THE UNIVERSITY
of EDINBURGH

This thesis has been submitted in fulfilment of the requirements for a

postgraduate degree (e. g. PhD, MPhil, DClinPsychol) at the University of

Edinburgh. Please note the following terms and conditions of use:

This work is protected by copyright and other intellectual property rights,
which are retained by the thesis author, unless otherwise stated.

A copy can be downloaded for personal non-commercial research or
study, without prior permission or charge.

This thesis cannot be reproduced or quoted extensively from without
first obtaining permission in writing from the author.

The content must not be changed in any way or sold commercially in
any format or medium without the formal permission of the author.
When referring to this work, full bibliographic details including the

author, title, awarding institution and date of the thesis must be given.



Making the Third Mission possible: Investigating academic staff experiences

of Community-engaged Learning

Anthea Lei Yuen Coleman-Chan

Doctorate of Education (EdD)
The University of Edinburgh

2023






Abstract and Lay Summary

Abstract

Community-engaged Learning (CEL) is an intentional and structured pedagogical
approach, which links learning objectives with community needs. Most of the existing
literature is centred on Service-learning practice in the United States. To date, there
have been no in-depth studies on the experiences and perspectives of practitioners
who engage with CEL in a UK or more specifically, a Scottish Higher Education
context. The thesis presents data collected from a qualitative study utilising
documentary analysis of government and institutional literature and 23 in-depth
interviews with University practitioners, managers and leaders. | explored factors
which influence the perspectives and experiences of CEL practitioners at one
Scottish, research-intensive Russell Group university. Adopting a research ontology
informed by Margaret Archer’'s Morphogenetic, Critical Realist approach, | analyse
the data collected through the lens of an emancipatory Neo-Aristotelian virtue-ethics
framework and argue that CEL practice at this university contributes to, what the
evidence suggests is, its ultimate purpose: promoting and cultivating individual
flourishing and emancipatory critical thinking for the common good. Focussing on
university-community engagement, the findings suggest that there are some
inconsistencies between how the University is portrayed in public-facing literature
compared to the level of institutional support individual practitioners of CEL report
receiving. | conclude that failure to adequately support CEL activity in the future
could negatively impact the sustainability and quality of community engagement at

Alba University.

Lay Summary

This study focuses on a specific type of university-community engagement called
Community-Engaged Learning (CEL), at one Scottish, research-intensive Russell
Group university — Alba University. | argue that CEL makes a crucial contribution to a
university’s Third Mission: the application of university capabilities and knowledge
beyond academic contexts. The findings set out in my thesis highlight the structural,
institutional, and individual factors that impact on the experiences of academic staff

who work on CEL projects. Using a virtue-ethics informed approach, my study
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focusses on the character of the individual and the feelings and motivation behind

their actions, rather than the activity of CEL itself.

Community-engaged Learning (CEL) is an intentional and structured way of teaching
that connects student learning with the needs of communities outwith the university.
Most of the research on this topic focuses on a practice called Service-learning,
which is a specific type of CEL done for academic credit, mainly in the United States.
However, at this point, there have not been any comprehensive studies on the
experiences and perspectives of CEL practitioners in the context of UK or specifically

Scottish higher education.

This thesis presents findings generated using qualitative methods to gather and
analyse data. | examined government and institutional documents and conducted in-
depth interviews with 23 university practitioners, managers, and leaders .The study
looked at various factors that influence CEL practitioners' experiences and
perspectives: the larger societal and policy context, the institutional and

departmental context, and individual factors.

| analysed the data using Reflexive Thematic Analysis, using research methodology
influenced by Margaret Archer’'s Morphogenetic, critical realist approach. Archer’s
theory of Morphogenesis draws on Roy Bhaskar’s critical realism in order to focus on
the social world. According to Archer’s theory of Morphogenesis, agents (individual
people), culture and social structures experience change which is linked to the
passage of time in complex ways. So, while Archer recognises that culture and
social structures are created and maintained by agents, they are embedded in such
a way that change is possible, but not immediately effected This study focusses on
the experiences of academic staff and what this tells us about the underlying forces
that influence them: the culture of their institution and social structures. At the same
time, | examine ways in which these individuals take action to try to change the

status quo and transform their cultural context.
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The theoretical framework of my thesis is informed by Neo-Aristotelian virtue ethics,
an approach which puts an emphasis on virtues of character. These are defined as
traits that reliably promote an agent's own flourishing; virtuous actions are defined as
the kinds of actions a virtuous person consistently performs under the relevant
circumstances. | argue that the ultimate purpose of universities should be to promote
individual flourishing and emancipatory critical thinking for the common good. Critical
thinking is emancipatory when it empowers and enables individuals to challenge and
question tradition and the status quo. CEL contributes to the Third Mission of a
university which is important to realising its ultimate purpose. However, when it
comes to university-community engagement at Alba University, the findings suggest
that there are important discrepancies between how the university presents itself in
public-facing literature and the level of support that CEL practitioners actually

receive.

Through this study, findings confirm that academic staff see the ultimate purpose of
universities as more than just generating income, preparing students for
employment, or enhancing the national economy. They believe universities should
also address community needs, promote individual flourishing and emancipatory
critical thinking for the common good. | also identified how government policies can
negatively impact the experiences of academic staff involved in CEL. These policies
influence institutional priorities and create a culture where practitioners feel

pressured to prioritise their job duties over their moral principles.

The findings also show how personal experiences and moral frameworks interact
with cultural and structural factors within institutions. Based on an extensive review
of the literature, | argue for a shift towards a virtue-based ethical commitment that
encourages emancipatory critical thinking, long-term action for the common good,

and personal and collective flourishing.

The research also examines the historical evolution of Alba University, showing its

transition from meaningful community-university engagement in the past via
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University settlement projects, to a more recent interest in the University's Third
Mission. The study suggests that for this renewed interest to have a meaningful and
lasting impact, structural and institutional changes are needed. If CEL activities are
not adequately supported in the future, it could have a negative impact on the

University's ability to engage with communities effectively and sustainably.
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Chapter 1: Introduction

1 Positionality Statement and Thesis
Introduction

1.1 Statement of Positionality

As a researcher, | feel it is important to situate myself and my experiences in order to
explain how they have influenced this thesis' topic and methodology. As this is a
thesis for a professional doctorate in education, it is important to identify my current
position and give a brief account of my biography. The focus of my study has been

shaped by both my professional role and personal biography.

The position | currently hold is a Head of Subject Area within a centre for lifelong
learning at Alba University where | have worked since 2011.The centre | work in is
unique in that it is largely self-funded through student fees and not required to
produce research which is eligible for the Research Excellence Framework (REF). In
contrast, most academic units in the university are committed to and dependent
upon this to some extent. Our centre is teaching-focussed and | currently manage in
excess of 40 teaching colleagues across hundreds of courses. The majority of our
students are on foundation programmes or members of the public taking on learning
for personal development. Working in this context has been influential in choosing a
research topic. Within a higher education institution, working in a lifelong learning
centre, which is not subjected to the same restrictions and dependence on research
activity has given me a unique perspective on the possibilities for community
engagement and widening participation and how this can be embedded across an

institution.

As a researcher, working and conducting research in the same site necessitates
discussion about my objectivity and insider-outsider status (Kanuha, 2000). Kanuha's
(2000) insider and outsider perspective in research refers to the concept of
conducting research as an individual who is either closely connected to the
community being studied (insider) or distanced from it (outsider). | consider myself
an insider-because | am an academic employee of Alba University who is familiar

with the institution and has current working knowledge of its policies regarding

11
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employment, work allocation and promotion. However, | also consider myself an
outsider, because as | detail above, | do not work in a school which is involved with

research and | am not a practitioner working involved with CEL

My insider-outsider perspective was an important factor to acknowledge from the
very beginning of my research process .| recognised advantages to being an insider-
outsider: participants were very responsive to my invitations to interview and even if
they were not acquaintances of mine, it felt easy to build rapport and trust was
implicit in the way participants were willing to express a range of views, some of
which directly criticised Alba University. However, Kanuha (2000) warns that biases
attributed to researchers with an insider perspective can be sources of insight as well
as error. To mitigate for this, | utilised strategies to navigate my dual insider-outsider
role in interviews for example, consciously interrogating participants’ “coded”
responses. A coded response (Kanuha, 2000, p.442) refers to a situation where a
respondent in an interview or research study uses indirect or implicit language,
assuming that the researcher already understands the intended meaning without
explicitly stating it. Relying an on assumption of shared meaning can lead to
misinterpretations, lack of clarity and unintended bias. For instance, one strategy |
used to directly challenge their views without seeming to be confrontational was to
say “Let me play Devil's Advocate for a minute...”. This allowed me to interrogate

some of the assumptions behind their views and where these had originated from.

As partial insider and within my own biographical context, | found myself responding
very emotionally to some of the participants accounts of their frustrations and
feelings of injustice. While | make no claims to objectivity, as | detail in Section 5.5,
participating in supervision meetings and utilising a reflective journal was key to
maintaining a dialogue with my own “Devil’'s Advocate” to interrogate the
assumptions and beliefs that foregrounded my interpretation of participants’

accounts and my analysis of the data set as a whole.

12
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Widening participation to education is a long-standing interest for me. | was born in
Scotland to Hong Kong Chinese immigrants and grew up in a fishing town on the
east coast of Scotland. Today, | know the neighbourhood to be an area of multiple
deprivation by its SIMD (Scottish Index of Multiple Deprivation) decile which places it
in the 20% most deprived areas in Scotland. In the mid-1980s as a child, | knew this
by the iron grills my father had installed on the windows of our house (to keep the
bricks out) and the kinds of interactions | had with children in the local primary
school, who expressed racial prejudice openly. Following several incidents of
bullying and harassment, my parents enrolled me into an independent school in a
nearby city on The Assisted Places Scheme. This was a government scheme which
ran from 1980 to 1997 offering free and subsidised places to fee-paying independent
schools. While | welcomed the fact that | was no longer the only non-white pupil in
class, it was also clear that there was a clear social class difference between where |
was and where | had come from. These differences were manifested in many
different ways, connected with wealth, social class and others, both explicit and
hidden.

Although removed from an environment of overt racial prejudice, my primary school
years were still punctuated by periods of anxiety and underachievement. My parents
were not academic; they had both left school in their early teens, worked in the
evenings and spoke English as a second language. They were unaware of the
demands of homework and learning for class tests. Most teachers mistook this for
laziness and a lack of intelligence on my part. On my first day in my new school aged
seven, | admitted that | did not know what a New Year’s Resolution was. My teacher
laughed and then told my classmates so they could laugh at me too. During first
months at my new school the tangible and intangible differences between my peers
and | became apparent to me. My uniform, although symbolising wealth and privilege
to onlookers, was from the school “thrift shop”; | often didn’t have materials and
resources required for class projects and | had acquired a strong regional accent
from my four years at my previous primary school. The pervasive feeling of “not
fitting in” has remained with me through my life but | now reflect that | have flourished
not only despite of this but also because of this. This an important reason why | have

chosen to focus on pedagogical methods which contribute to common good aims.

13
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| acknowledge that research cannot be value-free. Our study interests, how we
approach the research and participants, the questions we ask, and how we interpret
the data are all influenced by how we see the world around us. | agree with
Jacobson and Mustafa (2019) that class, citizenship, ability, age and gender are just
a few of the many dimensions that make up our social identities. | also agree that
these factors influence how we perceive and interpret the world around us, as well
as how the world perceives and interprets us. Reflexivity and practising explicit
positionality are considered reasonable ways to account for and explore researcher
bias and subjectivity (Mertens, 2009; Griffiths, 2009). As a novice researcher,
however, reflective self-critique that contributes to quality assurance can be a novel
and daunting task as the facets that contribute to our social identities can be hidden,
intangible and abstract. As a starting point for this discussion, | utilised Jacobson and
Mustafa (2019) Social Identity Map which they describe as a “reflexivity tool for
practicing explicit positionality in critical qualitative research”(Jacobson and Mustafa,
2019, p.1). Using the Social Identity Map allowed me to consider the facets of my
social identity in a more systematic and structured way than would have been
otherwise possible. The Social Identity Map is intended as a starting point for further

exploration and this a tool which | found to be helpful.

My Social Identity Map (below) represents a snapshot in time. In reality, whilst
following a critical realist approach, | accept that social identities are complex, fluid
and mercurial (Day, 2012); they do not remain static. Therefore, an approach
towards quality assurance using reflexivity and positionality is not a one-off act or
declaration. Reflexivity requires continuous consideration and awareness of how
dimensions such as class, race, education and gender have influenced my research

on this project.
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Figure 1-1 (below) shows the three-tiered Social Identity Map which | completed.
Following the recommendation of the authors, | replaced several items on the first
tier with social dimensions | found to be more pertinent to me and my position as a
researcher on this project. The second tier identifies how these dimensions have
impacted my life and the third tier identifies emotions which | association with these
details of my social identity. In the account above, | have attempted to highlight and
unpack the facets of my social identity which | believe to have been most influential

so far in my decision making on this project.

Figure 1-1: My Social Identity Map adapted from Jacobson and Mustafa (2019)
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Aspects of my social identity and my formative experiences have shaped my world
view. | believe they have also inspired a commitment to anti-oppressive education
and education that contributes to emancipatory critical thinking and individual
flourishing for the common good. While | identify as a progressive, left wing feminist
and a politically active individual, recent, controversial debates around, for example,
academic freedom have forced me to question my world view. | question whether

these political labels can have significance if they are not considered alongside one’s
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ethical framework and being able to think for oneself in dialogue with critical friends
and those who oppose our views. In other words, without a commitment to act
ethically and being able to think for oneself for the good of all, even those unlike

ourselves, political views across the spectrum can potentially oppress.

1.2 Introduction: Defining key concepts

The key objective of my research project is to explore the phenomenon of
Community-engaged Learning and the perspectives of academic staff involved in
this practice. In this section, | will introduce and define the main concepts discussed
in my Critical Literature Review. My research will focus on one research-intensive,
Scottish Russell Group university which has been selected as the site of study. |
have chosen to use the pseudonym: “Alba University” in order to maintain, as far as
possible, the anonymity of university managers, leaders and academic staff who

acted as participants in this study.

Throughout this thesis, | refer to the institution of Alba University as having an
ultimate purpose. While this is synecdochical, (it is the human persons within that
institution that decide its purpose, which institutional policies and infrastructure can
support or disrupt) | treat the institution as entity which has a separate existence
from the individual persons who are associated with it. Similar to the way in which in
law, a legal person or entity is “any individual, firm or government agency with the
right to enter into binding agreements” (Kornhauser and MacLeod, 2010, p.1), a
university can express things such as values and ethical commitments, and be held

accountable for upholding them.

1.3 How do the ultimate purpose, mission, and
experiences interact?

My review of existing literature supports the argument that universities should

support individual flourishing and critical thinking for the common good. This is its

ultimate purpose and the reason for which it exists. This is a concept | argue for

strongly in detail in the second part of the literature review. In Figure 1-2Figure 1-2:

The Purpose and Missions of a University below | present the ideal of a university
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deeply rooted in its ultimate purpose, which provides foundational stability and

guides institutional growth and development accordingly.

Emancipatory Critically
Actidn reflective ——
thinking The institution’s
policies,
) . behaviours and
Experiences of Socially tout
reward, satisfaction, responsible outputs.
flourishing behaviour
Third
Mission | The institution’s
Research Unigue Function
Mission Teaching
Mission
Individual flourishing and emancipatory critical The institution’s
thinking for the common good Ultimate Purpose

Figure 1-2: The Purpose and Missions of a University

The idea of a university supporting an ultimate purpose stems from Aristotle’s (2002)
concept of telos (purpose or end). According to Aristotle, eudaimonia, or flourishing,
is the telos of all humans. Intellectual and moral virtues are behaviours or attitudes
that allow people to act in ways that advance their own flourishing and the flourishing
of others (Hughes, 2013b). A university’s ultimate purpose is the reason for its
existence. So, while being income-generating, internationally renowned, and having
the intellectual potential to solve global issues may be important for achieving a
university’s unique function, i.e., its missions, they do not constitute supporting an
ultimate purpose or its reason for existence. For example, being an income-
generating institution alone does not guarantee the quality of teaching, research or
community engagement activity in the same way that being able to contribute
solutions to global issues does not guarantee fair and ethical means to achieving this
end. On the other hand, | argue that supporting an ultimate purpose can be
manifested in the way an institution organises and defines its missions. In other
words, in this example, income generation may be pursued for very different and
conflicting purposes. Therefore, the way in which an institution prioritises and

organises its missions is manifested in its policies; in the previous example, policies
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which are associated with pursuing income generation are therefore heavily

influenced by the ultimate purpose supported by an institution.

1.4 The University’s Missions

The institutional function of the university is characterised by three interrelated
missions namely research, teaching and the “third mission”. In Figure 1-2: The
Purpose and Missions of a University, | describe the university’s missions as its
institutional function; a function that Maclntyre (1990, p222) considers to be unique:
“that function which, were it not to exist, no other institution could discharge”.
Compagnucci and Spigarelli (2020) found that the majority of previous research
characterised UK universities as having two conventional missions: teaching and
research. University initiatives in the third mission area have received less attention
when it comes to identification and research analysis. Debates about a third set of
activities that would better connect UK higher education institutions with the
community at large i.e., the third mission (also called the “third stream” or “third leg”),
began only recently. The third mission of universities is considered a “complex and
evolving phenomenon” (Compagnucci and Spigarelli, 2020, p. 161) but is broadly as
being:

concerned with the generation, use, application and exploitation of knowledge

and other university capabilities outside academic environments. In other

words, the Third Stream is about the interactions between universities and the
rest of society. (Molas-Gallart et al., 2002, p.4)

The third mission is also closely linked with the idea of including social responsibility

in the curricula of higher education students.

Around the world, the third mission has recently been thrust to the centre of
education policy deliberations due to calls for the university to be re-engaged in
assisting with the significant difficulties facing societies and local communities
(Pinheiro, Langa and Pausits, 2015). Nevertheless, there is a fundamental tension in
the idea of a third mission, which unlike teaching and research, is rarely integrated
into the core structures of institutions. Benneworth, de Boer and Jongbloed (2015,

p.281) argue that universities run the risk of becoming "overloaded" with missions,
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which forces them to decide whether to dilute their strategic emphasis or simply
concentrate on a select few of these missions. The third mission, which does not
contribute to world university rankings or direct income generation, runs the risk of
being seen as a “desirable” to have but not an essential obligation, consequently
making it unlikely to become a priority for higher education institutions.

According to Goddard (2016), a civic university is one which meaningfully integrates
its three missions in a responsive way. In Goddard’s model Figure 1-3 below, the un-
civic university, there is a clear demarcation between the “core” work of the
university in which the missions of research and teaching are housed, and the
“periphery” where the third mission sits. Core activity concerns maximising,
facilitating and incentivising success in teaching and research and thus infrastructure

to support and reward for staff, are shaped by these priorities. This contrasts with the

“periphery”:

where activities happen in spite of and not because of central support.
Achievements that take place within this periphery tend to drift away as there
are no mechanisms in place to embed learning or good practice back into the
core.(Goddard, 2016, p.7 )

THE "CORE

Hard Boundary between enabling

and non enabling environments

THE ‘PERIPHERY"

Figure 1-3 - The “un-civic” university (Goddard, 2016, p.6)
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THE ACADEMY

TEACHING RESEARCH

Enhancement

Boundary

ENGAGEMENT SOCIETY

Figure 1-4: The “civic” university (Goddard, 2016, p.6)

In contrast, in Figure 1-4: The “civic” university (Goddard, 2016, p.6) shows
overlapping missions with the third mission being fully embedded and not relegated
to a peripheral space. Goddard contends that the model of the civic university invites

reciprocal benefits for those involved in all three missions.

| do not attempt to offer a thorough review of the different models of the third mission
available here, but merely illustrate the disadvantages of segregating the three
missions or relegating the third to the periphery. A university which considers its
three missions to be interlinked and interdependent, generates opportunities for
meaningful university-community engagement, through widening participation,
knowledge exchange, public engagement, CEL and outreach etc. These are
opportunities which could contribute to the ultimate purpose a university supports, in
a sustainable and reciprocal way. Rather than just sitting alongside the first two

missions, third mission objectives are meaningfully interweaved with the other two.

Socially excluded and underprivileged communities have historically had few and
limited relationships with universities in the UK. Robinson and Hudson (2013) argue
that most often in universities, class and power are reflected and reinforced. For

example, Oxbridge colleges were originally established to encourage academic
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retreat and have helped to perpetuate privilege and the elite (Robinson and Hudson,
2013). However, this was not exclusively the case; the idea of a university engaged
with communities is integrated into the foundations of some of the UK’s oldest
universities. Far from the “ivory tower” status associated with other ancient Russell
Group universities, according to Watson (2009), these medieval universities were
founded with benefiting the local communities in mind. Quoting Elizabeth de Burgh,
Lady Clare, founder of Clare College Cambridge in 1359 and the Papal Bull of
Innocent VIII at the University of Aberdeen in 1495, Watson highlights the use of the
metaphor of “the pearl of learning” to emphasise the multi-faceted value of
university-produced knowledge to “promote the well-being of the kingdom” (Watson,
2009, p.10). Whether the third mission is being realised in universities today,
depends significantly on how the government incentivises this kind of community

engagement activity and to what extent institutions support them.

1.5 What is Community-engaged Learning?

My definition of Community-engaged Learning (CEL) places it in the overlap
between the third mission and the teaching mission, specifically between the
concepts of University-community Engagement which forms part of the third mission
(Doberneck, Glass and Schweitzer, 2009) and Experiential Learning Theory (ELT)
(Kolb, 1984).

University-Community Community-engaged Experiential Learning

Engagement Learning (CEL) Theory (ELT)
(Doberneck, Glass (Kolb, 1985)
& Schweitzer, 2009)

Figure 1-5: Community Engaged Learning
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University-community Engagement is a broad category which Doberneck, Glass and
Schweitzer (2009) define as encompassing all interactions between a university and
its local communities including all aspects of publicly engaged research, creative
activities, instruction, service and commercial activities. ELT was first defined by
Kolb in 1971 (Kolb, 2015), who based his work on foundational scholars such as
John Dewey, Paolo Freire, Kurt Lewin, Jean Piaget (and latterly also William James
Kolb (2015, p. xviii)). Kolb defined learning as "the process whereby knowledge is
formed via the transformation of experience"(Kolb, 2015, p.67). ELT was conceived
as a counter to more traditional types of learning which emphasised information
transmission or what Freire (2005, p.72) called the “banking concept of education”.
ELT outlines a method for arranging a curriculum's lessons in a certain order and
shows how a lesson or an entire course can be taught to enhance student learning.
In this research project, | define CEL as Experiential Learning carried out for the

purposes of University-community Engagement.

1.5.1 Defining “Community” in University-community engagement

In Doberneck, Glass and Schweitzer’s (2009) typology of University-community
Engagement, CEL falls under the categories of both publicly engaged instruction and
publicly engaged service, where students interact with agencies or organisations
external to the university, usually on a placement. While it is often assumed that this
includes only organisations in close geographical proximity to the University (i.e.,
staff from community organisations, service users, members of the public), writers
such as Kagan and Diamond (2019) have chosen to define “community” in looser
geographical terms with a stronger focus on the nature and purpose of the
interaction. For example, work placements that are primarily focussed on economic
growth and wealth creation are not considered community engagement, rather this
term is reserved for activity which is primarily connected with social development as
part of their learning, which directly or indirectly contributes to attaining academic
credit. Shaw (2008) argues that “community” is ambiguous, theoretically contentious
and historically positioned and can be used to support or defend a variety of political
stances that would otherwise be seen as irreconcilable. Shaw (2008, p.24) also

contends that community can be interpreted through liberal and communitarian
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lenses: on the one hand, the liberal tradition prioritises the person over all other
facets of social life, holding that contract and reason, rather than tradition and
practise, serve as the foundation for all social experience. Contrarily, the
communitarian tradition emphasises that the only way to achieve individual liberty
and equality is through a sense of belonging, of locality, identity of interests,

brotherhood and co-operation, and collectively mediated identity.

In analysing the communitarian interpretation, Kagan and Diamond (2019, p.3) warn

that we must be wary of:

assuming an entity that is united, homogenous and cohesive, rather than one
in which the diverse differences and conflicts within and between groups play
out in a myriad of ways.

Somewhat in contrast, the idea of communitarianism is espoused by sociologist
Amitai Etzioni (2007) who argues that:

because communitarians consider shared formulations of the good essential,
these formulations ispso facto entail particularistic moral obligations to and for
the members of the communities involved. (Etzioni, 2007, p.7)

Etzioni argues that “particularistic moral obligations” are ethical duties and
responsibilities that are specific to particular relationships and communities, which
contrast with more universal or general moral obligations that apply to all individuals.
He defends concerns about a shared understanding of morality that Shaw (2008)
warns against within communitarianism by arguing that contrary to what Libertarians
might fear, undermining a shared concept of the common good will increase state
control of individuals rather than reduce it. Etzioni (2007) argues that because
individuals cannot be relied upon to fulfil societal duties purely of their own volition,
they must be encouraged to do this by fellow members of society. Applying these
informal forces to undergird the common good, he argues, is preferable to the
alternative, which is increased government intervention and enforcement of the

common good.

While Maclntyre (2007, XIV) also warns against over-idealising the notion of
community, he does espouse a shared understanding of the common good within

communities:
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| see no value in community as such - many types of community are nastily
oppressive — and the values of community [...] are compatible with and
supportive of the values of the liberalism that | reject.

Maclntyre (2007) has written of communities as social groups in which members
cooperate for a shared goal and adhere to moral principles. He contends that
communities provide people with a feeling of identity and place in the world, both of
which are necessary for leading meaningful lives. Additionally, Maclntyre
emphasises the importance of tradition, continuity, and the members' shared history
in forming their identity and building a shared moral framework. Indeed, it is this
shared moral framework, Maclntyre concedes, that guides the actions of the
members and provides a sense of meaning and purpose. Crucially, Maclntyre (2007)
contends that a community's collective experience leads to a shared concept of
morality; it is not something that can be objectively determined. However, it is also
important here to consider Etzioni’'s (2007) distinction between universal and

particularistic obligations where:

rights take precedence over communal bonds and values. Thus, a good
society does not tolerate honor killing, forced marriages, or racial
discrimination simply because such practices are part of the moral culture of a
particular community. (2007, p.11)

Finally, Tett and Fyfe (2010) describe community, in three ways: place or locality,
interest and function. With the caution noted above, my interpretation of community,
gleaned from participants’ and Alba University’s use of the term in the context of

university-community engagement, aligns closely with:

Place or locality—this is the most frequently used meaning and refers to
people who have in common that they live in a particular geographical
community such as a neighbourhood or village. (Tett and Fyfe, 2010, p.11)

Whilst Alba University’s public-facing strategy document and community plan do not
explicitly define “community”, it does reference activity and beneficiaries who live
within the Alba City Council region. Its Community Grant Scheme, which invites non-
profit organisations to apply for grants of up to £4,500 (in 2023), is also restricted to
organisations from the Alba City Council and five neighbouring council regions.
While there are references to community engagement projects which might benefit

individuals originating from outside of these regions, for example a refugee project,
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the focus is clearly on community groups within the geographical vicinity of Alba City.
Therefore, unless otherwise stated, | will use the word “community” to refer to groups
situated in the local vicinity of Alba City and idealistically, as Maclntyre’s definition of
social groups which provide its members with a feeling of identity and place in the

world and contextually determined shared moral values.

Gaining an insight into how academic staff experience and understand community
engagement will be crucial to understanding their perspectives on types of CEL
particularly those associated with building meaningful, reciprocal relations with and
contributing to communities and the type focussed on the needs and wants of the

student and institution (e.g., better employability outcomes).

1.5.2 Why CEL is distinct from Service-learning

CEL is a term closely associated with and often, | would argue, conflated with, the
concept of service-learning (SL) and while there is no detailed definitional consensus

on SL, Bringle and Hatcher’s definition is widely used and accepted:

a course-based, credit-bearing, educational, experience in which students (a)
participate in an organized service-activity that meets identified community
needs and (b) reflect on the service-activity in such a way as to gain further
understanding of course content, a broader appreciation of the discipline, and
an enhanced sense of civic responsibility. (Hatcher and Bringle, 2012, p.114)

SL originated in, and is widely associated with academic activity in the United States
of America (USA). Theoretically, it is considered an “action-orientated pedagogy”
(Kreber 2016) and a form of learning originally conceived by John Dewey (1966) in
“Experience and Education”. Although Dewey’s work did not explicitly describe or
promote SL, “Experience and Education” is often cited as the theoretical basis which
undergirds SL (Giles and Eyler, 1994; Deans, 1999; Billig and Waterman, 2012).

The practice of SL originated in the USA in the late 1960s (SREB, 1973) where it has
grown and increased in popularity in the fifty years since its inception. Campus
Compact, a US-based higher education association dedicated to campus-based civic

engagement, started with a membership of six institutions in 1985 and has now
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grown to a membership of 1000 plus institutions (Campus Compact, 2019).
California State University, Monterey Bay is an example of a university which houses
its own Service Learning Institute and students from every discipline area, from
STEM to the humanities, is required to incorporate SL into their studies. Service-
learning is well-established and increasingly popular in the Asia-Pacific region
(Deeley, 2014, p.53) and countries such as Mexico have already established a form
of service-learning as part of its higher education system (Mclirath and
MacLabhrainn, 2007, p.76). However, service-learning is historically much less well
established in the UK and Europe; it was only in 2018, that Europe Engage held its

first conference with funding from the European Union (Europe Engage, 2019).

The educational and political context of the UK, and indeed Scotland, are distinct
from that of the USA. Therefore, the roots and history of SL in the UK and Scotland
are also distinct. According to Kagan and Diamond (2019, p.90), SL as it is
understood in the US, is different to its incarnation in the UK. They argue that the UK
versions of SL are primarily driven by skills and outcomes required by the student to
complete their course. This is distinct from “community based learning” which is
based on a reciprocal relationship between the university and the community where
both parties’ needs are met (Bryson and Pipe, 2015). This is the closest to the US

and internationally recognised model of SL, or at least to early models of SL.

This generalisation that UK-based SL prioritises student learning over reciprocity can
be challenged. Writers engaged in UK-based SL teaching and research have argued
that this can be a key priority: “service-learning involves mutuality and reciprocity [...]
although reciprocity may vary in degree” (Deeley, 2014, p.18). Similarly, highlighting
the situation in USA, writers such as Seth Pollack argue that the conservative
political environment of the USA in the 80s steered the movement towards what is
currently, a more “pedagogified” approach, which focusses on SL as an apolitical
mode of learning rather than an opportunity to promote social justice, student civic

responsibility and activism (Pollack, 2015).
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Literature pertaining to SL is highly relevant to this study on CEL. In accordance with
Chmelka et al (2020), | argue that there are advantages to drawing on the literature

on SL in a study on CEL because:

Service-learning is not only more represented than Engaged Learning in the
literature, but also has distinct and stable definitions and accepted
standards.”(Chmelka et al., 2020, p.11).

Therefore, | argue that Service-learning is a subset of CEL, so CEL can include SL
but not vice versa. Although | agree that CEL and SL are inexorably linked, they are

not necessarily interchangeable terms, for three main reasons.

First, SL and CEL are distinct both in their scope and perceived intentionality: while
SL focuses on providing a service to communities, | argue that CEL goes beyond
this and includes various forms of engagement such as research and collaborative
projects with the overarching aim of fostering meaningful engagement and
relationships between universities and communities. Second, the word “service”
denotes an action where one is helping or doing something on behalf of others. In an
Irish HE context, Boland and Mcllrath (2016) argue that while “service” may have
positive associations in the US, this is not the case in their context. Regardless, this
does not imply a necessarily negative connotation. The word “service” misleadingly
highlights the unilateral benefits that university-community engagement holds for the
community rather than promoting reciprocal, collaborative learning. Third, my
research project focuses on how one university engages with communities through
its staff and students for the purposes of learning and community engagement. This
incorporates a broader range of learning activity than what current literature (Hatcher
and Bringle, 2012; Deeley, 2014; Deeley, 2022; Aramburuzabala, Mcllrath and

Opazo, 2019) defines as Service-learning.

To expand on my third reason, examples from my research project which would
otherwise be excluded by a strict definition of Service-learning include participatory
research carried by undergraduate students and local patient groups; student-
assisted teaching in the context of local prisons; and student volunteers engaging in
discipline-focussed outreach activity in local primary and secondary school

classrooms. Therefore, references | make to SL in my research project refer to the
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original US model while Community-engaged learning (CEL) refers to all types of

CEL and includes service-learning activity in the UK.

1.5.3 Discussing CEL in the literature

In my research project | made the decision to focus on Academic Staff perceptions of
CEL at a large, Scottish, research-intensive Russell Group University. Research on
CEL or Service-learning more specifically, in Europe, is sparse but on the rise.
However, in the UK and Ireland specifically, there remains a paucity of literature on
the subject of CEL arguably because this type of pedagogy is still considered on the
fringes of traditional learning and teaching in Higher Education institutions. Back in
2003, Annette argued that:

The problem with many of these [service learning] programmes is that they
only involve a comparatively small number of students. The debate about the
need for universities to provide the opportunity for developing key skills and
also for providing an education for active citizenship raises the possibility that
citizenship education and community service learning could be an important
feature of the core education experience in higher education in Britain.
(Annette, 2003, 120)

Two decades on, it seems that limited progress has been made in this area; aside
from some notable examples (Mcllrath, 2012; Deeley, 2014; Annette, 2003; Deeley,
2022) and compared with the United States, relatively little research on this type of

pedagogy has been carried out in the British Isles, let alone Scotland.

Looking at “Community Service Learning” as a search term, the number of academic
papers published in English around the world, including peer-reviewed journal
papers, accounts of practice, and conference papers, has steadily increased in the
last two decades with significant growth in the last two years. However, the number
of publications which explicitly reference CEL is still very low compared to more

popular search terms such a “service-learning” and “experiential learning”.

Using Google Scholar, no search results of academic papers relating to “Community-

engaged Learning” can be found prior to 2007, however, this has increased to
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around 80 results since the beginning of 2020. Using “Service-learning” as a search
term, results number in their thousands over the last two years; the term first
appearing in publications in the United States of America (USA) since the late 1960s
(SREB, 1973). The 80 papers published on CEL since 2020 vary in their definition of
the term: most do not attempt to define the term at all, some use it synonymously or
interchangeably with the terms “service-learning” and/or “experiential learning” either
explicitly or implicitly. Few attempt to justify their use of the term “community-

engaged learning” over other, more widely used terms.

