage.

136


https://www.manchestereveningnews.co.uk/news/greater-manchester-news/stockport-college-rated-inadequate-third-14362398
https://www.manchestereveningnews.co.uk/news/greater-manchester-news/stockport-college-rated-inadequate-third-14362398
https://files.eric.ed.gov/fulltext/ED591856.pdf
http://grupsderecerca.uab.cat/grai/sites/grupsderecerca.uab.cat.grai/files/cooperativeinteractions.pdf
http://grupsderecerca.uab.cat/grai/sites/grupsderecerca.uab.cat.grai/files/cooperativeinteractions.pdf
https://www.edglossary.org/value-added-measures/
https://dera.ioe.ac.uk/30332/1/16%20to%2019%20funding_%20maths%20and%20English%20condition%20of%20funding%20-%20GOV.UK.pdf
https://dera.ioe.ac.uk/30332/1/16%20to%2019%20funding_%20maths%20and%20English%20condition%20of%20funding%20-%20GOV.UK.pdf
http://www.faculty.rsu.edu/~felwell/Theorists/Weber/Whome2.htm

ESFA. (2019). 16 to 19 funding: maths and English condition of funding . Retrieved from
https://www.gov.uk/guidance/16 -to-19-funding -maths -and -english -condition -of-
funding#history

Everett, J. (2002). Organizational research and the praxeology of Pierre
Bourdieu. Organizational Research Methods, 5(1), 56 -80.
doi: 10.1177/1094428102005001005.

Exley, S. (2016a, December 1). Ofsted annual report: key points for FE. Times Educational
Supplement . Retrieved from  htt ps://www.tes.com/news/further -education/breaking -
news/ofsted -annual -report -key -points -fe

Exley, S. (2016b, December 1). Wilshaw: 'We cannot let FE off the hook' over GCSE resits.
Times Educational Supplement . Retrieved from  https://www.tes.com/news/wilshaw -we -
cannot -let -fe-hook -over -gcse -resits

Fitch, M. A., & Semb, G. B. (1993). The ASK Model of Peer Tutoring: Theory and Research
Retrieved from  http://www.dtic.mil/dtic/tr/fulltext/u2/a268238.pdf

Flick, U. (2009).  An Introduction to Qualitative Research (4th ed.). London: Sage.

Ford, N., Thackeray, C., Barnes, P., & Hendrickx, K. (2015). Peer learning | eaders:
developing employability through facilitating the learning of other students. Journal of
Learning Development in Higher Education Special Edition: Academic Peer Learning ,
November . Retrieved from  https://journal.aldinhe.ac.uk/index.php/jldhe/article/view/373

Foskett, N., & Lumby, J. (1999). Managing external relations in schools and colleges
London: Sage Publications.

Foskett, N., Dyke, M., & Maringe, F. (2008). The infl uence of the school in the decision to
participate in learning post -16. British Educational Research Journal, 34(1), 37 -61.
doi:10.1080/01411920701491961.

JRVWHU 6 0D\ M, WV WLPH WR HQG WKH QHJDNve¥ H F\FOH RI *&6(
Educational Sup plement . Retrieved from  https://www.tes.com/news/its -time -end - negative -
cycle -gcse - resits

Fowler, B. (1997).  Pierre Bourdieu and Cultural Theory . London: Sage.

Fowler, B. (2020 ). Pierre B ourdieu on social transformation, with particular reference to
political and symbolic revolutions. Theory and Society, 49(3), 439 -463.
doi:10.1007/s11186  -019-09375 -z.

Fox, R. (2001). Constructivism examined. Oxford Review of Education, 27 (1), 23 -35.
doi:10.1080/03054980125310.

Franceschelli, M., & O'Brien, M. (2014). 'Islamic capital' and family life: The role of Islam in
parenting. Sociology, 48(6), 1190 -1206. doi:10.1177/0038038513519879.

Fredrick, T. A. (2008). Facilitating better teamwork: An alyzing the challenges and strategies
of classroom -based collaboration.  Business Communication Quarterly, 71 (4), 439 -455.
doi:10.1177/1080569908325860.

Frey, J. H., & Fontana, A. (1991). The group interview in social research. The Social Science
Journal, 2 8(2), 175 -187. doi:10.1016/0362  -3319(91)90003 -M.

137


https://www.gov.uk/guidance/16-to-19-funding-maths-and-english-condition-of-funding#history
https://www.gov.uk/guidance/16-to-19-funding-maths-and-english-condition-of-funding#history
https://www.tes.com/news/further-education/breaking-news/ofsted-annual-report-key-points-fe
https://www.tes.com/news/further-education/breaking-news/ofsted-annual-report-key-points-fe
https://www.tes.com/news/wilshaw-we-cannot-let-fe-hook-over-gcse-resits
https://www.tes.com/news/wilshaw-we-cannot-let-fe-hook-over-gcse-resits
http://www.dtic.mil/dtic/tr/fulltext/u2/a268238.pdf
https://journal.aldinhe.ac.uk/index.php/jldhe/article/view/373
https://www.tes.com/news/its-time-end-negative-cycle-gcse-resits
https://www.tes.com/news/its-time-end-negative-cycle-gcse-resits

Gadsbhy, B. (2018).  Our Priorities for New Education Secretary . Retrieved from
https://impetus - pef.o rg.uk/blog/2018/our - priorities -for -new - education -secretary -damian -
hinds

Galletta, A. (2013). Mastering the Semi - structured Interview and Beyond: From research
design to analysis and publication . New York: NYU Press.

Gerstl -Pepin, C., & Patrizio, K. (2009) . Learning from Dumbledore's Pensieve: Metaphor as
an aid in teaching reflexivity in qualitative research. Qualitative Research,  9(3), 299 -308.
doi:10.1177/1468794109105029.

Giddens, A. (1984).  The Constitution of Society . Berkeley, CA: University of Calif ornia Press.

Giles, M., Zacharopoulou, A., & Condell, J. (2016). An overview of the benefits of peer
mentoring for PASS leaders. Journal of Learning Development in Higher Education, Special
Edition: Academic Peer Learning, Part Two, April 2016 . Retrieved f rom
https://journal.aldinhe.ac.uk/index.php/jldhe/article/viewFile/367/pdf

Gillham, B. (2000). Case Study Research Methods . London: Continuum.

Goetze, C. (2017). The Di stinction of Peace: A Social Analysis of Peacebuilding . Michigan:
University of Michigan Press.

Gogus A. (2012) . Peer Learning and Assessment. In: N. M. Seel (Ed), Encyclopedia of
the Sciences of Learning. Springer, Boston, MA. https://doi.org/10.1007/978 -1-4419 -
1428 -6_146

Gorard, S., & Smith, E. (2007). Do barriers get in the way? A review of the determinants of
post - 16 participation.  Research in Post -Compulsory Education, 12(2), 141 -158.
doi:10.1080/13596740701387437.

*UDQRYHWWHU 0 6 JW K HR 6 WHUDHNQ Arhédivafi Journal of Sociology,
78(6), 1360 -1380.

Gray, D. E. (2018). Doing research in the real world (4th ed.). London: Sage Publications.

Greatbatch, D. & Tate, S. (2018). Teaching, leadership and governance in Further
Education . Retr ieved from
https://assets.publishing.service.gov.uk/government/uploads/system /uploads/attachment

data/file/680306/Teaching _leadership_and governance in_Further Education.pdf

Green, P. (2011). A Literature Review of Peer assisted Learning (PAL) . Retrieved from
http://projects.hestem -sw.org.uk/upload/Literature_review 26.1.11_Green -1.pdf

Grenfell, M. (2014). Pierre Bourdieu: Key Concepts (2nd ed.). London: Routledge Ltd.

Grenfell, D. M., Grenfell, M., & James, D. (1998). Bourdieu and Educa tion: Acts of Practical
Theory (1sted.). London: Routledge. doi:10.4324/9780203209455.

Hall, P. A. (1993). Policy paradigms, social learning and the state: The case of economic
policy making in Britain, Comparative Politics, 25 (3), 275 +296. Retrieved from
https://scholar.harvard.edu/files/hall/files/hall1993 paradigms.pdf

Hammersley, M. (2001). On Michael Bassey's concept of the fuzzy generalisation. Oxford
Review of Educat ion, 27(2), 219 -225. doi:10.1080/03054980123222.

Harding, J. (2013).  Qualitative Data Analysis from Start to Finish . London: Sage
Publications.

138


https://impetus-pef.org.uk/blog/2018/our-priorities-for-new-education-secretary-damian-hinds
https://impetus-pef.org.uk/blog/2018/our-priorities-for-new-education-secretary-damian-hinds
https://journal.aldinhe.ac.uk/index.php/jldhe/article/viewFile/367/pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/680306/Teaching__leadership_and_governance_in_Further_Education.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/680306/Teaching__leadership_and_governance_in_Further_Education.pdf
http://projects.hestem-sw.org.uk/upload/Literature_review_26.1.11_Green-1.pdf
https://scholar.harvard.edu/files/hall/files/hall1993_paradigms.pdf

Harland, T. (2014). Learning about case study methodology to research higher education.
Higher Education Researc h & Development, 33  (6), 1113 -1122.
doi:10.1080/07294360.2014.911253.

Havnes, A. (2008). Peer -mediated learning beyond the curriculum. Studies in Higher
Education, 33(2), 193 -204. doi:10.1080/03075070801916344.

Havnes, A., Christiansen, B., Bjark, I. T., & Hessevaagbakke, E. (2016). Peer learning in
higher education: Patterns of talk and interaction in skills centre simulation. Learning,
Culture and Social Interaction, 8, 75 -87. doi:10.1016/j.1csi.2015.12.004.

Hayfield, N., & Huxley, C. (2015). Insider and o utsider perspectives: Reflections on
researcher identities in research with lesbian and bisexual women. Qualitative Research in
Psychology, 12(2),91 -106. doi:10.1080/14780887.2014.918224.

Hemsley -Brown, J. (1999). College choice: Perceptions and prioritie s. Educational
Management & Administration, 27(1), 85 -98. d0i:10.1177/0263211X990271007.

Higton, J., Archer, R., Dalby, D., Robinson, S., Birkin, G., Stutz, A., . . . Duckworth, V.

(2017). Effective practice in the delivery and teaching of English and Math ematicsto 16 #18
Year Olds . Retrieved from  https://dera.ioe.ac.uk/30578/1/English_and_Mathematics to 16 -
18_year_olds.pdf

Hodgson, Y., Benson, R., & Brack, C. (2015). Student conceptions of peer -assisted
learning. Journal of further and Higher Education, 39(4),579 -597.
doi:10.1080/0309877X.2014.938262.

Hodkinson, P. & Hodkinson, H. (2001). The Strengths and Limitations of Case Study

Research. In The Learning and Skills Development Agency Conference, Making an Impact on
Policy and Practice. Cambridge , Cambri dgeshire. Retrieved from
http://education.exeter.ac.uk/tlc/docs/publications/LE_PH_PUB_05.12.01.rtf

Hodkinson, P., Sparkes, A. C., & Hodkinson, H. (1996). Triumphs a nd tears: Young people,
markets and the transition from school to work . London: David Fulton Publishers Ltd.

Howard, V., McLaughlin, T., & Vacha, E. (1996). Educational Capital: A Proposed Model and
Its Relationship to Academic and Social Behavior of Stude nts at Risk. Journal of Behavioral
Education, 6(2), 135 -152. Retrieved from  www.jstor.org/stable/41824116

Hsiao, Y. P. Brouns, F., Bruggen, J. v., & Sloep, P. B. (2015). Effects of training peer tutors
in content knowledge versus tutoring skills on giving feedback to help tutees' complex
tasks. Educational Studies, 41(5), 499 -512. doi:10.1080/03055698.2015.1062079.

Hyland, T., & Merrill, B. (2003). The changing face of further education: Lifelong learning ,
inclusion and community values in further education . London: Routledge Falmer.

Ihlen, @. (2018).  Symbolic Capital . Retrieved from
ht tps://www.researchgate.net/publication/327879497 Symbolic_Capital/link/5bb72fb64585
159e8d86ea4f/download

Impetus. (2016).  The road most travelled? The 16 -19 journey through education and
training . Retrieved from  https://impetus.org.uk/assets/publications/Report/Impetus -PEF
Position -Paper - Final -draft -Web -individual -pages.pdf

Impetus. (2017). Life After School: Confronting the cr isis. Retrieved from  https://impetus -
pef.org.uk/blog/2018/our -priorities -for -new - education -secretary -damian -hinds

139


http://education.exeter.ac.uk/tlc/docs/publications/LE_PH_PUB_05.12.01.rtf
http://www.jstor.org/stable/41824116
https://www.researchgate.net/publication/327879497_Symbolic_Capital/link/5bb72fb64585159e8d86ea4f/download
https://www.researchgate.net/publication/327879497_Symbolic_Capital/link/5bb72fb64585159e8d86ea4f/download
https://impetus.org.uk/assets/publications/Report/Impetus-PEF-Position-Paper-Final-draft-Web-individual-pages.pdf
https://impetus.org.uk/assets/publications/Report/Impetus-PEF-Position-Paper-Final-draft-Web-individual-pages.pdf
https://impetus-pef.org.uk/blog/2018/our-priorities-for-new-education-secretary-damian-hinds
https://impetus-pef.org.uk/blog/2018/our-priorities-for-new-education-secretary-damian-hinds

Institute for Fiscal Studies. (20 18). :K\ IRRWEDOO DQG H[DP Ret@dvep frovn P L [
https://www.ifs.org.uk/publications/13026

Ipsos MORI . (2012). Perceptions of A levels, GCSEs and other qualifications: Wave 10.