In three papers published in 2022 (Harrell, 2022; Brubaker et al., 2022; Sweet, Sayre
and Bohrer, 2022) for example, there is no attempt to define the term “community-
engaged learning” or why this term has been chosen over other more popular terms.
In other articles, which included empirical, qualitative research and accounts of
practice (Rivera, Foley and Strauch, 2022; Kostell et al., 2021; Sweatman et al.,
2021; Berard and Ravelli, 2021) SL, experiential learning and community engaged
learning were used interchangeably. Those articles that do offer a definition of
“‘community-engaged learning” do not clearly distinguish CEL from SL or experiential

learning. For example Mollica, Kajfez and Riter (2021) state that:

Community engaged learning, which grew out of general community service
by universities, allows for bidirectional collaborations between the university
and the community which are mutually beneficial (Mollica, Kajfez and Riter,

2021, p.1)

Finally, Chmelka et al. (2020) do distinguish between what they term “engaged
learning” and service-learning. They argue that engaged learning is a derivative of
SL and is characterised by a broader definition: one which combines the activities of

teaching, learning and civic engagement:

We chose to use ‘Engaged Learning’ as an umbrella term for the pedagogical
approach that enables students to derive learning from meaningful community
engagement while working on real-world problems. (Chmelka et al., 2020,
p.101)

Throughout my research project | have referred to CEL as the activity to be
researched. This aligns with the “Engaged Learning” distinction made by Chmelka et
al. (2020) but with a further emphasis on the communities as the partner of

engagement.
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CEL constitutes the kind of action-orientated pedagogy which contributes to
supporting individual flourishing and emancipatory critical thinking for the common
good. Moreover, the need to explore the ethical foundations of CEL is important. Dan
Butin (2003) invites a more critical reflection from practitioners who instigate SL
projects; these ideas are highly relevant to CEL more broadly. Butin’s four
conceptualisations of SL: technical; cultural; political; and poststructuralism derive
from a belief that SL should not be viewed as a social movement but an intellectual
one with a focus on SL as a methodology and target for research (Butin, 2010b,
p.74). Butin’s (2003) typology highlights current conceptualisations (in research and
practice) as falling under the first two categories “technical” and “cultural”’. Technical
conceptualisations of service-learning include research and accounts of practice
which discuss practical issues such as “efficacy, quality, efficiency, and sustainability

of both the process and the outcome of the innovation” (Butin, 2003, p.1679).

The cultural perspective focusses on individuals’ meaning-making processes through
the context of service-learning with the ultimate goal to “extend civil engagement
[and] foster a democratic renewal” (Butin, 2003, p.1679). Butin (2003) argues that it
is common for these two major strands of enquiry to be interweaved. The latter two
strands of Butin’s typology concern the “political” and “poststructuralism”. Here is a
distinct departure from the overwhelmingly positive attitudes towards service-

learning which are housed within the technical and cultural strands.

Butin asserts that the tendency amongst practitioners of SL to view it as solution to
engage students in issues of social justice, leaves it vulnerable to being, at best,
viewed as undisciplined mode of learning and at worst, co-opted for unintended
means (Butin, 2007 p.178.) . For Butin (2007), SL should be instigated from an “anti-
foundationalist” basis. He argues that while few people would admit to being
“against” social justice, this labelling of SL practice leaves it susceptible to being
closed off to further debate and refinement. For example, Butin (2007) and others

have argued against SL performed uncritically as it can exacerbate the proliferation
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of stereotypes. For example, Deeley (2022) challenges unreflective practices that

can lead to a kind of “poverty tourism”. Instead, she discusses:

how democratic, dialogic, and relational practices may be implemented within
the service-learning classroom through a teacher-student partnership in
learning and assessment (Deeley, 2022, p.4)

However, Butin, instead of purporting to engage students in SL as a means to enact
social change, or advance the cause of social justice, espouses an anti-
foundationalist standpoint which only claims to deny us “the (seeming) firmness of

our commonsensical assumptions” (Butin (2007) p.179):

This position argues that there is no neutral, objective, or content-less
“foundation” by which we can ever know the “truth” unmediated by our
particular condition In contrast, | argue that the foundation on which decisions
are made by individuals and communities at a structural, institutional, and
individual level, around university-community engagement, is an ethical one.
(Butin, 2007, p.179)

Butin’s standpoint presents a refreshing viewpoint in a canon of literature dominated
by positive accounts of community partnerships and student learning. The most
common form of published literature on CEL are focussed on accounts of practice as
opposed to more philosophical considerations of the merits of this kind of
pedagogical activity. There is also a paucity of literature around how those engaged
with CEL think about it: as contestable, performed within contexts of class, social
positioning and economics, and how practice is influenced by our assumptions and
biases. Ultimately Butin proposes that engaged pedagogy should not be thought of
as a social movement, but rather as an intellectual movement, an academic

discipline in itself, and “as a methodology and focus of inquiry” (Butin, 2010b, p.74)

While espousing Butin’s so-called “anti-foundationalist” stance toward CEL and
encouraging a sense of doubt may be intellectually satisfying, | have two main
objections to this argument, especially in the context of my study. First, proposing an
apolitical and disinterested mode of learning is possibly naive and, from a practical
point of view, unlikely to inspire prospective students or other academic colleagues.
Second, healthy scepticism and intellectual curiosity can be encouraged without
completely rejecting the idea that we operate from a basis of shared principles.

Deeley’s (2022) detailed discussion on the kind of scaffolding that can guide
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students through reflection and critical thinking seems a reasonable way to mitigate

against uncritical thinking and unconscious bias.

For the reasons | have stated, a structured, reflective approach is preferred to the
kind of anti-foundationalist approach to CEL as suggested by Butin (2007). This kind
of pedagogy emphasises individualism where no authority has the ability to use
rational standards to justify its own moral actions and policy decisions.

1.6 Conclusion

This rough sketch of the landscape of the CEL literature serves to highlight
significant gaps: there is limited literature about CEL in a UK context, and even less
in a Scottish education context. Although Butin (2010b) offers a distinctive and
critical perspective on the foundational and political aspects of CEL, this and other
existing typologies do not significantly explore the ethical foundation on which CEL is

built. The literature on ethics-informed approaches to CEL is also very sparse.

Therefore, although service-learning is well established in the USA, a lack of
definitional uncertainty means that it is not universally understood or enacted in the
same way. This issue is further pronounced in the UK because there is no national
organisation similar to Campus Compact, which has some oversight for these
programmes across higher education institutions. Within Alba University, staff may
be highly engaged with academic activity which would be considered CEL but be
completely unaware of the term. For me, as a researcher, it was necessary for clear
parameters and inclusion criteria to be defined in a way that is appropriate to this

specific university context.

1.7 Rationale for study

The literature on CEL, in general, abounds with positive accounts of student

experiences, and discusses the need to address the power dynamics between
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community and institutional partners. Susan Deeley summarises the benefits for

students in three categories:

Firstly, effects can be an enhanced sense of citizenship. In this category,
increased civic engagement and greater potential for socio-political activity
are included. Secondly, the effects may involve accelerated intellectual
development. Thirdly, personal development may occur.(Deeley, 2014, p.24)

Apart from some notable exceptions, including Deeley above, most of this literature
is centred on cases in the United States, where service-learning originated; the
movement towards incorporating CEL in European universities has only begun to

emerge in the last decade (Aramburuzabala, Mcllrath and Opazo (2019).

Apart from a studies in the UK by Susan Deeley (2014; 2010; 2022), and some in
Ireland, most notably from Lorraine Mcllrath (2012; 2007), there is a dearth of
literature on student, community and institutional perspectives on service-learning, or
CEL more generally, in the British Isles, let alone how perspectives and attitudes
may be influenced by individual, institutional and structural factors. Furthermore,
following a comprehensive search of the literature on CEL in the UK, | was unable to
find any which framed it within a Scottish Higher Education policy context. In some
cases (Chmelka et al., 2020), Scotland is brought under the umbrella of UK HEIs
despite the fact that in Scotland, education is a devolved entity and is not subject to

the same policies as England.

Within the field of CEL research, studies which do focus on differences in attitude to
types of CEL, compare staff who facilitate CEL and those who do not. There are no
in-depth studies of the academic staff who engage with service-learning or CEL
more generally, in the UK and the range of understandings and attitudes amongst
this group. My research project addresses this gap by investigating the phenomenon
of CEL at one research-intensive, Scottish Russell Group university (Alba University)
across several discipline areas. While previous studies on CEL have focussed on
staff choice to engage with CEL, my project is concerned with staff who do engage
with CEL, and the variation amongst this group in terms of their experiences and

perspectives.
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The purpose of my study is to understand how different factors might influence
academic staff experiences and perceptions of the aims and values of CEL, and how
these attitudes align or deviate from a virtue-ethics informed account of for whom
and what universities ought to exist. Following a critical documentary analysis of
relevant university publications and interviews with academic staff, the influence of,
institutional and structural level factors on the perceptions and experiences of

academic staff will be investigated.

1.7.1 Developing Research Questions

The goal of this study is to explore the perspectives of academic staff, who are
involved with CEL focussed on the aims and values of CEL at one, research-

intensive, Scottish Russell Group university. The purpose of my research is to
understand which factors influence academic staff attitudes to CEL, how these

impact on their practice, and whether these findings align with the extant literature.

Overarching central research question: How do individual, institutional and
structural factors influence the perceptions and experiences of academic staff
involved with community-engaged learning at one research-intensive, Scottish

Russell Group university?

Research Q1: What are academic staff (practitioners’, university leaders’ and

managers’) perceptions and experiences of community-engaged learning?

Research Q2: What do academic staff perceive to be the benefits of higher
education institutions and community-engaged pedagogy for their students and their

communities?

Research Q3: What are some of the individual, institutional and structural factors
which shape the perspectives and experiences of academic staff and in what ways

do they influence them.
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1.8 Overview of the thesis

The thesis comprises 10 chapters, including this introduction. Chapter 2 outlines the
theoretical foundation of this thesis as laid out in the critical literature review. | chose
to divide the literature review into two parts. First, | examine the current literature and
arguments around CEL and trace the historical and theoretical roots of this
pedagogical practice in Scotland. In the second part, | examine the literature around
Neo-Aristotelian virtue ethics and use this as a lens to discuss the current-day
education policy context and attitudes towards higher education. | explain why this is
relevant to understanding ultimate purpose of a university, its function, and the
potential for CEL in contributing to this. To conclude the critical literature review, |
summarise the main concepts and themes from the literature and argue why a Neo-

Aristotelian virtue ethics approach is a fruitful one for research on CEL.

In the following Methodology Chapter 3, | discuss why adopting Archer’s (1982;
1995) development (Morphogenesis) of Bhaskar’s (2008; 2016) critical realist (CR)
approach, and qualitative data collection was apposite for my research study. | detail
how using Reflexive Thematic Analysis (TA) as a method, was compatible with
Bhaskar’s CR approach and detail my own account of how | progressed through

each stage of the Reflexive TA process.

In Chapter 4, | present findings and analysis of the data. This section uses
participant quotes and documentary evidence to illustrate common and salient
themes generated from the data with my interpretation of the meaning of the text and
refer to existing theories with reference to the theoretical concepts relevant to this

study.

The discussion Chapter 9 will summarise the most salient findings and presents a
broader discussion on the implications of these findings with reference to the existing
literature. Finally, the concluding Chapter 10 reflects on the entire study by
addressing the original research questions and other significant findings and setting

out recommendations for changes to practice based on these. | discuss the
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limitations of my research, make suggestions for future research and detail an

argument for the contribution of my research to the wider body of literature on CEL.

| now move to a presentation of the critical literature review which has shaped the

research design and theoretical framework informing my research project.
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2 Critical Literature Review Part 1 -
Community-engaged learning

2.1 A brief history of CEL in the United Kingdom
While service-learning originated in the United States (US) in the late 1960s (SREB,

1973) where it has grown and increased in popularity in the fifty years since its
inception, CEL in the UK can be traced back to the movement of volunteerism which
was popular in the nineteenth century. According to Deeley (2015, p.12)
philanthropy and humanitarianism were crucial components in keeping charity
organisations alive in Britain during this period. Furthermore, the government during
the nineteenth century, did not involve itself in the wellbeing of its people. However,
the effects of industrialisation, subsequent urbanisation, and two World Wars fuelled

the spread of collectivism as a political ideology.

From the late 1990s, CEL gained increasing attention in the UK with its links to the
New Labour government’s endorsement of the idea of Education for Citizenship
(Chmelka et al., 2020) and two influential reports on education in the late 1990s. The
Dearing Report (1997) made recommendations on how higher education should
change to meet the demands of the UK over the next 20 years, including
suggestions on its objectives, structure, size, funding, and student support. This
report marked a significant turning point by recognising community engaged learning
as a means for students to acquire essential skills (Deeley, 2014; Chmelka et al.,
2020):

This may be achieved through work experience, involvement in student union

activities, or work in community or voluntary settings. We have seen examples
of a range of excellent opportunities for students. (Dearing, 1997, p.134)

Similarly, the Citizenship Advisory Group report (1998) (often referred to as the Crick
Report) recognised the need for citizenship education in schools in order to secure a
strong, dynamic democracy as well as the need for a significant change in public

policy knowledge, attitudes, and behaviour. Political literacy, moral responsibility,
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and community service were interrelated components. Public service was

recommended as a key component of developing civic responsibility:

our understanding of citizenship education in a parliamentary democracy finds
three heads on one body: social and moral responsibility, community
involvement and political literacy. ‘Responsibility’ is an essential political as
well as moral virtue, for it implies (a) care for others; (b) premeditation and
calculation about what effect actions are likely to have on others; and (c)
understanding and care for the consequences.(Citizenship Advisory Group,
1998)

Despite these recommendations and the effort that some UK higher education
institutions made to establish partnerships with local and regional communities, CEL
continues to occur sporadically in the UK, and only a small number of HEIs have
integrated this community partnership approach extensively across their curricula
(Chmelka et al., 2020, p.85).

2.1.1 University settlements

Focussing on the university as a facilitator of a specific kind of volunteerism, Kagan
and Diamond (2019, p.43) credit the settlement movement, which began towards the
end of the nineteenth century, as being specifically instrumental to instigating the
practice of community engaged student activity. The settlement movement was
borne out of a concern for the widening gap between the different classes of society
and espoused a model of cross-class friendship (Kagan and Diamond, 2019), which

would benefit both parties.

Students would be resident in settlement buildings within the local community
volunteering and living among community members in poor urban areas. The
university under investigation in my research project was associated with its own
settlement project. The Alba University settlement, which was established in 1905
and continued until 2010 (Ragged University, 2020), envisioned nurturing a
reciprocal relationship with mutual benefits between the “academic and industrial”

groups of society:
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It has long been the aim of social reformers to unite the energies of difference
classes of a society, and to bring into closer touch the learning and culture of
the University and the numerical power and practical knowledge of the
working people. The separation of the hand and brain is an evil for both.
University life has a tendency to produce a certain detachment from the great
problems of life which present themselves to those who are bound hand and
foot to our industrial system; while, on the other hand, the working classes
who feel, sometimes sorely enough, the pinch of the social problem, lack the
needful historical and economic knowledge to see that problem in all its
ramifications, and are led to welcome every ill-considered scheme of so-called
amelioration that is offered to them. (The Scotsman, 1905)

In this article, there is an emphasis on reciprocal learning and the utility and validity
of different types of knowledge which could be offered by both parties. Also, evident
here is a wish to empower local community members who may not have been
equipped to criticise and debate issues and policies affecting their lives. Finally,
rather than promoting these experiences as a way to improve the employability of
their graduates, there is criticism of the effects of industrialisation and urbanisation.
After the settlement movement peaked in 1920s, there was a gradual decline in
volunteerism in general after the Second World War and the establishment of the
Welfare State which was designed as a comprehensive system designed to care for
its citizens “from the cradle to the grave” (Deeley, 2014, p.12). With this new welfare
state in place, it made the need for volunteerism seem less imperative. Interestingly,
the Prime Minister who managed the creation of the National Health Service as part
of the Welfare State was Clement Attlee, a former student settlement resident
volunteer. In his book The Social Worker (Attlee, 2019), first published in 1920,
Attlee argued that many of the “evils of society today are due to this segregation [of
classes]’(2019, p.144) and that settlements were a way to encourage active

cooperation and relationship-building between the classes.

2.1.2 Communities and their Universities— A Scottish perspective

This idea of university engagement, or at least education institutions engaging with
the wider community has a rich historical tradition in Scotland, rooted in Scottish
Enlightenment philosophy. The Enlightenment was a Europe-wide phenomenon;
however, while in Scotland the universities were central to its occurrence and
development, this was not the case in England or in France. Jean Barr (2006) notes

that “in Scotland, unlike England (and France), the universities were central” (2006,
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p.227). In Scotland, ‘improvement’ was a central goal of Enlightenment via economic
growth. It was believed that the wealth of nations would facilitate higher living
standards and thus moral improvement in society as a whole. Although Scottish
economist and philosopher Adam Smith argued that while division of labour was
desirable for economies of scale, he also warned that in a civil society, boredom

from repetitive tasks was dangerous (Barr, 2006, p.234).

The man whose life is spent in performing a few simple operations, of which
the effects too are, perhaps always the same, or very nearly the same, has no
occasion to exert his understanding, or to exercise his invention in finding out
expedients for removing difficulties that never occur [...] and generally
becomes as stupid and ignorant as it is possible for a human creature to
become. (Smith, 1843 p.327)

Smith further argues that in some more primitive societies:

the varied occupations of every man oblige every man to exert his capacity
[...] every man, too, is in some measure a statesman, and can form a
tolerable judgement concerning the interest of the society, and the conduct of
those who govern it. (Smith, 1843 p.327)

Since then, Scottish philosophers such as Alasdair Maclintyre (1987) and George
Elder Davie (1981; 1986) have discussed the ideas of an educated public and the
democratic intellect. Jean Barr (2006) however, warns that it is important to exercise
caution in order to avoid confusing the idea or ideal of the Scottish university of the
eighteenth century, as depicted by Maclintyre (and Davie), with its actual history.
Davie’s account has been challenged historically for exaggerating the size and
significance of the educated public and underplaying the similarities between
Scottish and English universities (Barr, 2006). These reservations aside, both ideas
of an educated public and the democratic intellect offer a communitarian view of
university-community engagement and this is relevant to how we view these

relationships today.

In Davie’s book, The Democratic Intellect (Davie, 1981) first published in 1961, he
argues that the primary accomplishment of the Scottish Enlightenment was to create
an "educated public" rather than an exclusive cohort of academic specialists.
According to Davie, the primary characteristic of Scottish higher education was the

prominence given to philosophy within a larger general education curriculum
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compared to the more specialised higher education offered in England. He claims
that the Scottish universities of the eighteenth century were crucial in establishing a
new type of education based on Enlightenment principles. According to Davie (1981)
“The Democratic Intellect” seeks to enable the lay public to be involved in critically
evaluating the opinions of experts and professionals and thereby reclaim power from
an elite and exclusive group. This idea of collaboration between experts and lay
people and those who have traditionally undergone more vocational training and
those who engage in abstract thinking, is key to a democracy where a greater
majority share control and power, instead of an exclusive and powerful elite. Davie
(1986) argues that, for learners and the public to acquire such an ability is key to
democratic intellectualism. Here, lay people, through critical mutual discussion, are
able to unearth fallacies and issues with experts’ and professionals’ perspectives

and therefore share control about decision making.

Scottish philosopher Alasdair Maclintyre’s idea of an educated public (1985) was
influenced by Davie’'s (1986) work. In “The Idea of an Educated Public” (1987)
Maclntyre argues that the two main goals of contemporary educational systems are
to prepare students for specific social roles and occupations, and to provide them
with the skills necessary to think independently. Importantly, both of these
overarching goals can only be achieved in environments where there is an educated
public and when entry into that educated community is the goal of education (1987,
p.17). Maclintyre claimed that Scottish Universities were especially crucial for
developing a new sort of education based on Enlightenment ideas which Davie

interprets as respecting

the instincts of the farmer as against the sophistication of the philosopher and
seeks to initiate a sort of dialogue between the vulgar and the learned, instead
of talking down to the farmer from the standpoint of the philosopher. (Davie
and Macdonald, 1994 p.41)

Maclntyre’s notion of an educated public has evolved since its initial publication in
1986. Current interpretations of his ideas highlight the inclusiveness of this educated
community which would be receptive to various modes of knowing, being, and
acting, and through which discoveries and discussions are open to the introduction

of new points of view and possibilities (MacAllister, 2016a, p.533).
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Therefore, democratic engagement with the wider society is arguably one aspect of
a civil society that seeks to cultivate compassionate and critical individuals. This was
considered essential by Davie in fulfilling the critical and communitarian role of
education. Such an idea could be transferred to the context of Scottish Higher
Education Institutions, which could be transformed as sites of critique and debate on
social problems involving both students and the wider public, respecting the potential
of both the well-educated and those from less educated backgrounds to engage in
reasoned deliberation. In principle, this would allow power to be shared more equally
amongst those who are privileged enough to acquire a high level of education and
qualifications and those who are less traditionally qualified but are equally entitled to

meaningful representation for their needs.

This section serves as an introduction to two historical philosophies on the nature of
the relationship between education institutions and wider society in Scotland. It is not
my intention in this literature review to offer a close analysis of either philosophy but
to highlight the focus that both lend to the question of how education institutions
relate to their wider communities. More broadly, Maclntyre’s and Davie’s ideas also
draw attention to the fact that the significance of university-community relationships
has been debated for centuries. It is to the present day, specifically the policy and
political context of existing community-university relationships through CEL that |

now turn.

2.2 Framing CEL within a UK Higher Education context
2.2.1 The wider political context of CEL

As a whole, the United Kingdom voted in favour of a bureaucratic and political
departure from EU membership European Union (EU) on 23 June 2016 (The
Electoral Commission, 2019), commonly referred to as “Brexit”. This was despite
62% of Scottish voters wishing to remain the in EU. Despite leaving the EU, the UK
has remained a full member of the Bologna Process/European Higher Education
Area (EHEA) since 1999 (EHEA, 2023). Analysis of voters’ decision to leave the EU
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largely concluded that concerns around immigration rather than the economy were
the key motivation (Kaufmann, 2017). In particular, cultural anxieties, factual
misperceptions around nationalism and lack of demographic literacy contributed to a
reticence towards immigration. (2017, p.185). Therefore, a narrow perception of
nationalism without acknowledging that people identify with the nation in different
ways, such as civic, ethnic, or ideological is antithetical to common good aims and
the idea that a just and inclusive society should accommodate various viewpoints

and identities.

The UK was signatory to the Bologna Declaration in 1999, a pact aimed at fostering
comparability and harmonisation among higher education systems within a
European Higher Education Area encompassing approximately 55 countries
(Bologna Declaration, 1999). Later in 2012, ministers reaffirmed their commitments
and priorities in the context of higher education in the EU, especially in the wake of
increasing economic challenges (EHEA, 2012). While the declaration primarily
addresses broader European higher education concerns, its emphasis on
employability, widening participation, the social dimension of education, student-
centred learning, and critical thinking align with the principles of CEL in Scottish
universities whilst emphasising the importance of preparing students to be

responsible and active citizens engaged in their communities.

These key EU higher education policies highlight the Third Mission and active
citizenship of universities as central to their institutional purpose. However, Mcllrath

(2018) argues that its commitment to employability

also reinforces the entrepreneurial or economic imperative by equally emphasising
the importance of cooperation with local and national employers in the development
of education programmes that enhance workplace skills to increase student
competitiveness. How universities continue to respond to these seemingly
antithetical ideological goals is a contentious issue that is difficult to reconcile.
(Mcllrath, 2018, p.169)This conflict between competition and cooperation and the
promotion of the economistic model of education is mirrored in UK and Scottish

Government policies on higher education which are detailed below.
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2.2.2 National policy, funding, institutional and societal drivers

Scottish higher-education institutions are subject to distinct policies and funding
models. Nevertheless, current research and literature do not make this distinction
clear and the Scottish context has been conflated with that of England and the rest of
the UK (see Chmelka et al. (2020). The following section links closely with one of the
key questions in the second part of this critical literature review: Who and what are
universities for? In the second part, | frame Alasdair MaclIntyre’s (2007) argument
that institutions need practices as a relationship of symbiotic mutualism. This means
that institutions such as universities cannot exist without practices in the same way
practices are upheld by institutions. The term “practice” refers to Maclintyre’s (2007)

concept of:

any coherent and complex form of socially established cooperative human
activity through which goods internal to that form of activity are realized in the
course of trying to achieve those standards of excellence which are
appropriate to, and partially definitive of, that form of activity, with the result
that human powers to achieve excellence, and human conceptions of the
ends and goods involved, are systematically extended.(Maclntyre, 2007,
p.187)

Maclntyre uses the game of football, architecture, farming, painting, music and chess
as examples of practices as well as “the creation and sustaining of human
communities” (2007, p.188).The constituents which help practices resist influences
such as market forces and the nation state, are the virtues. Before this, | examine
some of those institutional influences at play and how government policy can support
or sabotage CEL activity within higher education institutions. At the time of writing,
there is a gap in the literature relating to CEL in a Scottish education context.
Regardless, in this section | will explore how this forms a distinct context from the
English and UK context, with which it has been conflated by some writers (Chmelka
et al., 2020) and the impact this may have on community-engaged activity in higher

education institutions.
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2.2.3 The Scottish Funding Council

In Scotland, all universities are public, funded by the Scottish Government who
exercise devolved power through the Scottish Funding Council, and represented by
Universities Scotland. The Scottish Funding Council (SFC) is the national funding
authority that invests £1.9 billion every year in tertiary education, research and
knowledge exchange through Scotland’s 19 universities and 26 colleges, which are
obliged to meet outcome agreements as a condition of this funding i.e. what they
agree to deliver in return for their funding (Scottish Funding Council, 2022a).
Additionally, the SFC facilitate the Research Excellence Framework (REF) which
purports to:

e To provide accountability for public investment in research and produce
evidence of the benefits of this investment.

e To provide benchmarking information and establish reputational yardsticks,
for use within the HE sector and for public information.

o To inform the selective allocation of funding for research. (Research
Excellence Framework, 2022)

While in England, Research Excellence Framework (REF), Teaching Excellence
Framework (TEF), and the new Knowledge Exchange Framework (KEF) are the
three assessment criteria to which UK higher education institutions must adhere to,
Scottish universities do not participate in the TEF as they have their own systems of
evaluation and an existing commitment to outcome agreements with the SFC
(Universities Scotland, 2022).

The KEF, which was first carried out in England in 2021, aims to improve the
efficiency and efficacy of public funding for knowledge-sharing initiatives. KEF
includes Public and Community Engagement and Working with the Public and Third
Sector as two of its seven equally weighted "perspectives" (UKRI, 2022); as a result,
it may offer financial incentives for CEL and research in the future (Chmelka et al.,
2020, p.86). However, while Universities Scotland contributed to KEF consultation
carried out by Research England on the proposed design and implementation of the
first iteration of the KEF (Universities Scotland, 2019), it does not currently

participate in this exercise.
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In addition to incentives offered by the newly established KEF, some English
universities have also included community engagement in the promotions criteria for
academic staff who support students in CEL (Martin et al., 2016, p.100). Knowledge
exchange between higher education institutions and the wider world, which aims to
benefit both society and the economy, is also supported by Higher Education
Innovation Funding with a budget of £230 million (UK Research and Innovation,
2022). This funding is not applicable to Scottish Universities who have access to the
University Innovation Fund, which “provides incentives to universities to work
collaboratively to exploit their research to improve Scotland’s economy” (Scottish
Funding Council, 2022b).

2.3 The Third Mission in Scotland

Within a Scottish context, the concept of the third mission of higher education
institutions was historically focussed on universities and the well-being of their
communities. University settlements, such as the Alba University Settlement, as
detailed in section 1.2.1, sought to highlight the value and legitimacy of various types
of knowledge that might be generated by community members and academics;
desirable outcomes such as reciprocal learning were stressed. There is also a clear
desire to provide local community members with the tools they need to critique and

discuss policies and issues that would have an impact on their lives.

The Scottish Government has repeatedly claimed that “Scotland is leading the way
as a progressive nation”(Scottish Government, 2017b) however, its higher education
funding policies and structure prioritise enhancing national economic wealth rather
than other markers of a progressive nation such as social equality, life satisfaction,
and democratic citizenship. Furthermore, the current funding model for third mission
activity in Scottish Higher Education prioritises the commaodification of innovation
founded within higher education institutions. Unlike England, with its top-down
drivers such as the Teaching Excellence Framework (TEF) and Knowledge

Exchange Framework (KEF), Scotland’s universities are subject to a different model
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of funding for third mission activities. In 2016 the Scottish “Knowledge Transfer
Grant” (KTG), which had been based on a formulaic distribution of knowledge
transfer funds, was deemed inadequate for supporting public “economic and societal
goals that Government expected external engagement by universities with business

and other stakeholder [sic] to deliver” (Scottish Funding Council, 2019, p.2)

The replacement Scotland University Innovation Fund (UIF) (Scottish Funding
Council, 2022b) contributes to exacerbating the differences between strategies for
policy incentives and funding allocation mechanisms in Scotland and England.
These differences have stemmed from the “asymmetric’ devolution processes of
higher education, and the UK national research policy objectives and structures”
(Kitagawa and Lightowler, 2013, p.1). One crucial difference is that the UIF is driven

by outcomes rather than activity:

For AY2016/17 the sector signed up to the delivery of ‘priority actions’ with an
emphasis on collaboration where appropriate. These outcomes were agreed
in partnership with the sector and key stakeholders and aligned with
Universities Scotland 5-point Action Plan and the broader Innovation Scotland
Forum Action Plan. [emphasis added] (Scottish Funding Council, 2019, p.3)

While the Scottish Funding Council states that these changes were made to support
economic and societal goals, analysis of the two policy documents mentioned above
would suggest that the focus is heavily on improving economic wealth rather than

non-economic societal goals.

The Universities Scotland “Five Action Plan for Innovation” (2015) ostensibly sets out
a plan for additional work that could be done in partnership with business and public
sector agencies. However, each of the five points explicitly prioritises
entrepreneurship, industry needs and business partnerships; the plan promotes an
economistic model of innovation of Higher Education with no mention of public sector

agencies:

1. Engage in sustained dialogue with each of Scotland’s priority economic
sectors through Industry Leadership Groups to ensure barriers to effective
partnership are systematically identified and tackled.
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2. Harmonise and simplify contract, project and partnership negotiations through
the development and adoption of business-friendly template contracts and
agreements

3. Simplify business access to university knowledge and support an informed
understanding of the knowledge exchange process.

4. Raise awareness of the opportunities for business arising from university
knowledge, including advocating the potential contribution to product and
process innovation, in order to help stimulate the demand for innovation and
problem solving from Scotland’s company base.

5. Expand our role in company formation through enhanced start up and spin out
programmes which draw on the intellectual assets and skills within Scotland’s
universities. (Universities Scotland, 2015)

Similarly, the “Innovation Scotland Forum Action Plan” (Scottish Government, 2017a)
introduces the overall economic ambition of Scotland to be ranked “in the top quartile
of OECD countries for productivity, sustainability, equality and wellbeing” (Scottish
Government, 2017a, p.1). Improving living standards is also mentioned in the
introduction but then the rest of the action plan focusses heavily on business
innovation and the desire to maximise knowledge exchange through the UIF with the
goal of boosting Scotland’s economy. Out of the four goals introduced, “productivity,
sustainability, equality and wellbeing”, only productivity is highlighted and discussed

in the action plan with its conclusion being that the goal of the plan is to:

[build] on the progress we have made, working together, to boost Scotland’s
innovation performance. It sets out important first steps the Scottish
Government will take with partners and businesses to improve Scotland’s
innovation offer and drive up business innovation [...] we will identify further
steps to increase the level of business innovation active businesses over the
long term to create a world class innovation system which moves Scotland
toward being in the top quartile of the OECD for innovation and, thereby,
matching the best performing countries in the World..”(Scottish Government,
2017a, p.6).

In the absence of any direct reference to sustainability, equality and wellbeing and
no explicit links made between how innovation correlates with these three goals, the
implication here is perhaps that sustainability, equality and wellbeing are

automatically achieved through an enhanced national economy.
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Extrapolating from these Scottish policies, it would appear that only university
research and knowledge exchange, which contributes directly to Scotland’s
economy, is prioritised. The UIF model is set out in a way that suggests that outwith
teaching and research, Scotland’s universities’ third mission should be focussed on
knowledge exchange which results in national economic growth. This interpretation
of the third mission focusses on monetising innovation founded within higher

education institutions.

The monetization of higher education contributes to a neoliberalist agenda. Giroux
(2017) argues that neoliberalism in higher education specifically supports the terms

of

a free market economics wherein all individuals and institutions are conceived
of as market actors whose objectives are to maximise their capital value, and
whose values rest on enterprise and investment. (Giroux, 2017, p.25)

Prioritising this neoliberalist agenda within higher education impedes the ability of
Scotland to flourish as a progressive nation and neglects the role of higher

education’s role in the cultivation of civic-mindedness an active citizenship.

Other aspects of a progressive nation and a human being’s quality of life such as
social equality, life satisfaction, and democratic citizenship are not afforded the same
level of prioritisation. This is problematic if Scotland’s claim to be a leading
progressive nation is to be accepted; development economists such as Dréze and
Sen (2010) have demonstrated that economic growth correlates poorly with political
liberty, stable democracies, health and education. This view aligns with Diener and

Seligman (2004) who argue that:

although economic output has risen steeply over the past decades, there has
been no rise in life satisfaction during this period, and there has been a
substantial increase in depression and distrust. (Diener and Seligman, 2004,

p.1)
As Nussbaum (2010) argues, economic growth and wealth are means to an end but
cannot be ends in themselves. In other words, nations strive for economic wealth in
order to achieve certain goods in life that are of intrinsic value. The writers above
express resistance against the dominance of neoliberalism within higher education

and contribute to what Kreber (2016a) describes as a “counter discourse” which
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highlights the social and common good purposes of higher education as opposed to

the economic.

The contemporary interpretation of the third mission in the Scottish policy landscape
appears to prioritise an economistic model of education where indicators of a
progressive nation, which Scotland claims to be, are assumed to be automatic
products of enhanced economic, national wealth. In the next chapter, | will explore
what might constitute the kinds of goods Scottish universities could offer their
communities including communities within their own institutions (learners and
academics), as part of a broader third mission. | now shift focus to a review of the

literature related to academic staff perspectives on CEL.

2.4 Current literature on academic staff perspectives on
CEL

There are two main bodies of literature on academic staff perspectives on CEL. The
first concerns how factors on an individual level (personal characteristics) can
influence academic and the second focusses on factors on an institutional level
(disciplinary context), including factors that motivate institutions to support CEL. All
of the studies are focussed on CEL activity taking place outwith a UK context, which
is not surprising since, as | have discussed above, there is a paucity of literature

about CEL in the Scottish and UK education contexts in general.

2.4.1 Personal characteristics and value orientation of academic
staff

There is a considerable body of literature spanning the last two decades in the US
that focuses on the institutional and individual levels of inquiry into CEL. Antonio et
al.(2000) argue that personal characteristics (e.g., humanistic orientation, personal
commitment to community service) is the most influential factor in determining an
academic staff member’'s commitment to CEL and specifically service-related
activity. This is closely followed by the disciplinary context. Subsequent research,
(Buzinski et al., 2013; Doberneck and Schweitzer, 2017) has built on this, and lent
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force to the argument that disciplinary context and personal characteristics are the

most influential variables.

In their 2000 research paper, Antonio, Astin and Cress (2000) identified two personal
characteristics or value orientations to be predictors for positive and negative
engagement and commitment with civic engagement. A high “Humanistic
Orientation” was defined as “helping to promote racial understanding, influencing
social values, helping others in difficulty, developing a meaningful philosophy of life,
and becoming involved in programs to clean up the environment.” (Antonio, Astin
and Cress, 2000, p.379) whereas “a high “Status Orientation” consisted of “obtaining
recognition from colleagues and becoming an authority in one’s field.” While both
values reflected motivations for choosing an academic career, a Humanistic
Orientation correlated with the individual espousing and involving themselves with
civic engagement pedagogies while Status Orientation reflected the opposite. There
are strong links here between the values within the Humanistic Orientation and the

concept of civic mindedness.