Report on behal f of Ofqual. Research study conducted on behalf of Ofqual . Retrieved from
https://www __ -tandfonline -

com.libaccess.hud.ac.uk/doi/pdf/10.1080/0 3054985.2012.760264?needAccess=true&
Ireland, J. (2019). Studying English and Mathematics at Level 2 post -16: issues and

challenges . Retrieved from  https://www.cambridgeassessment.org.uk/Images/561971 -
studying -english -and -mathematics -at-level -2-post - 16 -issues - and - challenges.pdf

ITV News. (2018). New GCSE grading sends demoralising message, heads warn . Retrieved
from https://www.itv.com/news/2018 -08-23/new -gcse-grading -sends -demoralising -
message -heads -warn/

Jacobsen, C. M. (2011). Islamic Traditions and Mus  lim Youth in Norway . Netherlands:
Koninklijke Brill.

Jeeger, M. M. (2009). Equal Access but Unequal Outcomes: Cultural Capital and Educational
Choice in a Meritocratic Society. Social Forces, 87 (4), 1943 -1971. doi:10.1353/s0f.0.0192.

James, D. (2014). Inves tigating the curriculum through assessment practice in higher
education: The value of a "learning cultures" approach. Higher Education, 67 (2), 155 -169.
doi:10.1007/s10734  -013-9652 -6.

Jarness, V. (2017). Cultural vs Economic Capital: Symbolic Boundaries wit hin the Middle
Class. Sociology, 51 (2), 357 -373. d0i:10.1177/0038038515596909.

JISC. (2020). Towards happy and healthy students: digital wellbeing and COVID -19.
Retrieved from  https://www.jisc.ac.uk/news/towards -happy -and-healthy -students -digital -
wellbeing -and-covid -19-19 -may -2020

Jones, B. (2019, December 16). Colleges need to recognise incremental progress in GCSE
resits . FE Week . Retr ieved from https://feweek.co.uk/2019/12/16/colleges -need -to -
recognise -incremental -progress -in-gcse-re-sits/

Joubert, J. (1899).  Joubert: A Sel ection from His Thoughts. (K. Littleton, Trans.). New York:
Dodd, Mead & Co.

Jupp, V. (2006). The Sage Dictionary of Social Research Methods . London: Sage.

Kallio, H., Pietila, A., Johnson, M., & Kangasniemi, M. (2016). Systematic methodological
review: D eveloping a framework for a qualitative semi - structured interview guide. Journal of
Advanced Nursing, 72(12), 2954 -2965. doi:10.1111/jan.13031.

.DOPDQ O 3, W UHTXLUHY LQWHUHVW WLPH SDWLHQFH DQG VWUXJ.
perspectives on and  experiences of the qualitative research journey. Qualitative Research in
Education, 8(3), 341. doi:10.17583/qre.2019.4483.

Kannangara, C. S., Allen, R. E., Carson, J. F., Khan, S. Z. N., Waugh, G., & Kandadi, K. R.
(2020). Onwards and upwards: The developm ent, piloting and validation of a new measure
of academic tenacity - the bolton uni -stride scale (BUSS). PloS One, 15(7), e0235157.
doi:10.1371/journal.pone.0235157.

Keenan, C. (2014). Mapping student -led peer learning in the UK . Retrieved from
https://www.heacademy.ac.uk/sites/default/files/resources/Peer_led learning_Keenan Nov

14 -final.pdf

140


https://www.ifs.org.uk/publications/13026
https://www-tandfonline-com.libaccess.hud.ac.uk/doi/pdf/10.1080/03054985.2012.760264?needAccess=true&
https://www-tandfonline-com.libaccess.hud.ac.uk/doi/pdf/10.1080/03054985.2012.760264?needAccess=true&
https://www.cambridgeassessment.org.uk/Images/561971-studying-english-and-mathematics-at-level-2-post-16-issues-and-challenges.pdf
https://www.cambridgeassessment.org.uk/Images/561971-studying-english-and-mathematics-at-level-2-post-16-issues-and-challenges.pdf
https://www.itv.com/news/2018-08-23/new-gcse-grading-sends-demoralising-message-heads-warn/
https://www.itv.com/news/2018-08-23/new-gcse-grading-sends-demoralising-message-heads-warn/
https://www.jisc.ac.uk/news/towards-happy-and-healthy-students-digital-wellbeing-and-covid-19-19-may-2020
https://www.jisc.ac.uk/news/towards-happy-and-healthy-students-digital-wellbeing-and-covid-19-19-may-2020
https://feweek.co.uk/2019/12/16/colleges-need-to-recognise-incremental-progress-in-gcse-re-sits/
https://feweek.co.uk/2019/12/16/colleges-need-to-recognise-incremental-progress-in-gcse-re-sits/
https://www.heacademy.ac.uk/sites/default/files/resources/Peer_led_learning_Keenan_Nov_14-final.pdf
https://www.heacademy.ac.uk/sites/default/files/resources/Peer_led_learning_Keenan_Nov_14-final.pdf

King, N., & Horrocks, C. (2010). Interviews in Quali tative Research . London: Sage.

Kvale, S., & Brinkmann, S. (2009). InterViews: Learning the craft of qualitative research
interviewing (2nd ed.). London: Sage Publications.

Lagarde, M. (2011). How to do (or not to do). Assessing the impact of a policy chang e with
routine longitudinal data. Health Policy and Planning, 27(1), 76 -83.
doi:10.1093/heapol/czr004.

Lahman, M. K. E., Rodriguez, K. L., Moses, L., Griffin, K. M., Mendoza, B. M., & Yacoub, W.
(2015). A Rose By Any Other Name Is Still A Rose? Problematiz ing Pseudonyms in
Research. Qualitative Inquiry, 21 (5), 445 -453. doi:10.1177/1077800415572391.

Lane, H. C. (2012). Coaching and Mentoring. In: N. M. Seel (Ed), Encyclopedia of the

Sciences of Learning. Springer, Boston, MA. https://doi.org/10.1007/978 -1-4419-1428 -
6_146
Lather, P. (1996). Troubling clarity: The politics of accessible language. Harvard Educational

Review, 66(3), 525 -546. doi:10.17763/haer.66.3.6qxv1p081102560g.

Lave, J. & Wenger, E. (2002). Situated Learning, Legitimate peripheral participati on.
Cambridge: Cambridge University Press.

Layder, D. (2006). Understanding social theory (2nd ed.). London: Sage Publications.
Letwin, S. R. (2017). The Anatomy of Thatcherism . Oxon: Routledge.
Loader, C. (2018, September 04). The Effectiveness of FE Qua lity Assurance. [Web log

post]. Retrieved from https://www.fenews.co.uk/fevoices/19362 -the - effectiveness -of-fe-
guality -assurance

Long, R. (2017). GCSE, AS and A level reform (England) . Retrieved from
https://researchbriefings.parliament.uk/ResearchBriefing/Summary/SN06962#fullreport

Mackenzie, N., & Knipe, S. ( 2006). Research dilemmas: Paradigms, methods and
methodology. Issues in Educational Research, 16 . Retrieved from
http://www.iier.org.au/iierl6/mackenzie.html

May, T., & Perry, B. (2013). Reflexiv ity and the Practice of Qualitative Research. In U. Flick
(Ed.) The SAGE Handbook of Qualitative Data Analysis (pp. 342 -353). London: SAGE
Publications.

McCulloch, G. (2016). British Labour Party education policy and comprehensive education:
from Learning to Live to Circular 10/65. History of Education, 45  (2), 225 -245,
doi:10.1080/0046760X.2015.1076067.

McGregor, P. (2017, March 19). It's soul -destroying to spend hours planning lessons for
GCSE resit students who will fail the exam. Times Educational Supple ment . Retrieved from
https://www.tes.com/news/its -soul -destroying -spend -hours -planning -lessons -gcse - resit -

students -who -will -fail -exam

McShane, J. (2003). M&EKDQJLQJ SWWLWXGHV L Q- aRunWidty dhaXolv L S/eby
parent and carer campaign . Retrieved from
https://www.heaca demy.ac.uk/system/files/aoa_engagement parents carers_roughguide

21.pdf

McTaggart, R. (1994). Participatory Action Research: issues in theory and practice.
Educational Action Research, 2 (3) 313 -337. doi:10.1080/0965079940020302.

141


https://www.fenews.co.uk/fevoices/19362-the-effectiveness-of-fe-quality-assurance
https://www.fenews.co.uk/fevoices/19362-the-effectiveness-of-fe-quality-assurance
https://researchbriefings.parliament.uk/ResearchBriefing/Summary/SN06962#fullreport
http://www.iier.org.au/iier16/mackenzie.html
https://www.tes.com/news/its-soul-destroying-spend-hours-planning-lessons-gcse-resit-students-who-will-fail-exam
https://www.tes.com/news/its-soul-destroying-spend-hours-planning-lessons-gcse-resit-students-who-will-fail-exam
https://www.heacademy.ac.uk/system/files/aoa_engagement_parents_carers_roughguide_21.pdf
https://www.heacademy.ac.uk/system/files/aoa_engagement_parents_carers_roughguide_21.pdf

Merriam, S. B. (1988). Case Study Research in Education, A Qualitative Approach . San
Francisco: Jossey -Bass Inc.

Merriam, S. B. (2009). Qualitative research: A guide to design and implementation (3rd
ed.). US: Jossey Bass Ltd.

Micari, M., Streitweiser, B., & Light, G. (2005). Under graduates leading undergraduates;

peer facilitation in a science workshop program. Innovative Higher Education, 30 (4), 269 -
288.

Miles, M. B., & Saldaa ,6). (2014). Qualitative data analysis: A methods sourcebook (3™ ed.).

Los Angeles: Sage.

Milligan, L. (  2016). Insider -outsider -inbetweener? Researcher positioning, participative
methods and cross -cultural educational research. Compare, 46(2), 235 -250.
doi:10.1080/03057925.2014.928510.

Minty, |., Weedon, E., Morss, K., & Cannell, P. (2007). Developing resear ch capabilities in
FE lecturers through practitioner led action research. Practice and Evidence of the
Scholarship of Teaching and Learning in Higher Education, 2 (1). Retrieved from
http://community.dur.ac.uk/pestlhe.learning/index.php/pestlhe/article/view/18/30

Moliner, L., & Alegre, F. (2020). Attitudes, beliefs and knowledge of mathematics teachers
regarding peer tutoring. European Journal of Teacher Educatio n, 1-20.
doi:10.1080/02619768.2020.1803271

Moore, R. (2014). Capital. In M. Grenfell (Ed.) Pierre Bourdieu: Key Concepts (2nd ed.) (pp.
98 #113). London: Routledge.

Morehouse, R., G. (2012). Beginning Interpretative Inquiry: A step - by- step approach to
research and evaluation . Oxon: Routledge.

Myers, M., & Avison, D. (Eds) (2002). An introduction to qualitative rese arch in information
systems. Qualitative Research in Information Systems. A Reader . Sage: London.

Naidoo, R. (2004). Fields and Institutional S trategy: Bourdieu on the Relationship between
Higher Education, Inequality and Society. British Journal of Sociology of Education, 25(4),
457 -471. Retrieved from  www.jstor.org/stable/4128671

National Coll ege for Teaching & Leadership. (n.d.). Value -added data . Retrieved from
https://www.nationalcollege.org.uk/ transfer/open/adsbm  -phase -3-module -2-measuring -
school -performance/adsbm  -p3m2s3/adsbm -p3m2s3t5.html

Newman, M. (2008). BTEC bamboozles course leaders. Times Higher Education . Retrieved
from https://www.timeshighereducation.com/cn/news/btec -bamboozles -course -
leaders/401185.article

Nowotny, H. (1981). Women in public life in Austria. In C. Fuchs Epstein & R. Laub Coser
(Eds), Access to Power: Cross  -natio nal Studies of Women and Elites (pp. 147 -156). London:
George Allen & Unwin.

Noyes, A. (2004). Video diary: A method for exploring learning dispositions. Cambridge
Journal of Education, 34  (2), 193 -209. doi:10.1080/03057640410001700561.

Nuffield Foundation.  (2020). The impact of COVID -19 on mainstream schools in England
Retrieved from  https://www.nuffieldfoundation.org/project/impact -of-covid -19-mainstrea m-

schools -england

142


http://community.dur.ac.uk/pestlhe.learning/index.php/pestlhe/article/view/18/30
http://www.jstor.org/stable/4128671
https://www.nationalcollege.org.uk/transfer/open/adsbm-phase-3-module-2-measuring-school-performance/adsbm-p3m2s3/adsbm-p3m2s3t5.html
https://www.nationalcollege.org.uk/transfer/open/adsbm-phase-3-module-2-measuring-school-performance/adsbm-p3m2s3/adsbm-p3m2s3t5.html
https://www.timeshighereducation.com/cn/news/btec-bamboozles-course-leaders/401185.article
https://www.timeshighereducation.com/cn/news/btec-bamboozles-course-leaders/401185.article
https://www.nuffieldfoundation.org/project/impact-of-covid-19-mainstream-schools-england
https://www.nuffieldfoundation.org/project/impact-of-covid-19-mainstream-schools-england

NWC. (2019). A Level Course Requirements . Retrieved from
https://trafford.ac.uk/courses/a -level -chemistry -5

NWC. (2020). Our Courses . Retrieved from
https://trafford.ac.uk/courses?age%5B%5D=50357&hours%5B%5D=full -time&keywords=

2GDEDUGO O $GDPDQ ) ging (@R €ocial networks: The Bourdieu -Becker
encounter revisited . Forum for Social Economics, 47 (3-4), 305 -321.
doi:10.1080/07360932.2014.970568.

Office for National Statistics. (n.d.). Official Labour Market Statistics . Retrieved from
http://www.nomisweb.co.uk/reports/Imp/wpca/1929380290/report.aspx?town=trafford#ta

bquals

Ofqual. (2013). The purposes of the reformed GCSEs . Retrieved from
http://webarchive.nationalarchives.gov.uk/20141120125621/http://comment.ofqual.gov.uk

/gcse -reform -june -2013/1 -scope -purpos e-and -context -of-the - consultation/the - purposes -of-

the -reformed -gcses/

Ofqual. (2015).  Ofqual postcards: GCSE, AS and A level reforms . Retrieved from
https://www.gov.uk/government/publications/your -qualification -our -regulation -gcse-as-
and -a-level -reforms

Ofqual. (2018, March 9). 5 questions and concerns answered about new 9 tol GCSE
grading . Retrieved from  https://ofqual.blog.gov.uk/2018/03/09/5 -guestions -and -concerns -
answered -about -new -9-tol -gcse -grading/

Ofqual. (2019). GCSE 9-1grades: a brief guide for parents . Retrieved from
https://ofqual.blog.gov.uk/2018/03/02/gcse -9-t0-1-grades -a-brief -quide -for - parents/

Ofsted. (2014 a). Annual Report 2013/14 . Retrieved from
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment
data/file/384709/  Ofsted_Annual_Report_201314 FE_and_Skills.pdf

Ofsted. (2014b).  Transforming 16 to 19 education and training - the early implementation of
16 -19 study programmes . Retrieved from
https://www.gov.uk/government/publications/transforming -16-t0-19-education -and -

training -the -early -implementation -of-16-t0-19 -study - programmes

Ofsted. (2015). Inspection Report.  No. 452485 . Retrieved from
https://reports.ofsted.gov.uk/inspection -reports/find _-inspection -
report/provider/ELS/130519

Ofsted. (2017).  About us . Retrieved from
https://www.gov.uk/government/organisations/ofsted/about

29+DUD * Governing Post -War Britain: The Paradoxes of Progress, 1951 -1973 .
Hampshire: Palgrave Macmilla  n.

Orr, K. (2009).  College Cultures and Pre - Service Trainee Teachers: a study in the creation
and transmission of ideas about teaching . (Doctoral thesis). Retrieved from
http://eprints.hud.ac.uk/9239/

Orser, C . E. (2004 ). Race and practice in archaeological interpretation . Pennsylvania:
University of Pennsylvania Press.

143


https://trafford.ac.uk/courses/a-level-chemistry-5
https://trafford.ac.uk/courses?age%5B%5D=50357&hours%5B%5D=full-time&keywords=
http://www.nomisweb.co.uk/reports/lmp/wpca/1929380290/report.aspx?town=trafford#tabquals
http://www.nomisweb.co.uk/reports/lmp/wpca/1929380290/report.aspx?town=trafford#tabquals
http://webarchive.nationalarchives.gov.uk/20141120125621/http:/comment.ofqual.gov.uk/gcse-reform-june-2013/1-scope-purpose-and-context-of-the-consultation/the-purposes-of-the-reformed-gcses/
http://webarchive.nationalarchives.gov.uk/20141120125621/http:/comment.ofqual.gov.uk/gcse-reform-june-2013/1-scope-purpose-and-context-of-the-consultation/the-purposes-of-the-reformed-gcses/
http://webarchive.nationalarchives.gov.uk/20141120125621/http:/comment.ofqual.gov.uk/gcse-reform-june-2013/1-scope-purpose-and-context-of-the-consultation/the-purposes-of-the-reformed-gcses/
https://www.gov.uk/government/publications/your-qualification-our-regulation-gcse-as-and-a-level-reforms
https://www.gov.uk/government/publications/your-qualification-our-regulation-gcse-as-and-a-level-reforms
https://ofqual.blog.gov.uk/2018/03/09/5-questions-and-concerns-answered-about-new-9-to1-gcse-grading/
https://ofqual.blog.gov.uk/2018/03/09/5-questions-and-concerns-answered-about-new-9-to1-gcse-grading/
https://ofqual.blog.gov.uk/2018/03/02/gcse-9-to-1-grades-a-brief-guide-for-parents/
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/384709/Ofsted_Annual_Report_201314_FE_and_Skills.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/384709/Ofsted_Annual_Report_201314_FE_and_Skills.pdf
https://www.gov.uk/government/publications/transforming-16-to-19-education-and-training-the-early-implementation-of-16-to-19-study-programmes
https://www.gov.uk/government/publications/transforming-16-to-19-education-and-training-the-early-implementation-of-16-to-19-study-programmes
https://reports.ofsted.gov.uk/inspection-reports/find-inspection-report/provider/ELS/130519
https://reports.ofsted.gov.uk/inspection-reports/find-inspection-report/provider/ELS/130519
https://www.gov.uk/government/organisations/ofsted/about
http://eprints.hud.ac.uk/9239/

2[IRUG /HDUQHUTV 'LFWLRDdinitiboHdf academic adjective  from the Oxford
Advanced Learner's Dictionary . Retrieved from
https://www.oxfordlearnersdictionaries.com/definition/english/academic_1?g=academic

Oxford Reference. (2018). Deficit model . Retrieved from
http://www.oxfordreference.com/view/10.1093/oi/authority.20110803095707115

Parliament.UK. (2003). Curriculum 2000 . Retrieved from
https://publications.parliament.uk/pa/cm200203/cmselect/cmeduski/153/15306.htm

Parry, R. (2014). Ancient Ethical Theory. Stanford Encyclopaedia of Philosophy . Retrieved
from http://plato.stanford.edu/entries/ethics -ancient/

3DWRQ * $XIXVW &KLOGUHQ ZLWK SRRU *&6( JUDGHWepZLOO HQG
Telegraph . Retrieved from

https://www.telegraph.co.uk/education/educationnews/10237910/Children -with -poor -

GCSE-grades -will -end - up -on - benefits.html

Payne, J. (2000). The unbearable lightness of skill: The changing me aning of skill in UK
policy discourses and some implications for education and training. Journal of Education
Policy, 15(3), 353 -369.

Payne, J. (2003) Choice at the end of compulsory schooling: a research review (Sheffield,
Department for Education and Ski lIs) . Retrieved from
http://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.202.1537&rep=repl&type=pdf

3HOOV 5 $XIXVW 1HZ *&6 (Vhge\W RX A K HEDWIfisidpendent
Retrieved from  https://www.independent.co.uk/news/education/educatio n-news/new -gcse-
exams -results -o-levels -30-years -education -2017 -curriculum -a7907006.html

Perry, K. (2014, April 03). From O Levels to the GCSE: the landmarks . Retrieved from
https://www.telegraph.co.uk/education/educationnews/10741337/From -O-levels -to -the -
GCSE-the -landmarks.html

Perselli, V. (2008). Troubling the angels revisited. Cultural Studies & Critical
Methodologies, 8(2), 224 -245. doi:10.1177/1532708607310783.

Piaget, J. (1964). Development and learning. In R.E. Ripple & V.N. Rockcastle (Eds), Piaget
Rediscovered: A Report on the Conference of Cognitive Studies and Curriculum
Development (pp. 7 £20). NY: Cornell University.

Piper, H., & Simons, H. (2011). Ethical Issues in Generating Public Knowledge. In B.

Somekh & C. Lewin (Eds), Theory and Methods in Social Research (pp. 25 -32). London:
Sage.

30DWW - 2Q ,QWHUYLHZL The BifsH JourkaHafiSbeiology, 32 (1), 74 -
91.

Plowden, B. (1967).  The Plowden Report, Children and Their Primary Schools . Retrieved
from http://www.educationengland.org. uk/documents/plowden/plowden1967 -1.html

Plowright, D. (2011). Using Mixed Methods = Frameworks for an Integrated Methodology
London: Sage.

Politics.co.uk. (n.d). A-Levels, What are A -levels? Retrieved from
https://www.politics.co.uk/reference/a -levels

144


https://www.oxfordlearnersdictionaries.com/definition/english/academic_1?q=academic
http://www.oxfordreference.com/view/10.1093/oi/authority.20110803095707115
https://publications.parliament.uk/pa/cm200203/cmselect/cmeduski/153/15306.htm
http://plato.stanford.edu/entries/ethics-ancient/
https://www.telegraph.co.uk/education/educationnews/10237910/Children-with-poor-GCSE-grades-will-end-up-on-benefits.html
https://www.telegraph.co.uk/education/educationnews/10237910/Children-with-poor-GCSE-grades-will-end-up-on-benefits.html
http://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.202.1537&rep=rep1&type=pdf
https://www.independent.co.uk/news/education/education-news/new-gcse-exams-results-o-levels-30-years-education-2017-curriculum-a7907006.html
https://www.independent.co.uk/news/education/education-news/new-gcse-exams-results-o-levels-30-years-education-2017-curriculum-a7907006.html
https://www.telegraph.co.uk/education/educationnews/10741337/From-O-Levels-to-the-GCSE-the-landmarks.html
https://www.telegraph.co.uk/education/educationnews/10741337/From-O-Levels-to-the-GCSE-the-landmarks.html
http://www.educationengland.org.uk/documents/plowden/plowden1967-1.html
https://www.politics.co.uk/reference/a-levels

Pring, R. (1995) Closing the Gap: Liberal Education and Vocational Preparation . London:
Hodder & Stoughton.

Pring, R. (2004).  Philosophy of educational research (2nd ed.). London: Continuum.

QAA. (2020). Building a Taxonomy for Digital Learning . Retrieved from
https://www.qaa.ac.uk/docs/gaa/quidance/building -a-taxonomy -for -digital -learning.pdf

QCA. (2006 a). GCSEs and IGCSEs compared . Retrieved from
https://assets.publishing.service.gov.uk/govern ment/uploads/system/uploads/attachment
data/file/605854/1106 _ QCA GCSEs _and_iGCSEs_compared.pdf

QCA. (2006b). 7HDFKHUVY 9LHZV RQ *&6 (. ReRridwed/ftodbR UN
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment

data/file/605733/0506_QCA_teachers -views -coursework.pdf

Quigley, S. A. (2011). Academic Identity: A Modern Perspective. Educate, 11 (1), 20 -30.
Retrieved from  http://www.educatejournal.org/index.php/educate/article/viewFile/245/245
Raikes, M. & Longman, J. (2017). The pupil s stuck in a cycle of maths and English resits
Retrieved from  https://www.bbc.co.uk/news/education -39142646

Reay, D. (2004a). 'It's all becoming a habitus': Beyond the habitual use of habitus i n
educational research.  British Journal of Sociology of Education, 25(4), 431 -444.

doi:10.1080/0142569042000236934.

Reay, D. (2004b). Education and cultural capital: The implications of changing trends in
education policies.  Cultural Trends, 13(2), 73 -86. doi:10.1080/0954896042000267161.

Richardson, H. (2019). GCSE results: Pass rates and top grades edge upwards . Retrieved
from https://www.bbc.co.uk/news/education -49421275

Riley, E. (2018, June 1  1). Parents slam 'disgusting’ pressure of tough new GCSE and A -
levels that have left tearful pupils vomiting and suffering panic attacks as YouTube star, 18,

records herself sobbing after gruelling biology exam. The Mail Online . Retrieved from
https://www.dailymail.co.uk/news/article -5828077/Pupils _-reduced -tears -tough -new - GCSE-
level -papers.html

Rosenthal, R., & Jacobson, L. (1968). Pygmalio nin the Classroom . New York: Holt, Rinehart
& Winston.

Roulston, K. (2010). Considering quality in qualitative interviewing. Qualitative
Research, 10(2), 199 -228.d0i:10.1177/1468794109356739.

Royal Society for Public Health. (2020). RSPH calls for mental  health support for young
people in lockdown . Retrieved from  https://www.rsph.org.uk/about -us/news/rsph -calls -for -
more -mental -health -support -for -young -people -in-lockdown.html

5XVVHOO / ,WIV D TXHVWLRQ RI WUXVW EDODQFLQJ WKH UHODWLF
teachers in ethnographic fieldwork. Qualitative Research, 5 (2). 181 -199. Retrieved from
http://eprints.hud.ac.uk/id/eprint/8676/

Russell, L., Simmons, R., & Thompson, R. (2011). Conceptualising the lives of NEET young
SHRSOH VWUXFWXUDWLRQ WKHR U\Edu€aGon, Enowlétigeladd EcBrioQy\V 1
5(3), 89 -106, doi:10.1080/17496896.2012.662010.

145


https://www.qaa.ac.uk/docs/qaa/guidance/building-a-taxonomy-for-digital-learning.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/605854/1106_QCA_GCSEs_and_iGCSEs_compared.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/605854/1106_QCA_GCSEs_and_iGCSEs_compared.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/605733/0506_QCA_teachers-views-coursework.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/605733/0506_QCA_teachers-views-coursework.pdf
http://www.educatejournal.org/index.php/educate/article/viewFile/245/245
https://www.bbc.co.uk/news/education-39142646
https://www.bbc.co.uk/news/education-49421275
https://www.dailymail.co.uk/news/article-5828077/Pupils-reduced-tears-tough-new-GCSE-level-papers.html
https://www.dailymail.co.uk/news/article-5828077/Pupils-reduced-tears-tough-new-GCSE-level-papers.html
https://www.rsph.org.uk/about-us/news/rsph-calls-for-more-mental-health-support-for-young-people-in-lockdown.html
https://www.rsph.org.uk/about-us/news/rsph-calls-for-more-mental-health-support-for-young-people-in-lockdown.html
http://eprints.hud.ac.uk/id/eprint/8676/

Russell, T., & Ford, D. F. (1983). Effectiveness of peer tutors vs. resource
teachers. Psychology in the Schools, 20(4), 436 -441.doi:10.1002/1520 -
6807(198310)20:4<436::AID -PITS2310200408>3.0.CO;2  -#

Ryan, G. (2018, Jun e 27). No change on GCSE resits policy. Times Educational Supplement
Retrieved from  https://www.tes.com/news/no -change -gcse -resits - policy

Ryan, G. (2019, January 17). GCSE resits: Engli sh and maths pass rate drops. Times
Educational Supplement . https://www.tes.com/news/gcse - resits -november -2018

Ryan, G. W., & Bernard, H. R. (2003). Techniques to identify themes. Field Met hods, 15(1),
85-109. doi:10.1177/1525822X02239569.