Antonio, Astin and Cress (2000) identified distinct personal characteristics and
values as well as types of institutions that foster academic staff interaction with and
commitment to community service. Several studies in the last two decades have built
upon the findings of Antonio et al.’s (2000) research paper by exploring how these
factors (individually and in combination with others) influence academic staff
commitment to service-learning. O’'Meara et al. (2011) reviewed more recent
literature on the factors that influence academic staff engagement in community

service. They provided broader categories of influential factors:

e Demographics, Identity, and Life Experiences
e Epistemology and Personal Goals
e [nstitutional Contexts

e Disciplinary and Department Contexts (O’Meara et al., 2011)
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Neither of these studies, however, consider the broader context of the local, national
and international perspective. | propose that this wider perspective is relevant to my
research on CEL at the individual level of the academic staff member. These
influential factors can then be broadly categorised into a stratified analysis on three

levels: structural, institutional, and individual.

2.4.2 Stratified analysis

At the institutional level of analysis, the relationships between different disciplinary
groups with their governing institution (the university), is of great significance.
Current literature implies that some applied disciplines, for example, education and
health sciences, are more likely to participate in community-engaged pedagogy
(Antonio, Astin and Cress, 2000; Vogelgesang, Denson and Jayakumar, 2010). By
contrast, academics in mathematics and the humanities were less inclined to involve
such activity in their courses. As my research focuses on a single institution where
CEL is not a well-established, pedagogical practice, | did not consider the
institutional level of analysis to be a helpful. Instead, consistent with Archer’s
Morphogenetic, critical realist approach (2020; 2013a; 1982; 1995) (see section
5.4.2), | will analyse how the individual level interacts with the institutional level and

broaden this out to the wider political and social context.

Demb and Wade (2012); Boland and Mcllrath (2016) support the need for a
multidimensional approach to analysing CEL within institutions; simply exploring
engagement and commitment to CEL at a disciplinary level is insufficient. Demb and
Wade’s study in 2012 acknowledged the importance of disciplinary context but also
placed responsibility on institutions to incentivise, support and reward civic
engagement. In their qualitative study, Boland and Mcllrath (2016) found diverse
reasons influencing senior management and individuals within institutional settings to

support and embed CEL:

Enhancing student learning, creating an engaged campus, countering the drift
from the public to the private domain, getting the edge over competitors in the
higher education market, all feature. Particular local contextual factors also
prove significant.(Boland and Mclirath, 2016, p.92)
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This is relevant to section 2.2, which suggests that defined analysis at an institutional
level is necessary; institutions on their own cannot change national policies on
research and funding, or determine the criteria for university league tables. Of
course, underpinning any drive for policy change at an individual level, as Demb and
Wade (2012); Boland and Mclirath (2016) and Buzinski et al. (2013) have argued,
requires institutional and departmental support. Underpinning this change are
individual staff members whose role includes being involved with civic engagement
through CEL and those who engage with this kind of activity on an elective basis. In
the next section, | review literature that considers Community-engaged activity to be
part of a longer-term strategic third mission, institutional commitment and its
relationship with existing processes such as the staff development and promotions

process.

2.4.3 Institutionalisation, staff recognition, and the sustainability of
CEL

Many recent research papers on university-community engagement conclude that
embedded engagement must be a core component of the institutional mission for it
to be taken seriously (Chmelka et al., 2020; Robinson and Hudson, 2013). Moreover,
to properly acknowledge and convey the importance of this type of work, it must be
recognised by the employee appraisals and promotions process (Robinson and
Hudson, 2013; Zlotkowski, 1996; Antonio, Astin and Cress, 2000). In the US, where
CEL is practised widely, this pedagogy can appear to be more institutionalised and

established within a university.

In order to reconnect with and build upon the CEL goal of creating meaningful
linkages between institutions and communities, and the idea of a scholarship of
engagement, Butin (2010a) makes the case for reframing the movement as an
intellectual one. This calls for the creation of an "academic home" (Butin, 2010a,
p.20) or academic programmes like majors, minors, and interdisciplinary

programmes, as well as the critique and discussion that can flourish in these
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academic contexts. According to Butin, the academic department is the primary unit
of analysis within higher education, and hence such an academic home can foster
and sustain constructive criticism that can advance the community engagement

movement:

At the heart of this argument is the notion that the disciplining of a movement
is a necessary precondition for its ability to work within and through the
context-specific mechanisms of higher education. My departmental status, to
put it bluntly, allows me a voice at] the higher education decision-making
table. (Butin, 2010b, p.109)

In a systematic review of CEL in higher education institutions across Europe,
Chmelka et al. (2020) found variation in the degree of institutionalisation of this type
of pedagogy. Generally, there were no permanent infrastructures for this type of
learning activity and projects were largely ad hoc, fragmented and dependent on the
enthusiasm, capacity and goodwill of individual staff members. However, the review

comments that:

British universities are increasingly becoming more socially responsible and
are looking for opportunities for their students and researchers to be able to
respond to local societal challenges. (Chmelka et al., 2020, p.104)

Even in a US higher education context where CEL is more established,
institutionalisation of this practice is not prevalent across all universities. Zlotkowski

(1996) describes this lack of established practice whereby:

these overt manifestations of interest have often seemed to float, as it were, in
a kind of professional vacuum, unconnected to the defining constructs of
academic life. (Zlotkowski, 1996, p.22)

These findings support Goddard’s (2016, p.6) criticism of the un-civic university

model where the third mission is relegated to the periphery of university priority.

54



Chapter 2: Critical Literature Review Part One

2.4.3.1 Recognition of academic staff engagement

One important result of pushing CEL to the periphery, is the impact on academic
staff engaged in this kind of pedagogy. In an anecdote about academic staff
promotion and CEL, Zlotkowski (1996) shares an example of a respected colleague
with pioneering and award-winning accomplishments in service-learning across

undergraduate and postgraduate programmes applying for professorship.

as | reviewed the particulars of the glowing departmental recommendation, |
found not a single reference to service-learning: not as an example of
innovative pedagogy, not as an example of professional initiative, not even as
an example of some kind of service. Indeed, what was cited as an example of
wider community involvement was participation in a country dance group!
(Zlotkowski, 1996, p.23)

In this example, the applicant for professorship is clearly dedicated and enthusiastic
about CEL and yet does not consider this work to be relevant to academic
promotion. In a UK university context, Robinson and Hudson argue that this is

because CEL-type activity is not appropriately acknowledged by their institution:

many university staff who get involved in community activity do so without
encouragement or support from their university. In fact, they can feel as if they
are getting involved in such activity despite the institution; It is often not
valued, or recognised, and is certainly not seen as part of the university’s
mission or remit.(Robinson and Hudson, 2013, p.192)

Robson and Hudson (2013) assert that embedding community engagement is
essential and could be accomplished in part by including these activities in staff

appraisals by formally acknowledging engagement work with communities.

2.4.3.2 Sustainability of CEL practice

In their literature review of global university social responsibility initiatives, Sharma
and Sharma (2019) found that a lack of internal organisation, specific measures and
agreement on commitment to ethical approaches hindered the growth of social

responsibility work in universities.
Social responsibility ought to be embedded into the core values and functions
of universities’ practices at each level. Sustainability reporting in higher

education is still in its immaturity considering quantity and quality [...]J(Sharma
and Sharma, 2019, p.33)
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Scottish universities were not included in the data, however the review concludes
that within the current context of higher education funding, initiatives that need extra
resources such as CEL, are in constant danger. Chmelka et al. (2020) also
concluded lecturers were often not given any institutional incentives to use an

engaged approach in their instruction.

One example of institutional commitment to CEL in the UK is the Community
Engaged Learning Service (CELS) at University College London (UCL, 2023) which
is a dedicated consultancy service to support staff to develop CEL within their own
pedagogical practice. The CELS website hosts information for prospective
community partners as well as students and offers staff guidance on embedding CEL
into their programmes as well as case studies and accounts of practice. Training and
mentoring are available for staff as well as available funding for CEL projects and a
service to “match make” potential community partners with academic staff. While
parallel services exist to support researchers at Alba University, there is no such

service for CEL practitioners.

Therefore, it would appear that institutionalised support, coordination, and strategic
planning are needed in a top-down framework to assure the sustainability of
community-engaged programmes. It stands to reason that, if a university is serious
about engagement, it will need to invest in relevant staff development and outreach.
If that commitment is to be sustained, it must also be mainstreamed, integrated into
how the university operates, and reflected in its strategy and budget. University-
community engagement ought to be more than a series of projects with short-term
funding. For teaching staff in higher education who take the initiative to integrate an
engaged learning method into their pedagogy, formal acknowledgement, incentives,
or even awards (financial or promotion-based) are necessary. This is a gap in the

knowledge that my research project sets out to examine.

In the next chapter, | investigate how a virtuous professional might be conceived in
the context of a higher-education institution. As part of this, | explore the idea of

professional authenticity, which is conceived by Kreber (2016a) as: adhering to
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person choice and committing oneself to a community’s shared beliefs and
traditions. In being inauthentic, professionals heavily prioritise one dimension over
another. This includes a propensity for self-sacrifice and self-abnegation where
professionals, in this case academic staff, are vulnerable to hegemonic oppression
(an idea originated by Gramsci (1971)) where staff are complicit in their own
oppression (Brookfield, 2005b). In other words, in an institutional context that
promotes external goods e.g., power, status and wealth, and under-recognises the
efforts of staff who initiate and foster CEL activity, staff may unknowingly
compensate for a lack of financial and professional recognition by making their own
sacrifices in these areas: they will work without financial reward, and sacrifice their

career progression.

From my interpretation of the existing literature, | argue that the institutional context
has a significant impact on the experiences and perspectives of academic staff on an
individual level. In institutions where the third mission has been interpreted as an
optional activity with little or no institutional support, academic staff who do wish to
take on CEL activity are vulnerable to vocation hegemony (Brookfield, 2005b)
(complicity in one’s own oppression for the sake of one’s perceived vocation) within
a culture of inauthenticity Kreber (2016b). In such an environment, continued CEL
activity, which can benefit students, the wider community and the reputation of the
institution rely on the goodwill and sacrifice of individual academic staff, which is

often unsustainable and unethical.
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3 Critical Literature Review Part 2 — The
Ultimate Purpose of a University

3.1 Introduction

In the previous chapter | critically reviewed current and relevant literature around
Community Engaged Learning (CEL) and framed it within a United Kingdom (UK)
and Scottish Higher Education context. In this chapter | will use an emancipatory,
Neo-Aristotelian virtue-ethics approach to explore the question of what kind of
ultimate purpose a university should support, and locate these within the policy and
political context of Scotland within the UK. Education in the UK is a devolved power
and each of the countries in the UK (England, Northern Ireland, Scotland and Wales)
are subject to different education systems overseen by their own devolved
governments (The Scottish Parliament, n.d.). Therefore, Alba University exists within
a Scottish education context and is subject to a distinct but related system of funding

and governance from England and the other nations within the UK.

Neo-Aristotelian virtue ethics is fundamentally concerned with the value of human
flourishing and the cultivation of virtues such as bravery, honesty, compassion, and
wisdom. The relevance of reason and practical wisdom in forming moral and ethical
ideas and practises is also emphasised. Also, it seeks to understand what the good
life entails and how our values and beliefs are shaped by our communities and
traditions. Neo-Aristotelian virtue ethics can be viewed as the root of key concepts
which are highly relevant to exploring the potential of Higher Education for its
students, academic staff and society, including the local community. These key
theories include conceptions of the common good, authentic professionalism, and

human flourishing.

My research project focusses on one institution: Alba University, which is located in
Scotland. Alba University is a specific kind of higher education institution: a multi-
faculty, multi-disciplinary research university (Facer, 2019). From here on, my
reference to “university” will refer to this specific type of higher education institution.

My study as a whole will analyse the existing literature and the data collected across
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three levels of analysis: structural (local, national and international contexts)
institutional (institutional, disciplinary and department contexts) and individual
(individual characteristics and experiences of academic staff). Therefore, alongside
considering who and what higher education institutions should be for, | will then
explore how academic staff and higher education institutions can contribute to this
ultimate purpose. Crucial to this exploration is the policy and political context of Alba
University; | will argue that these structural level factors influence how higher
education institutions can and wish to respond to the questions of what their ultimate
purpose should be on an institutional level. This in turn influences how their

academic staff are able to contribute to this on an individual level.

Finally, retaining the focus on universities, | explore the literature on how these types
of institutions purport to contribute positively to wider society including local
communities and also how these affirmations interact with the experiences of
academic staff. The literature on the sustainability of CEL practices will be evaluated
in order to explore whether current practices in CEL, and the level of support
institutions give these practices, are consistent with an emancipatory, Neo-

Aristotelian virtue ethics approach.

3.2 Neo-Aristotelian Virtue-Ethics and CEL

” o« LL 11

In this section, | clarify my use of terms such as “morals”, “ethics”, “values” and
“virtues” in my study and discuss the relevance to my research context. This serves
as the foundation of my argument for adopting a Neo-Aristotelian, virtue ethics

approach to CEL.

3.2.1.1 Morals, ethics, values and virtues

In this study, | make a distinction between “morals”, “ethics”, “values” and “virtues”. |
will attempt to explain my use and interpretation of these terms here. Values are
commonly expressed within organisational mission statements (Keohane, 2006). D

'’Andrade (2008, p.121) describes institutionalised values as:

values that people agree should be valued in enacting some role or
performing in some group [...] world. However, it is commonly recognized that
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often people have values that are incongruent with the institutionalized values
of their roles.

Therefore, institutional values express what is important to that group of individuals.
Related but distinct, is the idea of ethics and morals which express the rightness and
wrongness of actions. The phrases "right" and "wrong" are typically used to refer to
actions taken in accordance with some established norm. For example, an institution
might declare “excellence” and “ambition” to be values but this may or may not be
fully compatible with accepted understandings of ethical virtues such as integrity and
honesty. Some scholars have used morals and ethics interchangeably because
etymologically, both words have different linguistic roots but a similar meaning: the
word "moral" is derived from the Latin word mos which means custom or habit.
“Ethics” is a translation of the Greek word ethos (Hare, 2019). However, while
“ethics” and “morals” are related terms, | do not use these terms interchangeably
because they may express incompatible ideas within the context of my study. |
interpret “morals” as an expression of personal principles whereas “ethics” are the

expression of the commonly accepted principles of social group or a community.

An individual might hold moral views which may or may not clash with the ethical
views of their social group. The recent leadership campaign within the Scottish
Government is a good example of this where one candidate attempted to explicitly
separate her moral views (based on conservative Christian values) and the ethics of
the progressive political party which she sought to lead. Virtue ethics tends to be
indexed to a particular culture (see Archer’s definition in section 5.4.2) and its
customs, therefore it is necessary to consider the question of what constitutes

virtuous conduct in a particular culture.

Finally, my use of the word “virtue” derives from the Aristotelean concept of a moral
virtue which Aristotle described as a kind of habitual disposition; it is something we
do not automatically develop but are naturally capable of developing through habit
(Aristotle and Taylor, 2006, 1103a). Within a virtue-ethical framework, ethical
principles are dependent on (but not determined by) context. A virtue is described as

“a trait of character manifested in habitual actions that is good for a person to have”
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(Rachels and Rachels, 2022, p.171) in other words, virtues are needed to conduct

our lives well; a virtuous person will fare better in life.

3.2.1.2 The relevance of virtue-ethics for CEL

Aristotle’s virtue ethics is considered a type of consequentialist or teleological
approach to ethics. The latter refers to judgements on the rightness or wrongness of
actions based on the consequences or ends of those actions. Virtue ethics
emphasises that the ethical end of action is the cultivation of virtue and excellence in
a person which Aristotle described as eudaimonia and is often translated as
“flourishing” or “happiness” (Aristotle, 2002, p.454). In other words, human beings
have a function and performing that function with excellence is definitive of aréte or

virtue.

Virtue-ethics can be compared to other consequentialist approaches such as
utilitarianism which defines as ethical, approaches that bring about the greatest
happiness for the greatest number (Bentham, 2000) and approaches which place an

emphasis on rules or duties (deontology):

Imagine a case in which it is obvious that | should, say, help someone in
need. A utilitarian will emphasize the fact that the consequences of doing so
will maximize well-being, a deontologist will emphasize the fact that, in doing
so, | will be acting in accordance with a moral rule such as 'Do unto others as
you would be done by', and a virtue ethicist will emphasize the fact that
helping the person would be charitable or benevolent. (Hursthouse, 1999, p.1)

A virtue-ethics approach requires consideration of both the means and the ends of
the action with the recognition that performing the action can contribute to the agent

changing as a result.

In my study, | argue that there is an important distinction to be made between a
utilitarian and a virtue-ethics approach. The former permits self-sacrifice in ways the
latter does not. For example, a member of academic staff may choose not to pursue
appropriate reward, recognition or work allocation for CEL work because they
consider this to be a selfish pursuit which might compromise the financial
sustainability of their CEL course and negatively impact students and local
community partners. Not pursing reward etc. would be consistent with a utilitarian

approach to ethical action. Similarly, a deontological approach might encourage the
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individual to defer action because of established rules around the vocation of
teaching e.g. I must act for the benefit of my students and local community, even if it
negatively impacts my career. (The idea of vocation hegemony is discussed further
in Section 3.4.1.). With virtue-ethics however, an act of self-sacrifice would be
considered unethical as it compromises the possibility of individual flourishing.
Furthermore, where two virtues come into conflict, generosity and truthfulness in the
example above, phronésis or practical wisdom would help the individual to decide

the most appropriate course of action.

According to Aristotle in The Nichomachean Ethics (Aristotle, 2002), every object
has a telos or ultimate purpose, such as a chair or a person, and is "good" when it
fulfils that ultimate purpose well. The ultimate purpose of a human, according to
Aristotle, is to live a life characterised by eudaimonia. This Greek term has been
translated as flourishing or fulfilment or simply “living a worthwhile life” (Hughes,

2013a, p.21). Another quality of eudaimonia is that it is sufficient of itself:

sought after for its own sake and not for the sake of anything else as well. We
don’t need, and could not in any case find, any further explanation of why we
should wish for a fulfilled life.(Hughes, 2013a, p.30)

Neo-Aristotelian virtue ethics is a school of thought that builds on Aristotle's idea of
virtue (Aristotle and Taylor, 2006, 1103a) and places a strong emphasis on
developing moral character and virtues as the path to living a flourishing life. Written
in the 4" Century BCE, Aristotle’s account of teleological ethics lacks an egalitarian
element which contemporary Neo-Aristotelian philosophers such as Maclintyre
(2007), Nussbaum (1997; 1992) and Hursthouse (1999) have clearly incorporated. In
distinct but related ways, they have applied the idea of individual flourishing to all
humans in society. Two prominent, contemporary Neo-Aristotelian thinkers also
differ on how they derive their conception of virtue theory. Maclintyre, for example,
argues that an individual cannot manifest their personal good if they do not also

pursue common goods:

Whereas traditional Aristotelian doctrine identifies a being’s good, its telos,
only with the actualization of its innate potential, Maclntyre locates human
goods also within shared practices. It is in acting for the sake of such common
goods, he argues, that humans achieve real excellence. (Knight, 2007, p102)
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Virtue-ethics is an approach which can focus on both individual flourishing and the
common good and therefore, it is this ethical theory which | have judged to be the

most appropriate approach in the theoretical framework of this study

In Figure 1-2 | suggest that the missions, practices, behaviours and ultimately,
experiences of a university, stem from an institution supporting an ultimate purpose.
Using an emancipatory, neo-Aristotelian virtue-ethics approach, | argue that this
ultimate purpose is to promote individual flourishing and emancipatory critical
thinking for the common good. This ultimate purpose informs the unique function a
university is intended to fulfil; the three integrated missions which mirror Goddard’s
model of a civic university (Figure 1-4) are what | argue to be the function of a
university. Maclntyre argues that universities are required to justify themselves in

terms of their unique function:

When it is demanded of a university community that it justify itself by
specifying what its peculiar and essential function is, that function which, were
it not to exist, no other institution could discharge. (Maclintyre, 1990, p222)

| argue that this ultimate purpose is consistent with an emancipatory, neo-Aristotelian
virtue-ethics approach and indeed, an institution explicitly pledging support for an
ultimate purpose, entails making a shared ethical commitment to cultivating certain

virtues.

One of the most relevant characteristics of neo-Aristotelian virtue ethics to my study
is the focus on the importance of different kinds of knowledge and the part they play
in ethical decision making. This includes the aforementioned phronésis or practical
wisdom (knowledge of ethics) (Snow, 2017). Phronésis is an intellectual and
practical skill that enables people to decide what is right to do in various
circumstances. Hursthouse (1999, p.123) asks the question “What is it to act
virtuously, or well, on a particular occasion?” and describes four conditions for acting

virtuously which | paraphrase below:

1) The action itself must be good and virtuous

2) The actor must know what she is doing so that the act is carried out
intentionally and not by accident.
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3) The actor acts for a reason/s and for the right reason/s.

4) The actor has the appropriate feeling(s) or attitude(s) when she acts.
(Hursthouse, 1999, p.123-125)

Regarding the third condition, Hursthouse (1999) argues that, for virtuous act to be
'morally motivated' it must be done from a settled state of character (i.e., not a
spontaneously uncharacteristic act). This should sufficiently resemble the state of
character that a virtuous person acts from. In other words, an individual cannot be
said to possess a virtue if they only demonstrate it on occasion and in an

uncharacteristic fashion.

These four conditions align with Maclntyre’s four questions which he sets out in his
work (1999a) “How to Seem Virtuous Without Actually Being So”. The four questions
draw a useful distinction between genuine virtues within “any tolerably systematic
and coherent understanding of the virtues” and “commonplace rhetorical usage of
the virtue-words” or in other words, counterfeit virtue (Maclntyre, 1999a, p.119).
Similar to Hursthouse (1999), Maclntyre argues that genuine virtue involves not only
carrying out a virtuous action but also that the action is motivated by virtuous
reasons. Maclntyre also agrees that pleasure is gained from acting virtuously not
because it pleases others but because the actor recognises the action to be virtuous.
Finally, Hursthouse (1999) argues that attributing "moral motivation" to someone
because he/she believed it was right, is actually attributing something that extends
well beyond the moment of action, it makes a claim about the kind of person he or
she is. It is about their character which concerns possessing the virtues; a person
who is virtuous acts from virtue and this in turn is informed by phronésis or practical

wisdom.

Earlier in section 1.3, | presented my ideal of a university firmly rooted in supporting
an ultimate purpose, which is related to the Aristotelian concept of telos. This thesis
examines how structural, institutional and individual factors influence academic staff
experiences and perceptions of CEL. Initiatives for CEL can be supported by a neo-
Aristotelian account of virtue-ethics or an ethical commitment of the practitioner to

act virtuously.
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3.2.1.3 Literature on virtue-ethics and CEL

There is an established body of literature on virtue ethics and education, specifically
in compulsory schooling, including notable contributions by Carr (2006), Bohlin
(2005); Wringe (2006); Higgins (2011). However, there are very few studies involving

virtue ethics where the field is narrowed down to CEL activity.

Using Google Scholar, through Harzing’s Publish or Perish application, and adopting
different combinations of search terms “civic engagement, virtue ethics, ethics,
service learning, community engaged learning, education” fewer than fifteen
publications were found from the last 22 years (from 2000 - 2022). Research centred
largely on ethics or philosophical approaches to SL, CEL and civic engagement. A
virtue-ethics informed approach to studying CEL focusses on the character of the
individual and the feelings and motivation behind their actions, rather than the
activity itself. Additionally, it has also been argued that “[r]estoring to its central place
the question of the flourishing of the practitioner is the first step in constructing a

virtue ethics of teaching.” (Higgins, 2010, p.10)

From a student perspective, Rodmon King (2015, p.5) makes a compelling argument
that virtue ethics informed approaches to CEL bring to light concepts such as power,
privilege, bias, and ignorance, which can be particularly problematic for CEL
activities. For students, CEL activities could constitute nothing more than
meaningless tick box exercises or shallow CV boosters if students are unable to
confront and fully understand these problematic concepts. Worse yet, it's possible
that projects for service-learning that fall short in addressing these issues could lead
to the reinforcing of ethically dubious attitudes and ideas (e.g., paternalism, racism,
and classism). Since virtuous people, King (2015) argues, must encounter,
understand, and sensitise themselves to these concerns as part of the development
of their character, virtue ethics is well adapted to support CEL in addressing the
aforementioned problems. | argue that this extends to academic staff too, through

processes of critical reflection and value exploration.
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3.2.2 A shared understanding

In this section, | examine in detail the argument that universities should contribute to
non-economic ends: to support individual flourishing and critical thinking for the
common good. First, it is important to be explicit about what this entails and how this

might be realised in practice.

As Maclntyre (2007; 1999a) argues, a shared moral vocabulary is important and
requires a communal effort and a return to traditions that have a history of reflection
and practice. Before the Enlightenment, Maclntyre (2007) argues, moral choices
were dictated by religion. The goal of the Enlightenment was to ground morality in
rational and non-religious principles but by doing so, philosophy was relegated to a
space beyond the public sphere. Maclntyre argues that the Enlightenment goal failed
for a number of reasons; the most important one being that there was no teleological

basis for this new way of thinking:

Since the whole point of ethics—both as a theoretical and a practical
discipline—is to enable man to pass from his present state to his true end, the
elimination of any notion of essential human nature and with it the
abandonment of any notion of a telos leaves behind a moral scheme
composed of two remaining elements whose relationship becomes quite
unclear. (Maclntyre, 2007, p.57)

Therefore, Maclntyre (2007, ch.3) argues that ethics enables people to understand
how to transition from human nature in its natural state to the state human nature
could be in if it had attained its telos. MaclIntyre suggests that pre-modern societies
would have intentionally advanced towards a given end or purpose (telos) and
removing this did, in some sense, liberate the individual because they could now
adopt any role. However, with an emphasis on individualism, and the emergence of
an “emotivist” culture (basing moral judgements on emotional or affective states), .
Maclntyre argued, in modern times, no authority has the ability to use rational
standards to justify its own moral actions and policy decisions. If the practice of
ethics, as Maclntyre (2007, p.57) suggests, should be instructive in a way that would
encourage the virtues and restrict the vices, then people also need to be taught how

to progress from potential to action, how to realise their true nature, and how to
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arrive at their telos. Without a shared moral vocabulary, individuals are reduced to
making moral decisions based on their emotional or affective state, rather than a
shared understanding of what is good. He argues that this leads to a disjointed and
relativistic morality, in which individuals are unable to understand and critique one

another's moral beliefs.

In the context of higher education, without constructive debate and understanding
around what and for whom universities should exist, institutions are vulnerable to
continued influence and decision-making reflecting the dominant political imperatives
of the state. In the following sections | will argue why promoting individual flourishing
and emancipatory critical thinking for the common good, should be the ultimate
purpose of a university. | will explore Neo-Aristotelian virtue-ethics informed

arguments about what and for whom universities should exist.

3.2.3 Human Flourishing: expanding capabilities and cultivating
humanity
In the previous chapter, | argued that a university should not prioritise economic
ends and that “third mission” activity should work towards non-economic goals which
are also indicators of a progressive nation. As Nussbaum (2010) argues, economic
growth and wealth are means to an end but cannot be ends in themselves. In other
words, nations strive for economic wealth in order to achieve certain goods in life
that are of intrinsic value. | will now consider two key ways of thinking around non-

economic goals, specifically human flourishing, in the context of Higher Education.

The idea of human flourishing stems from Aristotle’s concept of eudaimonia which he

defines in The Nichomachean Ethics, is often translated as “happiness’, or
‘fulfilment’” or ‘human flourishing™, a state of being that arises from living a virtuous
life (Hughes 2013, p.11). | will use the term “human flourishing” to refer to this
concept from now on. While both Nussbaum and Maclntyre focus on a Neo-
Aristotelian virtue ethics approach, Nussbaum focusses on capabilities expansion,

an individualist interpretation on Aristotelianism, while MacIntyre emphasises the role
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of tradition, and the cultivation of virtues within a community, as the key to pursuing

human flourishing.

Within her writings on cultivating humanity (1997) and capabilities expansion (2007)
(2011), Martha Nussbaum explores the promotion of human flourishing through
higher education and, more broadly, international development. Two of the main
claims in Martha Nussbaum’s book Cultivating Humanity (1997) are that 1) the
humanities, as an area of academic discipline, has the potential to shape our
students’ thinking, cultivate their humanity and influence the future of democracy; 2)
this quality is unique to this discipline area. The first claim, is in some ways,
compatible with what Maclintyre argues educational institutions should be for:
supporting students to flourish by thinking for themselves (MacAllister, 2016b).
Accepting these arguments would obligate academic staff within universities to bear
some of the responsibility for creating environments that cultivate this way of thinking

amongst students.

Following Amartya Sen’s pluralist view of well-being, Nussbaum (2011) is credited

’ 1]

with further developing Sen’s “Capabilities Approach” to justice:

Sen’s theory has become extremely important in development economics,
influencing policy within organisations such as the United Nations
Development Programme (2005), encouraging a move away from income
measures of poverty, to ‘lack of basic functioning’. (Wolff, 2008, p.6)

According to Sen and Nussbaum, capabilities are the things that people can do and
be if they so choose; having such capabilities can determine whether someone can
convert a set of means (resources and public goods) into what Sen (1974) describes
as a “functioning”. Nussbaum and Sen’s capabilities approach recognises that
someone’s ability to convert resources to functionings is highly dependent on their
personal, sociopolitical, and environmental context. In Nussbaum’s version, she
proposes ten essential capabilities, which she argues are necessary and sufficient
conditions for living a good life. She argues that “Aristotle believed that political
planners need to understand what human beings require for a flourishing life”
(Nussbaum 2011, p.125). Of course, in today’s context, Nussbaum (2007) adds that
these basic capabilities are due to individuals regardless of their social or economic

circumstances.
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It could be argued then that Nussbaum’s (1997) concept of cultivating humanity
therefore links understanding of what is required for a flourishing life, and believing
that people (even those unlike ourselves) are worthy of achieving this. The intention
of “cultivating humanity”(1997) is to broaden the experience and thinking of individual
students through academic study while with the ten capabilities (2011), Nussbaum
attempts to offer a universally applicable account of essential human functionings.
Nussbaum’s belief that there could be a universally applicable list of capabilities has
been criticised (MacAllister, 2019) with Maclntyre (2007 )arguing that, moral
understanding cannot be objectively determined, but rather deliberated within the

context of communities and their traditions.

Therefore, while both Nussbaum and Maclintyre offer a modern account of Aristotle’s
human flourishing as an end of political and moral philosophy, Maclintyre’s focus is
on deliberation within a community in the context of its traditions, while Nussbaum’s
focus is on implementing a universal list of capabilities. Intertwined with Maclintyre’s
idea of communities where one could cultivate virtues, is the concept of the common
good. This will be discussed below as contributing to supporting the ultimate purpose
of a university. First, | will examine how highlighting the emancipatory potential of

critical thinking is also a key part of this ultimate purpose.

3.2.4 The Emancipatory Potential of Critical Thinking

There is a wealth of literature on incorporating Critical Theory into education with
Paolo Freire (1998) and Henry Giroux (2011) recognised as key scholars in the area
of Critical Pedagogy. Supporting students to think critically in this sense involves
challenging dominant narratives and power structures as well as challenging their
own assumptions and beliefs. The emancipatory potential of Critical Pedagogy is
complemented by a Neo-Aristotelian virtue ethics approach to critical thinking which
focuses on developing character and moral virtues. In this section, | discuss why the
emancipatory potential of critical thinking is a crucial part of imagining the ultimate

purpose of a university.
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Supporting students, as future citizens and professionals, to think for themselves in a
critical way, involves cultivating certain types of knowledge. Instrumental knowledge,
which is often the focus of vocational degrees, describes knowledge or abilities that
are required to accomplish a certain outcome. This kind of knowledge is frequently
applied in real-world situations with a clear objective in mind, for example, learning to
use software to do a task. While instrumental knowledge is crucial to cultivating
graduates who reflect on the outcomes of their university study, it is inadequate on
its own. Kreber (2016) argues that, alongside instrumental knowledge,

communicative knowledge and emancipatory knowledge are also crucial:

[lInstrumental knowledge does not protect us from ethical misconduct. The
problem with instrumental knowledge is that it does not ask, and therefore
does not respond to, questions of ideals, values or ethics. It is not interested
in whether something is desirable, or ethical; it only asks ‘Does it work?’
Instrumental knowledge in isolation, and in the absence of other personal
qualities, dispositions and types of knowing, then is insufficient for
professional practice.(Kreber, 2016a, p.85)

Emancipatory knowledge, Kreber argues, is deeply connected to transformative
education experiences. According to Kreber (2016a, p.8) that transformation extends
beyond mere change; it encompasses a profound reorientation and carries an
emancipatory essence. Students undergo transformation as they increasingly
recognise and confront the evident injustices prevailing in the world, compelling them
to take action and amplify the voices of those who are marginalised. Simultaneously,
they cultivate greater acceptance and openness towards individuals who differ from
them. Moreover, they discover a sense of personal and communal purpose within

their endeavours.

In Cultivating Humanity Nussbaum (1997) argues there are three tenets of cultivating

humanity, which is valuable for a healthy democracy:

e Socratic Self-examination — the ability to examine one’s own assumptions
from first principles.

e Narrative Imagination — the ability to see a situation from another person’s
perspective despite that person’s situation being very different from your own.

e World citizenship — the ability to have in in depth appreciation of another
culture or religious perspective (Nussbaum, 1997).
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The first tenet accords with aspects of Maclintyre’s (1987) purpose of an educated
public where young people should be enabled to think for themselves: “To be
enlightened is to be able to think for oneself’ (Maclntyre, 1987, p.24). As an educator
developing and delivering courses in a higher-education institution, the term “critical
thinking” has become almost a cliché and, as a term, is widely used in course
proposals, learning outcomes and graduate attribute statements with, in my

experience, little or no discussion about what we mean by the term.

Critical thinking can be realised in many different ways. The word “critical” can be
interpreted as intellectually sceptical and questioning, but this can be interpreted in
an apolitical manner, taking into account only the psychological and cognitive
mechanisms and without due consideration of the political or social context in which
the learning takes place. Kincheloe (2000) calls this type of critical thinking

“Uncritical, Critical Thinking”:

In its reductionism this uncritical critical thinking removed the political and
ethical dimension of thinking. Students and teachers were not encouraged to
confront why they tended to think as they did about themselves, the world
around them, and their relationship to that world. In other words, these
uncritical critical thinkers gained little insight into the forces that had shaped
them. (Kincheloe, 2000, p.26)

Catherine McCall, who developed the Communities for Philosophical Inquiry (COPI)
method by training lay people to reason and argue logically within a group setting,
argues that with COPI, the benefits of philosophical education go beyond teaching
learners to deliberate, reason and think critically. She uses the example of human
experimentation in concentration camps in Nazi Germany and argues that the

doctors involved in designing and carrying out those experiments:

used logical procedures to further their inquiry. They discovered more about
their subject matter under investigation. (Information which is still used by the
scientific community today). They communicated with each other. No doubt
they even agreed and disagreed with each other (McCall, 2007 p.25)

Therefore, these doctors engaged in logical, analytical and critical thinking, but the

key difference is that they engaged in such thinking within a restricted and defined
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problem. They did not challenge their basic assumption that the individuals that they

experimented on were sub-human.

Kreber also suggests that critical thinking requires connection to personal meaning
and “questions such as what ought to be done here and perhaps even how should |
live”(Kreber, 2016a p.15). Furthermore, in “The |dea of an Educated Public” Alasdair
Maclntyre argued that a goal of education institutions should be to support students
to think for themselves but in collaboration with other individuals in an educated
community: “it is a familiar truth that one can only think for oneself if one does not
think by oneself” (Macintyre, 1987, p.24). Clearly there is an ethical and social
dimension to critical thinking which must also be employed. Nussbaum’s first tenet of
“Socratic Self-examination” already suggests critical reflection (analysis of one’s
assumptions and first principles), but requires what Kreber, McCall and Macintyre

have argued, deliberation within an educated community.