Ryan, P., & Dundon, T. (2008). Case Research Interviews: Eliciting Superior Quality Data.
International Journal of Case Method Research & Application, XX (4), 443 #450. Retrieved
from http://www.wacra.org/PublicDomain/IJCRA%20xx_iv_IJCRA%20pg443 -
450%20Ryan.pdf

Sa, J. (2002). Diary writing: An interpretative research method of teaching and learning.
Educational Researc h and Evaluation, 8 (2), 149 -168. doi:10.1076/edre.8.2.149.3858.

Saunders, L. (1999). pHODOXH DGGHGY PHDVXUHPHQW RI VFKRRO HIITHFWLYHQHV\
Retrieved from  https://www.nfer.ac .uk/publications/91034/91034.pdf

Savage, M. (2015).  Social Class in the 21st Century . UK: Penguin Books.

Schell, C. (1992). The Value of the Case Study as a Research Strategy . Retrieved from
htt p://www.finance -mba.com/Case%20Method.pdf

Schleicher, A. (2020). The impact of COVID -19 on education  *Insights from Education at a
Glance 2020 . Retrieved from  https://www.oecd.org/education/the -impact -of-covid -19-on-
education -insights -education -at-a-glance -2020.pdf

Schmitz, A., Witte, D., & Gengnagel, V. (2017). Pluralizing field analysis: Toward a
relational understanding of the fiel d of power. Social Science Information (1967), 56 (1), 49 -
73. d0i:10.1177/0539018416675071.

Schostak, J. (2006). Interviewing and Representation in Qualitative Research . Maidenhead:
OUP.
Schubert, D. J. (2014). Suffering/symbolic violence. In M. Grenfell ( Ed.) Pierre Bourdieu:

Key Concepts (2nd ed.) (pp. 179 -194). London: Routledge.

Segall, A. (1999).  Disturbing practice: reading and writing (social studies) teacher education
as text (T). Retrieved from
https://open.library.ubc.ca/collections/ubctheses/831/items/1.0054856

Sellgren, K. (2020). New maths GCSE proposed for those in cycle of resits . Retrieved from
htt ps://www.bbc.co.uk/news/education -51282766

Shamir, A., Tzuriel, D., & Rozen, M. (2006). Peer Mediation: The Effects of Program
Intervention, Maths Level, and Verbal Ability on Mediation Style and Improvement in Maths
Problem Solving. School Psychology Int  ernational, 27 (2), 209 -231. https://doi -
org.libaccess.hud.ac.uk/10.1177/0143034306064548

6KXWH 5 3HHU FRPPHQWDULHY RQ .HLWK 7RSSLQJYV RYHUYLHZ RI
and peer tutoring,  Bulletin of the British Psychological Society, 5 , 151 -161.

146


https://www.tes.com/news/no-change-gcse-resits-policy
https://www.tes.com/news/gcse-resits-november-2018
http://www.wacra.org/PublicDomain/IJCRA%20xx_iv_IJCRA%20pg443-450%20Ryan.pdf
http://www.wacra.org/PublicDomain/IJCRA%20xx_iv_IJCRA%20pg443-450%20Ryan.pdf
https://www.nfer.ac.uk/publications/91034/91034.pdf
http://www.finance-mba.com/Case%20Method.pdf
https://www.oecd.org/education/the-impact-of-covid-19-on-education-insights-education-at-a-glance-2020.pdf
https://www.oecd.org/education/the-impact-of-covid-19-on-education-insights-education-at-a-glance-2020.pdf
https://open.library.ubc.ca/collections/ubctheses/831/items/1.0054856
https://www.bbc.co.uk/news/education-51282766
https://doi-org.libaccess.hud.ac.uk/10.1177/0143034306064548
https://doi-org.libaccess.hud.ac.uk/10.1177/0143034306064548

Simmons, R., Thompson, R., & Russell, L. (2014 ). Education, Work and Social Change
Basingstoke: Palgrave Macmillan.

Skinner, B. F. (1974). About behaviourism . London: Cape.
Smit, R.(2010). Towards a clearer understanding of disadvantage: problematising deficit

thinking . Retrieved from
https://www.lancaster.ac.uk/fss/events/hecu5/docs/Papers/ Smit,%20Reneé.doc

Smith, J. K. (1983). Quantitative versus Qualitative Research: An Attempt to Clarify the
issue. Educational Researcher, 12 (3),6 -13.

Smith, L. (2013, January 15). Children of parents who stay at school longer get better

GCSEs, new study shows. The Mail Online . Retrieved from

https://www.dail ymail.co.uk/sciencetech/article -2262763/School -leaving -age-Children -
parents -stay -school -longer -better - GCSEs-new -study -shows -boost -government -plans -raise -
leaving -age.html

Smith, L. (2015). Really raising standards in GCSE English: responding effectively to the
new specifications and Progress 8 . Retrieved from

https: //www.kcl.ac.uk/sspp/departments/education/research/Research -
Centres/crestem/Research/Current - Projects/CogAcclfiles/Really  -raising -standards -in-GCSE-

English -full - version.pdf

Social Theory re -wired. (2016). Fields: Pierre Bourdieu . Retrieved from
http://routledgesoc.com/category/profile -tags/fields

Sousa, S. (2011). The transformation of knowledge production and the academic

community: Playing the game and (still) being an academic. Educac ao, Sociedade e
Culturas, 32 , 55 -71. Retrieved from
http://www.fpce.up.pt/ciie/revistaesc/ESC32/Artigos_32_BrancoSousa.pdf

Srivastava, R. (2016, June 8). Forcing your ch ild to become a doctor could be the worst
parenting decision you make. The Guardian . Retrieved from
ht tps://www.theguardian.com/commentisfree/2016/jun/08/forcing -your -child -to-become -a-

doctor -could -be-the -worst -parenting -decision -you - make

Stahl, G. (2016). Doing Bourdieu justice: Thinking with and beyond Bourdieu. British
Journal of Sociology of Education , 37(7), 1091 -1103.
doi:10.1080/01425692.2016.1216819.

Stake, R. E. (1995).  The Art of Case Study Research . London: Sage.

Steinmetz, G. (2013). Toward Socioanalysis. In P. S. Gorski (Ed.) Bourdieu and Historical
Analysis (pp. 108 -130).

Stewart, W. (2014, A ugust 08). Are A -Levels the gold standard or the old standard? Times
Educational Supplement . Retrieved from  https://www.tes.com/news/are -levels -gold -
standard -or-old - standard

Stinchcombe, A. L. (2002). New sociological microfoundations for organizational theory: A
postscript (pp. 415 #433). Emerald Group Publishing Limited. doi:10.1016/S0733 -
558X(02)19014 -8.

St. Pierre, E. A. (1997). Methodology in the fold and the irruption of transgressive data.
Qualitative Studies in Education, 10 (2), 175 -189. Retrieved from
http://www.appstate.edu/~jacksonay/rcoe/stpierre_data.pdf

147


https://www.lancaster.ac.uk/fss/events/hecu5/docs/Papers/Smit,%20Reneé.doc
https://www.dailymail.co.uk/sciencetech/article-2262763/School-leaving-age-Children-parents-stay-school-longer-better-GCSEs-new-study-shows-boost-government-plans-raise-leaving-age.html
https://www.dailymail.co.uk/sciencetech/article-2262763/School-leaving-age-Children-parents-stay-school-longer-better-GCSEs-new-study-shows-boost-government-plans-raise-leaving-age.html
https://www.dailymail.co.uk/sciencetech/article-2262763/School-leaving-age-Children-parents-stay-school-longer-better-GCSEs-new-study-shows-boost-government-plans-raise-leaving-age.html
https://www.kcl.ac.uk/sspp/departments/education/research/Research-Centres/crestem/Research/Current-Projects/CogAcc/files/Really-raising-standards-in-GCSE-English-full-version.pdf
https://www.kcl.ac.uk/sspp/departments/education/research/Research-Centres/crestem/Research/Current-Projects/CogAcc/files/Really-raising-standards-in-GCSE-English-full-version.pdf
https://www.kcl.ac.uk/sspp/departments/education/research/Research-Centres/crestem/Research/Current-Projects/CogAcc/files/Really-raising-standards-in-GCSE-English-full-version.pdf
http://routledgesoc.com/category/profile-tags/fields
http://www.fpce.up.pt/ciie/revistaesc/ESC32/Artigos_32_BrancoSousa.pdf
https://www.theguardian.com/commentisfree/2016/jun/08/forcing-your-child-to-become-a-doctor-could-be-the-worst-parenting-decision-you-make
https://www.theguardian.com/commentisfree/2016/jun/08/forcing-your-child-to-become-a-doctor-could-be-the-worst-parenting-decision-you-make
https://www.tes.com/news/are-levels-gold-standard-or-old-standard
https://www.tes.com/news/are-levels-gold-standard-or-old-standard
http://www.appstate.edu/~jacksonay/rcoe/stpierre_data.pdf

Sullivan, A. (2002). Bourdieu and Educa WLRQ +RZ XVHIXO LV %RXUGLHXTV 7KHRU\ IR/
Researchers? The Netherlands Journal of Social Sciences, 38 (2), 144 -166. Retrieved from
http://www.cls.ioe.ac.uk llibrary -

media%5Cdocuments%5CBOURDIEU%20NetherlandsJournal.pdf

Swartz, D. L. (2013). Metaprinciples for Sociological Research. In P. S. Gorski (Ed.)
Bourdieu and Historical Analysis (pp. 19 -35). Durham: Duke University Press.

Taris, T. (2000).  Longitudina | data analysis . London, UK: Sage Publications.

Taylor, B., Sinha, G. & Ghoshal, T. (2008). Research Methodology: A Guide for Researchers
in Management and Social Sciences . New Delhi: Prentice -Hall of India Limited.
Taylor, M. (1989). Structure, Culture an d Action in the Explanation of Social Change. Politics

and Society, 17 (2), 115 -162.

TES. (2018). What is peer tutoring? Retrieved from  https://www.tes.com/articles/what -
peer -tutoring

TES Edito rial. (2019, August 02). What is grade inflation? How does grade inflation happen

at GCSE and A level? And what steps are put in place to prevent it? The Times Educational
Supplement . Retrieved from  https://www.tes.com/news/gcse -a-levels -grade -inflation
The Education Endowment Foundation. (2018). Peer tutoring: Teaching and learning toolkit

Retrieved from
https://educationendowmentfoundation.org.uk/pdf/generate/?u=https://educationendowme

ntfoundation.org.uk/pdf/toolkit/?id=140&t=Teaching%20and%20Learning% 20Toolkit&e=14

0&s=

The Guardian. (2014, October 15). &ROOHJH WXWRUV FDQTW GR LQ ZHHNV ZKDW V
achieve in 11 years . The Guardian . Retrieved from

https://www.theguardian.com/education/2014/oct/15/college -tutors -teachers -ofsted -

english -maths -teaching

The University College Dublin. (2016). Education Theory: Constructivism and Social
Constructivism . Retrieved from
http://www.ucdoer.ie/index.php/Education_Theory/Constructivism_and_Social_Constructivi
sm

Thomas, D. R. (2006). A general inductive approach for analyzing qualitati ve evaluation
data. American Journal of Evaluation, 27 (2), 237 -246. do0i:10.1177/1098214005283748.

Thomas, G. (2011). The case: Generalisation, theory and phronesis in case study. Oxford
Review of Education, 37(1), 21 -35. doi:10.1080/03054985.2010.521622.

Thompson, G. A. (2014). Labeling in interactional practice: Applying labeling theory to
interactions and interactional analysis to labelling. Symbolic Interaction, 37(4), 458 -482.
doi:10.1002/symb.127.

7KRPSVRQ 5 HSHFODLPLQJ WKH G L \eHighhDaly€iSor orkb&s¥d) G
OHDUQLQJ IRU \RXQJ SHR SQitical RudiesIOm@&@ifn. 52 (1), 15 -28.

Thomson, P. (2012). Field. In M. Grenfell (Ed.) Pierre Bourdieu Key Concepts. (2nd ed.) (pp.
65 -80). Abingdon: Routledge.