Nussbaum’s argument for “Narrative Imagination” extends the idea of cultivating
humanity beyond potentially isolated, individual thinking by inviting empathy with
others unlike ourselves through the reading of literature. Similar arguments are made
about the tenet of “World Citizenship”. The idea of exploring empathy through art has
been explored by MacAllister (2018) in the area of educating the emotions where
philosophers such as Ronald Hepburn are considered valuing both the sciences and

the arts and humanities in the education of subjectivity and objectivity:

Hepburn thought engagement with works of literature, such as Tolstoy’s Anna
Karenina, can enable such emotion education. According to Hepburn, Tolstoy
can educate as he can enlarge emotional experience. He can do this by
taking his readers out of everyday life, where emotions are generally liable to
be cliched and hackneyed, and into an imagined world that has precise,
authentic accounts of individual human feeling [...] engagement with works of
literature can help readers to better understand and relate with
others.(MacAllister, 2018, p.4)

However, as MacAllister offers a fuller account of Hepburn’s argument it seems that
exploring emotions solely through art-works is incomplete without educator-facilitated

critical reflection.
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Just because literature might help readers understand fictional characters
better does not mean that readers will automatically be better able to
understand and relate with others in real life. Fiction is fiction and life is life.
The two can meet and enrich each other, but they need not. (MacAllister,
2018, p.6)

Therefore, while | agree with Nussbaum (1997; 2011) that individual flourishing
through expanding capabilities and cultivating the humanity of students is
worthwhile, academic staff should also complement philosophical contemplation with

critical reflection and the opportunity for experiences within the wider community.

In order to create conditions where students can flourish as individuals by extending
their practice of empathy through narrative imagination and world citizenship, and
challenging their own assumptions, students need opportunities for critical reflection
within a community. My view is influenced by Macintyre’s definition of community,
which | referred to in the first part of the literature review, as a social group in which
individuals share an understanding of what is good and which provides individuals
with a sense of belonging and an understanding of their place in the world.
According to Maclntyre (2007), this is essential for a meaningful life. | argue next that
students and staff may achieve this through encounters with communities and
individuals with whom they might otherwise not have had any meaningful
connections previously. By extension, academic staff within institutions would be
largely responsible for creating those opportunities and those activities would take

place outwith the traditional classroom.

Meaningful encounters with communities beyond the university are necessary for
gaining emancipatory knowledge. Kreber (2016) specifies the three kinds of
knowledge a graduate needs to gain in order to become a civic-minded professional:
“(1) instrumental, (2) interpretive (or communicative) and (3) emancipatory
knowledge” (Kreber, 2016, p.80). Instrumental knowledge is technical knowledge
that may be employed to complete tasks and solve problems with a fixed outcome in
mind. Kreber draws parallels between “instrumental knowledge”, Aristotle’s concept
of “techne” and Arendt’s concept of “work” (Kreber, 2016, p.84). Interpretative

knowledge concerns character, relationships, and social knowledge which allow for
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practical reasoning with others. Here, again, Kreber draws parallels with Aristotle,
this time with his concept of phronésis (practical wisdom), and Alasdair MaclIntyre’s
concept of “practical reasoning”. Finally, “emancipatory knowledge” is critical
reflection on tradition, ideologies, power dynamics and structures that allow the
status quo to remain. The purpose of critical reflection, ultimately, is to challenge
this. (Kreber, 2016, p.88).

For Kreber (2016) it is not enough for the student to be technically competent
(instrumental knowledge); to have only instrumental knowledge does not allow
questions about ethics and values to surface. Therefore, there is also a need to
foster communicative and emancipatory knowledge. Only then, argues Kreber, can
graduates be prepared to face the unpredictable and unknowable challenges that

they will face as future professionals.

In How to Seem Virtuous without Actually Being So, Maclintyre (1999a) discusses
the dichotomy of genuine vs. counterfeit virtues. Maclntyre poses the idea of
appealing to a “fagade of moral consensus” where moral disagreement between

individuals and groups can be hidden with regard to values:

In order to function effectively that rhetoric must be able to make use of
sentences that both command widespread assent and yet which are at the
same time available for the expression of sets of quite different and
incompatible moral judgements. Thereby an illusion is created of agreement
in valuing such virtues as courage, generosity and justice, while at the same
time disguising the range of alternative and conflicting conceptions of such
virtues, and of the nature of virtue in general, which in fact informs the
attitudes and actions of different individuals and groups.(Maclntyre, 1999a,
p.122)

Therefore, Maclntyre argues that terms such as “values” and “virtue” are often used
by policymakers in a rhetorical manner without endorsing any particular notion of

virtue or offering any clear explanation of how such virtue may be achieved. Higher
education institutional documents which are public facing, are possible examples of

such rhetoric.
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Kreber (2005, p.77) agrees that mission statements can be seen as “vague, evasive,
or rhetorical”. However, she also argues that being explicit about the values, ideals
and goals of an institution necessitates actively reflecting on these concepts as part
of the process and positions this as a “moral responsibility to identify the values and
ideals by which they choose to orient themselves”. Chapter 6 of this dissertation will
include a documentary analysis of institutional literature regarding university-
community engagement to explore how ideas relating to virtues and values are

presented, and for what strategic purposes.

3.2.5 Acting for the common good

In this section, | argue that acting for the common good, is a crucial element of what
constitutes the ultimate purpose of a university. Again, Maclntyre’s (2007) argument
that a shared moral vocabulary is important to consider here; it is important to be

specific about “the common good” to which | refer here and why it is a crucial part of

whom and for what universities should exist.

| have attempted to demonstrate that promoting individual flourishing is part of the
ultimate purpose universities should support. However, one key criticism of Sen
(1985; 1974) and Nussbaum’s (2011) capabilities approach to development theory is

that of “atomism” where:

society is conceived as a large number of distinct individuals, or atoms, each
pursuing their own conception of the good life. They may see this in hedonist
terms, as a matter of maximising pleasure, or in libertarian terms, as a matter
of maximising individual free choice, or in ‘expressivist’ terms, as a matter of
each individual giving full expression to what is unique within him or her.
(Deneulin, 2007, p.18)

This argument identifies the ultimate purpose of human development or political
action to be that of expanding individual freedoms. This criticism could also be
applicable to the three tenets of “cultivating humanity” in that it is largely centred on
the freedoms of individuals. That is not to say that Nussbaum’s two sets of principles
do not espouse empathy or consideration of others, but | agree with Deneulin (2007)
that what is lacking is a teleological account of the good that societies should

progress towards, beyond expanding individual freedoms. This accords with similar
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arguments which warn that, without the dimension of the common good, this way of
thinking is rooted in an individualistic ethic, in which the idea of “a good life” is
reduced to self-affirmation. Mortarti argues that one of the greatest threats to
democracy is this self-serving perspective on life's meaning, which is made worse by
our educational system (Mortari and Ubbiali, 2021, p.116). In the following section |
will consider the argument that universities should exist and operate for more than
economic ends and the expansion of individual freedoms and also involve the idea of

the “the common good” as a purpose.

In a similar vein, Etzioni (2007, p.28) posits that human flourishing requires balanced
relationships with community members to which one has moral obligations. He
emphasises that these obligations are not self-serving, utilitarian or consequentialist
but rather enable the functional potential of an individual to be fulfilled because of
common good outcomes. | argue that this comports well with the Neo-Aristotelian
virtue-ethical informed notion that a university’s purpose should contribute to

individual flourishing for the common good.

In “The Concept of the Common Good” Jaede (2017) surveys competing
conceptions of “the common good” from its inception in ancient Greece to its use in
the present day. Jaede notes that today, terms such as “public good” and “public

interest” are often used synonymously with “the common good”, but that:

the concept of the common good, as it evolved in the Aristotelian and
Thomistic traditions, was understood to refer to a good that is objectively
valuable in a moral sense. Specifically, the phrase signified the conditions for
developing and perfecting distinctively human virtues, rather than merely
promoting material wellbeing. (Jaede, 2017, p.6)

The common good is, as Etzioni (2007) argues, much more than a collection of
private or personal goods rather it includes goods that may not obviously,
immediately or directly benefit any particular group or individual. However, despite
this, he argues that we still invest in the common good and facilitate its cultivation
because, in and of itself, it is “the right thing to do” (2007, p.1). This demonstrates
clear alignment with virtue-ethical principles. Similarly, Macintyre’s concept of “the
common good” is useful in considering how a university’s ultimate purpose, could

involve more than expanding individual freedoms.
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Maclintyre’s (1998; 2016) comparison of “common good” and “public good” similarly
highlights the importance of benefiting from the act of collaboration, rather than the
fruits of that activity. In “Philosophy, Politics and the Common Good”, Maclintyre
(1998, p.239) criticises the nature of modern political debate as lacking in rational
enquiry but yet instrumental in creating decision and policies which affect public life.
Maclntyre argues that contemporary politics leaves no space for enquiry into the
politics of the common good. Later, Maclntyre (2016) presents a consistent account

of the difference between public goods, common goods and the common good:

public goods can be understood as goods to be achieved by individuals qua
individuals, albeit only in cooperation with other individuals, and to be enjoyed
by individuals qua individuals, while common goods are only to be enjoyed
and achieved [...] by individuals qua members of various groups or qua
participants in various activities. (Maclntyre, 2016, p.168)

Maclntyre asserts that the consumption of a common good cannot be separated
from the production of a common good. A common good cannot be created by
individuals on their own and it is not a jointly generated resource bank from which
individuals can benefit on their own. Maclntyre uses the example of an investment
club where individuals are able to access more investment opportunities by acting
together than if they would by investing on their own. This is not an example of
acting for the common good because the ultimate goal of acting together is to
achieve individual ends, not ends for the good of the community. In contrast, acting
for the common good, Maclintyre argues, leads to a notion of human freedom that is
concerned with a telos which comprises both the good of individuals and the good of

the communities in which they live.

In the same way that Maclntyre (2016, p.222) claims that the way in which we
collectively deliberate on what should constitute a good life is more important than
which conditions comprise the list itself. Maclntyre does not suggest that there is a
shared and universally agreed idea of what the common good should be or exactly
what the good life should comprise. However, Maclntyre argues that there should be
meaningful deliberation about these matters in the public sphere (MacAllister, 2016b,
p.11) and that this deliberation should promote and cultivate the virtues which are

required to sustain practices.
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Truthfulness about their shared practical experience, justice in respect of the
opportunity that each participant receives to advance her or his arguments,
and an openness to refutation are all prerequisites of critical enquiry. And it is
only insofar as we all of us treat those virtues as constitutive of our common
good, and ascribe to the standards that they require of us an authority that is
independent of the interests and desires of each of us, that we will be able to
engage in genuinely critical enquiry. Moral commitment to these virtues and to
the common good is not an external constraint upon, but a condition of
enquiry and criticism. (Maclntyre, 1999b, p.161)

Above, Maclintyre argues that within a community, moral commitment to certain
virtues and the common good is a condition of critical enquiry and is required in
order to deliberate effectively and expose one’s ideas to critique. This is an important
concept that ties together the strands of emancipatory critical thinking and acting for
the common good. MacAllister (2016a, p.531) also emphasises that Maclntyre’s
concepts of social movements and communities are distinct; local communities are
better equipped to challenge unfair social and economic structures (such as

capitalism) than formal social movements.

So far, | have positioned students’ individual flourishing as part of the ultimate
purpose higher education institutions should support. This purpose is enacted
through teaching, learning and research activity facilitated by academic staff. | have
agreed with Nussbaum (2007; 2010) and Sen (1975) that universities should not
consider the economic ends as ends in themselves but rather a means to ends
which involve the expansion of individual freedoms. However, | have argued that
supporting individual flourishing alone is insufficient if we wish to avoid an atomistic
(Deneulin, 2007) conception of a university’s ultimate purpose. Incorporating
Maclntyre’s (2016) notion of “the common good” creates a concept of human
freedom that is orientated towards an ultimate purpose which necessitates the
cultivation of common goods over a sustained and indefinite period of time, for the

good of individuals, and the good of those communities in which they live.

3.2.6 Institutions, practices and genuine virtues

For Maclintyre, the common good is to be found:
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in the activity of communal learning through which we together become able
to order goods, both in our individual lives and in the political society. Such
practical learning is a kind of learning that takes place in and through activity,
and in and through reflection upon that activity, in the course of both
communal and individual deliberation. (Maclntyre, 1998, p.243)

Therefore, practices are a primary arena where such communal learning can occur. |
have interpreted this as practices and institutions existing within a symbiotic
dynamic, specifically one which is grounded in mutualism. To elucidate, mutualism
denotes a symbiotic relationship which benefits all parties. In this same way,
institutions, according to Maclntyre, cannot exist without practices in the same way
practices are necessarily upheld by institutions. However, practices are also
vulnerable to what Macintyre describes as the corrupting influences of institutions. In
the political context of this research project, institutions include the University and UK
and Scottish Government institutions. In Section 2.3, | discuss the Scottish and UK
Government’s preoccupation with interpreting the University’s Third Mission in
economistic terms or community-engagement activity in pursuit of what Maclintyre
(2007) describes as “external goods” (e.g. wealth, power and status). The
constituents which help practices resist the corrupting influences, for example,
neoliberalism (see Section 2.3), of institutions, including the nation state, are the
virtues and specifically for Maclntyre (2007), the virtues of courage, truthfulness, and
justiceln After Virtue, Maclntyre argues that virtues are necessary for reaching

standards of excellence associated with a “practice” which he defines as:

any coherent and complex form of socially established cooperative human
activity through which goods internal to that form of activity are realized in the
course of trying to achieve those standards of excellence which are
appropriate to, and partially definitive of, that form of activity, with the result
that human powers to achieve excellence, and human conceptions of the
ends and goods involved, are systematically extended (Maclntyre, 2007,
p.187)

A Maclintyrean practice can therefore be summarised as something that takes place
within a community and leads its practitioners to recognise internal goods and
eventually achieve them through the virtues. Goods are defined by Maclintyre (2007)
as being internal or external to a practice and engaging in a practice helps us to
understand these goods in a particular way. Although teaching is an essential
component of all social activities, it is not considered by Maclintyre (2007) to be a

practice in and of itself but rather something that involves multiple practices.
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There is consensus between Maclntyre’s concept of internal and external goods and
intrinsic and extrinsic value except that additionally, internal goods are also
characterised as being good for the whole community who participate in the practice.
Examples of external goods are goods that have extrinsic or instrumental value:
fame, wealth, power, status which Maclntyre (2007) considers to be the concern of
institutions. It is important to note that external goods are still considered “goods”. As
| have noted above, Maclntyre (2007) asserts that practices can only survive if
supported by institutions. MacAllister (2016a, P.534) highlights that Maclntyre does

not consider dominant institutions to be wholly associated with vice:

because of their limited resources local communities may often need to seek
support from the institutions of the state if their particular needs are to be
properly attended to. He says there ‘are numerous crucial needs of local
communities that can only be met by making use of state resources and
invoking the intervention of state agencies

| have likened this to a symbiotic relationship of mutualism, which is delicately

balanced by the exercise of the virtues:

The integrity of a practice causally requires the exercise of the virtues by at
least some of the individuals who embody it in their activities; and conversely
the corruption of institutions is always in part at least an effect of the vices.
(Maclintyre, 2007, p.195)

Maclntyre’s concept of the interaction between goods, institutions and practices
provides an interesting lens for my research project. If institutions are necessarily
concerned with external goods such as wealth, status and power, then parallels can
be drawn with the political context that troubles Higher Education and its staff and
students today. Within the narrative of higher education institutions obliged to
demonstrate “value for money” and instrumental accountability to taxpayers and
students in order to achieve outcomes concerned with increased individual and
economic wealth, is an expectation that higher education institutions will compete
with each other. The competition is always for external goods which, in the context of
higher education institutions, translates as world university rankings and income

gained through student fees and research grants.
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Therefore, if higher education institutions wish to maintain their practices by resisting
the corrupting influence of external goods through exercising virtues such as
courage, justice and truthfulness, it is relevant to consider an institution rather than
just the individuals within institutions as having the capacity to exercise virtues.
Highly relevant to this discussion will be the perceptions and experiences of
individual practitioners and it is to this concept of the virtuous professional that | now

turn.

3.3 Policy Context: Higher Education and CEL

3.3.1 The Higher Education and Research Act (2017): Promoting the
consumer-producer dynamic.

In 2018, the Conservative UK Government published the “Higher Education and

Research Act (2017)”. Two of the aims of this proposal were: to create a market in

Higher Education and to merge nine research councils, UK wide, into a single public

body, namely, United Kingdom Research and Innovation (UKRI). The Conservative

Government sought to create competition between providers by enabling alternative

providers to enter the university sector with the rationale that:

Competition between providers in any market incentivises them to raise their
game, offering consumers a greater choice of more innovative and better
quality products and services at lower cost. Higher education is no exception.
(UK Government, 2016b, p.8)

It was argued that creating competition would, boost “social mobility, life chances
and opportunity for all, and enhance the competitiveness and productivity of our
economy”’(UK Government, 2016a, p.1). The Conservative UK government sought to
promote the establishment and expansion of private universities along with tripling
university tuition fees to £9000 a year for undergraduate degrees in England. Jo
Johnson, the Minister of State for Universities at the time, alluded to this with explicit

language used to describe higher education institutions as competitive businesses:

Students’ perception of value for money is continuing to fall. In the Higher
Education Policy Institute student experience survey published last month,
just 37% of student respondents felt that they received good value for money.
That was down from 53% in 2012. We need to address the fact that many
students are starting to ask whether university is worth it. Many employers
have similar questions when they look at the labour market mismatch in our
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economy. While employers are suffering skills shortages, especially in high-
skilled STEM areas, at least 20% of graduates are in non-professional roles
three and a half years after graduating. If the students who are paying for the
system and the taxpayers who are underwriting it are not completely satisfied,
the market needs help to adapt. (Hansard HC Deb, 2016)

Jo Johnson’s comments make many assumptions: more graduates need to be in
professional roles (presumably so they may earn enough to begin to pay back their
student loans); more students need to be studying STEM subjects so they may fill
skills shortages in the UK; universities in their current form are not trusted to offer the
kind of quality education that taxpayers and students expect for their money; and
more generally, distilling the relationship between societies and their universities to a
simple consumer-producer dynamic is desirable. All of these assumptions are highly
problematic and would be likely to affect certain academic disciplines and university
programmes more acutely than others. The impact of enacting such attitudes and
beliefs into law has a detrimental impact on Higher Education: the value of university
programmes which are not explicitly vocational is depreciated because their
economic value is not explicit enough; trust between communities and their
universities are further eroded; anxiety around “experts” heightened; and
expectations, appropriate only in a market relationship, are applied to universities

and their students.

As education is a devolved power in Scotland (Riddell, 2022; The Scottish
Parliament, n.d.), the Act’s reach in Scotland was limited to the effects of merging of
the research councils into the UKRI. Tuition for Higher Education in Scotland
remains free of charge for all students. However, convincing arguments have been
made which question the effectiveness of this policy for widening participation to
universities and promoting social mobility (Blackburn, 2022; Minty, 2022) Attitudes
and expectations towards value for money and Higher Education do not cease at the
border between Scotland and England, and if markers of success focus heavily on
employability, then taxpayers in Scotland may likewise wonder whether greater
competition would not similarly help Scottish higher education institutions to “up their
game”. The accountability of universities to the communities around them, and

specifically students and taxpayers, is an important dynamic to explore. The next
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section will consider this through the concepts of the “third mission” and the Civic

University.

3.3.2 The Civic University

| have already identified that “third mission” of universities has been interpreted in
different ways but is broadly defined as “the engagement of university with societal
needs: a role to be added to the two traditional missions of teaching and research”
(Molas-Gallart, 2004, p.75). In the previous chapter, | explored how the “third
mission” of universities alongside the other two missions (teaching and research), in
the current policy context of Scottish education, is being interpreted within a more
economistic model than has been the case historically. Top-down drivers for
knowledge exchange, including the Scottish University Innovation Fund, interpret the
“third mission” as the kind of knowledge exchange which can be translated into
short-term national economic profit. This is a narrow interpretation which also
conflates the ideas of national economic health with the well-being of its citizens. As |
have argued, following Dréze and Sen (2010); Diener and Seligman (2004),
economic growth correlates poorly with variables such as zero carbon initiatives,

political liberty, stable democracies, and health and education.

Stefan Collini (2012, p.7) proposes that the modern university should retain at least
the following four characteristics:
1. That it provides some form of post-secondary-school education, where
‘education’ signals something more than professional training.

2. That it furthers some form of advanced scholarship or research whose
character is not wholly dictated by the need to solve immediate practical
problems.

3. That these activities are pursued in more than just one single discipline or
very tightly defined cluster of disciplines.

4. That it enjoys some form of institutional autonomy as far as its intellectual
activities are concerned.

With reference to Collini’s list, Kagan and Diamond (2019, p.4) Kagan and Diamond
(2019, p.4) argue that the “Third Mission” of universities has been omitted along with
any activities which encourage knowledge-based interactions between HEIs and

groups in the business, public, and non-profit sectors, as well as the general public.
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These interactions, according to Kagan and Diamond, are necessary for contributing
solutions to immediate societal issues, which is also a necessary characteristic of a

modern university.

Echoing this attitude of university accountability, the Civic University Commission
(2019) report highlighted the fact that, directly or indirectly, over half of university
funding comes from taxpayers and so universities should be made more accountable
to their local communities and make more effort to justify the benefits that they bring
(2019, p.6). How this is enacted in practice is important: will this mean universities
“giving back” or “giving to” communities in top-down initiatives that can potentially
patronise? Furthermore, the language used at the institutional level is potentially
problematic. Crowther (2004) of lifelong learning seems applicable in this context

too:

lifelong learning contributes to redefining citizens as consumers in the market
place rather than political actors in the public arena. To meet these
challenges, public services are being reorganized along the lines of the
private sector and market-driven systems of performance. (Crowther, 2004,

p.129)g

In this context, universities, or more specifically academic staff within universities,
will be required to commodify their activity, thus justifying what they do against
largely economic criteria. This kind of rhetoric amplifies public concern about
whether HEIs present good value for money with “value” firmly focussed on outputs

that translate to economic value.

The Civic University Commission (2019) report, which was commissioned by the
UPP Foundation (a charity promoting partnership and innovation between the higher
education sector and communities) criticises universities’ tendencies to prioritise
their status in the national and global arena first, but local last. The report
encourages institutions to not only consider becoming civically engaged but also
committing to becoming a “Truly Civic University” which requires more strategic

planning towards clearly defined goals which will benefit the local community.
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Another point of concern broached by the Civic University Commission (2019) report

is the warning of an uncertain future:

[W]e now stand on the cusp of another industrial revolution. If estimates on
the job shifts from automation are correct, this will have seismic effects
around the country — particularly when combined with an ageing population.
How are universities going to help people adapt? (Civic University
Commission, 2019, p.7).

This extract presents two critical points: first, acquiring skills to make progress in
science and technology may well lead to job shifts in automation, especially if the UK
follows the USA and Japan in the shrinking of their humanities departments
(Churchwell, 2014; Preston, 2015).

The UK and the Scottish Governments’ drive to increase the uptake of STEM
(Science, Technology, Engineering and Mathematics) subjects has led to the decline
in the uptake of humanities and social science subjects at school followed by a
decline in applications for these subjects at university (Busby, 2018; The British
Academy, 2018). Second, if education policy changes are principally driven by a
government’s prioritisation of short-term economic profit, then this may be damaging

for democracy:

Education based mainly on profitability in the global market magnifies these
deficiencies, producing a greedy obtuseness and a technically trained docility
that threaten the very life of democracy itself (Nussbaum, 2010 p. 142).

Stefan Collini (2012) echoes this in his work “What are universities for?” by arguing
that:

A society does not educate the next generation in order for them to contribute
to its economy. It educates them in order that they should extend and deepen
their understanding of themselves and the world, acquiring [...] kinds of
knowledge and skill which will be useful in their eventual employment, but
which will no more be the sum of their education than that employment will be
the sum of their lives. (Collini, 2012, p.91)

One can imagine the impact on the landscape of Higher Education should policy call
for focus on short-term economic profit. Activities that are deemed to be unprofitable
or to have impact which is not immediately quantifiable, might be downgraded.
Funding for activities such as widening participation, increasing diversity, and

promoting inclusion might no longer be seen as a priority.
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One issue arising from the requirement to justify public spending might be the
problem of measuring impact and how this may favour non-humanities subjects
which may have more quantifiable research outputs and may consequently find it
easier to evidence impact. Furthermore, if there is a strong bias towards research
that is “useful”, immediately practical, and able to be installed and applied, then once
again humanities subjects may seem obscure, esoteric and not “useful” in the same

way that, technology or applied medical science, for example, might be.

In this section | have attempted to demonstrate some of the challenges facing
universities today. Combined with the pressure to generate income, universities are
increasingly positioned within a consumer-producer dynamic with the need to
demonstrate value for money to tax-payers and prospective students. | have argued
that this value is defined by market-orientated objectives; the outputs of higher
education institutions that are valued by the current government focus around
increasing short-term economic profit. Public perception of the value of Higher
Education calls into question whether higher education institutions are spending
taxpayers’ money wisely. While a cost benefit analysis is a rational way to evaluate
the effectiveness of institutions, without carefully considering all of the costs and all
of the benefits, the benefits of a higher education will be reduced to only those which
are market orientated. My argument is for the promotion of instrumental skills and
knowledge as well as the intrinsic value of studying all degrees in the same way that
there is intrinsic value to studying degrees which lead more directly to vocational
employment. Here | use “intrinsic” in the sense of non-instrumental value (O'Neill,
1992; Phemister, 2016). Reflecting on applicable skills in a CEL placement might be

one effective way of achieving such balance.

Universities which are heavily focussed on economic ends, are not sufficient for
individual students, academic staff, or the communities of which they are a part. For
a socially just democracy, and a functioning society, there are more profound
reasons for teaching and learning at a higher education institution than just

supporting students to gain employability skills to contribute to the national economy.
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In the next section, | will explore the role of practitioners in a university and how they

might contribute to a university supporting an ultimate purpose for the common good.

3.4 The virtuous professional

[llmagine the fate of the teacher struggling to be self-full in the midst of a task
that is overwhelming, an environment that can be deadening, and a
professional culture that secretly prizes self-abnegation. (Higgins, 2010,
P.189)

In order to resist the corrupting power of institutions and the prioritisation of external
goods, Maclntyre argues that we require the guidance of virtues which include
“justice, courage and truthfulness”(2007, p.194) in our professional practice. The
relationship between professional practices and institutions is very relevant to a
discussion on who and what universities should be for. | have already argued that a
university which makes (virtue) ethically sound decisions must first reflect on the

ultimate purpose it supports.

3.4.1 Self-abnegation and vocation hegemony

In the following section, | develop my argument for a virtue-ethical approach (section
3.2.1.2) by maintaining that supporting individual flourishing should include academic
staff supporting their own flourishing too. | will also explore how the idea of the
virtuous professional could be conceived within the specific context of a university.
This section will discuss how the abstract concepts of the common good, supporting
individual flourishing and the virtuous professional could be realised in practice. | will
discuss the concept of civic-mindedness and how this might comprise part of the
practice of a virtuous professional. In other words, if we wish to support students to
act for the common good and flourish as individuals, what would this mean in terms

of the kinds of knowledge we value in our institutions?
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As | have argued above in section 2.3, on a structural level, there are few top-down
drivers that might incentivise higher education institutions in Scotland to engage with
third mission activity that is not restricted to research innovation and knowledge
exchange that can be monetised to boost the national economy. On an institutional
being a virtuous professional or a good teacher can be conceived within a false

dichotomy.

Teachers, Chris Higgins argues (2010, p.190), must move beyond a false dichotomy
of either being selfless, dutiful and caring or selfish and pursing their own personal

agenda rather, that they:

must bring to the table their own achieved self-cultivation, their commitment to
ongoing growth, and their various practices, styles, and tricks for combating
the many forces that deaden the self and distract us from our task of
becoming. (2010, p.190)

Kreber (2016b) argues that a heavily target-orientated work environment contributes
to creating a culture of inauthenticity. For Kreber (2015, p.99), in an education
context, the virtues of authenticity and phronésis are also required alongside
courage, justice and truthfulness. Authenticity, Kreber (Kreber, 2016a, p.16) argues
involves two dimensions: adhering to personal choice and committing oneself to a
community’s shared beliefs, values and traditions. In being inauthentic, professionals
heavily prioritise one dimension over another. This includes a propensity for self-
sacrifice and self-abnegation where professionals, in this case academic staff, are

vulnerable to hegemonic oppression (Brookfield, 2005b).

Philosopher Daniel Farnham (2006), has written on the subject of self-sacrifice and
questions the commonly held belief that a commendable and virtuous person is one
who is concerned for others even at the sacrifice of their own well-being. This is
because they may be indirectly harming the very people for whom they are

supposed to be caring by losing a sense of themselves.

To be commendable, one’s service to others must be performed in a way that
fully recognizes one’s own worth and distinctiveness [...] Self-sacrifice cannot
be commendabile if it springs from self-abnegation [...] Real care for others
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looks and feels much different from any socially encouraged, self-damaging
imitation (Farnham, 2006, p.66-67).

For Farnham, commendable, authentic altruism is morally permissible because it
stems from a kind of love which unites the individual with the people they are trying
to help; the individual believes that what is good for them will also be good for others.
In other words, their service to others is borne out of a profound sense of unity with
their fellow human beings and their actions do not involve thoughtless sacrifice. This
is similar to the way in which Maclintyre (1999b) describes the task of education as

cultivating

an inclination towards both the common good and our individual goods, so
that we become neither self-rather-than-other-regarding nor other-rather-than
self-regarding, neither egoists nor altruists, but those whose passions and
inclinations are directed to what is both our good and the good of others. Self-
sacrifice, it follows, is as much of vice, as much of a sign of inadequate moral
development, as selfishness. (Maclntyre, 1999b, p.160)

We have described Maclintyre’s location of human goods within shared practices
where he argues that by acting for such common goods, humans achieve real
excellence (Knight, 2007, p102) but he also places the importance of pursuing goods
for oneself. MacAllister (2016a, p.534) argues that rather than promoting pure
altruism, Maclntyre advocates “just generosity” which requires identifying who in a

community is most in need and what meaningful assistance might entail.

Writers such as Stephen Brookfield (2005a) have highlighted this kind of colluded
conformity as hegemonic because staff feel that they are working out of a sense of
duty rather than as a result of critical reflection. Brookfield (2005b) discusses the
inner conflict of an individual who views their employment as a teacher not only as a
means to generate income but also as a professional fulfilling a vocation. This notion
is accompanied by a sense of selflessness by aiming for commendable goals such
as helping others, accomplishing a duty or railing against global capitalism. On the
other hand, Brookfield (2005b, p.100) argues, the idea of fulfilling a vocation can
become hegemonic if it promotes self-sacrifice and self-abnegation and leaves the

individual vulnerable to exploitation and manipulation:

Vocation becomes hegemonic when it is used to justify workers taking on
responsibilities and duties that far exceed their energy or capacities and that
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destroy their health and personal relationships. In effect their self-destruction
serves to keep a system going that is being increasingly starved of resources.
If educators will kill themselves taking on more and more work in response to
budgets being cut and if they learn to take pride in this apparently selfless
devotion to students, then the system is strengthened (Brookfield, 2005b,
p101)

Brookfield challenges vocational hegemony through the lens of feminism by arguing
that female academic staff are more likely to internalise this ethic of vocation and be
expected to nurture their students more than their male colleagues. As a result, they
spend less time devoting themselves to the kind of activity that might strengthen their

chances of promotion or other institutional recognition.

3.4.2 Civic-mindedness across disciplines

So far, | have argued that the ultimate purpose of universities should be to support
individual flourishing, critical thinking and acting for the common good, then one way
of putting this into practice could involve academic staff cultivating their own
identities as civic-minded professionals as well as, and through, cultivating civic-
mindedness in their students. The concept of civic-mindedness in graduates and
professionals has been defined in various ways but common to most, is the idea of a
will to be involved in the community combined with notions of responsibility and
acting for the common good (Bowes et al., 1996, Bringle and Steinberg, 2010). The
concept of developing civic-minded graduates aligns with what | have argued is the

ultimate purpose a university should support.

Kreber argues that universities i.e., their staff, should support students in developing
their “authentic professional identities” (Kreber 2016, p.8) which necessitate self-
cultivation, as opposed to thoughtless self-sacrifice, whilst becoming enablers of
democracy. This is compatible with Walker and MacLean’s idea of the public-good
professional (2009; Walker and McLean, 2015; Walker and McLean, 2013).

My use of the term “professionals” and students as future “professionals” is broad

and inclusive. Naturally it includes students studying on vocational programmes
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which can directly result in qualifications, which allow them to practice a profession
such as medicine, law, education or social work, for example. However, all degree
programmes have the potential to prepare students for positions that are influential in
their communities, for example community activists, local business leaders,
politicians, and academics. In the next section, | will consider how the current policy
and political context of a higher education institution influences how some discipline
areas are prioritised over others. | will argue that within the framework of cultivating
civic-mindedness, this prejudice undermines contributions towards the ultimate

purpose a university should support.

Within a context of the consumer-producer dynamic supported by policies such as
the Higher Education Research Act (2017) it becomes necessary to justify the
existence of non-vocational arts and humanities degrees which do not obviously lead
to a profession. During the COVID-19 pandemic, the UK Government illustrated this
explicitly in their poster of a ballerina with the text “Fatima’s next job could be in
cyber. (she just doesn’t know it yet)’(Thomas, 2020). With this campaign, during a
global health crisis, professionals who did not directly support the national economy
or security were encouraged to retrain. This undermined the 257 million pounds of
Covid-19 support funding for arts organisations that had been confirmed at that time.
The campaign sought to fill a cyber-security talent gap in the UK, but instead
became symbolic of the stark juxtaposition of professions and training that were
immediately “useful” to the state, and those which were not. A campaign like this
further feeds the sentiment that arts and humanities degree do not offer students

“value for money” in the long or short term.

Earlier in this chapter, | highlighted Kreber’s (2016, p.33) argument that critical being,
as opposed to critical thinking on its own, is the prerequisite for cultivating social
responsibility and moral obligation in graduates. For Kreber (2016), expertise, rooted
in scientific knowledge that is made up of specialised knowledge and skills, is
needed to perform tasks associated with predetermined outcomes. The recent
prioritisation of STEM (Science, Technology, Engineering and Mathematics)

education to the detriment of humanities subjects (Busby, 2018, The British
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Academy, 2018), highlights the valuing of instrumental knowledge over
communicative and emancipatory knowledge, which Kreber associates with the

discipline areas of the humanities (Kreber 2016, p.2).