Thurston, A. (2013). Learning Together in Mathematics . Retrieved from
https://pure.qub.ac.uk/portal/files/126782702/LT_Mathematics PackVQUB.pdf

148


http://www.cls.ioe.ac.uk/library-media%5Cdocuments%5CBOURDIEU%20NetherlandsJournal.pdf
http://www.cls.ioe.ac.uk/library-media%5Cdocuments%5CBOURDIEU%20NetherlandsJournal.pdf
https://www.tes.com/articles/what-peer-tutoring
https://www.tes.com/articles/what-peer-tutoring
https://www.tes.com/news/gcse-a-levels-grade-inflation
https://educationendowmentfoundation.org.uk/pdf/generate/?u=https://educationendowmentfoundation.org.uk/pdf/toolkit/?id=140&t=Teaching%20and%20Learning%20Toolkit&e=140&s=
https://educationendowmentfoundation.org.uk/pdf/generate/?u=https://educationendowmentfoundation.org.uk/pdf/toolkit/?id=140&t=Teaching%20and%20Learning%20Toolkit&e=140&s=
https://educationendowmentfoundation.org.uk/pdf/generate/?u=https://educationendowmentfoundation.org.uk/pdf/toolkit/?id=140&t=Teaching%20and%20Learning%20Toolkit&e=140&s=
https://www.theguardian.com/education/2014/oct/15/college-tutors-teachers-ofsted-english-maths-teaching
https://www.theguardian.com/education/2014/oct/15/college-tutors-teachers-ofsted-english-maths-teaching
http://www.ucdoer.ie/index.php/Education_Theory/Constructivism_and_Social_Constructivism
http://www.ucdoer.ie/index.php/Education_Theory/Constructivism_and_Social_Constructivism
https://pure.qub.ac.uk/portal/files/126782702/LT_Mathematics_PackVQUB.pdf

Tizard, J., Schofield, W. N., & Hewison, J. (1982). Collaboration between teachers and
parents in assisting children's reading. British Journal of Educational Psychology, 52 1,1 -
15. doi:10.1111/j.2044 -8279.1982.tb02498.x.

Tooley, J., & Darby, D. (1998). Educational Research: a critique : asurvey of published
educational research: report presented to OFSTED. Retrieved from
http://webarchive.nationala rchives.gov.uk/20141124154759/http://www.ofsted.gov.uk/res
ources/educational -research -critique -tooley -report

Topping, K. J. (1992). Cooperative learning and peer tutoring: An overview. Bulletin of the
British Psychological Society, 5 , 151 -161.

Topping, K. J. (1994). Organising Peer Tutoring in Higher and Further Education . Mentoring
& Tutoring: Partnership in Learning, 2 (2), 11 -18.

Topping, K. J. (1996). The Effectiveness of Peer Tutoring in Further and Higher Education:
A Typology and Review of the Liter ature. Higher Education , 32(3), 321 -345. Retrieved from
http://www.jstor.org.libaccess.hud.ac.uk/stable/3448075

Topping, K. J. (2005). Trends in Peer Learning. Educational Psychology, 2(6), 631 -645.

Topping, K. (2015). Peer tutoring: Old method, new developments / tutoria entre iguales:
Método antiguo, nuevos avances. Infancia y Aprendizaje, 38(1),1 -29.
doi:10.1080/02103702.2014.996407

Torrance, H. (2005). Case Study. In B. Somekh & C. Lewin (Eds), Research Methods in the
Social Sciences. (pp 33 -35). London: Sage.

Tuckett, S. (2020). The number of students required to continue English and maths study is

set to surge with rising unemployment . Retrieved from

https://www.fenews.co.uk/fevoices/50155 -the -number -of-students -required -to-continue -
english -and - maths -study -is-set-to -surg e-with -rising -unemployment

Turner, C. (2018, June 18). Pupils are facing the toughest ever GCSESs, as education leaders

warn grades risk becoming a ‘lottery". The Telegraph . Retrieved from
https://www.telegraph.co.uk/education/2018/06/18/pupils -facing -toughest -ever -gcses-
education -leaders -warn -grades/

Turner, D.W. (2010). Qualitative interview design: a practical guide for novic e
researchers. The Qualitative Report  15(3), 754 #760.

Tymms, P., Merrell, C., Thurston, A., Andor, J., Topping, K., & Miller, D. (2011). Improving
attainment across a whole district: school reform through peer tutoring in a randomized
controlled trial.  School Effectiveness and School Improvement, 22 (3), 265 -289.
doi:10.1080/09243453.2011.589859.

Tyulenev, S. (2014). Translation and Society: An Introduction . Oxon: Routledge.

7]DQDNLV 0 %RXUGLHXYV 6RFLDO 5HSURGXFWLRQ 7KapitdlY DQG 7KH
in Educational Attainment: A Critical Review of Key Empirical Studies. Educate , 11 (4), 76 -

90. Retrieved from

https://pdfs.semanticscholar.org/9bf5/835c62 ecle4bl1d155¢9396f75973cd548895.pdf

UCAS. (2020). Adviser guide: Applied General and Tech Level qualifications . Retrieved from
https://www.ucas.com/file/142366/download?token=R2fL 4jzO

149


http://webarchive.nationalarchives.gov.uk/20141124154759/http:/www.ofsted.gov.uk/resources/educational-research-critique-tooley-report
http://webarchive.nationalarchives.gov.uk/20141124154759/http:/www.ofsted.gov.uk/resources/educational-research-critique-tooley-report
http://www.jstor.org.libaccess.hud.ac.uk/stable/3448075
https://www.fenews.co.uk/fevoices/50155-the-number-of-students-required-to-continue-english-and-maths-study-is-set-to-surge-with-rising-unemployment
https://www.fenews.co.uk/fevoices/50155-the-number-of-students-required-to-continue-english-and-maths-study-is-set-to-surge-with-rising-unemployment
https://www.telegraph.co.uk/education/2018/06/18/pupils-facing-toughest-ever-gcses-education-leaders-warn-grades/
https://www.telegraph.co.uk/education/2018/06/18/pupils-facing-toughest-ever-gcses-education-leaders-warn-grades/
https://pdfs.semanticscholar.org/9bf5/835c62ec1e4b1d155c9396f75973cd548895.pdf
https://www.ucas.com/file/142366/download?token=R2fL4jzO

Ullah, I., Tabassum, R., & Kaleem, M. (2018). Effects of Peer Tutoring on the Academic
Achievement of Students in the Subject of Biology at Secondary Level. Education Sciences,
112 (8),1 -11. doi:10.3390/educsci8030112.

University of Huddersfield. (2020). Defining themes and codes . Retrieved from
https://research.hud.ac.uk/research -subjects/human - health/template -
analysis/technique/themes -and-codes/

Usher, R., Bryant, I., & Johnston, R. (1997). Adult Education and the Postmodern
Challenge, Learning Beyond the Limits . London: Routledge.

Vermaas, K., & van de Wijngaert, L. (2005). Measuring Internet Behaviour: Total Time
Diary and Activity Dia  ry as Research Methods.  JITTA: Journal of Information Technology
Theory and Application, 7 (1), 121.

Vygotsky, L. S. (1978). Mind in society: The development of higher psychological processes
London: Harvard University Press.

Wacquant, L. (2008). Pierre Bo urdieu. In R. Stones (Ed.) Key Sociological Thinkers (2nd
ed.) (pp. 261 -277). London: Palgrave Macmillan.

Waddell, J. (1978).  The Waddell Report . Retrieved from
http://www.educationengland.org.uk/documents/waddell/waddell1978.htmI#201

Ward, H. (2015).  Peer tutoring is ineffective and can be detrimental, research finds
Retrieved from  https://www.tes.com/news/peer -tutoring -ineffective -and -can-be-
detrimental -research -finds

Webb, J., Schirato, T., & Danaher, G. (2002). Understanding Bourdieu . London: SAGE.

Wellington, J. J. (2000). Educational research: Contemporar y issues and practical
approaches . London: Continuum.

Wenger, E. (2007).  Communities of Practice . Cambridge: CUP.

Wenger, E., McDermott, R., & Snyder, W. M. (2002). Cultivating Communities of Practice
Boston: Harvard Business School Press.

Wheeler, S. (20 19, October 11). Digital tribes and the network nation. [Web log post].
Retrieved from  http://www.steve  -wheeler.co.uk/2019/10/digital -tribes -and -network -
nation.htm |

White, J. W., & Lowenthal, P. R. (2011). Minority college students and tacit 'codes of

power": Developing academic discourses and identities. Review of Higher Education, 34 (2),
283.

White, K. (2017).  GCSE resits: are some pupils resitting their way to failure? Retrieved from
https://www.tes.com/news/gcse -resits -are -some - pupils -resitting -their -way -failure

Whitman, N. A. (1988). Peer Teaching: To TeachistoL  earn Twice . Retrieved from
https://ffiles.eric.ed.gov/fulltext/ED305016.pdf

Wilby, P. (2016, March 29). School sixth forms: an outdated luxury . The Guardian .
Retrieved from  https://www.theguardian.com/education/2016/mar/29/school -sixth -forms -

outdated -colleges -comprehensive -education

Williams, M. (2000). Interpretivism an d generalisation.  Sociology, 34 (2), 209 -224.
doi:10.1017/S0038038500000146.

150


https://research.hud.ac.uk/research-subjects/human-health/template-analysis/technique/themes-and-codes/
https://research.hud.ac.uk/research-subjects/human-health/template-analysis/technique/themes-and-codes/
http://www.educationengland.org.uk/documents/waddell/waddell1978.html#201
https://www.tes.com/news/peer-tutoring-ineffective-and-can-be-detrimental-research-finds
https://www.tes.com/news/peer-tutoring-ineffective-and-can-be-detrimental-research-finds
http://www.steve-wheeler.co.uk/2019/10/digital-tribes-and-network-nation.html
http://www.steve-wheeler.co.uk/2019/10/digital-tribes-and-network-nation.html
https://www.tes.com/news/gcse-resits-are-some-pupils-resitting-their-way-failure
https://files.eric.ed.gov/fulltext/ED305016.pdf
https://www.theguardian.com/education/2016/mar/29/school-sixth-forms-outdated-colleges-comprehensive-education
https://www.theguardian.com/education/2016/mar/29/school-sixth-forms-outdated-colleges-comprehensive-education

Williams, M. (2016). Key Concepts in The Philosophy of Social Research . London: Sage.

Wilson, A. D., Onwuegbuzie, A. J., & Manning, L. P. (2016). Using Paired Depth Interviews
to C ollect Qualitative Data. The Qualitative Report, 21 (9), 1549 -1573. Retrieved from
http://nsuworks.nova.edu/tgr/vol21/iss9/1

Wolf, A. (2011). Review of Vocational Education . Retrieved from
https://www.education.gov.uk/publications/eOrderingDownload/The%20Wolf%20Report.pdf

Woodin, T., McCulloch, G., & Cowan, S. (2013a). Raising the participation age in h istorical
perspective: Policy learning from the past ? British Educational Research Journal, 39 4,1 -
19. doi:10.1080/01411926.2012.668871.

Woodin, T., McCulloch, G., & Cowan, S. (2013b). Secondary education and the raising of the
school -leaving age: Coming  of age? (First ed.). New York: Palgrave Macmillan US.

World Health Organization. (2016). Growing up unequal: gender and socioeconomic
GLIIHUHQFHV LQ \RXQJ SHRSOHfanK REN@WEKII@®Q G ZHOO
http://www.euro.who.int/ _data/assets/pdf file/0003/303438/HSBC -No.7 -Growing -up-
unequal -Full-Report.pdf?ua=1

Yates, L. (2004). What Does Good Educational Research Look Like? Maidenhead : OUP.

Yazan, B. (2015). Three Approaches to Case Study Methods in Education: Yin, Merriam, and
Stake. The Qualitative Report,  20(2), 134 -152. Retrieved from
http://nsuworks.nova.edu/tgr/vol20/iss2/ 12

Yin, R. K. (2014). Case Study Research  +Design and Methods (5th ed.). London: Sage.

Young, M. F. D. (2000). Rescuing the sociology of educational knowledge from the extremes
of voice discourse: Towards a new theoretical basis for the sociology of the

curriculum.  British Journal of Sociology of Education, 21(4), 523 -536.
doi:10.1080/713655366.

Zembylas, M. (2007). Emotional Capital and Education: Theoretical Insights from Bourdieu.

British Journal of Educational Studies, 55 (4), 443 -463.doi:10.1111/j.14 67-
8527.2007.00390.x.

151


http://nsuworks.nova.edu/tqr/vol21/iss9/1
https://www.education.gov.uk/publications/eOrderingDownload/The%20Wolf%20Report.pdf
http://www.euro.who.int/__data/assets/pdf_file/0003/303438/HSBC-No.7-Growing-up-unequal-Full-Report.pdf?ua=1
http://www.euro.who.int/__data/assets/pdf_file/0003/303438/HSBC-No.7-Growing-up-unequal-Full-Report.pdf?ua=1
http://nsuworks.nova.edu/tqr/vol20/iss2/12

$SSHGLFHYV

Appendix 1: Interview questions June 2017

GCSE students

1.

Tell me a little about yourself

a) :KDWITV \RXU QDPH™"

b) How old are you?

c) Where do you live?

d) Who do you live with?

e) Have any of the people you live with been to university ?

f)  Which courses are you studying at college?

Tell me about the peer tutoring programme,

a) How did you become involved in the programme?

b) What is the purpose of the programme?

¢) What do you do in the tutoring sessions? Talk me through an example of one of
the s essions.

d) What did your fellow students and parents say about you being involved?

e) What input did your tutors have?

f)  When and where did the sessions happen?

g) How many times did you meet?

h) How did you manage your time?

Tell me what was good about the peer tuto ring programme,
a) Did it help you with academic performance in your GCSE English classes?
b) Did it improve your confidence in any way?

¢) Would you recommend it to someone else?

What were the challenges of being involved in the programme?
a) Was the session log fo rm useful or not?
b) Did you ever think of giving up?

¢) How could it be improved?
Can you describe the relationship you built up with your peer tutor?

a) How were you paired up with each other?

b) Why were you paired with each other?
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6.

7.

What does the future hold for y ou?
a) Where do you see yourself in one year?

b) Where do you see yourself in 3 years?

,V WKHUH DQ\WKLQJ HOVH \RXYfG OLNH WR WHOO PH"

A Level students

1.

Tell me a little about yourself,

a) :KDWITV \RXU QDPH™"

b) How old are you?

c) Where do you live?

d) Who do you live with?

e) Have any of the people you live with been to university?

f)  Which courses are you studying at college?

Tell me about the peer tutoring programme,

a) How did you become involved in the programme?

b) What is the purpose of the programme?

¢) What do you do in the tutori ng sessions? Talk me through an example of one of
the sessions.

d) What did your fellow students and parents say about you being involved?

e) What input did your tutors have?

f)  When and where did the sessions happen?

g) How many times did you meet?

h) How did you manag e your time?

Tell me what was good about the peer tutoring programme,
a) Did it help you with academic performance in your GCSE English classes?
b) Did it improve your confidence in any way?

¢) Would you recommend it to someone else?

What were the challenges of being involved in the programme?
a) Was the session log form useful or not?
b) Did you ever think of giving up?

c) How could it be improved?

Can you describe the relationship you built up with your peer tutee?

a) How were you paired up with each other?
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b) Why were you p aired with each other?

6. What does the future hold for you?
a) Where do you see yourself in one year?

b) Where do you see yourself in 3 years?

7. ,V WKHUH DQ\WKLQJ HOVH \RXYG OLNH WR WHOO PH"

Staff
1. Tell me about yourself,
a) :KDWTTV \RXU QDPH™"
b) :KDWTV \RXU UR ¢toege™V WKH

¢) How long have you worked here?

2. What was your role in the peer tutoring project?

3. How were the students paired up?

4. What benefits have you seen by running the peer tutoring programme?
a) For the GCSE students.
b) Forthe A Level students.
c) For the staff
d) For the college.

5. What challenges have organizing and implementing the programme presented for
staff?
a) Difficulties setting it up.
b) Rooming.
c) Getting students to use the tutorial record log.

d) Timetabling

6. If you decide to take the peer tutoring scheme forwar d next year, what changes, if

any, would you make?

7. ,V WKHUH DQ\WKLQJ HOVH \RXYG OLNH WR WHOO PH"
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Appendix  2: Briefing sheet and consent Form

What is the research about?

W LV IRUOLFKHOOH :KLWHKHDGTV 'RFWRU RI (GXFDWLR&BIAVWXGLHYV
challenges involved in a peer assisted learning programme. GCSE English resit students

have a weekly tuition/revision session with an A Level student. This will take place between

February and May 2017.

Why have | been invited to take part?
We would like to hear about the experiences of students and staff participating in and

managing the peer assisted learning programme.

Do | have to take part?
No, you have been selected because the peer assisted learning programme is being piloted

at your college.

What will | do if | take part?

X Peer tutors and peer tutees will meet weekly to revise materials and topics covered
in GCSE English classes.

X The researcher will provide student participants with a progress sheet/record of
activity log, which should be upd ated after each tutoring sessions.

X Student participants will take part in a focus group interview in June, after the GCSE
English exams have been sat. There will be one for the GCSE students and one for
the A Level students.

x Staff participants will be inte rviewed on a 1:1 basis, or in a group between June and
September 2017, at a time deemed convenient for both the researcher and the

member of staff.

What are my rights?
X You can withdraw from the research at any time.
X Any information given by you will be st ored following the Data Protection Act 1988.
All information will be anonymised, so it cannot be linked back to you.
X You can have a copy of the interview transcript if you request one.
X You will have the opportunity to see the results of the study before th e submission of
WKH UHVHDUFKHUTY 'RFWRU RI (GXFDWLRQ WKHVLV

What will happen to the results of this research?
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The results will be analysed for Doctor of Education research & scholarly activity purposes

only.

Do you have any questions before you begin t he peer tutoring programme?

X You can contact michelle.whitehead@oldham.ac.uk . Tel: 0161 344 8806

X Peer tutors and tutees can also speak to college staff, as well as the researcher.
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Consent to participa te in research form

Title of research: A case study to investigate the impact of peer assisted learning on GCSE

English resit courses in a Further Education organisation.

Name and contact details of Researcher:
Michelle Whitehead, UCO, University Way, Ol dham, OL1 1BB, 0161 344 8806

I1DPH RI B3DUWLFLSD QW ««&&&&&K KKK KL L L KL LKL LLK KKK SOHDVH SULQW

1. I have read and understand the briefing guide provided for the above named study
and have had the opportunity to ask questions.

2. lunderstand that participation is voluntary and | have the right to withdraw at any
time.

3. | agree to take part in the above study.

4. | agree to keep a progress log/record during the study and submit this to the
researcher for analysis.

5. | agree to the interview/focus group being audio record ed.

6. | agree to anonymised use of quotes for research and scholarly activity purposes.

LSRG CER GO (O GO GO G (R GO (R COE GO (O (O (O GO G (R GO (O COR SO (O (¢ KKK KL

Participant signature Date
LUK K KK KL KKK KKK

Researcher signature Date
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Appendix 3:

Interview questions December 2017

Follow up research questions 6.12.17

1.

a.

Tell me a little about yourself,
:KDWTV \RXU QDPH™"
How old are you?

Which courses a re you now studying at college?

Have you stayed in contact with anyone else involved in the peer tutoring

programme?

How did you feel when the GCSE results came out?

What impact, if any, have those results had on your studies in this current

academic ye ar?

,IYH GUDZQ VHYHUDO WKHPHV IURP WKH LQWHUYLHZV , GLG LQ
confidence, control/power, validity/hierarchy of qualifications,

functional friendships DQG ,YG OLNH WR H[SORUH WKHP E\ FRQGXFW
interview in a less formal way and asking you thi nk about the programme and

imagine you are in charge of planning it. What would it look like? You can use

the paper and pens to draw it out if you like.

$VN DERXW WKHLU SHUFHSWLRQV RI P\ WKHPHYV LI WKH\ GRQTW FRPH RX\

t
t
t
t

Confidence
control/power,
validity/hierarchy of qualifications

functional friendships
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Appendix 4:

GCSE .
| Engllsh Learning for

Overview of peer learning study at NWC PowerPoint

Peer Assisted

Students

What is Peer Assisted

Learning (PAL) ¢

= PAL stands for Peer Assisted Learning
and is a way of revising what has been
studied in GCSE English classes.

= |fs purpose is to support the learning
experience through collaborative
discussion/revision and involves AS Level
students working with GCSE sfudents
once a week. A d

= |t's students supporting | A
Students.
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How Does It Operate?

' = The content of the peer tutoring study sessions will be set
[ by the GCSE tutors.

= |t's about revision and discussion, not being told the
answers.

= |t's an active process and involves learning by doing.
/= |t's a safe place to talk about learning needs.

= |t's not a replacement for attending classes - it is there to
back them up.

Writing to Persuade
= |t's informal, friendly and supportive. DAFORREST

How PAL Operates (cont’'d)

» Embedded: sessions are timetabled outside classes and
run weekly

= Supports learning: emphasis on 1:1/1:2 and co-operative
learning

= Supplemental to teaching: subject content drawn from
existing class materials ( notes, workbooks, textbooks, efc.)

english
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5 Intfended Outcomes of PAL

PAL intends to help GCSE students:
adjust to the demands of resitting GCSE English
acquire a clearer view of subjects and texts covered in class

develop their independent learning and study skills to meet

/ 3 .
requirements of the curriculum

enhance their understanding of the subject matter of their

course through collaborative discussion

prepare better for assessed work and examinations

1,2,3,4,5

Most current PAL research is conducted in
universities. A student study in Bournemouth found:

= 41% said PAL helped develop their study & learning skills

= 66% said PAL helped their understanding of the subject
matter of their course through group discussions

= 77% said PAL helped them prepare better for examinations
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Qualities of a Peer Tutor

Calm Approachable Fagieasive

Logical Passionate Knowledgeable
Role medel ENTHUSIASTIC Leader
Reliable Mentor Efficient

Patient
SRR FACILITATOR FL

= Competent performance in their GCSE studies -grade B or
above.

= Empathy with the student experience (especially having
recently sat the GCSE English exam).

= An interest in people and how they learn.
= Good communication, listening and interpersonal skills.

= Good self organisational skills.
= Ability to model and demonstrate good study habits.

= Possession of other qualities such as reliability, credibility,
commitment, honesty and approachability.

= Offer weekly peer tutoring sessions from February to May.

= Make students aware that the sessions are a supplement to
lessons and not a replacement.

= Demonstrate good study habits and learning strategies to
students attending the sessions.

= Attend the PAL training.
= Maintain regular contact with the GCSE tutor.

= Take part in a focus group to discuss experiences of the
peer learning programme, after it has finished.

= Complete weekly records of what you have covered, using
the record/logbook provided.

= Maintain a professional attitude on issues such as
confidentiality.
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Training
= Peer tutors benefit from a training session to prepare them
| for their role.

= This fraining session takes place over one day in January.

= |n addition, peer tutors also receive on-going guidance to
help them to develop strategies to strengthen interpersonal
skills.

4 = Self-esteem, learning confidence and active listening.

= Voice and body language for personal impact.

= The skills and experience gained as part of the fraining and
the role itself are valuable and fransferrable to a wide range

of careers.
c)aj EJLJ}%’ =
( [ KIE/IE)K

Benefits for peer tutors

= Receive valuable fraining, focusing on personal skills
« such as leadership, teamwork, interpersonal
| communication, facilitation and coaching skills

= |ncrease your confidence, especially in situations
when teamwork is required to attain a goal

= Gain valuable experience to enhance your
CV/personal statement

= Be able to share your subject knowledge

= Enhance your employability

Ry

= [/ i
-’ >

Y
@)
& =
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Benefits for peer tutees

Opportunity to revise the subjects covered in class.
Improve your confidence about GCSE English.

Talk to someone who has recently achieved their own
GCSE qualification.

Develop independent learning skills.

Improve your speaking and listening skills.
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Appendix 5: A Level peer tutor training P owerPoint

ER
UTORING

® s
Objectives
* Analyse your own perceptions of peer tutoring
* Begin planning how to structure peer study session
* Explore potential problems and how to deal with them
2 S
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Starter activity

* How would you define peer tutoring?
Why did you decide to get involved in the peer assisted learning programme?

* What personal goals do you hope to achieve?

Peer tutoring

* Peer tutoring is characterized by specific role-taking : one person has the role
of tutor and the other (s) has the role of tutee. (Topping & Ehly, 1998).

) It is linked to social constructivist theory where learning occurs due to
e ‘collaboration with more capable peers’ (Vygotsky, 1978, p. 86).

_ Tutoring
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2 ®
What skills do I need?
Empathise with the students and their circumstances — you recently sat your
S OT T . TWILLNOT,
GCSE I,',nghsh. SROOMEEED YOU!
Be a facilitator not a spoon-feeder!
Good time keeping and organisation.
Be a role model — what study and revisions techniques do you use?
Demonstrate a positive attitude to studying.
Use technical language related to English studies — simile and metaphor etc.

o) ®
® 3
How could I structure a 1 hour session?

Introduction, set positive tone (2 mins)
Ask GCSE student to summarise what they covered in class this week — what do
they already know about this week’s topic? (5 mins)
Set a goal/objective for this week’s session — do this collaboratively as you will
need to help. Write the goal (s) down in the session log. (5 mins)
Go over the content needed to meet the goal — mind maps, note-making,
discussion, class notes, GCSE Bitesize. (35-40 mins)
Get GCSE student to summarise what they have learned and record on the
session log. Did they meet the goal (s)? (5 - 10 mins)
° ®
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® ®
Non-verbal communication and active listening
* Studies say that between 60%-90% of communication is non-verbal, so be aware of
this during your sessions.
* Be positive (smile!) i v
* Make eye contact hre 50U "3{("”"19’ )
* Don’t interrupt (N
*  Sit next to, not across from each other
* Observe personal space and don’t sit too close/far away — ask if you're not sure!
® ®
® ®
Scenarios for discussion — how would you deal
with them?
| The GCSE student is very shy and you are having trouble getting them to
talk freely.
', The GCSE student is distracted by messages on their mobile phone.
' You don’t feel confident about the topic they want to cover in today’s
session. ‘
I. The GCSE student doesn’t know the answer to any of your
questions/keeps answering incorrectly.
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®
Scenario suggestions
. Take a step back and make time to build a rapport before moving on to
study.
. Make a point of putting your phone on silent at thee start of the session,
put it in your bag and ask them to do the same.
' Research the topic together or suggest you come back to it next week and
do something else today.
Have you asked the question clearly enough? Let them tell you what they
don’t understand and above all else, don’t get frustrated!
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Appendix 6:  GCSE peer tutee training P owerPoint

Peer Tutee Training
Session
GCSE English

(&}

a
—
Objectives
* Discuss your own perceptions of peer learning
* Begin planning how to set goals in a peer study session
o

¢

&
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©

(9

t\

©

Starter activity

How can the peer assisted learning programme benefit your GCSE studies?

What personal goals do vou hope to achieve? :
I g ) I DECIEC

i leasuraple

&f—‘\g tfainable

eqlistic
r’ ine-bound

-.{a

SoTereeT GOALS

-
<
Setting a goal for persuasive writing
Source text: volunteering in the local community for Help the Homeless.
Your goal for a session could be to write example sentences for AFOREST
e A — alliteration, anecdotes
* F — forceful phrases, facts
* O — opinions
* R — repetition, rhetorical questions,
reader focus (personal pronouns),
reliable source
* E — exaggeration, emotive language,
examples
e S — statistics, shock tactics, structure
* T - threes o
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o

1@

Setting a goal for PEE

* Find 5 quotes from this week’s lesson and write PEE sentences for each one.