It has been reported recently that the UK Government’s drive to increase the uptake
of STEM subjects, and for greater advances in science and engineering, are largely
motivated by the prioritisation of short-term economic profit (Busby, 2018). For some
authors however, debates about arts and STEM education exist within a false
dichotomy: Perignat and Katz-Buonincontro (2019) and Colucci-Gray et. al. (2017))
argue for “STEAM” education the “A” of which represents the arts. While what the
“arts” encompasses exactly in this context has not been agreed upon “arts’, ‘art’,
‘arts-based’ and ‘creative’ in education without conceptual clarity”, Colucci-Gray et.
al. argue that arts should be integrated into STEM education for three main reasons:
Firstly, there are arguments that the arts and creative approaches will contribute to
the effectiveness of STEM education. Secondly, that the inclusion of the arts
emphasises the possibility of multi and trans-disciplinary practices, reflecting long-
held, historical, social, and educational views of the arts and sciences as naturally
connected. This supports Davie’s argument from The Crisis of the Democratic

Intellect:

The most important side of any department of knowledge is the side on which
it comes into contact with every other department. To insist on this is the true
function of humanism’ (Davie, 1986, p.15)

Thirdly, it identifies the value of the arts in promoting an engagement with ‘the
human condition’, the values we collectively espouse, and the productive exploration

of controversial issues. (Colucci-Gray et. al. 2017, p.13)

Similarly, authors such as American philosopher Martha Nussbaum (1997, 2010)
and Richard Pring (2015) emphasise the promotion of the humanities. "Cultivating
humanity" is a concept promoted by Nussbaum (1997) who argues that, if we
continue to prioritise other discipline areas such as science, technology and
engineering, over the humanities, then we are failing to safeguard that which is

imperative to establishing a fair, compassionate and equitable society: democracy.
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Nussbaum agrees that a modern democracy requires a strong economy, which is a
means to human ends but cannot be an end in itself (Nussbaum, 2010). Therefore,
according to Nussbaum, a disproportionate emphasis on education, as a means to
acquiring economic profit, is short-sighted, and damaging to society in the longer

term.

Studying the humanities, Nussbaum (1997) contends, is a way to help graduates
foster empathy through narrative imagination, critical thinking through Socratic self-
examination, and understand their responsibility as a citizen of the world. Thus,
Nussbaum argues that, in the classroom, we can foster critical thinking; an in-depth
appreciation of other religions and cultures; and the ability to empathise with
someone who is different to ourselves. Therefore, Nussbaum upholds the humanities
as the most appropriate discipline area to bring about and/or sustain a healthy

democracy.

Regarding the education of children, Pring (2015, p.2) similarly argues that, pursued
in an appropriate way, classical subjects can educate on “what it means to be human
and how that humanity at its best can be pursued”. More broadly he argues that

education in general should have a moral dimension:

the possession of particular values, the exercise of certain virtues, and a
moral seriousness - which should shape and direct their learning as
engineers, as physicians, as nurses and as college graduates (Pring 2013,
p.44)

These skills align closely with Kreber’s (2016) concept of cultivating civic-
mindedness, and indeed the majority of the members of parliament within the UK

parliament have always traditionally studied humanities subjects:

The ruling elite have humanities degrees because they can do critical
thinking, they can test premises, they can think outside the box, they can
problem-solve, they can communicate, they don’t have linear, one-solution
models with which to approach the world. You won’t solve the problems of
religious fundamentalism with a science experiment (Preston, 2015).
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Preston’s (2015) argument seems to align with Kreber’s (2016) by arguing that
instrumental knowledge alone is not enough for students to face challenges in an

unknown future.

Kreber (2016, p.154) also argues that when civic-minded educators bring students
face to face with ambiguous and multifaceted problems, it allows students and staff
to reflect on the status quo and question dominant ideology- emancipatory
knowledge. This argument also supports Nussbaum’s (1997) assertion that the
humanities along with other more obviously vocational disciplines, are required for a
healthy democracy, as they can in cultivate future leaders who can be
compassionate, empathetic, and civic-minded. Unfortunately, in the UK, there is very

little evidence that this is the case.

Even with a ruling elite who has been schooled in the humanities, the UK is unequal
by international standards and has one of the highest Gini coefficients in Europe
(Joyce and Xu, 2019). One only needs to examine the consequences of austerity-
induced welfare reforms enacted by the Conservative government since 2010
(Fetzer, 2019), to question whether the ruling elite could be considered civic-minded
despite most of them having studied the humanities. Kreber (2016) agrees that
studying the humanities alone prepares graduates inadequately to deal with real-

world issues:
[Hlumanities programmes tend to be too one-sidedly concerned with the
critical and abstract and often neglect making explicit how the critical,
analytical and interpretive skills they help develop are of relevance to the

world, let alone the varied work contexts many of our graduates will enter into
(Kreber 2016, p.2).

To complement instrumental knowledge and the study of the humanities, Kreber

(2016) argues that “action-orientated pedagogies” should be considered.

3.4.3 Action-orientated pedagogy and The Third Mission

In this section, | highlight CEL activity as pedagogy which can make a significant
contribution to the third mission of universities and therefore support its ultimate
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purpose. Boland (2014, p.181) describes Service-learning as a “pedagogy for civic
engagement” which aims to actively involve students in the learning process by
encouraging them to reflect and engage critically with the community or civic domain,
fostering an active exploration of broader civic and social concerns within the context
of their academic studies. More specifically, writers such as Doberneck (2007) and
Mcllrath (2018) conceptualise CEL as a kind of “border pedagogy”, a term originated
by Giroux (1991, p.51) who argued that the this pedagogy promotes the idea of
“boundary-crossing” which implies acts of transgression, where established borders
rooted in domination can be questioned and redefined. It also highlights the
necessity of creating educational conditions that encourage students to become
boundary-crossers, which involves empowering students to explore beyond the

confines of established boundaries.

Part of the appeal of a professional doctoral degree in education is exploring the
linkages between abstract concepts and principles and my own professional practice
as an educator within Higher Education. For me personally, it is important not only to
consider the ultimate purpose universities should support, but also how this might be
achieved practically, in my own institutional context, and within the wider policy and
political context of Scottish education. CEL has the potential to offer experiences and
opportunities which students are far less likely to experience in a traditional delivery
setting. In Experience and Education (first published in 1938) Dewey (1966, p.89)
argues that “education in order to accomplish its ends both for the individual learner
and for society must be based upon experience”. This idea of education and action
crosses different theoretical paradigms. | will not attempt to explore these concepts
in depth but merely highlight what may be a common thread running throughout

them.

As Dewey (1966) contends merely offering students experiences without reflection or
structure does not constitute progressive education. This idea is compatible with
Butin’s assertion that some forms of CEL may do more harm than good: some
experiences offered in an educational setting may only serve to enforce negative

stereotypes and fail to challenge students’ taken-for-granted assumptions (Butin,
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2006; Butin, 2010b). Carolin Kreber (2016) draws on Hannah Arendt’s theory of
“action” to form the idea of “action-orientated pedagogy”. In The Human Condition
(first published in 1958) Arendt (2018) draws a distinction between the vita
contemplativa and the vita activa: (the life of the mind and the life devoted to worldly,
practical pursuits (Higgins, 2011, p.90). The vita activa is where Arendt’s theory of
action sits. According to Higgins (2011):

the ancient vita activa has become unrecognisable: action has been all but
forgotten, work has largely become an extension of labour, and labour itself,
once held in contempt, is now valorised. (Higgins, 2011, p.92)

According to Kreber, professional education within action-orientated pedagogy
means “not just a matter of performing at a certain level of technical proficiency but
has ethical and social dimensions” (2016a, p.139). Arendt distinguishes between
three types of thinking: “abstract reasoning, technical reasoning and representative
thinking” (Arendt, 2003). Thinking and judgement without Arendtian action involves
limited forms of isolated thinking, which do not account for the opinions of others. It is
only through real encounters and conflicts with the opinions of others that prudent
judgements can be made. This idea of encountering the wider community, of
deliberating with individuals outside of the walls of one’s institution is important here.
While similar to Nussbaum’s (1997) idea of “narrative imagination” in its focus on
empathy, representative thinking involves Arendtian-action and real-life encounters

and cannot be achieved merely by reading a book.

Based on this literature, my interpretation of action-orientated pedagogy is one which
necessitates learning beyond textbooks and classrooms. By facilitating encounters
that disrupt students' assumptions about concepts such as social justice and
fairness, spaces where there is irresolution and ambiguity about ethical decision-

making, can be created.

In the contemporary world, with its brutal geography of increasing inequality it
has become too easy to know others by watching a film, reading a book,
sitting next to them on the subway, wearing another’s style of clothes,
vacationing in foreign country, or taking on an alternative identity in an online
chat room. Community service is an embodied encounter, noisy and “morally
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ambiguous" (cf. Duneier)-a noisy encounter that often does and should agitate
us, teachers and students. (Himley, 2004, p.433)

Similarly, in The Nicomachean Ethics Aristotle argues that theoria (theoretical or
contemplative activity) is the best use of our minds but his consideration of phronésis
(practical wisdom) and praxis (action) strongly suggests that theoria alone is not
enough for humans to live a fulfilled life. Hughes (2013) reconciles these apparently

opposing ideas thusly:

[T]he principles which we use in our moral decision-making are theoretical,
even though the use to which those principles are put is practical (Hughes
2013, p.48).

From this reasoning, | once again infer that contemplating a fulfilling life for ourselves
and others, and empathising with others is not enough, one must take action.

Hughes (2013 interprets Aristotle’s definition of action as:

how the agent describes or sees their behaviour at the time, and draws no
particular line between an action and its consequences. [...] The good person
knows what to have in mind when acting, and why to have precisely those
considerations and no others in mind (Hughes 2013, 120).

Therefore, | maintain that a capacity for contemplating a flourishing life for oneself
and one’s community for the common good, must be complemented by practical

experiences and messy encounters on which students can reflect critically.

Nussbaum’s (1997) argument that teaching humanities subjects is uniquely placed to
support the cultivation of humanity in students is overstated, but perhaps
purposefully so. Such an argument provides a counterbalance against the
overwhelming narrative that frames some degrees and professions as useful (STEM)
and others (Arts and Humanities) as much less so. Following a very broad
consideration of different theories of action in education, | assert that purely
theoretical contemplation in any discipline area is inadequate. Evidently there is a

gap between philosophical contemplation and forging a plan to take action.

The importance of cultivating civic-minded students traverses discipline boundaries.
Within a university, cultivating civic-mindedness which relates to supporting

flourishing and the acting for the common good, is relevant for academic staff across
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all disciplines. However, | agree with Kreber that, regardless of the discipline,
fostering instrumental skills and practical know-how is not enough; a critically

reflective, experiential approach is also required.

As an education professional it is important, according to Kreber (2016) to cultivate
graduates who not only have an awareness of, and inclination towards being
involved in one’s own community, but also an “openness to experience and moral
commitment” and “responsible community engagement”. Furthermore, future
professionals facing real-world challenges will also require the capacity to cope with
“‘uncertainty, unpredictability, challengeability and contestability”(Kreber 2016, p.46).
The need to be able to deal with uncertainty and complexity echoes the report by the
Civic University Commission (2018) mentioned above, which highlights the fact that

universities have responsibility to prepare students for future challenges.

The complexity of these challenges, Kreber suggests, is exacerbated by the
realisation that “instrumental knowledge” alone is inadequate. We could infer from
this that problems facing society have always been complex, and have always been
multifaceted, but they carried with them the hope that more advanced technology
and the fruits of “instrumental knowledge” would resolve them. Certainly, as Kreber
contends, there have been advances resulting from “instrumental knowledge” that
have improved lives, in healthcare for example. Yet many difficult issues remain that
cannot be addressed by instrumental knowledge alone and cannot satisfactorily
account for how students, as future professionals, will cope with moral dilemmas,

confront injustice, and if necessary, challenge the status quo.

As academic staff, virtuous practice, which resists the corrupting tendency of
institutions to prioritise external goods, requires more than designing degree
programmes which have a primary focus on producing employable citizens who can
directly contribute to enhancing the national economy. It is also not helpful to
prioritise fostering students’ instrumental knowledge over communicative and

emancipatory knowledge. In order to cultivate individual flourishing and critically

99



Chapter 3: Critical Literature Review Part Two

reflective thinking for the common good, the approach taken should be multi-

disciplinary and action-orientated.

These ideas support my argument that there is a need to offer opportunities for
students to experience what Himley refers to as “embodied encounters” (Himley,
2004) through CEL activities. | argue that this kind of activity is valuable in both
undergraduate and postgraduate programmes, so that learners can reflect on the
multi-faceted challenges of the modern world and the effect their actions may have

on it.

3.5 Conclusion

In this chapter | have presented the current higher education policy context of
Scotland and the UK and argued that this has highlighted a consumer-producer
dynamic between higher-education institutions and their communities (specifically
students and tax payers). This presents a narrow view of what universities are for
and how they can be useful to their wider communities. Aside from the primary
missions of research and teaching, the third mission is then largely relegated to a
form of knowledge exchange and innovation which is measured by economistic
means and contributes to short term economic profit. | have argued that this trend is
damaging to the aims of a progressive nation which do not only include economic
goals but also social equality, life satisfaction, a stable democracy, individual well-

being and political liberty for all its citizens.

Universities should support individual flourishing and critical thinking, with the focus
on its emancipatory potential, for the common good. | have explored two main views
on what human flourishing might entail from Nussbaum’s capability theory to
Maclntyre’s idea of cultivating virtues within a community with a shared moral
understanding. In arguing for the importance of supporting independent, critical
thinking and acting for the common good, | have emphasised the emancipatory
potential of this action by highlighting that emancipatory knowledge (as well as

instrumental and communicative knowledge) gives individuals the means to critique
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and challenge the status quo. From a review of the literature, | have demonstrated
that current institutional and national policy aims do not align with this ultimate

purpose.

As reflected in the priorities of UK and Scottish Government education policy,
universities are in danger of veering ever further off course towards a future which
compromises the aims of a progressive nation. If we are to challenge this mindset,
institutions need to support individuals and communities to develop a clear
teleological basis for their decision-making. They need to support civic-minded
professionals and graduates across all disciplines, acknowledging the potential of
action-orientated pedagogy, such as CEL, to contribute to a university’s third mission
and therefore supporting an ultimate purpose. A university supporting an ultimate
purpose is of course underpinned by authentic professionalism. Imposing economic
aims on higher education institutions undermines authentic professionalism. As
such, institutional support of staff and action-orientated pedagogy becomes crucial if

authentic professionalism and the ultimate purpose is to be effectively supported.
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4 Critical Literature Review Summary

4.1 Introduction

My aim in this research project is to investigate the individual, institutional and
structural-level factors which shape the experiences and perceptions of academic
staff who are involved with CEL activities. Consistent with Margaret Archer’s theory
of Morphogenesis within critical realism (see section 5.4.2), | argue that the
experiences and perceptions of academic staff influence and are influenced by
underlying causal mechanisms. These mechanisms are both cultural and structural.
To use Bhaskar’s critical realist terminology, the experiences and perceptions
occupy the “empirical domain” (events that are actually observed and experienced)
(Bhaskar, 2008, p.46). As my research project forms part of a professional doctoral
thesis, it is rooted in practice and has a transformative intention as well as being
personally intellectually satisfying. Therefore, | am compelled to find the
“‘emancipatory potential” (Bhaskar, 1986) of my research findings; it is necessary for
me not only to describe the experiences and perceptions of academic staff but also
to explore these events and their underlying causal mechanisms with transformative

intent: to contribute to positive change in institutional policy.

In the following section | synthesise the preceding literature review representing
three analytical levels: individual, institutional and structural. This will foreground the
experiences and perceptions explored in the data collected from academic staff and

inform the ensuing analysis and discussion of the findings.

4.2 Summary of Critical Literature Review

From my review of the literature, it is clear that SL is widely practised and
researched in the United States (US). Related to this, CEL is increasingly used as a
term both synonymous and distinct from SL. Following a literature search on CEL
(including SL) since 2000, | established that there was a paucity of research on CEL

in the United Kingdom (UK). On one hand, this was unsurprising given that CEL was
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not widely practised within the UK, in contrast to the USA where national SL
organisations (Campus Compact) have existed since the1960s. On the other hand, |
expected a more widespread, national commitment to CEL in the UK, and
specifically Scotland, given its historical commitment to university-community
engagement and the Scottish Government’s claim that it is a progressive nation.

However, this expectation was not met.

| explored Scottish university-community engagement through the lens of ideas such
as an Educated Public and the Democratic Intellect as conceived by Scottish
philosophers Alasdair MaclIntyre (1987) and George Elder Davie (1981; 1986)
respectively. Following Maclntyre and Davie, | argued that democratic engagement
with the wider society is an aspect of a civil society that seeks to cultivate
compassionate and critical individuals and that this could be applied to the context of

Scottish Higher Education Institutions.

Universities have emancipatory potential, operating as sites of critique and debate
on social issues, respecting the potential of both the well-educated and those from
less educated backgrounds to engage in reasoned deliberation. Doing so would
allow power to be shared more equally amongst those who are privileged enough to
acquire a high level of education and qualifications and those less traditionally

qualified but equally entitled to meaningful representation.

| explored the literature on CEL in a Scottish context and argued that there is a clear
gap. For policy and historical reasons, Scotland offered a related but distinct context
from the English and UK context, with which it has been conflated by some writers.
Historically, the founding of some ancient Scottish Universities was grounded in
achieving its “third mission”. In Scotland today, structural and institutional-level
influences have created a contemporary interpretation of the third mission which is
much narrower and prioritises an economistic model of education. With this,
indicators of a progressive nation, which Scotland claims to be, are assumed to be

automatic products of enhanced economic, national wealth.
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Analysis of source literature suggests that a university’s ultimate purpose is not just
to enhance a nation’s short term economic wealth but also to support individual
flourishing and emancipatory critical thinking for the common good. | concluded that
CEL could be a key contributor to a university’s third mission and that Neo-
Aristotelian virtue-ethics aligns well with this. Other ethical theories such as
utilitarianism, and deontological approaches are less appropriate: utilitarianism
reflects the prevailing culture in our society which has left the third mission largely
neglected while deontological approaches promote the kind of professional self-
sacrifice that virtue-ethics, with its emphasis on individual flourishing for the common

good, does not.

Using the Maclintyrean (2007) notion of an institution, | identified that external goods
(such as wealth, status and power) were necessary to sustain the practices within an
institution, however a balance was needed. Evidence from the literature indicates
that neglecting this ultimate purpose in favour of prioritising profit-orientated goals
was potentially damaging to democracy and the aims of a progressive nation. Within
this argument, supporting individual flourishing and critical thinking for the common
good appears to be relevant to all discipline areas. Complementing the ideas of
Critical Pedagogy (Giroux, 2011; Freire, 1998; Freire, 2005), this ultimate purpose
was underpinned by the emancipatory dimension of teaching and learning and in
turn, rooted in Neo-Aristotelian virtue-ethics through some of the ideas discussed by
philosophers such as Martha Nussbaum (1997; 2011; 2010; 1992) and Alasdair
Maclintyre (1987; 1990; 1999a; 1999b; 2007; 2016).

A virtue-ethics informed approach brings attention to the character of the practitioner
and the feelings and motivation behind their actions. This paradigm therefore
matches well with the overall aims of my study. It also is worth clarifying my stance
on the need for an institution to pursue external goods without designating it as part
of its ultimate purpose. Supporting an ultimate purpose as | have conceived it here is
connected with Aristotle’s (2002) concept of telos and in the context of an institution,
the reason for its existence and the fulfilment of its unique function. So, while

pursuing wealth may be beneficial for the national economy, and perhaps ultimately
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support individual flourishing etc., it itself is not the reason for a university to exist.
For example, in cases where a university pursues wealth, which does not wholly

support its ultimate purpose, | would argue that the action is ethically unsound.

A university’s ultimate purpose necessitates the cultivation of civic-minded graduates
as well as the self-cultivation of university staff. Following Carolin Kreber (2016b),
action, as opposed to theory on its own, was necessary in order for a university to
realise its ultimate purpose. From the Critical Literature Review, | conclude that

action-orientated pedagogy, such as CEL, could be key to this project.

Using Maclntyre’s schema of goods, practices and institutions, structural and
institutional-level influences can be positioned as powerful factors in the success of a
university supporting an ultimate purpose. Crucially, | have demonstrated how a lack
of support, on these levels could severely undermine the progress of cultivating civic-
mindedness and the goal of supporting individual flourishing and critical thinking for

the common good.
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5 Methodology and theoretical assumptions

5.1 Introduction

In this chapter | will discuss the broad philosophical perspectives which informed this
research project and how it aligns with my underlying ontological and
epistemological assumptions about reality and knowledge. The purpose of this
chapter is to justify decisions made about methodology for this research project. | will
attempt to outline my process towards making decisions about which philosophical
approaches to adopt and how this influenced practical decisions about research
methods used in selection, data collection, and analysis. Finally, | will discuss how
the philosophical approaches | aligned with allowed me to design a project and carry

it out in a way that was as robust and methodologically congruent as possible.

5.2 Considering available research paradigms.

It is important from the outset to reflect on the nature of enquiry and the
aforementioned assumptions which | was bringing to this research project, albeit in a
limited way. Not doing so affects the quality of research: Mertens (2014, p.8) argues
that, whilst it is very possible to conduct research whilst ignorant of our philosophical
assumptions, this does not mean that we are free of assumptions, only that the
assumptions are unobserved and undeclared. Working with assumptions which have
not been subjected to scrutiny affects issues of truth, values and ethics which will be

discussed later.

There are various approaches to taxonomising the various types of quantitative and
qualitative research (Mertens, 2014; Guba and Lincoln, 1982; Crotty, 1998). While
there is variation between these different taxonomies, Mertens (2014) and Guba and
Lincoln (1982) agree that there are four paradigms: post positivism, constructivist,
transformative/critical theory and pragmatic although other authors have named
these categories in different ways. Mertens (2014, p.8) argues that “transformative”
is @ more appropriate umbrella term for a paradigm that includes theories such as
critical theory and feminist theory, for example. In order to justify the approach used

in this research project, it is necessary to map the journey towards making these
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decisions first, by offering an initial overview of the continuum of paradigms | have

inferred from the available literature.

One of the broadest conceptualisations of research paradigms can be found in
Richard Pring’s (2000) paper on “False Dualism”. Here he simplifies the continuum
with his nomenclature of Paradigm A and Paradigm B, which is useful here for
highlighting those basic differences which are significant for this research project. |
have summarised Pring’s (2000, p.251) distillation of opposing paradigms in the

diagram below:

Table 5-1: Research Paradigms - Summarised from Pring (2000, p.251)

Paradigm A ¢ > Paradigm B

Ontology Reality is Reality is a social
objective, single construction of the
and independent. mind, multiple and

infinite.

Epistemology  Researcher and Researcher and
researched are researched interact
separate. to produce findings.

Truth Correspondence Matter of consensus
between research amongst informed
account and what and sophisticated
is the case constructors
independent of
researcher

Generalisabilit  Assuming validity, Neither problem nor

y results can be solution can be
transferred from generalised from one
one setting to setting to another.
another.

In Pring’s simplified model there are two extremes: Paradigm A, often referred to as
the positivist paradigm, with its naive realist ontology and Paradigm B, often referred
to as the social constructivist paradigm with its naive idealist ontology (Mertens,
2014; Guba and Lincoln, 1982; Crotty, 1998).
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On the extreme end of “A” is the positivist paradigm, which separates the researcher
from the research, and where truth is defined as the correspondence between the
research account and what is true in the absence of the researcher. As a result,
some consider positivism to be closely associated with empiricism (Hammersley,
2013, p.25) with its refusal to develop knowledge claims beyond what can be
completely substantiated by a specific type of evidence: that which is based on
sensory experience that has been subjected to systematic control (Pring, 2000). It
would be difficult to justify adopting this paradigm for my research project: as the
researcher in this project, | am inexorably connected to the research participants as
a colleague working in the same institution. Furthermore, with this qualitative study, it
would be impossible to impose the level of systematic control considered necessary

within the positivist paradigm.

On the very extreme “B” end of the continuum is the deconstructionist and
postmodernist paradigm which Danermark, Ekstrém and Karlsson (2019, p.21)
summarises as “all knowledge is infinitely relative and so it is meaningless to search
for generally valid and true knowledge”. Therefore, within this world view, speaking
or wishing to speak about "the real world" is either naive or purposeless, and that we
must only speak of how we comprehend or organise the real world. Porpora (2015,

p.65) asserts that postmodernists are similarly dismissive of an overarching truth:

many liberal thinkers are hostile to any kind of Truth with a big T, religious or
otherwise. They see assertions of such Truth as “totalizing,” as repressive of
alternate ways of thinking and seeing

It may be useful here to draw postmodernism back to its originator, Jean-Francois
Lyotard’s definition of it as “incredulity towards metanarratives”(Lyotard, 1998,
p.509). Only in a world composed solely of narratives, do possibilities for continued
debate exist. So, while “postmodernism” can be considered a pejorative term
amongst those who adopt a realist ontology, critical or otherwise, it is important not

to reduce this complex movement to one facet: its ontological beliefs.

Adopting a postmodern approach implies that the accounts qualitative research

generates have no more epistemic authority than any other accounts (Hammersley,
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2013, p.45). To those sceptical about the possibility of truth, Williams asks: “If you do
not really believe in the existence of truth, what is the passion for truthfulness for?”
(Williams, 2002, p.5). Williams considers the denial of truth contradictory and based
on “confused formulations in the philosophy of language, in part derived from a
mangling of Saussure”(Williams, 2002, p.6). Here, Williams refers to Saussure’s
theory of semiotics where the relationship between a concept (signified) and sound
image (signifier) is arbitrary. However, according to Williams it does not follow that
there is no non-linguistic world outside of the text (see Popora’s scepticism towards
Derrida and Baudrillard above). For clarity, | will attempt to contextualise this within
my own research project: an institution might announce that they are giving all
academic staff a 5% pay rise, but if inflation and cost of living increase by more than
that then the staff are effectively receiving a pay cut. This is not the case of there
being “two realities” in existence, but rather reference to the same reality (a member
of staff having less disposable income) using different terms. | argue that, in the
context of my research project, the idea of multiple, theory determined realities is
problematic. Postmodernism's scepticism of social reality therefore makes it less
appropriate for the creation of educational policies because this process must

grounded in some kind of non-sceptical account of social reality.

Even in less radical incarnations of relativist paradigms, types of social
constructionism, for example, the idea of multiple realities is problematic and
puzzling. If there is no single reality, then does it follow some truths cannot be more
verifiable, valid and worthy of respect than others? Guba and Lincoln argue that
Naturalistic Inquiry, a specific form of qualitative research, should be held to a
different set of standards from positivist research in order to establish rigor and
trustworthiness i.e. “credibility, transferability, dependability and confirmability” (Guba
and Lincoln, 1982, p.246). While aspects of these criteria are useful and will be
discussed later on in the section on quality assurance, it is unclear how a researcher
could pursue these criteria without the acknowledgement of a single reality that
creates boundaries around what can be deemed credible, dependable and
confirmable. The fact that there is an infinite number of ways in which we could
divide up and classify the world does not entail that any kind of distinction is possible

(Pring, 2000, p.254). It is this single reality, existing despite our knowledge of it,
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which allows researchers to justify their findings and defend their conclusions,
because it limits the kinds of interpretations which can be drawn. Here, | agree with
sociologist Kristen Luker (2008) who argues that the pursuit of truth and objectivity

are worthwhile, even when there is no expectation to fully achieve either:

even the most radical, postmodernist, social constructionist Act-Up AIDS
activist still wants to know if AZT works. In other words, sometimes we just
need to know. (Luker, 2008 p.6)

Therefore, the focus on the detachment of the researcher from the researched and
the need for methodical control within the positivist paradigm is unsatisfactory for the
aims of this qualitative research project. A critical realist approach, which will be
considered next, maintains that an objective reality exists but that our access to it is
always mediated by the researcher’s own biases, assumptions and experiences.
However, flawed and error-ridden though attempts to get at truth may be, outright
denial that it exits, seems like a step too far. Similarly, the rejection of a single reality
within the deconstructivist/postmodern paradigms, are incongruent with the aims of

this research project.

5.3 A qualitative approach.

The aim of this research project is to explore how individual, institutional and
structural factors influence the perceptions and experiences of academic staff
involved with CEL. The data that was collected comprised interviews with
practitioners, University leaders and managers, and documentary evidence. The
purpose of this project was to investigate the practice of facilitating CEL at the
university by generating themes from the data collected. Themes, according to
Braun and Clarke (2022, p.77): capture a wide range of data that are united by, and
evidence, a shared idea. The themes in my research project were generated and
analysed through a Neo-Aristotelian, virtue ethics lens to interpret and explain

existing staff practice and attitudes towards CEL.

According to Silverman (2017, p.7), there is no universally accepted definition of
qualitative research and the distinction between qualitative and quantitative research

is not always clear. Hammersley (2013, p.9) argues that, although “the
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label ‘qualitative research’ covers a heterogeneous field”, there are no sufficient
conditions which can be used to define qualitative research. He defines qualitative
research in terms of how it differs from quantitative research:
a form of social inquiry that tends to adopt a flexible and data-driven research
design, to use relatively unstructured data, to emphasize the essential role of
subjectivity in the research process, to study a small number of naturally

occurring cases in detail, and to use verbal rather than statistical forms of
analysis. (Hammersley 2013, p.12)

From Hammersley and Silverman’s definitions, we could tentatively argue that the
quantitative paradigm aligns with a realist ontology and epistemology i.e., a belief
that there is a single, independent reality and that a researcher can objectively
investigate this reality and unearth truth and facts. According to Silverman (2017,
p.7) research within a quantitative paradigm is most appropriate for investigating
these perceived social facts, making standardised and systematic comparisons and
accounting for variance whereas qualitative research may be used for studying a

phenomenon in detail.

Research in this area of academic staff and CEL often has utilised quantitative
methods both on its own and within a mixed-methods approach. For example,
Antonio, Astin and Cress (2000) analysed quantitative data gathered from 33,986 full
time undergraduate teaching staff whereas Borkoski and Prosser (2019) used a four
point scale survey combined with an experimentally controlled intervention; Colbeck
and Wharton-Michael (2006) carried out a review on quantitative and mixed-methods
studies to determine the individual and organisational factors that shape college and
university faculty members’ motivation to engage in public scholarship, and
Doberneck and Schweitzer (2017) quantitatively analysed data from academic staff's
RPT (Reappointment, Promotion and Tenure) application forms to ascertain
disciplinary variations within public scholarship. Although these studies have been
discussed in my literature review and provide a context for my own research, | would
argue that the nature of the research questions differ from my own. Although there is
a desire to interpret staff responses to a questionnaire and within an RPT application
form, the data is analysed quantitatively. For example, what percentage of staff who

engage in public scholarship are female, people of colour etc. (Colbeck and
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Wharton-Michael, 2006) or which faculty are engaged in service? (Antonio, Astin and
Cress, 2000). The research questions posed by these studies focused on testing
hypothesis, measuring, counting or ranking and the analysis of documentary
evidence was done so in a quantitative way for example, how many staff were
engaged in credit course delivery and how often a certain activity was mentioned in

staff application forms.

The difference between existing quantitative studies and my own lies not only in the
methods used to collect and analyse data, but also in the consideration of the role of
researcher. Within qualitative research, the role of the researcher, subjectivity and

the need for reflexivity is highly significant.

It means turning of the researcher lens back onto oneself to recognise and
take responsibility for one’s own situatedness within the research and the
effect that it may have on the setting and people being studied, questions
being asked, data being collected and its interpretation (Berger, 2015, p.220)

The notion that data and conclusions that can be drawn from them are always
modified by the researcher's social and personal qualities is accepted, sometimes
even embraced. It is acknowledged that the effects of these are impossible to
eradicate, and that they may both facilitate understanding and lead to error
(Hammersley, 2013). | acknowledge that every decision | make as a researcher,
from my design of the research project, to whom | invite to interview, to my
interpretation of the findings, and the themes | generate from the data is influenced
by my social and personal context. | am not objective but reflexivity can allow me to
account for my subijectivity and offers a unique lens by which to generate themes
through the research data. Reflexivity and the acknowledgement of the researcher’s

inherent bias contributes to quality and rigour in qualitative research.

To summarise, there were three main reasons why | chose a qualitative approach:
first, a qualitative approach was the most appropriate one for this research project by
nature of the kind of questions | wished to explore. | wanted to understand the
perspectives of academic staff to gain insight into the phenomenon of CEL within a
single institution. These perspectives would be analysed within individual,

institutional and structural factors of influence. | wanted to gain insight into the lived
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experience of staff who voluntarily chose to facilitate CEL. The mechanistic and
numerical nature of quantitative research was not appropriate for a research project
exploring human perspectives on a phenomenon. Second, the driving force behind
this research project was a will to illuminate the work of academic staff facilitating
CEL, with their students, for the common good. | wanted to find out what kind of CEL
was already being done, why academic staff wanted to do it, and what their
experiences were of it. Finally, | acknowledge my active role as a researcher in this
project and how my experiences, values and inherent biases will affect every aspect
of the research process. Accounting for this through a reflexive approach will allow
the justification for my decisions and methods to be as robust as possible. In
conclusion, a qualitative approach was the most appropriate given the multifaceted
nature of perspectives from practitioners, University leaders and managers and

university literature.

5.4 A Critical Realist Approach

Moving away from Paradigm A and B in this section, | will consider approaches
within which the issues | identified in the previous section, may be reconciled. The
main umbrella term for these approaches is critical realism. The title of this section
uses the indefinite article to acknowledge that there are many types of critical realism
(CR) however, | refer in this chapter to Roy Bhaskar's CR and specifically his
Transformational Model of Social Activity (TMSA). Bhaskar was the originator of CR
and while | do not deny that there are different types of CR to compare, the extent of
the difference between them does not justify a lengthy account of the different
versions of CR. In the latter part of this section, | will focus on Margaret Archer’s
(2020; 2013b; 1995) subsequent development of TMSA: Morphogenesis, which | will

argue is most relevant for the purposes of my study.

CR is metatheory which marries a realist ontology with a relativist epistemology
however, it is distinct from the type of “naive realism” adopted in Paradigm A and the
“naive idealism” of Paradigm B. Danermark, Ekstrom and Karlsson (2019, p.220)
argue that CR offers a “third way” distinct from empiricism/objectivism at one end

and relativism/idealism at the other, whilst asserting that critical realism: “is not a
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conflation of, or a compromise between, these perspectives; it represents a
standpoint in its own right.” The “critical” in CR signifies the belief that any attempt to
understand and analyse the world is inevitably flawed (Scott, 2005). In other words,
conclusions drawn from research can be wrong at any given time about its object
and the usefulness of this knowledge will change in different contexts. In the next
section, | will expand on the rejection of one dimensional empiricism, using

Bhaskar’s theory of stratified reality.

Roy Bhaskar (2011; 2008), argued that reality could be stratified into three domains:

the real, the actual and the empirical.

Deomain of Real Domain of Actual Domain af Empirical

Mechanisms v
Events W W
Experiences v v v

Table 5-2: Bhaskar's Domains of Reality (Bhaskar, 2008, p.47)

Mingers’ (2004) diagram below (Figure 1.) offers a summary of Bhaskar’s three

domains and how they interact with each other: (Mingers, 2004, p.94)

47 N\

The EMPIRICAL: events that
are  actually  observed  and

experienced ﬁ

The ACTUAL: events (and non-
events) that are  generated by the
mechanisms

TS S
i i i
The REAL: mechanisms and structures

Qi th enduring properties /

Figure 5-1: Bhaskar’s Domains of the Real (Mingers, 2004, p.94)
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The empirical domain relates to what is directly experienced and observed, the
actual domain relates to events (invisible or observable), and the real domain refers
to causal structures and mechanisms that generate the events in the actual domain
(Bhaskar, 2008, p.46). To illustrate this with a simple example: stress, dissatisfaction
and overwork might be experienced by a member of staff (the empirical domain) and
precarious contracts and lack of promotion may be some of the events causing this
(the actual domain). However, examining this on a deeper structural level, the
researcher could abstract that these events were merely the symptoms of invisible
mechanisms and structures such as social inequality, capitalism etc. (the real

domain).
According to Bhaskar, each domain is analytically distinct:

events must occur independently of the experiences in which they are
apprehended. Structures and mechanisms then are real and distinct from the
patterns of events that they generate; just as events are real and distinct from
the experiences in which they are apprehended. (Bhaskar, 2008, p.46)

Bhaskar argued against empirical realism and naive idealism by proposing that
these doctrines meant collapsing three domains into one, thereby reducing ontology
(independent reality) to epistemology (what we can know about it), or in other words,
reducing reality to only what one can know about the world. This, according to
Bhaskar constitutes an epistemic fallacy. The invisible domain of the real is a
significant aspect of Bhaskar's CR and indeed it is relevant for this research project.
A descriptive account of the perspectives of university staff on the aims and values
of CEL would not take into account the events (the actual domain) which have
informed their experiences (the empirical domain). | propose that a deeper analysis
of the events in order to abstract the causal mechanisms and structures (the real
domain) that give rise to them is necessitated by a CR approach. | attend to
approach this aim through Reflexive Thematic Analysis, which | will account for later
in this chapter. Rather than merely describing different perspectives through data
analysis, a CR approach seeks to analyse, propose and explore underlying causes.
More importantly, as a researcher, for the knowledge produced to have

emancipatory potential in the real world, it is crucial that empirical events are not
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merely described, but also analysed in the context of the mechanisms that may

produce them.

5.4.1 Transitive and intransitive objects

Bhaskar (2008, p.6) clarifies that theories must be regarded as a manufactured tool
of science. These theories are the transitive objects of science which try to join
science with reality in a way that is fallible; new theories can improve on older
theories (Danermark, Ekstrom and Karlsson, 2019, p.27). This aligns with a belief
that there is an important relationship between knowledge and the object of
knowledge and that they are not the same: “reality has an objective existence but
[...]Jour knowledge of it is conceptually mediated: facts are theory dependent but they
are not theory determined” (Danermark, Ekstrom and Karlsson, 2019, p.19 original
emphasis). The goal of science, Bhaskar (2008, p.6) argues, is to provide an

understanding of the mechanisms that combine to produce events in the real world.

In natural science, these processes, which Bhaskar (2008) refers to as intransitive
objects of scientific inquiry, exist and act independently of human intervention.
Furthermore, when researchers make statements about these processes, laws of
natural science, for example, these are statements about the way things are in the
natural world (independent of researchers) and not researchers’ experiences of
them. Of course, while this cannot apply directly to the social world because social
phenomena do not exist without human actors, Bhaskar (2008) argues that the
principle of intransitive objects still broadly applies because a theory is still about
something which is independent of itself; social structures are borne out of
individuals acting collectively and it also influences individuals. Collier (1994, p.51)

rejects the notion that this entails the promotion of ontological relativism:

Rival scientific theories [in social science] necessarily have different transitive
objects, or they would not be different; but they are not about different worlds
— otherwise how could they be rivals?

Accepting Bhaskar’s theory of transitive and intransitive objects allows social
researchers to build on existing research and construct knowledge by making
meaningful statements about social reality. Bhaskar’s original “Transformational
Model of Social Activity” (TMSA) p.215 describes a process by which agents engage

in intentional action to transform social structures and institutions through the
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process of reflecting on and analysing social structures and institutions and the
process of negotiating and co-ordinating action with others. However, in this study,
the purpose of identifying possible causal mechanisms which influence the
experiences of academic staff is to challenge and change the status quo. This
requires an examination of how the three domains might interact with each other; if
they are distinct and influence only flows in one direction (real to actual to empirical),
then there is no hope for transformation, only cyclical reproduction. Therefore, within
the domain of the real, other critical realists have theorised how this might be further
defined and developed to identify how agents can effect change within structure and

culture in the real domain.

5.4.2 Morphogenesis — Structure and Agency

In this section, | have drawn on Archer’s development of Bhaskar's TMSA model.
This is highly relevant to my study in terms of the experiences and perspectives of
academic staff within a university context. Archer’s (2020; 2013b; 1995) model of
Morphogenesis was a response to Anthony Giddens’ (1986) theory of Structuration
which proposes that agency (in the actual domain) and structure (in the real domain)
are interdependent and as such one is unable to exist without the other. Giddens
argues that these two entities mutually constitute each other with respective agents
reproducing and/or shaping structures through their actions and practices

simultaneously.

While aligning with Giddens’ (1979; 1986) argument that agency and structure exist
interdependently, Archer’s (2013b; 1982) model of Morphogenesis/Morphostasis
(M/M) makes three important distinctions. First, it challenges Giddens’ assertion that
agents and structures exist as a duality (distinct but conceptually bound), instead
arguing for analytical dualism (related but distinct). This distinction places much
stronger emphasis on the analytical distinctiveness of each entity, with their own
emergent properties and powers, and the capacity of agents to not only challenge,

but transform social structures through their conscious actions.

Second, Archer agrees with Giddens that structures cannot exist without people in
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the same way as, for example, gravity and other natural forces can exist entirely
independently of human agents. However, this is not the same as saying that our
current society can be entirely independent of and immediately transformed by
human agents simultaneously (Archer, 1995). Therefore, transformation on every
level, occurs sequentially and over time. For example, an agent may wish to change

the structure, but this kind of change happens relatively slowly.

Finally, Archer’s (2013b; 1982) M/M model makes an important distinction between
the concepts of culture and structure as generative mechanisms. Culture and
structure can be presented as two related but distinct entities which have the
potential to both influence and be influenced by human agency or agential powers.

Importantly:

Morphogenesis is also a process, referring to the complex inter- changes that
produce change in a system's given form, structure or state (morphostasis
being the reverse), but it has an end-product, structural elaboration, which is
quite different from Giddens's social system as merely a 'visible pattern'. This
to him can best be analysed as recurrent social practices' (Archer, 1982,
p.456)

The M/M model therefore focusses on the interplay between culture and structure
within the real domain and human agency within the actual domain. By creating a
distinction between culture and structure and emphasising that structure always pre-
dates agency, the transformative potential of human agency is therefore given much
more prominence, and structure and culture may be examined separately from

agency.
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Figure 5-2: A summary of Bhaskar's Domains of the Real and Archer’s Morphogenesis.

In Figure 5-2 above, | summarise useful elements of Bhaskar’s concept of stratified
reality and Archer’s Morphogenesis. Within Bhaskar’s domain of the real, generative
mechanisms influence the actions and events which occur (actual domain) and
thereby the experiences and observations which results (empirical domain). Archer’s
M/M model emphasises the possibility of change occurring in a bilateral direction. By
making this emphasis, a better understanding of the relationship between culture
and structure can be achieved. Archer (1995) argues that culture provides the
resources and tools that agents use to navigate social structures and institutions;
cultural norms and values can either reinforce or challenge existing structures

depending on how they are enacted by agents.
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no structural or cultural emergent property is constraining or enabling tout
court. To become constraints or enablements involves a relationship with the
use made of personal emergent properties. Whether or not their causal power
is to constrain or to enable is realised, and for whom they constitute
constraints or enablements, depends upon the nature of the relationship
between them and agential projects. (Archer, 2003, p.8)

In her argument, | believe Archer (1995) makes the distinction between the
interaction of agency and structure that results in a transformed end-product
(Morphogenesis) and interplay that results in reproduction (Morphostasis).

CULTURAL DOMAIN STRUCTURAL DOMAIN

Structural conditioning
T!

Cultural conditioning
T!
: Time
Morphogenetic

Socio-Cultural interaction
cycles 2 3

e =

Social interaction

T T°

Structural elaboration
TJ T-l "

p_ . Ty

Cultural elaboration

Figure 5-3 Archer’s Model of Social Morphogenesis with Culture and Structure (Archer, 2013, p.7)

Archer (2015) considers Bhaskar's TMSA to be complementary to her concepts of
Morphogenesis and Morphostasis. Archer’s diagram above elaborates on the idea
that structure, culture and agency are analytically distinct. The diagram shows that
the structure pre-dates but does not predetermine the action which changes it. |
argue that Archer’'s M/M model proves highly relevant to my study. Not only is there
a need to identify and examine the causal mechanisms that influence the actions,
experiences and observations of participants in this study, but also bilateral flow of
influence that can lead to cultural, and eventually structural, transformation. In other
words, my study examines both the cultural and structural factors that constrain and
enable agents but also how agents receive and respond to these factors.
Specifically, my investigation is concerned with the extent to which practitioners at

Alba University reproduce or transform cultural and structural factors.

There is a great deal of literature around elaborations of Bhaskar’s original TMSA
model. | have only summarised some of the ideas above so far as they are relevant
to the specific methodology which has guided my own study. In the following, and

final section on CR, | will argue why Archer's M/M model can be usefully applied to
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my study and how this complements the adopted Neo-Aristotelian, virtue-ethics

approach.

5.4.2.1 Morphogenesis and Virtue Ethics

In my research project, | examine the complex ways in which academic staff’s
individual ethical principles interact with structure and culture according to Archer’s
model (2013b; 1982). In one direction, individuals’ ethical principles are, to some
extent, shaped by the cultural norms of their institution and practices and beliefs
provide a framework for individuals to understand the rightness and wrongness of
actions. In the opposite direction, academic staff’s ethical principles can lead to
action which challenges and transforms cultural norms and beliefs within the
institution. Structural factors include laws and policies which can either support or
constrain individuals’ ethical principles. As discussed in Section 3.2.2, Maclntyre
(2007, p.52) argues that humans have the innate potential to cultivate virtues, but
this is not automatically acquired, virtues are developed by the agent habitually,
voluntarily and intentionally committing virtuous acts over time and in specific
contexts. In my study, | examine the individual desire to cultivate virtues as a

motivation for action, specifically being involved in CEL projects.

In one recent study on the agential powers of academic staff within a HE institution
to respond to structures such as the market and capitalism, Bushra Sharar (2018)
adopted a CR approach, specifically that of Morphogenesis, to examine how
academic staff at one English HE institution resisted and reproduced structures such
as performativity, resulting from privatisation and marketisation of HE. Using a
framework that integrates Aristotelian virtue-ethics, Maclntyrean practices and critical
realism, Sharar (2018) examines ways in which the academic staff in her study
preserved their agency, by actualising their internal potential to develop their virtues.
Drawing upon Archer’s (2003) concepts of personal properties and powers, Sharar

concludes that:

acting in the physical world changes our bodies to give us emergent physical
powers; acting in the social world further develops emergent powers for social
interaction; while acting in the cultural and linguistic world further develops our
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emergent powers in this area [...] In the process, not only do humans develop
new powers, they learn how to use them judiciously in different contexts and
to different extents as appropriate. Habitual activities play a part in this
process and habits formed due to the pressures of performativity can interfere
with our capacity to successfully carry out pedagogical work.(Sharar, 2018,
p.263)

Sharar’s integration of Aristotelian virtue-ethics and morphogenesis is very relevant
to my study, especially her consideration of habitual activities and how it affects
agents’ response to the constraining or enabling powers of structures. In my context,
academic staff involvement with CEL could be considered a response to the
structure (the marketisation of HE) and the institutional culture of prioritising research
and income-generating activity. The agents’ response is therefore not determined by
culture and structure; another possible response would be to develop habitual
activities which support the reproduction of the culture and structures. Therefore, a
methodological framework that stratifies reality into experiences, actions and causal
mechanisms and allows for the analysis of agency within the context of culture and
structures, is highly appropriate for my study which investigates the factors that
influence the experiences and perceptions of academic staff who are involved with
CEL.

5.5 Ethical practice and quality in qualitative research

In this section | argue that the notions of ethical practice and quality in research are
inexorably linked to the concepts of virtue ethics as discussed in the earlier “Critical
Literature Review” chapter. The question of “what kind of person ought | to be?”
embodies the core principle of virtue ethics in that, in order to live ethically, one
ought to act as a virtuous person would. This is a commitment and consideration
which reaches across a person’s life span rather than a deontological approach to
ethics, which may consider each moral choice as an isolated event. With this in
mind, | will first consider two broad approaches to quality assurance in qualitative
research: criteria and output-orientated approaches and following Schwandt (1996)
will argue why a criteria based approach could lead to a superficial consideration of
research quality. Second, | will detail both the external and internal commitments to
ethical practice that | considered necessary for this piece of qualitative research and

again, why this is closely linked with the notion of virtue ethics.
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5.5.1 Quality and rigour in qualitative research

The quality of quantitative research is judged by the extent to which it is valid,
reliable and generalisable beyond the sample used in research to the general
population (Braun and Clarke, 2013). In pursuit of quality, qualitative researchers in
education, however, face a more complex dilemma. In its applied form, education
research is desired by policy makers to determine evidence-based interventions for
improving some aspect of learning and teaching in schools, colleges and
universities. Therefore, to demonstrate the efficacy of intervention, results and
evidence through evaluation are required. This is arguably more straightforward with
a quantitative approach which favours hypothesis testing and an experimental
approach. Proponents of the qualitative approach reject the assumption that

meaningful results can only be achieved in this way:

One cannot add together or subtract what are essentially social or personal
constructions, each intelligible within a unique and distinct life story. (Pring,
2000, p.248)

This difference in general research aims entails a different approach to justifying the
quality of qualitative research. Nevertheless, in the context of carrying out education
research for the purposes of informing policy change, researchers may feel the need
to align their work to quantitative measures of quality in order to enhance its
credibility in the eyes of policy makers who wish define their decisions as evidence-
based (Pring, 2000).

In a meta-analysis by Reynolds et. al (2011) of quality as discussed in 93 qualitative
research papers, no universal agreement about how to ensure quality in qualitative
research could be reached (Reynolds et al., 2011, p.6), however two main
approaches were discussed: 1) the output-oriented approach and 2) process-

oriented approach.

5.5.2 The output and criteria-oriented approach

In the output-oriented approach, quality is conceptualised in terms of theoretical
concepts like plausibility, credibility, comprehensiveness, confirmability, relevance
(Reynolds et al., 2011, p.7) which are derived from the positivist paradigm, and is
shown through the use of particular prescribed methodological procedures within

methods for quality assurance including triangulation, member checking, negative
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case analysis, theoretical sampling and peer review (Reynolds et al., 2011, p.7).
While there are benefits to adopting this approach, especially if working within an
interdisciplinary team, Reynolds et al. (2011) also argue that this approach needs to
be adopted with caution, especially by novice researchers, who may find the
existence of prescriptive procedures to be falsely reassuring and limit their
understanding and examination of the core principles and values of qualitative

research. Thomas (2021) is similarly wary of a criteria-based approach to quality:

We have to be wary of assessing work on the basis of these crude, post hoc
constructions. They are the tools of an audit society, not of good research.
(Thomas, 2021, p.70).

In other words, the importance of rules as a tool for demonstrating quality can lead
novice qualitative researchers astray when it comes to determining what constitutes
good qualitative research. After all, following check-lists does not necessitate
understanding and commitment to the theoretical underpinnings of qualitative
paradigms or what defines quality within the paradigm, as Reynolds et al. (2011)

suggest is the case with the process-orientated approach.

Schwandt (1996) goes even further by suggesting that a checklist approach or
“criteriology” not only affects the quality of the research but also has ethical

implications. In “Farewell to Criteriology” Schwandt (1996) argues that:

Reverence for procedure means that to be rational is not to engage in moral
and political speculation, critique, interpretation dialogue, or judgement. In
fact, the rules of method are intended precisely to exorcise this kind of activity
from the pursuit of truth (Schwandt, 1996, p.61)

Similar to Aristotle’s argument that political and moral life requires phronésis
(practical wisdom gained through guided experience) Schwandt (1996) argues that
social inquiry itself is a kind of practical wisdom. Therefore, it is not productive or
useful to focus on the terms or criteria used to determine the quality of qualitative
research; there are no sufficient conditions for ensuring the quality of this approach

to research.

A more holistic approach that requires the researcher to actively engage in

methodological awareness, rather than relying on checklists, is described by the
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“process-orientated approach” (Reynolds et al., 2011, p.7). Some of the methods for
quality assurance examined by Reynolds et al. include using a reflexive field diary,
recording an audit trail of methodological decisions and, crucially “ensuring
researchers’ comprehension of and engagement with their role in assuring quality”.
With the process-orientated approach, quality is assured through concepts such as
“‘Reflexivity, Transparency, Comprehensiveness, Responsibility, Ethical practice,
Systematic approach” (Reynolds et al., 2011, p.7). Therefore, | agree with Reynolds
et al. that we can use an approach centred on researcher-led good practice
guidelines rather than externally-determined indicators such as validity and rigour.
Adopting a more holistic approach to quality assurance is therefore desirable but in

keeping with the critical realist approach, some semblance of structure is required.

One way of maintaining validity in quantitative research is the avoidance of bias. For
example, in clinical trials, double blind randomised controlled trials are known as the
gold standard and lends weight to the reliability of the results. Such experimental
conditions are impossible to replicate in qualitative research. | agree with Reynolds
et al. (2011) that the concept of “validity” cannot be neatly imported into qualitative
research and packaged under a different name e.g., plausibility or credibility. At its
core, quality in qualitative research is again arguably more complex. Griffiths (2009)
claims that bias occurs when the researcher specifically presents results in a way
that does not allow the reader to best judge how reliable the evidence is and only
seeks results which align with one’s desired outcome. In other words, bias is not
inherent in the researcher’s lack of objectivity, but in a lack of transparency. Griffiths
examines the argument that a researcher can ever really remove themselves from
the context they are researching and be truly objective. Griffiths argues, if one
cannot really escape one’s social and political opinions then one must declare them
in an attempt to avoid bias (Griffiths, 2009). This supports Merten’s (2014) argument,
mentioned earlier about declaring assumptions and Lather’s argument that “[i]t is not
a matter of looking harder or more closely, but of seeing what frames our seeing —
spaces of constructed visibility and incitements to see which constitute
power/knowledge.”(Lather, 2006 p.675). Therefore, reflexivity and disclosure are

considered reasonable ways to mitigate bias.
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In the early section on Positionality and Social Identity, | attempted to highlight and
trace significant moments within my life experience that have influenced my beliefs
around education. This reflexive account, alongside raw data such as field notes,
and unprocessed audio files and transcriptions should be made available, according
to Akkerman et al. (2008) and Halpern (1983), if claims around the quality of a
qualitative research project can be made. As argued earlier, if | wish to eschew a
criterion-focussed approach to quality assurance then other robust output-focussed
approaches must be utilised. One of the alternatives uses the metaphor of the fiscal
audit trail which | used to allow me to focus on a holistic approach to quality: an
ongoing methodological awareness rather than reliance on checklists. For my audit
trail | used Akkerman et al.’s (2008) outline of five components. | paid particular
attention to keeping a reflective journal which included field notes taken during the
process of data collection and analysis. Included in field notes was familiarisation
notes which were initial impressions of the interviews carried out and the data
collected. Braun and Clarke (2013; 2022) suggest that this is a crucial part of their
six-phase approach to reflexive thematic analysis and it is the approach that | used
as part of quality assurance in this research project. Using the reflective journal
allowed me to analyse the biases and assumptions which informed my
methodological approach and inevitably influenced my analysis of the data in the
themes | generated. With a critical realist approach to ontology, | acknowledge that
there is a single, independent reality but also that there may be multiple and
contradicting accounts of this amongst research participants given their different
biographical contexts. Similarly, my attempt to access this reality through my
participants is similarly influenced by my biographical context. For example, my
biographical account details my experience and education which encompasses
theoretical concepts from sociology, education and critical theory. This influences all
of my methodological decisions and the themes | generate from the data collected.
Even given the data | collected, which was influenced by my methodological
decisions (structure, topic choices, questions asked etc.) another researcher in
psychology might generate a different set of themes relevant to their discipline area
and their biographical context. | purposefully do not refer to themes “emerging” from
the data but rather “generated” (by me). Braun and Clarke’s (2022) metaphor of the

researcher as sculptor, forming a piece of art from raw materials rather than an
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archaeologist searching for or discovering a hidden artefact, was especially useful

for me.

5.5.3 Ethical practice in qualitative research

All research carried out within higher education needs to be carried out in an ethical
way. In order to gain approval to commence data collection in the form of interviews
for the research project, | was required to complete a progression board paper and
present this to examiners from my academic school. Included in this process, was a
consideration of the ethical implications of my piece of research by submitting an
application to the academic school’s ethics committee. In the UK, researchers in the
field of education routinely refer to the British Educational Research Association’s
(BERA) Ethical Guidelines for Educational Research when submitting applications.
The academic school ethics committee which considered my application and

approved it as satisfying the School Ethics Level 2 criterion:

applies to non-intervention research where you have the consent of the
participants and data subjects. This may include, for example, analysis of
archived data, classroom observation, or questionnaires on topics that are not
generally considered ‘sensitive’. This research can involve children or young
people, if the likelihood of risk to them is minimal.

It is also expected that research students completing research projects as part of an
MSc, PhD or EdD will justify their ethical approach to research within their final
dissertations. One approach is Mertens’ (2014) identification of three ethical
principles and six norms of scientific research in her “Beneficence, Respect and
Justice”(Mertens, 2014 p.14).

Merten’s approach derives from the Belmont Report, written by the National
Commission for the Protection of Human Subjects in Biomedical and Behavioral
Research 1979 which identified Respect for people, beneficence, and justice as
three fundamental characteristics for doing ethical research. The first of these tenets
stated that participants should be treated as autonomous agents by researchers
(Macfarlane, 2008, p.11).
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In “Fiction written under oath?’ ethics and epistemology in educational research”
Bridges (2003) examines the paradox of the rejection of truth and difference between
fact and fiction by some researchers who at the same time, assuredly claim the
ethical soundness of their methods and research. He also considers a distinction in
approach according to the power affiliation between the researcher and subject of
research. Therefore concealment, deception and breaking an individual’s
confidentiality may be justifiable if it maximised utility e.g. it was in the public interest
to know (Bridges, 2003). Bridges further asks that if one rejects the position that
there can be a knowable reality and dismisses the possibility of truth then how can
ethical principles and honesty still be relevant? He suggests that care and kindness
are still relevant and that principles which support the following are compatible with

“the pursuit of knowledge and understanding (truth even).”(Bridges, 2003):

the free expression of ideas, feelings and experience;

in a regime characterised by a reasonably equitable distribution of power;
careful, respectful and attentive listening to and recording of these ideas;

the open communication of and interaction with these ideas, including critical
interaction;

e reflective and interactive interpretation of these ideas.

In adopting a critical realist approach to this research project, | sympathise with
Bridges’ argument that an acceptance of the possibility of truth and a knowable
reality are necessary in the conduct of research ethics. Furthermore, Bridges’ focus
on the qualities of “care and kindness” align with the virtue ethics conception of
research ethics. That is, the focus is less on which individual, moral choices were
made in the course of the research project in isolation and more on the researcher
reflecting meaningfully on the question “what kind of person ought | to be?”. This is a

commitment that reaches beyond the confines of one research project.

Another author who espouses the view of research ethics as lifelong, practised
commitment of one’s virtues rather than decisions made with a focus on the
consequences of one’s actions or a sense of duty is Bruce Macfarlane (2010; 2008;
2006). Macfarlane’s attitude to research ethics is very much grounded in a virtue
ethics approach. Macfarlane (2008) argues that research ethics in every discipline

leans heavily towards a bioethics approach to research ethics originating from the
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legacy of war crimes committed in the form of involuntary medical experimentation
carried out on human beings by Nazi doctors during the Second World War. Similar
to a criteria-based approach to quality, | agree with Macfarlane (2010) that simply
transferring set principles to research within all disciplines is problematic because it
dilutes the researcher’s notion of personal responsibility and cannot account for

different interpretations of the principles:

No code of ethics can operate without being interpreted by the individual
through their own value system [and therefore must] depend on the integrity
of the individual, which means that to really understand research ethics we
need to engage with our own character and belief system. (Macfarlane, 2008,
p.32)

Macfarlane’s position that research quality and ethics requires a commitment to
moral and intellectual integrity is a convincing one. In some ways, the legacy of war
crimes and atrocities distracts the researcher from more banal acts of poor research,
which could compromise the integrity of the researcher and their project. This
includes poor scholarship, exaggeration, and laziness (Macfarlane, 2008). This
promotion of character and integrity above guidelines and a criteria-based approach,
in part aligns with Bernard Williams’ (2002) consideration of the concept of

“truthfulness”, which he relates to the virtues of accuracy and sincerity:

You do the best you can to acquire true beliefs, and what you say reveals
what you believe. The authority of academics must be rooted in their
truthfulness in both these respects: they take care, and they do not lie.
(Williams, 2002, p.11)

In section 5.6.1, | discuss the problem of presenting institutional documents which |
analysed in a way that would reduce the risk of participants being identified as they

worked in the same institution.

In conclusion, | assert that the concepts of research quality assurance and ethical
practice in research are closely linked. While a criteria-based approach can serve as
a systematic layer of quality and ethical assurance, | agree with Macfarlane (2010;
2008) and Bridges (2003) that it should complement a more holistic, virtues ethics

driven approach.
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5.6 Sampling and Data Collection
5.6.1 Documentary data

As well as interview data, | analysed institutional documents from Alba University
through Reflexive Thematic Analysis. One question that arose was how best to
reference these documents given that references would be inaccurate if they
referred to a fictional institution and readers would not be able to access these
documents to verify my data. After consulting with academic colleagues, | chose to
include these documents in the appendix of my thesis with any institutional identifiers
redacted. Doing this would allow readers to access the documents | refer to in their
entirety without increasing the risk of participants being identified. The latter was a
priority of mine given my ethical principles as a researcher on this project; | had
promised participants that | would make every attempt to preserve their anonymity

and their experiences and observations had been shared with me on this basis.

5.6.2 Interviews: how were participants chosen?

The predominant method of sampling used in this study was purposeful (also called
purposive) sampling. Purposeful sampling is a form of non-probability sampling
(Guest, Namey and Mitchell, 2013, p.8) (Patton, 2014, p.264) where participants are
chosen from a target population based on criteria and characteristics prioritised by
the researcher. Patton (2014, p.266) discusses over 40 purposeful sampling
strategies within eight categories. Under the “Group Characteristics Sampling”
category, “Complete target population”(Patton, 2014, p.268) where everyone within a
unique group of interest is interviewed, was used to select participants in this study
along with, to a much lesser degree, “Snowball or chain sampling”(Patton, 2014,
p.270).

Early on in the consideration of this project’s research focus, it was clear that little
research on this type of pedagogy has been carried out in the United Kingdom, let
alone Scotland. | undertook an initial search of eligible participants and ascertained

that the total number of academic staff involved in CEL would be relatively small
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(<25). Therefore, in order to explore practice in one institution, in detail, across

different disciplines, | invited every eligible member of staff to take part in the study.

Two subgroups of participants were recruited: University leaders and managers, those
considered to be leading the institution’s move towards strategic goals towards
community engagement as identified in Strategy 2030, and practitioners involved in
projects or courses which | considered to fit the category of CEL.

Purposeful sampling was mainly used to identify participants by consulting known
contacts through my membership of Alba University’'s Community Engagement
Forum, finding lead authors of strategic documents linked to community engagement
and searching on the University website for senior university staff members with
community engagement in their remit. For practitioners, | conducted a search of the

University’s internal course and programme database for any course or programme

L1 LAY tLIN 1Y

with the terms “community” “service-learning” “placement” “outreach” and
“‘experiential learning” in the title and course description. The courses and
programmes found were then filtered down to only those which fit my definition of
CEL. | also researched previous winners of the University’s Principal’s Medal in
relevant community engagement categories and by contacting those involved in

projects promoted by the Centre for Experiential Learning on their website.

| constructed a list of themes based on my research aims and decided that the semi-
structured interview would be an appropriate form of data collection. The semi-
structured interview while sufficiently structured to address specific questions in my
research aims, was also flexible enough to allow participants the space to broach new
topics or focus on a particular topic of relevance to them. Preparing for these interviews
included drafting some open-ended questions and anticipating possible responses
(Galletta and Cross, 2013) as well as practising this style of interviewing; it was very
different from the type of highly structured interviews which | had been accustomed to

conducting in the past.
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After establishing a list of all possible participants, | contacted all of them by email
with an invitation to interview on video call by default. This task was made much
easier because of my insider status as an employee at Alba University: | had access
to staff profiles and email addresses as well as a searchable database of all
University courses. Being an insider made relevant contacts and information easier
to find and made it more likely that potential participants would respond to my

invitation to interview.

| had originally intended to conduct face to face interviews with members of staff, but
had to pivot to online or virtual face to face interviews after lockdown was imposed
following the onset of the Covid-19 pandemic March 2020. By this point it was
October 2020 and strict physical distancing and lockdown measures had been
imposed in Scotland. All participants who responded to my invitation agreed to the
interview being carried out online. Overall, twenty-eight practitioners and six leaders
and managers were contacted and invited to an interview over video call using a
platform of their choice. Twenty-five practitioners responded, three excluded
themselves as not relevant to the study after further explanation, and five were
unable to attend the interview for personal/work reasons after initially agreeing to be
part of the research project. All six leaders and managers accepted my invitation to
interview. In total, seventeen practitioners and six leaders and managers participated
in a semi-structured interview held over MS Teams (see Appendix A: Participants
Interviewed). Interviews averaged 56 minutes each and were transcribed by me and

coded using NVivo software.

By the end of the data collection period, all participants had been interviewed by
video call. | was initially concerned about interviewing participants in this way in case
this inhibited the ability to build rapport or necessary trust between the researcher
(me) and the participants. However, at the beginning of my schedule of interviews,
six months had passed since staff had begun working from home and so the
technology was familiar to all participants and they were comfortable with the basic
video calling functions. After the first two interviews, | recognised that there were

practical advantages to interviewing participants online which helped to:
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overcome many of the inherent limitations and challenges of face-to-face data
collection, such as: difficulties of arranging a time and place to meet;
participants not feeling comfortable sharing their experiences in person; and
the challenges of noise and disruptions if interviewing in public spaces.
(Hanna and Mwale, 2017, p.258)

Another advantage, not mentioned above, was that many participants were
interviewed in their own homes; conducting the interview in a familiar environment
may have helped participants feel more at ease and less intimidated (Hanna and
Mwale, 2017, p.60) than if | had interviewed them in their place of work, my office,
their home or a public place such as the campus cafe. By default, | switched my
camera on at the beginning of the interview. | felt that this would help to establish

trust and rapport with the participants.

As the interviews progressed over the course of six weeks, | noted themes and
patterns within the interview data collected, however | was mindful not to let this

determine the course of future interviews:

It is important not to overload an interview with excessive attention to your
search for converging and diverging thematic trends in the data. This
approach has the potential to dull your sensitivity to what is said and not said
during the interview. It also may slant your questioning in pursuit of
confirming evidence. (Galletta and Cross, 2013, p.77)

| found the reflective research journal especially useful at these points to question

my selection of questions within my topic guide.

5.7 Method — Reflexive Thematic Analysis

The method of analysis adopted for this research project was thematic analysis,
specifically Reflexive TA (Reflexive Thematic Analysis) as developed by Victoria
Clarke and Virginia Braun (2006; 2016; 2017; 2018; 2019). This section will begin
with a very brief description of other methods considered. However, there is no
attempt to provide a full methodological survey of all available methods of analysis in
order to compare and contrast with Reflexive TA and ultimately justify its use in this
project. Neither is there any attempt to propose that Reflexive Thematic Analysis

was the only method found to be suitable after a rigorous evaluation of all possible
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methods of qualitative analysis. To do so would be disingenuous or at the very least
potentially misrepresentative of methods which | am not fully familiar with. I will
however, attempt to offer a justification of the Reflexive TA method as well as an

account of how Reflexive TA was applied in the context of my particular analysis.

Braun and Clarke (2006) described reflexive TA as “searching across a data set - be
that a number of interviews or focus groups, or a range of texts - to find repeated

patterns of meaning” and prescribes a six phase process:

Table 1 Phases of thematic analysis

Phase Description of the process
1. Familiarizing yourself Transcribing data (if necessary), reading and re-reading the data, noting down
with vour data: initial ideas.
2. (Generating initial codes: Coding interesting features of the data in a systematic fashion across the entire
data set, collating data relevant to each code.
3. Searching for themes: Collating codes into potential themes, gathering all data relevant to each
potential theme.
4. Reviewing themes: Checking if the themes work in relation to the coded extracts (Level 1) and the
entire data set (Level 2), generating a thematic ‘map’ of the analysis.
5. Defining and naming Ongoing analysis to refine the specifics of each theme, and the overall story the
themes: analysis tells, generating clear definitions and names for each theme.
6. Producing the report: The final opportunity for analysis. Selection of vivid, compelling extract

examples, final analysis of selected extracts, relating back of the analysis to the
research question and literature, producing a scholarly report of the analysis.

(Braun and Clarke, 2006, p.87)

Following guidance for good practice within Reflexive TA, | have included a concise
account of how | executed the generic six phases within the context of my own
research project (see Appendix E section 12.5)Appendix E: Six Phases of Reflexive
Thematic Analysis. | found “close reading” skills that | had gained as an
undergraduate English literature student useful in the initial analysis of institutional
documentary data but also guidance on the analysis of documentary data in the
literature (Tight, 2019; Rapley, 2007).

Reflexive TA is intended for data analysis only and “does not prescribe methods of
data collection, theoretical positions, epistemological or ontological frameworks”
(Braun and Clarke, 2013, p.78) because of this, it is considered theoretically flexible
and compatible with a critical realist approach (Braun and Clarke, 2013, p.27) is

used to generate themes by identifying patterns, which are relevant to the research
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question, across a dataset. The dataset in this research project includes the
interviews described above but also supporting documents such as course
descriptors, project descriptions and university policy documents which lay out the
strategic intentions of the institution with regards to community engagement. Note
that, with this method, themes do not emerge passively from the data, nor do they lie
within the data waiting to be discovered by the researcher, rather they are actively
created and interpreted by the researcher. For this reason, the researcher is required
to be reflexive by reflecting transparently on inherent biases and assumptions they

bring to the research process:

Reflexive TA needs to be implemented with theoretical knowingness and
transparency; the researcher strives to be fully cognisant of the philosophical
sensibility and theoretical assumptions informing their use of TA; and these
are consistently, coherently and transparently enacted throughout the analytic
process and reporting of the research. (Braun and Clarke, 2019, p.594)

Other forms of thematic analysis exist as do other forms of pattern-based analyses,
such as grounded theory (GT), discourse analysis (DA) and interpretative
phenomenological analysis (IPA). All of these forms were considered initially but
considered less methodologically appropriate. Grounded theory, whilst theoretically
flexible and a popular pattern-based approach, is generally more suited to research
about social structures and processes rather than the experience of the individual.
IPA is less theoretically flexible than TA, does not allow the researcher to account for
the socio-cultural context as well as TA and analysis can be restrictive to descriptive
rather than interpretative analyses (Braun and Clarke, 2013, p.80). While TA can
also lean towards more descriptive analyses, by using an existing theoretical

framework, a more interpretative analysis can be produced.

Three main sources of data were engaged in this process:

i. Interview transcripts from 17 university practitioners involved in delivering,
developing and/or coordinating CEL activity for undergraduate and
postgraduate students.

ii. Interview transcripts from six university leaders/managers i.e., influential

members of university staff whom | considered to be leading the institution
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towards strategic goals involving community engagement (see section
12.1Appendix A: Participants Interviewed)

iii. Alba University institutional policy documents relating to strategic plans,
community engagement plans, outcome agreements with the Scottish

Funding Council, and staff promotion guidance.

In Section 5.6, | discussed data collection and processing in detail. All of the

interviews were audio-recorded and transcribed verbatim.

5.7.1 A note on frequency and prevalence in presenting findings

| have presented the findings consistent with the qualitative, critical realist approach
taken in this study. Three overarching themes were generated through the method of
Reflexive Thematic Analysis. The following presentation of findings is intentionally
free of any attempt to quantify the number of participants who discussed a theme or
broached a topic. Reporting absolute frequencies (Braun and Clarke, 2022) was not
methodologically congruent with my study which was intended to examine patterns
within accounts of the perspectives and experiences of a group of academic staff;
the important aspect of identifying a pattern is whether it aids understanding of the
research topic. Moreover, the semi-structured interviews undertaken allowed for
flexibility regarding the subjects discussed. Although as interviewer | used a topic
guide, the questions asked of each participant were not the same, so responses are
not directly comparable but subjective and situational. Importantly, however, the
varied interview questions were all designed to address my overall research

questions.