- Try and provide three supporting ideas in your paragraph.

- For each supporting idea follow this model:

M E.E.

- POINT - EXAMPLE - EXPLAIN

Write your point, Provide your evidence, Explain how this evidence
proves your point,

NOTE: Not every supporting idea can be explained entirely in one
sentence, you could need two or three.

o

{e

T ot " RTINSy iatas ca — = e cor e

Peer tutoring

* Peer tutoring is characterized by specific role-taking : one person has the role
of tutor and the other (s) has the role of tutee. (Topping & Ehly, 1998).

* Unlike mentoring, which is usually more about personal and social guidance,
it is concerned with subject specific content — in this case GCSE English.

1o
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e

What skills do I need?

Be yourself — you’re working together with a peer who has recently passed
their own GCSE English.

The sessions are guided by what you want to revise from your GCSE English
classes — be active and set your own goals for each session!

1
T
i Ill

Be prepared — good time keeping and organisation.

Demonstrate a positive attitude to studying,

“P.'é"&iu:msm‘
POSITIVE

creativity
TARKNG

o

<+ Go over the content needed to meet the goal — mind maps, note-making, discussion, class

How will the 1 hour session be structured?

Introduction — a quick 2 min catch up.

Summarise what you covered in class this week — what do you know about this week’s
topic? (5 mins)

Set a goal/objective for this week’s session — do this together as you will need to help.
Write the goal (s) down in the session log. (5 mins)

notes, GCSE Bitesize, build up to writing short paragraphs. (35-40 mins)

Summarise what you've learned and record on the session log. Did you meet the goal (s)?
(5 - 10 mins)

’ o
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©

©

Getting the most out of the session

Don’t be shy — get to know your peer tutor as quickly as possible!
Put your mobile phone on silent if you think it will distract you.

Think about what topics YOU want to cover — it’s your session and your
choice.

¢

o
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Appendix  7: Active listening techniques

Paraphrasing:

t , WKLQN ZKDW \RXYfUH VD\LQJ LV WKDW«
t 6R LQ RWKHU ZRUGV GR \RX WKLQN«"
t Ok, if | understand correctly, \RX WKLQN WKDW «

Ways of getting a response:

¥ 7KLV LV ZKDW«VD\V ZKDW GR \RX WKLQN"
¥ :KDW DUH \RXU WKRXJKWV DERXW «"
¥ 'R \RX DJUHH RU GLVDJUHH ZLWK«"

Steering in the right direction:

1 , VHH ZKDW \RX PHDQ EXW PD\EH ZH FRXOG WU\«
s Ok, I understand your point but ZH PLIJKW WKLQN DERXW«
¥ Shall we see if this idea works?

175



Appendix 8: GCSE peer tutoring session log

GCSE peer tutoring session log

Date and time of se  ssion:

Tutor name:

(template)

Tutee name:

Summary of what was

covered in GCSE class:

*RDO V IRU WRGD\TV V

Tutor comments:

Tutee comments:

What do you want to

revise/cover today?

Which strategies did you use?

E.g. mind m aps, GCSE Bitesize

1. +DYH WRGD\TV JRD(

met?

2. How do you know this?

1. How confident do you feel
about what you have

covered today?

2. What else do you need to
GR WR UHYLVH WRG

further?
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Appendix 9:

GCSE peer tutoring session log

(completed)

GCSE peer tutoring session log Tutor name:  Paige Tutee name: Chloe
Date and time of session: 18 April 10.30 -11-30
Summary of what was *RDO V IRU WRGD\TV V Tutor comments: Tutee comments:

covered in GCSE class:

What do we mean by

synthesizing two texts

What do you want to

revise/cover today?

| want to look at two texts
and try to find ideas that link

them

1. Find links between 2 texts

that are not obvious

Which strategies did you use?
E.g. mind maps, GCSE Bitesize
Highlighting in each text any
words or phrases they have in

common.

Summarizing each text and then
bringing them together
To look for similarities and

differences

3. +DYH WRGD\TV JRD(

met?

| believe so .

4. How do you know this?

Hannah was able to isolate
common themes in the two texts

with minimum help

3. How confident do you feel
about what you have

covered today?

Feeling more confident
4. What else do you need to

GR WR UHYLVH WRG

further?

I need to look at more texts .
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Appendix 10: Coding records
10.08.19

Code/theme GCSE AlLev Staff GCSE/A
Humour/laughter X X

Peer learning X X

Research itself X

Family X X X
Qualifications X X XX
Agency/lack of X X X
Power/student control X XX XXX
Time/of sessions/ consuming X XX XXXX
Value X X

Educational capital X X
Self-doubt X

Study environment/rooms X X X X
Timetables X X XX
Confidence X X X

Respect X

Recommendations X

GCSE experts X

Understand own learning X

Life skills X X
College courses X

Traits/attributes X X X
Hierarchy of quals X XX
Confusion X

Employment/professions X X

Qual difficulty X X

Maths X

Motivation X X

Relationships X X XX
Structure of peer session X X X

University X

Arabic X

Tutors X

Purpose X

Communication/interaction with peers X X X
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Good GCSE grades

Spelling

Activities outside college

Teaching X
Independence

Initial meetings

Revision plan

Subject knowledge

Friends hip X XX
Prior knowledge/experience/transfer X
Stress

Near age learning X
Session log X

Different realities

Tutor different subjects

Contact outside session

Training need X

Personality match/pairings XX X
Pressure = self/parents

Tradition/culture X

Family burden/responsibilities

Finances

Parent control

Career choices X
Roles/support X

Facilitation X

Nurture X

Character X

Logistics X
Convenience X

Gender X

Organic process X

Personal growth X

New specification X

Leadership X

Autonomy X

Credibility X
Socialisation X
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Reflection

Research/scheme criteria/set up XX
Failure

Networks

Benefits X
Enri chment

Narrative

Responsibility X
Boundaries

Social media X
Feelings X
Impact X
Progression X
Personal statement X
Intimidated XX
Planning X
Commitment X
Concentration X
Range of peer tutors X
Differentiation X
Revision X
Maturity X
Deadlines X
Academic X
Degree X
Theory/course content X
Assessment X
Perceptions of A levs/BTEC XX
Influence of school teachers XX
Positivity X
Top set/lower set X
Get to know each other X

180




18.08.19

Code/theme GCSE A Lev Staff GCSE/A
Peer learning X X

Near age learning X X
Research itself X

Research/scheme, criteria/set up X XX
Recommendations X

Value (of project) X X

Family X X X

Family burden/responsibilities X

Pressure self/parents X

Parent control X

Qualifications X X XX
Hierarchy of qualifications X XX
Qual difficulty X X

Perceptions of A levs/BTEC XX
Educational capital X X
GCSE Maths X

Good GCSE grades X

Power/student control X XX XXX
Autonomy X

Agency/lack of X X X

Time/of sessions/consuming X XX XXXX
Timetables X X XX
Logistics X

Study environment/rooms X X X X
Session log X X X

Structure of peer session X X X

Self-doubt X

Confusion X

Stress X

Failure X

Intimidated XX
Confidence X X X

Personal growth X

GCSE experts X

Subject knowledge X
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Prior knowledge/experience/transfer

Und erstand own learning

Life skills

Reflection

College courses

Employment/professions

Career choices

Motivation

Relationships

XX

University

Degree

Personal statement

Tutors

Purpos e

Communication/interaction with peers

Get to know each other

Friendship

XX

Activities outside college

Arabic

Teaching

Differentiation

Independence

Initial meetings

Different realities

Tutor different subjects

Range of peer tutors

Contact outside session

Boundaries

Training need

Personality match/pairings

Character

Gender

Tradition/culture

Finances

Roles/support

Facilitation

Nurture

Convenience
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Organic process

New specification

Leadership

Credibility

Responsibility

Socialisation

Social media X
Networks

Benefits X
Enrichment

Narr ative

Feelings X
Impact X
Progression X
Planning X
Revision X
Deadlines X
Revision plan

Commitment X
Concentration X
Maturity X
Positivity X
Traits/attributes X
Respect

Academic X
Theory/course content X
Assessment X
Influence of school teachers XX
Top set/lower set X
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Next part of the process was to look at each initial code and see if | can match it up with
others.

Continue grouping codes together

27.09.1 9
Code/theme GCSE A Lev Staff GCSE/A
Peer learning X X
Near age learning X X
Research itself X
Research/scheme, criteria/set up X XX
Recommendations X
Value (of project) X X
Family X X X
Family burden/responsibilities X
Pressure self/parents X
Parent control X
Qualifications X X XX
Hierarchy of qualifications X XX
Qual difficulty X X
Perceptions of A levs/BTEC XX
Educational capital X X
GCSE Maths X
Good GCSE grades X
Powe r/student control X XX XXX
Autonomy X
Agency/lack of X X X
Time/of sessions/consuming X XX XXXX
Timetables X X XX
Logistics X
Study environment/rooms X X X X
Session log X X X
Structure of peer session X X X
Self-doubt X
Confusion X
Stress X
Failure X
Intimidated XX
Confidence X X X
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Personal growth

GCSE experts

Subject knowledge

Prior knowledge/experience/transfer

Understand own learning

Life skills

Reflection

College courses

Employment/professions

Career choices

Motivation

Relationships

XX

University

Degree

Personal statement

Tutors

Purpose

Communication/interaction w ith peers

Get to know each other

Friendship

XX

Activities outside college

Arabic

Teaching

Differentiation

Independence

Initial meetings

Different realities

Tutor different subjects

Range of peer tutors

Contact outside session

Boundaries

Training need

Personality match/pairings

Character

Gender

Tradition/culture

Finances

Roles/support
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Facilitation

Nurture

Convenience

Organic process

New specification

Leadership

Credibility

Responsibility

Socialisation

Social media X
Networks

Benefits X
Enrichment

Narrative

Feelings X
Impact X
Progression X
Planning X
Revision X
Deadlines X
Revision plan

Commitment X
Concentration X
Maturity X
Positivity X
Traits/attributes X
Respect

Academic X
Theory/course content X
Assessment X
Influence of school teachers XX
Top set/lower set X

Continue grouping codes together
Possible Main  Themes :

1. Latent and manifest power

2. Social structures (e.g. family, school and college)

3. Functional friendships
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4. Perceptions of succes s and failure
5. Academic vs non -academic identity

6. The logistics of peer tutoring sessions
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16.10.19

Latent and manifest power

Power/student control

Autonomy

Agencyl/lack of

Parent control

Contact outside session

Boundaries

Social structures

Family

Family burden/responsibilities

Pressure self/parents

Parent control

Tradition/culture

Gender

Functional friendships

GCSE experts

Subject knowledge

Prior knowledge/experience/transfer

Communication/interaction with peers

Get to know each other

Friendship

Contact outside session

Boundaries

Peer learning

Near age learning

Perceptions of success and failure

Self -doubt

Confusion

Stress

Failure

Intimidated

Confidence

Personal growth
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Pressure self/parents

Academic vs non -academic identit

Qualifications

Hierarchy of qualifications

Qual difficulty

Perceptions of A levs/BTEC

Educational capital

GCSE Maths

Good GCSE grades

New specification

University

Degree

Personal statement

Influence of school teachers

Top set/lower set

The logistics of peer tutoring sessions

Planning

Revision

Deadlines

Revision plan

Time/of sessions/consuming

Timetables

Logistics

Study environment/rooms

Session log

Structure of peer session

Peer learning

Near age learning

Initial meetings

Differ ent realities

Tutor different subjects

Range of peer tutors
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27.03.20

Final themes

Failure and success

Self -doubt

Confusion

Pressure self/parents

Confidence

Personal growth

Academic vs non -academic identity

Hierarchy of qualifications

Perception s of A levs/BTEC

Educational capital

Top set/lower set

New specification

University degree/Personal statement

Influence of school teachers

Structures

Family

Social

Power

Functional friendships

Tradition/culture

Agency
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Appendix 11 : GCSE & AL evel transcript 7.12.17
GCSe > BLES fouows

@Band (@ TRANSCRIPTION. ’ «v”a
% <

Ry

MW: Obviously, | know who you are because | invited you back here- but can you for the purposes

of this tape and for the fact that it'll be transcribed afterwards, just say who you are, how old you

=
are and for now which courses you are studying at the college... yf>
Q\\/V) ‘ Okay. I'm EFEEUENENRY: '™ 17 and doing A-Level Psychology, History and English Literature.
) S
S@ @: 'm GRS, '™ 17 and doing Childcare (Level 3). (o AN
PR 2
U~

MW: | remember you were going for that from the last interview. Okay, so a few, erm, specific

questions- they might not seem as targeted as last time, but that is because I've already got quite a

bit of information from you. It really is just following up on a few things that | pulled out of it. So first

of all, | was just wondering if you'd stayed in contact with anybody from the peer mentoring scheme,

the peer tutoring scheme. Are you still in touch with anybody from say the GCSE side and/or the A- (\79)))

Level side? S‘ JP\':.
‘ In class, who you were with in class...? <’-’/‘ \&J

v \P,\ MW: Just in any way shape or form. Anyone who was involved in the peer tutoring project, are you

/KJ\;C(‘L still in touch with them. It could be in class- do you still see them, is what I'm really getting at?