5.7.2 Clean Verbatim Transcription

In the process of integrating extracts and quotations in the following chapters, | used
clean verbatim transcription rules to clarify the transcription whilst preserving the
general framework of the interviews. | did this after coding and theme generation so
as not to “prematurely reduce the text” (McLellan, MacQueen and Neidig, 2003,
p.65) Therefore, elements such as stutters, filler words, unintentional repetition and
false starts were eliminated before being used to illustrate findings. Where | have

omitted parts of the interview which were not relevant to a quotation | have used
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ellipsis in square brackets [...]. Additionally, where a participant has said something
which might be used to identify them, | have also replaced this text with a description

in square brackets in a continued effort to preserve their identity.

5.8 Limitations of the study

1. The study's focus on one university may introduce a potential bias towards that
university's perspective and experiences of CEL Practitioners, and the researcher's
ontology and approach may also influence the study's findings. | have tried to
account for this by using a reflexive research method and reflecting on my

subjectivity in the “Introduction and Positionality Statement” section of the thesis.

2. There are possible gaps in the data: the study's reliance on documentary analysis
and interviews have not taken into account other sources of data, such as
observations or surveys, which could provide additional insights into the experiences
and perspectives of CEL Practitioners and University leaders and managers. Given
the very limited practice of CEL within the institution, it is not clear that a quantitively
evaluated survey would have enhanced the quality of these findings. In addition, this
EdD project had resource limits and therefore the most appropriate method of data
collection which would garner rich and in-depth data with limited resources was

chosen.

3. Lack of comparison with other forms of university-community engagement: The
study primarily focuses on CEL and does not compare it with other forms of
university-community engagement including staff and student short-term
volunteering and public engagement lectures. This may limit a comprehensive
understanding of the university's approach to community engagement. However,
CEL uniquely incorporates staff, students and community partners and therefore a

good basis for comparison with future research.

4. The study only focusses on academic staff perspectives and experiences of CEL.
Students were not invited to participate mainly for safety and ethical reasons during
the Covid-19 pandemic lockdown. Future research on community partner and
student perspectives and experiences would be valuable within and outwith this

institutional context.
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5.9 Conclusion

In this methodology chapter | have provided a comprehensive overview of the key
components and considerations in conducting my qualitative research study using a
specific critical realist approach and using reflexive thematic analysis as a method of

analysing the documentary and interview data.

| chose a qualitative approach as it aligned with my aim of exploring complex
phenomena through the subjective experiences of academic staff. | considered
available research paradigms and justified adopting Bhaskar's critical realist approach
and Archer's Morphogenesis approach to situate my study within a broader theoretical

framework that acknowledged the dynamic and stratified nature of reality.

To ensure the quality and rigor of my analysis, | adopted a holistic approach based on
researcher-led good practice guidelines rather than externally-determined indicators
such as validity and rigour with emphasis on transparency, coherence, and relevance
in identifying and defining themes. Furthermore, | prioritised virtue-ethical practice,
striving to maintain ethical conduct throughout the research process by respecting the

rights and well-being of participants.

In terms of sampling and data collection, | was mindful of selecting participants who
could provide rich and diverse insights into my research topic across the University of
Alba. | employed reflexive thematic analysis as my chosen method, acknowledging
the iterative and reflective nature of the analysis process, allowing for ongoing
engagement with the data and active involvement of my subjectivity as a researcher.
This methodology chapter serves to lay a solid foundation for my data analysis and
interpretation. By adhering to rigorous methodological principles, | aim to generate
meaningful and reliable findings which will be explored in detail in the following

chapters.
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6 Findings and Analysis Part One

6.1 Introduction

As detailed in section 5.7, | utilised Reflexive TA as the primary method of analysis.
Reflexive thematic Analysis is a simple and theoretically flexible interpretative
approach to qualitative data analysis that helps identify and analyse patterns or
themes in a given data set (Braun and Clarke, 2022). After an iterative process of
coding and theme generation, three key themes were generated from the interview

data:

Theme 1: Achieving the ultimate purpose: (Third) Mission Impossible?
Theme 2: “How to seem virtuous without actually being so”

Theme 3: Moral principles, culture and structure

In Chapters Six, Seven and Eight, | will explore each main theme in turn through its

constituent sub-themes.

In this findings chapter, | present the first overarching theme: "Achieving the ultimate
purpose: (Third) Mission Impossible?" This theme was generated through my use of
Reflexive Thematic Analysis (TA). Through an iterative process of data analysis, |
identified four distinct subthemes, each offering valuable insights. The first
subtheme, "Research and the Third Mission," explores the relationship between Alba
University’s research activities and the realisation of the third mission. The second
subtheme, "University as a 'partner' and/or 'neighbour," explores the dynamics of
Alba University in its role as a partner or neighbour in its communities. The third
subtheme, "CEL contributes to a university's missions," highlights how Community-
Engaged Learning (CEL) contributes to the broader missions of universities. Lastly,
the fourth subtheme, "Exposing and understanding privilege through CEL," delves
into the critical aspect of privilege and its implications within the context of

Community-Engaged Learning.
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6.2 Theme 1: Achieving the ultimate purpose: (Third)
Mission Impossible?
In section 3.2.5, | argued that the purpose of universities should be to support
students to act for the common good and to enable individual flourishing
(MacAllister, 2016) and one way of putting this into practice could involve academic
staff cultivating their own identities as civic-minded professionals as well as, and
through, cultivating civic-mindedness in their students. Kreber (2016a) argues that
cultivating “emancipatory knowledge”, critical reflection on tradition, ideologies,
power dynamics and structures that allow the status quo to remain, is a crucial
dimension of civic-mindedness (see section 3.2.4). | also argued that an essential
component of achieving a university’s ultimate purpose included third mission
activity, which was defined as “the interactions between universities and the rest of
society” (Molas-Gallart et al., 2002, p.4). Community-engaged Learning (CEL)
principally belongs to the category of “third mission” activity i.e., activity undertaken
by a university alongside the missions of research and teaching. In this over-arching
theme, | explore the ways in which staff (practitioners and university leaders and
managers) described CEL and third mission activity more broadly. Data examined in
this section includes internal institutional literature (policy and strategy documents),

public-facing institutional literature and participant interviews.

Through three main themes, which | generated from the data collected using
Reflexive Thematic Analysis (TA), | explore the complex ways in which participants
and institutional literature interpret and express the relationship between “the third
mission” and what was perceived to be the ultimate purpose of a university. | also
identify to what extent connotations of this image are congruent with participant
perspectives on university-community relationships as well as how participants

believed CEL contributed to the ultimate purpose of a university.

Throughout the interview data, participants construct the purpose and nature of third
mission activity in particular ways. One main area of tension exists between how the
internal institutional literature describes third mission activity and how University

leaders and managers, practitioners and public-facing institutional literature interpret
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or describe it. From the data | analysed, | have categorised interpretations of the

third mission of the University in three main ways:

1) Knowledge Exchange
2) “A good and welcoming neighbour”

3) A partner with responsibilities to their communities

Within the University’s internal and public-facing literature, there is a tension
between projecting the image of the University in a positive light, “A good and
welcoming neighbour”, and one which is focussed on the role of the academic expert
and the outputs of “knowledge exchange”. Between participants and the institutional
literature, | will identify clear differences between interpretations of what kind of
ultimate purpose a university should support and how this might be realised through

the third mission.

Across participants’ accounts was the idea that research and teaching, and third
mission activity were distinct entities. Practitioners described these missions as
existing in a hierarchy with research being highly prioritised at the University before
teaching. However, amongst University leaders and managers there was also
acknowledgement that these three missions were, in reality, intertwined and
interdependent. Compared to practitioners, University leaders and managers were
also more disposed to finding the goals of wealth creation and community
engagement to be compatible. Therefore, the idea that knowledge exchange might
genuinely benefit communities outside of the University and be monetisable was

accepted.

Participants agreed that third mission activity was and should be closely linked with
teaching activity through CEL. While some asserted that this should and could be
mandatory for all students, others considered it impractical given the huge volume of
students at Alba University and the danger of oversaturating and overwhelming
community partners with student placements for these learning activities.
Nevertheless, University leaders and managers and practitioners spoke

comprehensively about the benefits of CEL for students, community partners and
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wider society. These benefits included the direct benefit of students as a human
resource, although this cost organisations in terms of supervision and training new

students, but also in other clearly defined ways.

The theme 6.2.3 “CEL contributes to a university’s missions”, focusses on CEL
activity within Alba University and how practitioners and University leaders and
managers have interpreted their understanding of CEL through their own
experiences. Common across all interpretations of CEL is the element of student and
practitioners interacting with communities outwith the University for what | argue to
be the common good. “Creating close encounters” focuses on this element that,

according to participants, sets CEL apart from traditional classroom-based teaching.

6.2.1 Research and the Third Mission

6.2.1.1 Advancing knowledge exchange

In section 2.3, | identified that some interpretations of third mission activity were
constrained to a definition which only included “knowledge exchange”. Within
Scottish Government policy, knowledge exchange is synonymous with the third
mission of a university. This is then further narrowed down to knowledge exchange
which directly benefits the national economy through monetised innovation and
wealth creation. In Alba University’s public-facing institutional literature (see 12.2
Appendix B: Ten-year Strategy Plan and 12.3 Appendix C Community Plan) there is

only one reference to the term “knowledge exchange™:

13. Facilitate knowledge exchange between the University and local
communities, including community groups. (Appendix C Community Plan)

Within this strategy document, the third mission is conceived as “Social and Civic

Responsibility”:

We are going to support volunteering, build public engagement, and be a
good and welcoming neighbour. We can also make a difference to individuals
and communities in a number of ways; from tackling climate change, global
justice and water safety to sustainable food production, information security
and the impacts of rare diseases. (Appendix B: Ten-year Strategy Plan)
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The Community Engagement Plan (Appendix C Community Plan) focuses on co-
creating “opportunities and projects which have measurable and sustainable
impacts” and the need for the institution to work as a whole in order to bring about
positive social change, as well as the need to share experiences and resources with
local community groups to this end. The Community Engagement Plan addresses a
broad notion of a third mission that is both interwoven within the missions of
research and teaching and also completely separate. For example, it describes
research as contributing towards tackling social issues such as “homelessness and
rough sleeping” and “digital inclusion”, but also activity which is not connected to
teaching or research: investing university funds into Social Enterprise and Social
Investment Strategy and growing the University’s Community Grants Scheme which
offers relatively small grants (up to £4,500 in 2022) to local non-profit organisations
for the purpose of increasing engagement between the University and its
communities for positive social change. Activity such as widening participation into
the University is mentioned as the core remit of a new learning centre situated in a
local neighbourhood which experiences social deprivation. Public-facing institutional
literature therefore presents a broad interpretation of the third mission which
incorporates social justice and social responsibility aims which are not directly linked
to economistic goals. | argue that these aims align closely with the “common good”
aspect of a university’s ultimate purpose. However, there is much less evidence of

this within internal institutional literature.

Documents which are relevant to the third mission, include guidance for staff
promotion at Alba University. The promotions process at Alba University is detailed
in the internal document 12.7 “Appendix G: Academic Promotions Policy (Extract)”.
The process is structured so that teaching and research staff have a defined track on
which to progress their careers from Grade 06 Tutor/Demonstrator, Grade 07
Teaching fellow, 08 Lecturer, 09 Senior Lecturer to 10 Professor. Traditionally this
did not apply to practitioners who were not involved in research but this policy was
recently expanded to also include staff who taught but did not produce research for
the Research Excellence Framework (REF). Staff apply for promotion by clearly

stating how their experience and achievements meet key performance criteria. The
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core goals of the University’s strategy are clearly set out in promotion guidance

document 12.8 Appendix H: Exemplars of Excellence in Knowledge Exchange:

Excellence in Teaching, Excellence in Research and Excellence in Innovation.
The latter incorporates knowledge exchange with a variety of audiences and
stakeholders. It is crucial that the University’s reward and recognition
processes reflect achievements in all three of these goals.

This is echoed in the grade profile-specific guidance, where the academic work of
the University is identified as being driven by three key strategic goals within its

current Strategic Plan. These are:

(i) Excellence in learning and teaching;

(i) Excellence in research;

(iii) Excellence in commercialisation and knowledge exchange.

which is eligible for inclusion in a promotion application, according to 12.8 Appendix
H: Exemplars of Excellence in Knowledge Exchange is:

The kind of knowledge exchange activities engaging stakeholders beyond the
academic community in order to increase impact of research; and includes
commercialisation, technology transfer, public engagement and engagement
with policy and professional practice [...] effective engagement with
stakeholders, audiences and users of research, aiming to increase the uptake
and thus the impact of the academic expertise in the University [...] we will
only reward engagement activities where there is evidence of uptake from the
target groups beyond academia.

The value to the University and effort required of the knowledge exchange (KE)
activity must be proven to be equivalent to the other core missions of research and

teaching:

KE may be derived from research and/or teaching. Rewards for excellence in
KE must be equal in status, and most importantly in value to the University,
to those for excellence in research and teaching [...] To ensure that the
achievements measured are of equivalent value and status, and are as
challenging to attain, as those for research-focused and teaching-focused
activity. (original emphasis)

The kinds of examples used for knowledge exchange include consulting on policy

and practice in the public, private or third sector, receipt of external awards in

recognition of KE, membership of boards and contribution to public media
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broadcasts. Although there is reference to public debate, the vast majority of these
examples point to a unilateral interpretation of knowledge exchange which positions
University academics as the experts who are able to bestow knowledge on

communities for the benefit of wider society.

CEL was very rarely linked to knowledge exchange by any of the participants
interviewed. If anything, practitioners such as Erin (see section Research for the
common good6.2.1.2) expressed scepticism towards the idea of “knowledge
exchange” by highlighting a propensity towards exacerbating the existing unequal

power dynamic between communities and universities.

Within the grade profile-specific guidance, several activities fall under the category of
the “third mission; (see 12.8 Appendix H: Exemplars of Excellence in Knowledge
Exchange). Across four grade profiles, expectations are set out on how staff can
achieve and evidence criteria in third mission activity such as knowledge exchange;
public engagement; involvement of external organisations in teaching; representation
of the University in networks and public activity; and development of relationships
with external organisations. Staff are expected to evidence achievements in these
areas in order to apply for promotion. Here, third mission activity is closely linked
with activity in the other two missions of research and teaching for example to
develop relationships with external organisations with the goal of increasing the

impact of research and to offer expertise in an advisory capacity.

Similar to how Scottish Government Policy documents emphasise the economistic
aims of the third mission, Alba University’s promotion guidance prioritises third
mission activity which benefits the institution by enhancing its public profile. Public-
facing institutional literature focus on different aspects of third mission activity and
project the image of a welcoming and socially responsible institution. Third mission
activity is also interpreted in a much broader way than monetisable innovation or
knowledge exchange. Importantly, no reference is made to the national economy or

monetising innovation in
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or anywhere in 257Appendix C Community Plan, instead the emphasis is on global
social justice goals and promoting a more equitable society. This is held in contrast
with internal policy documents, which offer a narrow interpretation of the third

mission.

In contrast to how the University is portrayed in public-facing literature, internal
institutional literature positions third mission activity as a means to enhance research
and teaching. That is to say that the desired goal of interacting with the rest of
society in the form of third mission activity is a means to better achieving the first two
missions. It also positions the University’s third mission largely as an instrumental
one: the University’s requirement for staff to demonstrate evidence of influencing
target groups and of impact, could be interpreted as a means to exert more influence

and therefore power as an institution.

Within internal guidance documents (see 12.8 Appendix H: Exemplars of Excellence
in Knowledge Exchange) relating to knowledge exchange, staff are encouraged to
pursue third mission activity which is “equal in status, and most importantly in value
to the University, to those for excellence in research and teaching” (original
emphasis) in other words, third mission activity is only relevant evidence for a
promotion application if the outcomes present the prospect of direct benefit to the
institution. Benefits to third party organisations and external partners are measured
in terms of impact which can be measured and counted in a way which enhances the
reputation of the University. This interpretation of the University’s third mission is
heavily focussed on enhancing the reputation of the University and generating
income rather than contributing to the ultimate purpose of a university, which |
described earlier as being to support individual flourishing and foster skills of

emancipatory critical thinking for the common good.

6.2.1.2 Research for the common good
In Section 3.2.2 | presented MaclIntyre’s argument that there is no shared and

universally agreed idea of what the common good should be but that there can be
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meaningful deliberation about these matters in the public sphere (MacAllister, 2016b,
p.11) and that this deliberation should promote and cultivate the virtues which are
required to sustain practices. Maclintyre’s (2016) notion of the common good
necessitates the cultivation of common goods over a sustained and indefinite period
of time, for the good of individuals, and the good of those communities in which they
live. | generated this theme “Research for the common good” from staff accounts of
who and what they understood the work of the University, including research and

teaching, to be for.

Participants described communities that were relevant to the University and its third
mission in several ways. University leaders and managers spoke in broad and
abstract terms about communities, incorporating concepts of communities of identity
and practice as well as location. Through their CEL projects, practitioners most
commonly worked with community partners in the immediate locality of the city
(around two miles wide) and some slightly further out into the wider reaches of the
City Council area (around an eight mile radius). Despite this, practitioners spoke
about the wider-reaching potential that their CEL projects could have in three main
ways: 1) through shaping the experiences of students who could be influential in
their own communities in the future; 2) through contributing to climate change and
sustainability; and 3) through students contributing to research with broad

significance.

Practitioners, University leaders and managers did not position third mission activity

as separate from teaching and learning. While the
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Appendix B: Ten-year Strategy Plan describes providing services and resources to
local communities and groups as separate from its “core” mission, participants, in
contrast, described third mission activity as being closely linked to this. Linking third
mission activity with research and teaching was frequently described as being a duty

or a responsibility of Alba University by participants.

Unsurprisingly, given that all participants were involved with CEL activity or
community engagement more generally, University leaders and managers and
practitioners positioned third mission activity as something that was essential for
Alba University to be involved in. It was not enough for the University only to be
involved in knowledge exchange in the narrow sense, the University needed to be
involved in meaningful interactions with community in order to maintain its legitimacy
and fulfil its responsibility to society and its students. In other words, a university
should act for the common good of communities and not just for the benefit of the
university. Below, James places emphasis on the perceived debt the University owes
the City as a result of its occupation of land, estates and use of resources. This
seems contrary to public-facing institutional literature which emphasises how the
University contributes to its communities rather than it being on the receiving end of

any resources and benefits.

James (Academic/applied/STEM): | think it's making stuff like our research
available to the city in which we squat. Basically, helping them improve the
way things work, livelihoods etc, etc. We do all this amazing research. But if
we're not applying it, then what's the point? [...] | think we have a duty, we're
a civic institution. And | do get a bit pissed off when these things are seen as
luxuries [...] | do feel it's something we should be doing. We have to be doing.
To be honest, | kind of think we get a lot from the community [...] | think we
can learn a lot from just getting out there and talking to people rather than
being in our tower.

James strongly asserts the duty of the university as a “civic institution” to make its
research useful to wider society. He uses the metaphor of the University as a
squatter in the city i.e., somebody who enters an area of land or a building that they
do not own or have lawful permission to use. James positions residents of the local
community as the “rightful” owners or residents and the University as potentially, an
unwelcome occupant. In this analogy, the squatter needs to pay back the rightful

owners of the land and property by producing applicable research that will have a
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positive impact on society. For some staff this includes research that is done on
communities (who are respondents/research subjects), as well as research that is
done for communities (research to address a societal issue) and research that is
done with communities (individuals design and carry out research with practitioners
and students). In arguing that “we can learn a lot from just getting out there and
talking to people” James emphasises that the “point” of a university’s existence is
related to the idea of the common good and not just a top down model of applied
research. This idea of the three missions being intertwined was clearly echoed by
Emma, who occupies a leadership role at Alba University. Emma first articulates her

understanding of the definition of community as a broad and inclusive category.

Emma: | say there are multiple communities. So, there are all sorts of cross
cutting; there are communities of place, communities of identity. [...] if we're
thinking about the university in its city, we're thinking about people who live in
this area. But of course, there are international communities as well. [...] So,
communities of interest, communities of practice, communities of, of location,
different age groups [...] There isn't a community that you can point to. It's not
bounded. It's multiple.

Emma’s definition of community arguably extends beyond the community of “locality”
as described by Tett and Fyfe (2010) in section 1.5.1. Emma’s definition does not
exclude or prioritise any particular kind of community even though university-
community engagement was consistently discussed by other participants as
involving groups in the neighbouring locality. Defining target communities in
university-community engagement seems important for prioritising resources for
different strategic aims. For example, university-community engagement with well-
educated, privileged community groups seems less relevant than engaging with
communities in areas of multiple deprivation for the purposes of widening

participation, but this was not mentioned in Emma’s account.

With regard to the three missions, Emma believes that these cannot be separated
and that it is wrong to prioritise one mission over the others. In her view, the
University’s third mission activity contributes to its validity and authority as an

institution within its communities.

Emma: What is a university for? It's an integration of, of useful knowledge.
So, research, and education are, they're not either or, it's what university is
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about, and working with the community and being involved [...] | think it'd be
very wrong for us to separate out the, you know, what the values of the
university are, and what it stands for, and what it's doing, from its capacity to
be working with its local community, it just simply wouldn't work couldn't be
separated from it, we are integrally involved in it

Emma frames third mission activity as an essential undertaking of a university that is
deeply connected with research and teaching as well as the identity of an institution.
She also echoes James’ sentiment that it is a responsibility of a university to
contribute to communities, but without prioritising one type of community over
another. Although Emma does not offer specific examples in her account, her
interpretation of this interaction is broad, involving the need to be useful to our

communities and to cultivate a reciprocal, “symbiotic” relationship.

Chloe, a University Manager, with a wealth of practical experience working in the
interface between the University and community, echoed this belief that university-
community engagement should be founded on a basis of reciprocal symbiosis. She
noted that some academics were “so well meaning [...] they’re oblivious to the power
dynamic that might exist” when proposing community engagement activity. Chloe
described her role as trying to plug gaps in the university where certain roles don’t

exist.

Chloe: | kind of mop up the things to do with local communities that don't fit
into public engagement with research and they're not widening participation?
They kind of end up with me [...] there were sort of lost souls as well [...]
academics doing some engagement isn’t really linked to their research and
the head of school doesn't like it and they want someone to advise them or
give them some money, so often they come to me [...] that doesn't mean that
| am in any way qualified, in my opinion, other than by common sense.

Chloe stated that she sometimes felt uncomfortable in her role and not an expert on
the matters that academic staff and researchers often consulted her about. Often
Chloe felt that her job was to discourage someone from doing outreach activity out of
concern for a community organisation or members. She referenced cases where she
felt the staff member or researcher had not done enough research into community

needs before approaching an organisation and was in danger of draining the time

152



Chapter 6: Findings and Analysis Part One

and resources of an organisation. In another more extreme case, she mentioned
untrained undergraduates being placed in potentially dangerous situations in order to

collect research. Chloe states that:

Chloe: there is a bit of a black hole when it comes to community engagement
that is not obviously enough to linked to research that would go through a
research ethics process. [...] people do a risk assessment, but that doesn't
cover everything. | think it does mean that we get some really weird and
random projects going on and sometimes they're just not right, basically, done
with the best of intentions [...] But the will to do something good doesn't
suddenly mean that you are qualified to do jobs that people train years to do.

Chloe’s account suggests that while there is a will amongst individual members of
staff to engage with community, this is not always proposed or designed in a way
that is of benefit to the community. In some cases, this type of intervention might
prove harmful. Chloe’s account also highlights the fragmented nature of the
University’s approach to fulfilling the third mission in a way that is not fully integrated

with the other two missions of research and teaching.

The majority of staff framed research that is done for and with communities as a
responsibility and duty of the University. Internal university documents also
encourage the prioritisation of research, but the difference in the participant data is
that the ends of the research carried out is for the benefits to communities in a broad
sense as opposed to income generation or enhancing the reputation of the
University.
Rachel: | absolutely think that we have responsibility, there is a responsibility,
but there's also the need, and that just that research needs to be applied,
otherwise, it's not useful for anybody. [...] So, | think that's what really,
research is all about. And teaching, | guess, is about as well, because we're

trying to create, we respond to future leaders and decision makers who want
to solve problems for the people and the organisations that they live with.

Rachel emphasises the future-focussed application of research and teaching in her
account as part of the responsibilities that universities hold. As well as highlighting
the importance of applied research which tackles societal problems, Rachel stresses
the need to collaborate with people with lived experiences of these problems in the

design of research. Rachel advocates for knowledge that can be applied and useful;
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this, | argued, was central to the UK Government’s focus on “useful” degrees which
had obvious instrumental value. However, Rachel also talks about cultivating future
leaders who want to make decisions that improve the lives of others, in other words,
to act for the common good. Thus, Rachel references knowledges which can be
categorised as both the instrumental type of knowledge as well as the
communicative and emancipatory, which Kreber (2016) argues is necessary for

cultivating civic-mindedness in students.

Participants consistently expressed a broad interpretation of knowledge exchange
which involves a reciprocal relationship rather than the traditional dynamic of the
academic expert imparting knowledge to wider communities. Erin considers this
unilateral interpretation of knowledge exchange to be “patronising” and harmful to

efforts to build trust between university and its communities. As Erin explains:

Erin: | think community engagement is key to a university, | think, is to crack
open the walls of the ivory tower and to say "what can the community do with
us as well, as you know - | think that old model of developing research studies
and employing this knowledge exchange, which is the slightly patronising way
of saying "we'll now tell you the answers." | think it's very outdated. [...] | think
we have to move towards, and that that sort of co-constructing, really building
research together.

Similar to Rachel, Erin discusses types of knowledge which can be categorised as
communicative and emancipatory knowledge, which required to carry out this kind of
community engagement. This suggests that a broader definition of knowledge
exchange presents a more democratic kind of community engagement for the benefit
of the common good. Amy’s account also expresses caution in framing academics
as the “experts” and refers to the knowledge, assets and resources which the

University gains from its communities.

Amy: | think possibly the danger is more of the, you know, the ivory tower
type danger, the type that the university expertise has the answers, you know,
all of that rather than, you know, community partners knowledge and assets
and resources. So that to me is possibly more of the risk.

A narrow interpretation of knowledge exchange is expressed by Amy and Erin as
being patronising and potentially damaging to community-university relationships.
Implicit in this is the idea that a narrow interpretation of knowledge exchange

exacerbates an already unequal power dynamic between the University and its
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communities. Crucially, they highlight the need to cultivate types of knowledge which
are communicative and emancipatory with communities, as well as offering

instrumental knowledge to society.

References to a dimension of university research which | considered emancipatory,
were repeatedly made by participants. Here, it is emphasised by Megan who frames

access to knowledge as a “human rights” and “social injustice” issue.

Megan: it's an absolute right of people to have that knowledge. They just saw
it as a human rights issue. [...] there was a social injustice of people not being
able to access that information. And they should have ways to do that.

In the case of research, both Megan and Connor facilitate opportunities for
individuals (patient groups and prisoners) within the wider community to become
researchers. In this way, non-academics become actively involved in co-constructing
research and generating new knowledge. Participants without direct roles in
involving non-academics in research frequently expressed the opinion that the
outputs of research ought to be “useful” and “applicable” in a way that would
contribute to solutions to societal issues, both globally and locally. These attitudes
reflect a commitment to the common good but also to individual flourishing both in
the sense of expanding individual capabilities (Nussbaum, 2011) but also that
deciding what is good for a community is context dependent (MacAllister, 2019) and
should be deliberated within the context of communities and their traditions. In these
examples of research, individuals in the wider community are not only participants

but, active researchers involved in identifying issues and prioritising solutions.

Participants explicitly referred to useful and applicable research that benefits wider
society as a “responsibility” or “duty” of universities. Also inferred from participant
accounts was that there is similarly a duty and responsibility to imbue students,
future graduates and professionals, with the kinds of knowledge that cultivate civic-
minded professionalism. By doing so, this cultivated the kind of instrumental and
interpretive knowledge that allows students as future professionals to carry out the

functions of their profession, but also to challenge the status quo.
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6.2.2 University as a “partner” and/or “neighbour”

| identified the theme of the University as a good and welcoming neighbour following
thematic analysis of University documents as well as interview data. This theme was
echoed by the University leaders and practitioners whom | interviewed within the
context of the CEL activity they had instigated or were involved in. Both the
community engagement plan (Appendix12.3) and the 10-year strategy document
(Appendix 0) position the University’s interactions with the rest of society as that of a
“partner” to community and a “good and welcoming neighbour” which denotes a
sense of warmth, mutual respect, reciprocity and, crucially, minimises the power
differential between the University and the community. However, | would also argue
that “partner” and “neighbour” have distinct connotations with “partner” implying
collaboration and shared responsibility and “neighbour” as someone who lives in
close proximity but without any real obligation or responsibility to their neighbours. In
other words, besides not breaking the law, neighbours have no defined social
responsibilities to each other in the same way that a partner might. The participant
data | present below, strongly suggests that University leaders, managers and
practitioners perceive the University’s role as much more than just a neighbour but a

partner with defined duties and responsibilities.

Public-facing institutional literature presents what the University has already
contributed to their communities as well as what they are committed to delivering in
the future. So, while there is reference to partnership working and reciprocity, these
documents focus only on unilateral benefits that the University bestow on their
communities as opposed to the benefits the communities contribute to the University.
While there is no explicit reference to research and teaching as the University’s
primary missions, statements such as the one below, hint that the core purpose of

the University’s resources is to exist for these primary missions:

Actively look for ways in which we can place more of our resources (buildings,
equipment, vehicles) at the service of local communities and groups, whilst
still using them to deliver on their core purpose (Appendix 12.3)
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In contrast, participants were much more likely to describe their role within
communities as part of the core purpose rather than being separate. In other words,
participants were more likely to express the role of the University within its
neighbouring communities as that of a partner rather than, more passively, as a
neighbour. Among the kinds of responsibilities and commitments that participants felt
were important included sharing its resources. In his interview, Ross couches this in

terms of the University delivering on its commitment to outreach:

Ross: | think it's good for the university in the sense of universities, you know,
one of his priorities is community outreach, right, and the university using its
resources and capabilities to connect with the community.

Similarly, Caitlin sees the CEL work she does with local state schools as offering

something of value to the community that it could not otherwise afford:

Caitlin: We have the work in special schools, which is very therapeutic, and
using models of [discipline area] therapy. And so again, that's providing
something, you know, no schools can afford to buy in that service.

The idea of sharing resources as a good neighbour was prevalent across
participants’ accounts of comprising third mission activity. Some participants
described this as more than a mere adjunct to the University’s core, primary
missions but as a key part of the University’s historical relationship with the host city

and immediate communities. As Cameron states:

Cameron: 100% | think there’s a duty upon us to share what we have as
much as we have wider than just our student and staff community. We've
done that in our long history of sharing parts of our riches with the city.

Cameron refers here to the Alba University Settlement which ran from 1905-2010
(Ragged University, 2020) where students lived amongst local people in deprived
areas of Alba City for the benefit of both students and community members. This is
discussed in more detail in Chapter 3 and highlights the view of the University, even
over 100 years ago, as being a partner to its neighbouring communities. This is
echoed in more detail by Liam who expresses the third mission of the University in
terms of enhancing the local infrastructure and contributing to social development

aims.

Liam: the university has a responsibility to be putting back in resources into
the community [...] it now dominates a large part of the city [...] in terms of the
real estate, that it owns, the land that it owns. And so, it's benefiting from the
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infrastructure of the city. So clearly, it needs to put something back. And that,
of course, can be research. But it should also be job opportunities, it should
also be widening participation.

Liam explicitly highlights widening participation and arguably supports cultivating the
kind of knowledge that goes beyond the instrumental and seeks to challenge the

status quo.

The idea of doing CEL to fulfil a kind of professional, ethical commitment will be
discussed in section 8.2. At this point it is relevant to note the way in which staff refer
to third mission activity as a kind of “responsibility” or “duty”. This is expressed both
as a personal duty and an institutional one. Ethically, this idea of fulfilling a duty can
be ascribed to a deontological (see section 3.2.1.1) or rule-based commitment. This
is relevant to my later discussion on the “values-led” institution (7.2.1) and how

individual morals principles interact with ethics, culture and structure (8.2)

Ross’s CEL activity involves delivering courses within prisons in Scotland in
collaboration with trained PhD volunteers. He positions the prisoners as fellow
researchers who are producers of knowledge and highlights the need to challenge

more traditional approaches to prison education.

Ross: it's very much about treating the prisoners as researchers, they do
original research. [...] that turns into a book. And | think that's a particular
thrilling possibility, because it takes the educational paradigm, if you like, in
prisons, to beyond just "Oh, these are some people who just need to be
educated, we're gonna feed them information, and hope to turn them into
better people," [...] into more of the idea of "how can we enrich these people's
lives and actually get them to see that doing original research is actually
interesting?"

Across these accounts, the relationship between the University and the surrounding
communities as described by participants goes beyond the “consumer-producer”
relationship which is defined by the Conservative government’s Higher Education
Research Act (HERA) (2017). Practitioners express the relationship as being less
transactional and more of a relationship of symbiotic mutualism where both parties
should benefit from each other’s actions and resources. Caution around this
relationship becoming more one of parasitism (where one party benefits at the
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expense of another) rather than mutualism, was highlighted by Amy who explained

that any third-mission activity must benefit the community as a priority.

Amy: do we ever risk being? | don't wanna say parasitic, but like, [...] who
truly, is that benefiting? And | think that's a question in our mind, and we were
thinking about some of the community engagement projects that we do, and
they must be about community benefit. [...] there could be a shared objective
around learning around research, but it really must be about benefits as well,
too.

There is a clear narrative within public-facing University literature which places the
institution within the role of a friendly and welcoming neighbour as well as a partner. |
have argued that these two roles are distinct and have different connotations related
to the level of responsibility and obligation that the institution has towards its
surrounding communities. Participants in both groups emphasised the role of the
university as a “partner” with obligations and responsibilities much more emphatically
than public-facing University literature. Participant data also focussed on the
reciprocal relationship between the University and its community partners with many
highlighting the benefits the University received from communities and stressed the
need to preserve this balance to avoid the University being a drain on its
communities. Public-facing literature placed much more emphasis on the resources
and knowledge that the University shared with communities rather than what it

received.

6.2.3 CEL contributes to a university’s missions

With this theme, | explore participants’ accounts of how CEL contributes to the
missions of a University, with clear links to helping to sustain the ultimate purpose: to
support individual flourishing and critical thinking for the common good. | asked all
participants if they believed CEL experiences could offer students benefits that
traditional classroom learning, experiential learning in general, or casual volunteering
could not. In other words, if they believed there was anything unique about this type
of learning. Common to all responses was the idea that, unlike traditional classroom
learning, CEL could offer practical skills and knowledge that aligns with the concepts
of communicative and emancipatory knowledge (Kreber, 2014). Colleagues in

nursing, for example, discussed how essential it was for students to learn how to
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speak to people and relate to people whose backgrounds were unlike their own.
Community Education practitioners spoke about younger students or students with
limited life experience before attending University, being able to gain this experience,
to some degree on the course through CEL. Participants below set CEL apart from
more general types of experiential learning and volunteering and relate its unique

qualities to a student’s motivation for being involved in this type of learning.