' Yeah, | speak to a few people from my class and they were involved in it, but with different

5 —
N4 |
v peop'el JEw ‘x{ ({-kt"t»‘\k e,?_,'dd’ \f\/\)(c(> 5
;
Al N
2 %VL ,Q\‘:\
MW: Okay, do you mind telling me who you’re still in touch with and in what context? 5
N
(\06'\9 ol e Teoced
@: Like, I'll speak to them every now and again, through message- | don’t necessarily meet up with
Sy N \asoe oS
them, but over message | speak to them a few times. A Wd)\ AT Box T S Y Xag
MW: Is that because before you were obviously on the same GCSE programme, but now... s akesiYS
Gese B
@: We're doing separate courses, yeah. NETT iy
A3 e
MW: Yeah, you've moved on to different courses. Okay, what about you, Ejjil? “ Cr_.wsrss
QQ ‘. I’'m not particularly, no- I'm not sure where the other mentors went. But, no, | don’t really keep
in contact witt_\- anymore. We still have each other on Snapchat, but we don’t really speak.
e —————

3 adany A NSO e Se c@ ok = welnen <
C\N«L)dwu} Q;\EJ\V\JS\MQ 1 #

s
— DU SO | D >
ConC oA e DG —d O
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MW: Until now! Right, okay. Did ssiigiile- she was going to go on to the course, wasn’t she? Well,

. N (;
L she was going to work... S Wy >
~ W: Yeah, she wanted to do a course in like, whatesor something- but is now doing Health and
7 ~ C K s e S
> Social Care (Level 3). CO \_)\\(g_gk, & ‘ - Quzrrat
7 ' C ‘;\,\k R
'/J MW: Is she? Right, so a similar course to you? | did wonder because she’d had a few options, hadn’t

¥

she? Okay. Again, to both of you- but maybe a little bit more to you, {ili® because | do know

.
&
g what the GCSE results were. Congratulations! ’ (X'NN,J-A
T N \ =
: Thank you. : ¢ R
- WD e

MW: How did you feel when the GCSE results came out? &, («{_\\’J’ .

@ | was just really happy that | passed my English that was my main one. \)\ \ Lf_:\k‘é\ w2 C \r\,\[
MW: Cause you got a Level 5, didn’t you? That’s the high sco’ah they were saying that a Level 4 was

&7 what you needed to get onto the course- but you actually got a Level 5. So, very well done. How did

)~
;) you feel when you heard that the results had come out and that people you'd been working with
N

" N 5
i3 had achieved? C Qvcodoo—aX Cu\@;:&' U~—4\
ng// @ | felt really happy for her, because like, | remember getting my GCSE results and getting the
it e
grade you wanted was a good feeling. | knew she wanted to progress on go childcare, so | was just %
' L U e S S NC WS N
really happy for her. E«)C\,\.s\.;v\ C) o™ gy
i
MW: So, GCSE results day was a really good day? C"""é\"” e
£
2\
@: Yeah. <
\&_/

‘ILJ MW: | got the results of everybody who’d been involved at various points and know that some were/.Q_{FJ

O more successful than others, did you speak to anyone else who was involved? {x&

£ -

C ‘ Yeah, | spoke to a few people- one of my friends didn’t get her(Mathsyerm, but (IR got
U hers, which was good. ; o s <y

‘ t MW: Yeah, because you’d done- even though when we first started it had been provisionally just

English, you said that you’d done bits of all sorts of things, because you felt that you’d got the
-l ™ . — o (

; Nea MaomGecdd A oo oSy g w\ec\
expertise... \'\Ml\ 9= N . X .
e s oo\ NS s AN T
\J\;Nﬂx - NG

Sl ?\...\

2
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@ Yeah, we went over Science as well, didn’t we? Science was another one that we did. Erm and |
know a different mentor did Maths. Erm, so it ranged...
< MW: Yeah. So overall, although it started off as the English, you’d found your own way into doing
Q{&J different things, that’s good. | was really pleased when ‘ent the results through, well done all
N\ of you really. What impact (if any) coming firstly to you, (iiiQ», have those results had on your

studies this academic year then? So getting the GCSE results that you did, what impact would you

& $ —
OO ok C\C ST ool R AN
y say that that’s had on your education? \ \*G \ . \ . -
~ A IL C NN o CAN

,Q‘-&‘ } @ Well, it's made me able to progress onto the course | want to do. Which has made me a step
Q 47._’\(“ closer to what | want to do for a career, err, so it's massively helped me just get onto what course |
Q- b
AN ( a5 )
5 want to do rea||Y. C?\{“\Zy/ {\\&T\DW \/'\D-—k/(u\l.&\
1]
N MW: [s your career still the same? . e &
P .
@ Yeah. \»J’*"\ b
PLCS—’\U
MW: Go on, explain again, what’s your career goal... f\‘.\'d‘-“'\\)x
@: | want to be a primary school teacher. /‘\(\Q(& L

MW: Just double-checking that it hadn’t changed in the last five months or so. It might sound a bit
strange asking you this, but | do still want to ask you, {0, if knowing that the results were

f
1l ;,(’/ good- if it’s had any impact on you educationally, or maybe even if being involved in the project... did
X g U

(O

-

N 7} you do AS Levels? Or did you not do them? Some colleges still do AS Levels as a benchmark, even

.

N2 ,,,Vua”'
\ e
e s Chet

‘ Yeah, we did do the AS Levels. Erm, it made me realise that | do actually want to go into A

though | know you’re on the new system. Did you do that here?

& \\L\\\LA}-‘?Q (SR ~\€» \l\uu-—}\\: \LXQ(QM\,& \J\\;\L
_ \9 teaching. So it is making me work harder to get the grades | need for unlver5|ty, erm, it helped me
% 'ZK \0\: < M M \)\)(‘\I\K«S \Qx C)\®
/6“ manage time better- we’ve just finished our personal statements and managing those alongside
N

f OS8O A - S TATEN N
wle d o W bheeda %
MW: Did you on your personal statement, did you mention being involved in the programme?

@D did, yeah. (S0 O sk
2 2

studies is stressful to get them done.

£

s s X8 Wy BREX o\
SAASL SX A
&)«Mz w*&”\ gl ~ <o -V

o \,'Q_,\\‘}—)s( »‘ o~ rgck,.smb\ e VEOWNR o S RN \\
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chww\n«\&, </% N\)\LS\\I\\-NX\ \O‘QN—P& o ANles

MW: Yeah, because that was one of the other things that we said was that the programme needed

to benefit people mutually. So something tends to work if both parties get something from it. Okay,

%
/(JA\ so you were able to use it in your personal statement. One of the other problems that people will
>
xR
“\3(} i sometlmgsay is that being involved in something like this, for the A-Level student could take away
o RS\ ; A1
from your own studies, thinking about the amount of time that you have to put in. ’(ui*"g";t@gd\
Cor’ (’QT
. Potentially. But realistically, we did it in form time- and it coincided with your form time, didn’t
& A = N Les s Gy b U V&

5

AR™

it- and realistically the amount of work we get done during form time wasn’t a lot. Especially if you
Ow & Aeeardd bl woe SNEE

didn’t have course work to do, which we didn’t. So it didn’t take away from any of my revision time,

so it was okay. i
' \;3)\)\\4 oo \ \1\\30\/\0\ Se gw\&/?? P\C\&\N‘.
MW: Right, okay, no problem. Now there the main set initial questions that | had and | just wanted
O Qa
to share with you some of the themes and the main ideas, when I've analysed all the transcripts. C
L Eg

& Themes that have come through- without sounding patronising, are you both okay when | talk aboutwv_:/\c)

themes? You know what I’'m getting at, sorry | just wanted to make sure that | wasn’t rambling at Q\,-&N

(CRADE DT ,_;,_w-'c\
you. Err, the themes that came out were: confidence, whether that was confidence in yourself as a
person or in your academic abilities, or a bit of both. Control was another one, now control- yo‘:gw\’ -
weren't using the word control, but thinking about who did what and when and who said you’d be

PO = @~

doing what and when. So that’s where the control or even power is one of the themes that comes

out there. Something else that came through quite strongly from the interviews were a hierarchy of

W\ SROAUN 0F Quaud L CAVTLOwS

qualifications that you thought about various kinds of qualifications, such as GCSE’s, such as BTEC’s
and such as A-Levels. That came through very strongly as well and another thing that came through

was thinking about the actual process of peer tutoring or mentoring and those relationships that a

COX TG RAL CASNNDSY

mentor and a mentee have. | came up with a term, called ‘functional friendships’, some of the things

Aaflerud froun vonla o bR e\ !
you said had elements that would fall under a friendship category. As you were talking about things

At
T

like saying that you distinguished between the peer tutor and an ordinary teacher and how it was
beneficial to have a peer tutor and in distinguishing between that and a teacher- a formal teacher-

some of the elements of it were more like a peer friendship. But then there were other elements of
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Ao T TRELE Te De ATTON . .
FOLNCTU o NA

it that made it very functional, that you were both there to do a job. So I've invented that term

‘functional friendships’, so it might crop up in my thesis quite a lot, because at this stage | am still

~
’_/ looking at everything, doing the research in even more detail, before | go away and write it up. So, |
g ~ want to draw on those themes- I've told you about them now, just so you know that’s where I'm
J 6 going to be going. They're the sort of things I’'m looking for, from other conversations- but what |
A
) ? also wanted to do was to ask you both, if you were in charge- if this programme was to run again
ﬁ’) j and basically‘ (you know, who's the director) and - (who you know quite well) had said
5 ol actually you're going to put this scheme together, because you're the experts and you’re in charge k \“\-)L\
-3
o O A%
4 E LY
of it. I'd like to know how you, if you two were given that job, how you would organise it- what m}x
- 3
j 0 would it look like to make it successful? | have got blank paper in case you’re the sort of people who
.1//
’2 P need to write things down or make a diagram- but you don’t have to, you can just talk if you want
é U/, to? | just want you two to almost decide together what it would look like, so imagine you're setting
\; 'y up a peer tutoring scheme, perhaps to start next September- because | know that was a thing that
% % both parties had said, that you would have it up and running from September. But if you had to
'J imagine that you're consultants or that you are going to run it next year, I'd like you two to tell me
what it would look like and how it would be organised? | know it’s a challenging question, but...
‘ Erm, the criteria that we obviously met to be picked for it, would we use that? The key thing is-
making sure that you can build a friendship. (>‘ \Of:"‘& . G‘\L\ a\j\\,\\)\
el s ~
CRUESOS
MW: Can you talk through that criteria again? Just remind us what the criteria was, if you were going
to stick to it- imagine | don’t know anything about it, yeah? Tell me what this would look like?
RALFR o SANT Goo VO e
S ‘ Erm. | feel like it’s better to know the person a little bit, before you start working with them- do
Y

,\0\;‘;) you know what | mean, to get to know them, before you start working with them? | don’t know,

Ol SE X AN Trmuate

o . from my point of view it can feel a little intimidating, in a way- because I've not got it and they do. It
/\\’\ o~ —_—
QOO/CV <¢ didn’t feel like that, but it could feel like that, potentially. So if you know them a bit better and
‘ R
i
7 , . i " . :
a3 you’re friends almost, it’s a bit easier to do the work. i ~\ :
e, sy et G
AT Y e
\:fb/< D C‘)\E\)’\'\O S
\r')" ﬁ)\ E~X TG NP 5
K o T
E O DAL
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NGNSV 2 NE\ NS e \?/“‘& NN

‘When we were first getting paired together, | got told previously that you were hard working

ps——————

and that you wanted to get the grades and you were willing to put in all the work. That helped and I
(JS CcoeA AT o) T
Q\\ guess that’s part of the criteria, that you're actually willing to work hard and put in the work and

d(\‘)’o/ then from my side it would be that | do have a degree of understanding. You know, | got it and | have

& /< W HaTe S sevdh CT p\'\‘tSCQQ’ P CIVE'SNAN

)
the attributes needed to pass on that knowledge to someone else.

o S ‘ = i (C\.’\&V.'\\cz\.&l'i"j

MW: What would those attributes be? When you say you've got the attributes to pass that on, what

ﬁ/doyouthinktheyare? P ‘\‘\»Q,\_‘\r\ CVENIEN AN ck&.&,\v.’/ \3

A

j o
W Q"){ [/‘ I'd like to think I'm friendly, erm, good communication, being able to build up a good rapport.

oS CRANONNY o AV A T (v, &SNPC T

MW: Yeah, because they’re very inter-personal skills, aren’t they? So, can you remember what the
criteria was- because there was an initial criteria that you should have had a certain grade for your

GCSE and you should have had a certain grade for A-Level. Can you remember what they were and

would you stick to them?

MUNLETLeN - @alicos
@ What do you mean, to get onto the courses? Cemt ®»T L {

MW: No, in order to be part of this scheme- can you remember what...

@ Were you told? /‘/’Q”l \_,Q_,"Q)\K sk X g)\\/_a.»'\-\ 6 W = e

e QAR i
@ wasn't told. e 'QC»NJ\ X AN \ Ls¥
’JD&V g
'I was approached by giie... - s o Q’M

‘ Yeah, that was one of the things, was communication- | said last time, there wasn’t much
Lo ey Commtaas=iiCa I or ol nolR oA oS
communication about it. So, yeah, that was one of the things we weren’t told about

e d At o TR o Corwn, e
‘I got asked if | wanted to do it. | said yes. We all got invited to that meeting thing and then it was

like ‘right, we’ll let you know who you’re paired with’ in a couple of weeks- and then two weeks
later, | met\ QD ¢ ?\\Q\\‘C)L\S

MW: Because initially, so the research had validity and | could have a starting point, what I'd said is
we’re looking for people who'd got a ‘D’ at GCSE, knowing that it was bumping you up just that little
bit. What we’d also said was that for the peer tutor to have a minimum of a ‘B’ at GCSE, sometimes

you can get a ‘C’ and you may have just scraped through. It’s still a ‘C’ but we knew that, or rather |

\ LX A g w. gy SN

196



197



198



199



200



201



202



203



204



205



206



207



208



209



210



211



212