Although not all participants agreed that CEL activity should be mandatory for
students on all degree programmes, those who envisaged all students benefitting
from CEL activity expressed a broad and holistic view of the benefits of CEL which
transcended instrumental knowledge as categorised by Kreber (2016a). Andrew
considers CEL to be a vital aspect of the ultimate purpose the University should
support. He believes that a university education is not just a vocational education. In

other words, it is not enough to cultivate instrumental knowledge in students.

Andrew: As a university, our point is not vocational education. [...] we are a
critical part of civil society, right. It's about creating enlightened citizens, it's
about, you know, a venue or forum for, to debate different perspectives. And
so that's our moral mandate, | mean, that it fits in with our capabilities too,
yeah, we can do other things, but that's not what we're good at. Okay, in a
sense, we say what we're good at, or we're about educating citizens.

Andrew clearly highlights the concepts of enlightenment and creating “enlightened
citizens” as part of “our moral mandate” as university educators. This view is shared
by Matthew who ties it in with the concept of human flourishing within a community.
Matthew aligns the benefits of CEL with the ultimate purpose of “flourishing” and
adds that universities should aim to “broaden” the experiences and perspectives of

their students.

Matthew: thinking about the sort of people you want, in a kind of like happy
flourishing society, | think the biggest contribution that the humanities could
make of encouraging people to kind of like, enlarge their perspectives and
consider other perspectives. | think that's really important. And yeah, | think
that's one reason why all these non-STEM university subjects should be doing
community engagement stuff.

Andrew and Matthew views echo Maclintyre’s (1987) concept of an “Educated
Public” which is held in contrast to the traditional “ivory tower” image of universities.

Maclintyre (1987) argues that two main goals of contemporary educational systems
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are to prepare students for specific social roles and occupations, and to provide
them the skills necessary to think independently within an inclusive, educated
community, which is open to different ways of knowing, being, and acting. Through
discoveries and discussions, this community is inclusive, allowing for the introduction

of fresh viewpoints and the creation of new possibilities (MacAllister, 2016, p.533).

The idea of supporting emancipatory critical thinking is evident in Abbie’s account.
Abbie argues that one crucial difference between CEL and more casual forms of
volunteering, was the development of student’s critical awareness of the social
context of their activity.
Abbie: if you just go and do it, yeah, I'm going to help the garden, I'm going to
paint the wall. And that's an engagement with an individual. And | think what
the students get by doing it with a course is that they understand the social
context, much better. Okay. So, | think that's, | think that's valuable, because
we're all in our social contexts. And hopefully, it's producing more aware,
more humane, perhaps, people. | mean, people are humane, | don't want to

say that that's something that we have to try and encourage, but | think you
can develop that.

Abbie argues that understanding the social context of other people helps develop
empathy and compassion in her students. She phrases this as producing more
“‘humane” people which aligns with Nussbaum’s (2017) concept of Cultivating
Humanity but with a much greater emphasis on students having achieved this
through encounters with people and their social contexts, rather than through theory
and individual reflection. Findings suggest that nurturing empathy is linked to critical
awareness and an impetus to challenge the status quo. In the example below,
Kieran’s student’s placement experience engenders feelings of empathy but also

anger about what she perceives as societal injustice:

Kieran: We ask them [students] to think critically about — “why does poverty
exist?” What are the structures in place that do that? So, this student [...]
revisited and changed the way completely that she thought about the work
she did, people she worked with, because of that kind of idea. And that idea,
she began to think "well, why is it like that?", you can see her getting angry
about, why do we let this happen, you know, so [...] that's just one example of
how you that any theoretical idea has helped have given them a tool or
framework to analyse the people they work with to kind of make sense of their
condition.
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In their accounts above, participants highlighted the importance of the emancipatory
dimension of learning which are clearly linked to challenging the status quo and
questioning tradition and ideology. Practitioners gave examples of how this idea of
emancipatory knowledge could be cultivated in practice alongside instrumental and
communicative knowledge. In section 6.2.4, there is further evidence of students
gaining emancipatory knowledge through reflecting on their privilege during CEL

placements.

6.2.4 Exposing and understanding privilege through CEL

Alba University is a Russell Group University with a disproportionately high number
of students from independent schools compared with other universities in Scotland
(Commissioner for Fair Access, 2021). While not a direct measure of comparative
social advantage or privilege, this finding is consistent with participants’ perception of

the social background of the majority of their students.

Andrew recounted an assessment he had set up for students in the initial iterations
of his CEL course where students were asked to reflect on instances where they had
experienced discrimination but soon found that most of his students, the majority of
whom came from relatively privileged backgrounds, found it more meaningful and

relevant to reflect on examples of their own privilege.

Andrew: one student from India told me how her first experience at the village
school, how she was told to sit on a stool. And some of the kids that were
from lower castes had to sit on the floor, or had one student who was up on
charged with possession of cannabis. Right. But because his father was well
to do, yeah, and because they could afford the best lawyers. [...] he got out of
everything. But then he was just thinking, what if | were actually, what if | were
black? What if | had this situation? [...] So, you see things on both sides,
that's become a very powerful tool, | think, earlier on in the course just to get
really get them thinking about its social problems.

Students on Andrew’s course gain emancipatory knowledge through explicit
reflection on their social context alongside their CEL placements in the community.
His students reflected on their past experiences with a view to questioning tradition
and the status quo. Similar to Andrew, Emily stresses the importance of highlighting

the social context of their work to students as future professionals.
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Emily: people come from a really wide variety of walks of life, as well. They
don't necessarily realise the circumstances that other people live in. [...] the
majority of the students we attract, and it's not necessarily the same on all
programmes, but they've come from relatively privileged background. Not all
but many, but realising that some people are living day to day hand to mouth
or, you know, on the streets can be quite eye opening. It's there on the telly.
But when you actually start talking to people that is their everyday life, [...] it's
alright to have this idealism about what you're going to do and how you're
going to do it people but actually realising that you can't apply the technical in
the way that perhaps you would like to or you're prepared to. So, you have to
learn to adapt things to work with people.

Emily acknowledges that, some students may come from more privileged, sheltered
backgrounds which would have included limited exposure to people from different
walks of life. Exposure comes chiefly from the media “on the telly”, and not through
extended real-life encounters. Emily’s comment highlights the need for action-
orientated pedagogical practice as a way to incorporate, not only theory with
instrumental/technical knowledge, but also stimulating a greater curiosity and
understanding of how others experience their social context. Emily also clearly
highlights the need for a kind of phronésis where students learn to adapt their

practice depending on their context and the individual they are working with.

Here | recall Butin’s (2007) well-founded argument against the kind of CEL which
exacerbates social stereotypes or through uncritical experiences or “poverty tourism”
through ad hoc, short-term placements. None of the practitioners here espouse the
kind of “antifoundationalist” approach that Butin discusses but rather the kind of
structured, reflective approach which Deeley (2022) advocates as helpful for service-

learning experiences.

This is similar to the way in which Erin talks about the importance of tying theory

together with practice in an applied research context:

Erin: At Masters level, to really be able to critically analyse policy [...] but also
to really understand that reality is very different, often from what's reflected in
research, or certainly for what's in policy. So, to understand where the
synergies are between them, but also where it just doesn't work. [...] students
are sometimes really shocked to hear lived experience and how services don't
connect up and how what happens at policy level
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Erin’s account speaks to the importance of fostering emancipatory knowledge, where
students are given the tools to critique and challenge the status quo, There is also
the opportunity to question and reflect on assumptions. Emily highlights the way in
which students’ experience challenge their assumptions based on their limited
exposure to these issues. Abbie emphasises the need to expose students to a more
diverse population. This broadening of experience again echoes Maclntyre’s concept
of an Educated Public (1987), allowing for the introduction of fresh perspectives and

the creation of new possibilities

Abbie: | wanted them to really appreciate that learning in a different way.
Don't just be interested in it and enjoy their student years, which is important
too, but, but also see that connection with the outside world, and feel
themselves as actors with their knowledge. But also meeting a more diverse
population, [...] depending what kind of school background or community
background you've come from, you might only have met a really kind of
middle class, educated kind of community by the time you come to university

This emancipatory dimension is linked to the kind of transformation that Kreber
(20164, p.8) describes (discussed in section 3.2.4). It is transformation that involves
a reflective reorientation that allows students to confront the evident injustices
predominant in the world, compelling them to take action and amplify the voices of
individuals and groups who are marginalised. At the same time, they cultivate
greater acceptance and openness towards individuals whose lives are different to

theirs.

Aside from placing students into the community on placement, another way to
involve the wider community into university teaching and learning is through
introducing “Experts by Experience” into the classroom. Erin involves people who
have had lived experience of homelessness or working with people experiencing

homelessness.

Erin: So, we have somebody who has been a refugee and comes and, and is
part of the class [...] so you really have that lived experience. And that is next
to the research evidence, obviously, you're presenting the research based
evidence, but you've got that real life story. And so, we've had people with
lived experience of harmful drug and alcohol use, and recovery of
homelessness in terms of rough sleeping and hostel living, and refugee
asylum seeker. And then we also have practitioners who are working, so a GP
who's working, and in a GP practice with people experiencing homelessness.

Rachel: | think, a happy student who feels like they've learned something, is
very rewarding. [...] being able to teach something to students that they
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probably wouldn't be able to learn in other settings and other courses? | think
that's just a really - it's very rewarding.

Rachel emphasises the uniqueness of CEL in offering what cannot be learned or
experienced on other courses or environments. Emily argues that these encounters
are necessarily to inform better professional decision-making for individuals. This is
echoed in Erin’s account below but with more emphasis on the civic responsibility

dimension of students’ developing professionalism:

Erin: | think it can transform a life | think for people who, you know, our
students are going to be the barristers, the human rights lawyers of the future
and they're going to be the doctors and nurses who are leading organisations
in the future, you know, we do develop leaders in the world and, you know,
people that, that opportunity to have that real lived experience can totally
transform how you view homelessness or the refugee experience. And, and,
and | think it can be transformative in terms of education, in a way that
reading the research doesn't necessarily do.

Erin argues that real-life encounters do more than help students make better-
informed decisions as future professionals for individuals in communities but for
communities as a whole. She acknowledges that, as graduates of a research-
intensive, Russell Group University, a relatively high proportion of students will
progress to careers of significant influence in society in research and political
leadership. An understanding of social issues which goes beyond research and
theory is therefore necessary. This is very much mirrored in Abbie’s statement below
which also highlights the way in which students can be sensitised to the impact of

policies on the lived experiences of individuals in society.

Abbie: So that also is an element to, to get to grips with some of the world's
problems, in a way, furnished with our learning that's ongoing, could be really
beneficial for students and bring everything much more alive for them. It's not
just in books, it's out there in the world. And you can see it in a different way.
[...] they thought about that volunteering, in concert with their learning, and
that gave them a whole new perspective. So, it had been really valuable. And
they understood things like how the impact of society and the impact of policy
is very real in people's lives in ways they hadn't appreciated before.

The practitioners above see CEL as more than a useful adjunct to traditional

classroom learning, but rather an essential complement to teaching and research.

Ross’s account describes the feeling of exhilaration and satisfaction felt by him and
his students by experiencing a wholly distinct learning environment, which is the

lived experience of prisoners.
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Ross: So it really makes you quite hyper when you come out [...] you feel
really satisfied that you've gone into this environment, into this sort of difficult
to access environment and deliver something and come out again, | think my
PhD students always felt that they always came out invigorated, felt like
they're done something really added a richness to their PhD experience, even
if it was just over a few months, you know, once every couple of weeks, it's
still for them is a quite prominent experience in their sort of day to day lives.

Echoing this sentiment from a community perspective, Ryan recalls a black

American student’s experience on a CEL placement at a local school in Alba City.

Ryan: some of the pupils in these schools have never met a black person
before. [...] And one girl looked directly at her and said, "Oh, you're American
and black. Are you a slave?" She didn't mean to be racist. [...] that's a way of,
of, of sort of tapping into the pupil's own ideas about social justice and
curiosity about the world in a way that at first may sound racist, like, "are you
a slave?" With but in fact, it's not. It's curiosity. And it's an inability to articulate
the question so they can later articulate once they've had that conversation.

Clearly, Ryan believes that the secondary school pupils benefit from their encounters
with the student on placement for two reasons: it creates opportunities for
meaningful interaction between school pupils and individuals from a broader range of
cultural backgrounds and it inducts pupils into expressing their curiosity about

potentially controversial topics in an appropriate way.

As well as bringing theoretical concepts to life, CEL was identified as providing
students with opportunities to have meaningful encounters with organisations and
individuals outside of the University. This was seen to be crucial in developing
students’ graduate attributes by improving their relational and communication skills.
Amongst participant accounts, students were frequently referred to as “privileged” or
“sheltered” because of their age and social status. CEL was seen as an activity
which could help compensate for those students’ lack of life experience. More than
this, however, those meaningful encounters gave students an insight into lived
experience of individuals in society living lives unlike their own. It acted as a trigger
to initiate empathy and, crucially, the will to challenge rather than reproduce the
inequality they might witness. Structured, reflective practice was seen as one
important tool to avoid the kinds of placements which would exacerbate unhelpful

social stereotypes.
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The findings in this chapter provide an insight into participants' perceptions of their
institution, the analysis of CEL experiences sheds light on the institution's role in
facilitating meaningful encounters and fostering graduate attributes. Participants
recognised the inherent privilege and sheltered nature of students due to their age
and social status. Therefore, CEL emerged as a pivotal activity that bridged this gap,
compensating for their lack of life experience and offering encounters with individuals
living lives different from their own. These encounters not only fostered empathy but
also instilled a desire to challenge rather than perpetuate societal inequalities.
Reflective practice, viewed as a vital tool, was highlighted as a means to avoid
reinforcing unhelpful social stereotypes during placements. In this section, these
insights into the transformative potential of CEL intertwine with the examination of
participants' perceptions of their institution and its alignment with the Neo-Aristotelian
virtue-ethics approach, as discussed in the next chapter. By drawing on theories of
virtues, ethics, values, and morals, and by analysing public-facing and internal
university policies, this analysis aims to uncover the prioritization of certain "goods"

over others and its impact on staff-led activities such as CEL.
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7 Findings and Analysis Part Two

7.1 Introduction

In Chapter 2, | explore an overarching theme entitled “How to seem virtuous without
actually being so”. This overarching theme was derived from three distinctive
subthemes, which | generated from my analysis of the data. The first subtheme, "A
'values-led' institution," examines the phenomenon of an institution projecting a
values-driven image, even when their actions may not align with these declared
principles. The second subtheme, “Corrupted practices and undermining the
progress of CEL” draws specifically on Alasdair Maclntyre’s concepts of practices
and institutions as discussed in Section 3.2.6 and investigates how practices can
become tainted and potentially hinder the advancement of Community-Engaged
Learning (CEL). The third subtheme, "Pockets of excellence in a community of
practice," sheds light on the existence of isolated instances of exceptional practice

within a broader community context..

7.2 Theme 2: “How to seem virtuous without actually being
so”

In this section | explore how participants perceived their institution and described

their experiences with their institution specifically within the context of doing

Community Engaged Learning work. Macintyre's (2007) definition of an institution is

useful here:

Institutions are characteristically and necessarily concerned with external
goods. They are involved in acquiring money and other material goods; they
are structured in terms of power and status, and they distribute money, power
and status as rewards. [...] no practices can survive for any length of time
unsustained by institutions. (Maclintyre, 2007, 194)

| argued in Part 2 of the Critical Literature Review that the ultimate purpose of a
university should be grounded in an emancipatory, Neo-Aristotelian virtue-ethics
approach. In this section, | analyse the themes generated from the data to examine
how staff perceived their institution in the context of doing CEL and university-
community engagement more generally. | refer to concepts such as virtues, ethics,
values and morals which | clarified in Part 2 of the Critical Literature Review. | also

utilise public-facing and internal University policy documents to explore areas of
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alignment and tension between what the University commits itself to publicly and
how this is enacted in their internal policies. | use existing theories as a lens to
understand how some “goods” come to be prioritised over others and the impact this

might have on staff-led activity such as CEL.

7.2.1 A “values-led” institution

This theme captures how participants considered the institution as being “values-

led”. | explained earlier that values express what an individual or group agrees to be
important. Being values-led and being led by ethics or morals are distinct concepts;
one’s values may be grounded within an ethical or moral framework but this is not a

necessary condition. Alba University’s values stem from its vision and purpose:

Our vision: Our graduates, and the knowledge we discover with our partners,
make the world a better place.

Our purpose: As a world-leading research-intensive University, we are here to
address tomorrow’s greatest challenges. Between now and 2030 we will do
that with a values-led approach to teaching, research and innovation, and
through the strength of our relationships, both locally and globally. (Strategy
2030 see section 0)

The stated purpose is future-focussed but ambiguous and the object of the purpose
is vague. For example, one might ask: “challenges for whom?”; “strengthen
relationships with whom?” or “world-leading in which sense?”. In its ten-year strategy
document “Strategy 2030” (see section 0), Alba University outlines its ambitions to

be a future-facing institution with a “values-led” approach to all of its activities:

e We aim to achieve excellence in all that we do, always being principled,
considerate and respectful.

e Our teaching and research is relevant to society and we are diverse, inclusive
and accessible to all.

o We are ambitious, bold and act with integrity, always being willing to listen.

o We celebrate and strengthen our deep-rooted and distinctive internationalism,
attracting the world’s best minds and building innovative global partnerships
for research, teaching and impact.

o We foster a welcoming community, where staff, students, alumni and friends
feel proud to be part of our University.

e We sustain a deep allegiance and commitment to the interests of the city and
region in which we are based, alongside our national and international efforts,
ensuring relevance to all.
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e We are a place of transformation and of self-improvement, driven to achieve
benefit for individuals, communities, societies and our world (Strategy 2030”
see section 0)

It is possible to interpret many of these values as being consistent with an
emancipatory, neo-Aristotelian virtue-ethics approach: integrity, benevolence,
cooperativeness and tolerance, for example. However, virtuous action needs to be
motivated by the “right” reasons; being benevolent to the local community because
doing so creates good publicity for an institution, is distinct from seeing benevolence

as an end in itself.

Participants interpreted the idea of being “values-led” in particular ways. Emma
identified it as a condition of the University being able to operate as it did, supporting

both immediately-useful scholarship as well as scholarship for its own sake:

Emma: | would want to defend scholarship for scholarship’s sake in some
respects as long as it is within that institution that is about being values-led.

Therefore, for Emma, being values-led implies that there is some underlying, defined
structure which guides the scholarship of an institution. So, while, on the surface,
research on entirely abstract and esoteric subjects may seem irrelevant to society,
they may still contribute to the overall values of a university. Amy believed that the
University should strive to be politically neutral but that this was not incompatible with
being values-led and did not exclude CEL placements in organisations primarily

associated with wealth creation:

Amy: our mission has to be, you know, politically neutral as well too [...] why
can't you have interest in any part of the political spectrum and still think about
experiential learning or service? [...] it would be interesting to look at that, with
the hedge fund activity, you could say that every fund manager at the moment
is looking at environmental and social risks and opportunities through
investments. So as part of their education and a quality education, need to
think not just about financial returns, but natural capital and social capital and
all of those, so | would be keen to dispute that.

From Amy’s example, an institution could theoretically be politically neutral whilst
claiming to be values-led. | would argue that an institution cannot be politically
neutral any more than it can be value free. This would only be possible if the values

were declared in sufficiently vague terms as to disguise any tension or
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disagreement. This is relevant to Maclntyre’s (1999a, p.122) “fagade of moral
consensus” where moral disagreements and tensions can be obscured by rhetoric.
This is similar to the idea of creating an illusion of neutrality which benefits the status

quo and the existing power dynamic.

Chloe: [assumption of political neutrality is a] very naive, sheltered
perspective on the world. Because everything you do from the moment you
wake up, so when you go to bed, and actually who made the bed that you
chose to sleep in, and where you bought it from, and when you bought it on
credit cards, or which banks that credit card is [...] the way universities are run
is determined by the government that's in power to an extent and the funding
models. The university does not exist in a political vacuum at all [...] its
objectivity has been misappropriated.

Practitioner Kieran expresses his own values explicitly and agrees that it is
impossible for any institution to be neutral; this to him, is equivalent to maintaining

the status quo which | argue is the opposite to promoting emancipatory knowledge.

Kieran: So, if | look at anything that I've produced, you could say “it's biased
it's not valid”, because I'm a Marxist. And I'm obviously kind of seeing things in
a skewed way. [...] we can’t be neutral. If we don't do what you suggested
and, and get folk to think critically, then [...] all we'll do is sustaining the status
quo, or reproducing the way things are.

While Jack agreed that the University should be a site of “transformation and self-
improvement” (point 7), he also expressed that, as part of being a values-led
institution meant having a shared understanding of what this meant, without

conflating one’s personal value set with the institutional one.

Jack: | have a certain set of values that | bring into my attitudes about higher
education and what it should be|...]Jeven if a student had genuinely engaged
in diversity of experiences, and hadn't developed an increased level of self-
awareness that was truly informed, which always has to be our hope[...] Am |
in the right position to judge that the person did come out at the end is not
somebody that we want as part of our [University] community? | don't think
that | am.

Jack’s views on institutional values echo Macintyre’s (2016) argument about the
common good in that it should be meaningfully deliberated in the public sphere,
within the context of a community. Jack also describes the change in attitude, as an

institution, towards being comfortable expressing values within the last decade. Jack
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notes that ten years ago, during the consultation period for graduate attributes one

senior member of staff stated:

Jack: ‘it is not for us, the university to determine what is ethically correct,” [...]
if somebody chooses to come through our experience, and develop these
skills, and then how they deploy it, is up to them. [...] we couldn't at that time,
didn't get ethical stuff into the framework. | don't believe that was the right
thing. [...]

From this account, it appears as though the senior staff member Jack refers to felt
little or no responsibility for the moral education of their students, only for imbuing
students with certain skills, presumably instrumental skills for employment. Despite
feeling that this was not right, Jack was not able to influence the outcome of the
committee. Jack’s account suggests that he places importance not only on values
but also on ethics. Jack later states that he feels this situation has now changed for
the better:

Jack: the discourse around values and the values of the institution, and that
has now become clear. And that would mean that hopefully, what we're also
doing in our educational experiences is trying to foster an explicit and stated
set of values within our students. So, | think we move we'd start moving
towards a scenario where we could, in theory, say, actually, as an institution,
we're disappointed in a particular outcome, as opposed to just me personally,
being disappointed, if we feel that that is at odds with our set of values that
are institutionally trying to be supported and encouraged.

So, while Jack uses the term “values”, | argue that he is also speaking here of ethics.
He speaks of collectively disapproving of an outcome based on the rightness and
wrongness of it as a group. Again, Jack emphasises the Common Good aspect of
deliberating what is ethical but also the need for values to be explicit and clear. This
aligns with Maclntyre’s (1999) and Kreber’'s (2005) critiques of institutional rhetoric
which can fudge over disagreement; explicitly stating values, ideals and goals is
necessary. It is arguable whether the institutional values of the University of Alba are
yet as explicit and clear as Jack believes it to be. While the interview data from
University leaders such as Jack, Emma and Amy suggested thoughtful engagement
with and awareness of the institution’s values. This was not the case with

practitioners | interviewed.
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Practitioners tended to be less clear about the University’s commitment to being
values-led. When asked what this idea meant to James in the context of his CEL

work at the University he responded:

James: Not a lot to be honest. When it's phrased like that, it just feels like it's
a tick. "We care about blah blah blah." Yeah. It's like, No, you don't really, but
you just say that because you have to. Okay, sorry, that's really cynical.

James identifies “box ticking” as symptomatic of a superficial approach to being
values-led. Caitlin similarly expresses doubt about the reasons the University agrees

to engage with CEL and whether they express sincerely held virtues.

Caitlin: Whether or not it's coming from, at the top from not just about ticking
boxes, that's the only thing, you know, certainly not with them [The
Community Engagement Forum], they're doing a great job. The University, |
think the university need this [...] awareness. And | hope it's for genuine
reasons.

Casting further doubt on the University’s motivation for engaging with communities,
Abbie suggests that it is done reluctantly and only for the purpose of positive public

relations rather than an expression of virtue:

Abbie: [Alba University] seem to like this kind of initiative and to be very
pleased to have it on their website and that kind of stuff. But they don't really
wantto do it. [...]

Referring to Maclintyre’s (1999) distinction between genuine virtues and counterfeit
virtues and Hursthouse’s (1999) four conditions for virtuous action, | suggest that
Abbie’s account does not support the notion that the University’s action reflect an
institution that is genuinely virtuous. Moral motivation, | have already mentioned,
requires that the actor acts for a reason/s and for the right reason/s. Both Caitlin and

Abbie are, to some degree, doubtful that this is the case.
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Maintaining a good public relations (PR) profile alone is arguably not the right kind of
moral motivation for community-engagement. Cameron’s account however, positions

the act of generating good PR as an essential part of being a values-led institution.

Cameron: Some of what I've said in today’s interview might sound quite
cynical around the PR side of it, but it’s actually in an effort, most of the time,
to demonstrate to a cynical public that there’s actually a lot of amazing work
that the students, the staff and the University itself are doing within
communities. If you don’t tell those stories they don’t get told ‘cause they’re
often small acts of people doing great work.

Cameron’s account of university-community relations is founded on a strong
awareness of the need for the university to act as a values-led institution, but also for
this to be seen and widely publicised in order to maintain good relationships with
community, acknowledge the work being carried out by staff and students, and
enhance the overall reputation of the University. While maintaining good relations
with community certainly could be motivated by virtue, | would argue that it would be
need to be part of a sustained programme of effort. Drawing from Maclntyre (1999)
and Hursthouse’s (1999) condition that an action is virtuous when it comes from a
settled and consistent state of character, | would argue that, for example “small acts
of people”, the Day to Make a Difference programme or short term volunteering does
not, by itself, qualify as virtuous action because it is usually short term, sporadic and

does not require consistent commitment.

This theme highlights the distinction between an institution that is led by values
(things they agree are important) and one that is led by a virtue-ethical framework
and guided by a compatible ultimate purpose. An institution which is values-led may
include values which are compatible with a virtue-ethical approach, but this is not the
same thing. A values-led institution does not need to adhere to an ethical framework
and carry out actions which are genuinely virtuous i.e., for the right reasons and as

from a settled state of character.

Some of the university leaders and managers interviewed espouse the notion of the

University being values-led whilst participants expressed doubt that there was an
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awareness or shared understanding of what these values were, beyond the Senior
Leadership team. Furthermore, they expressed doubt that the University was
genuinely values-led but rather than being led by goods such as status, wealth, and
power - in other words, examples of what Maclntyre termed “external goods”
(Section 3.2.6).

7.2.2 Corrupted practices and undermining the progress of CEL

In the previous chapter, a tension was identified between those aims with which the
institution purportedly identified, and those aims participants believed were genuinely
supported by the institution’s infrastructure. Similarly, this theme explores practices
which were identified as corrupting and undermining CEL as it is currently practised

and/or its existence as a sustainable teaching method.

The idea of practices being corrupted derives from Maclintyre’s scheme of
institutions, practices and internal and external goods. Pursuit of power, status and
short-term profit in institutions are factors that corrupt the power of practices to
support the sort of individual flourishing and common good aims that Maclntyre
describes. In the accounts from colleagues, agents of the institution were referred to
as specific people or the roles they undertook i.e., the principal, heads of school, line
managers however, they were also referred to as a local collective entity "senior
management" or a more amorphous, universal entity referred to as "the university" or

simply "they".

Some participants described the institution as recognising the importance of their
work through non-monetary rewards and public recognition. Within their own schools
and departments, participants identified different levels of encouragement and
support from senior management and other colleagues. Participants such as
Matthew and Morgan gave cautiously positive responses when asked about the level
of support they identified for their participation in CEL activity. Matthew is a member
of staff on the academic track. While he receives no formal workload allocation for

his CEL work, he has worked around this by applying to small grants.
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Matthew: | think the kind of head of department and Head of School, they've
never been anything but supportive, and they've always kind of made nice
approving noises about this stuff that I've been doing. [...] I'd like to kind of
scale it up into something more sustainable. And, you know, | suppose they've
not somehow magically made that happen, but that's not really something that
| can blame them for

Morgan is a member of staff who has been employed solely to carry out CEL activity.
She also identifies her head of department and fellow colleagues as being supportive
and that this is demonstrated through their taking an interest in the outcomes of her

work and helping her design and validate CEL courses.

Morgan: As for my head of department, the evidence shows that he's really
keen, because he created the post. [...] he's always very keen to know about
successful activities [...]so | feel, and | think he’s supportive. When | was
designing the course, the people who were in the teaching programme
committee [...] not many of them had actually helped with the with outreach
tasks, but they were supportive in [...] giving advice on how to make it in a
way that it would be approved by the Board of Studies.

At the highest level of the academic track, Ross expresses less dissatisfaction with
his work allocation and how this limits his ability to take on CEL activity. Possibly as
a result of being at the highest level, however, he is also less concerned with non-

monetary recognition and gathering evidence to support career progression.

Ross: | do purely because | enjoy it. And that is the only motive really for it. |
mean, it's ended up being, for example, got a Chancellor's Award two years
ago, but that actually wasn't the - it was only because the School insisted |
was put forward for it because I'd done this so ended up as the case for, that
certainly wasn't the reason for doing it

For other staff on the academic career track, the University’s workload allocation
model acts as a barrier to managing a sustainable workload. As Abbie describes
below, with no adjusted work allocation for teaching and organising courses
including placements, her manager is forced to allocate time which was supposed to

be reserved for citizenship.

Abbie: The work allocation model seems to favour the more traditional kind of
modes of learning, which is like tutorials, lectures, [...] if you're doing a
placement type course, then you would need extra time to organise those
placements, liaise with placement, hosts, etc. [...] you get the same work
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allocation as another colleague who might not do any of those activities [...]
[My line manager] he's found ways of accounting for giving me extra hours
and some of it is citizenship. | mean, one could argue that it's it this is about
citizenship. So that's a jolly good use for it. But of course, the citizenship is
actually for being a good colleague. That's what it was intended for.

Allocation for citizenship can be used by staff for activity which might support an
application for promotion. However, Abbie later indicates that the extra workload
attached to running a CEL course, is not considered the kind of citizenship activity
that supports promotion applications. Therefore, compared to colleagues teaching

“traditional kind of modes of learning” she is at a disadvantage.

Shannon echoes Abbie’s comment that coordinating and delivering CEL courses and
projects is much more time consuming than is the case with traditional university-
taught courses. She describes colleagues who, already struggling with time, are
concerned about taking on more CEL (clinical) activity because there is no allowance

for the extra time required.

Shannon: All of this brings more work. Yes, yes. And | do wonder if that's why
some of the more traditional academics resist the idea of bringing in more
clinical work. Yeah, into the courses because there is a fear that it's going to
also bring more work.

The fact that there is no official variation in work allocation for more time-consuming
delivery such as CEL can disadvantage the careers of practitioners, delaying or
removing opportunities for promotion, and imply that this kind of sustained

community-engagement is not prioritised.

Interviews were conducted during the first Covid-19 lockdown; some participants
expressed a concern with the future of their CEL projects because of the unknown
impact of the Pandemic. In their eyes, CEL would not be given the same level of
support as before and less priority than income-generating activity such as research
and teaching, as the school or department was understood by them to be in financial
difficulty.
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Ryan: To be honest, | won't even speak to my head of school about this right
now. Because | don't think there's any point like | think if | went to my head of
school and stuff, | want to set up a community engagement project and | have
a few hours to go and do it. | don't think | think he would really want us to go
off and do those things. | just don't think we have the resource to do it
anymore. [...] I'm only an employee. So, | have to do what my line manager
asks me to do.

Shannon echoes this sentiment and repeats some of the warnings about funding
cuts she received from her school. In her account, Shannon was expected to
increase or maintain her level of activity around CEL but did not expect to be

compensated for this or support to increase her activity.

Shannon: And unfortunately, due to what has happened this year, I've
already been told that you know what | mean, my budget’s been cut
dramatically this year. But | think that's been the same throughout a number of
schools. And we've all been told "Don't be expecting extra staff." No, no,
because that's not going to happen. | can only do what | can do with what |
have.

While Ryan and Shannon are accepting of the extraordinary context of the Covid-19
Pandemic and therefore somewhat resigned to the uncertain future of their CEL
projects, Caitlin sees the lack of support she has received historically as being a
consistent before and after the Pandemic. However, with a change of head of

department, she is more optimistic about the future of her CEL projects.

Caitlin: | would say that my previous head of department tolerated it. And it
kept on being you know; people would hold it up as an example. And | got
quite frustrated, because | felt, yeah, well you hold it up as an example, but
actually, you really don't give a monkey's, ooh! But the new head of
department is very much committed to it, and actually was speaking to me
today about, he wants us to run a new postgraduate full programme in
Community Arts, and | think that would be amazing.

In this example, Caitlin describes her former head of department as being ostensibly
supportive but without the action to reinforce this. Caitlin sees this support as being
performative in a way that capitalises on her CEL work with no exchange of
resources or support. Work which Caitlin, and almost all participants, have
characterised as having a higher workload than traditional teaching and research.

Caitlin and just under half of the participants interviewed had previously won
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University-wide recognition such as the Principal’s Medal for “Contribution to the

Community”, for their efforts in CEL.

Ryan: On the other hand, | won a Principal's Medal for what I'm doing. So, |
also feel the university has other ways of recognising this [CEL work]. And |
know it's so tremendously important for my own students and for the pupils
and teachers. That's very difficult to give it up. It's also tremendous fun.

Ryan considers non-monetary recognition and his intrinsic enjoyment of leading CEL
activity as means to compensate for the CEL activity he carries out. As staff within a
research intensive, Russell Group, University participants expressed no surprise that
research was widely prioritised over other activity. Nevertheless, some expressed
dismay that research and income generating activity (recruiting international
students) always trumped activities such as teaching and community engaged

learning

Ryan: The university needs to support students. But as we as we both know,
right now, it's all about international students. That's really where the money's
coming in. And it's international students who cross subsidise parts of the
university that need it. Yeah. And so, | do worry that engagement and WP will
fall by the wayside.

Similarly, Abbie feels that, while the University publicly supports CEL activity, its
importance in real terms is clearly downgraded below income generating activity and
attracting international students who will pay high tuition fees. In her view, this

creates unhelpful competition and harmful inequity between schools.

Abbie: | would change the kind of - setting schools against each other in
terms of profit, so schools that don't bring in so much money are not penalised
in the ways they can be. | mean, our school is just not resourced and funded
in ways that the richer schools are. So, | think there is inequality between
schools

Within the group of academic staff interviewed the majority were on traditional
research or teaching career tracks. Additionally, some staff were on “professional
services” contracts even through their job involved course design, development and
teaching. The latter category of staff were often employed on the basis that they
would be carrying out public engagement work as their core remit. Staff on more
traditional academic staff contracts either had CEL activity included as part of their
teaching allocation or, did it as a voluntary or unofficial part of their general work

allocation.
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In the accounts above, staff identified institutional support in distinct ways from
actively ring-fencing budget for public engagement activity and using this fund staff
and projects, to more passive expressions of support, such a simply not obstructing
CEL activity, nominating the staff member or activity for non-monetary recognition.
Competition for finite resources and a lack of proactive support on a meso level exist
as a common source of frustration amongst staff. A lack of financial support is a
particular source of frustration and main reason that small projects cannot be

developed or scaled up.

James: we do stuff [that] works, kind of local level, and [could] just scale it up.
And yeah, if there was the will that a bit of support? | think we could, [...] start
kind of building it up. [...] This is what | find frustrating. [..]Jthere has been no
buy-in or push from the top

Matthew: one struggle, one kind of frustration that | have with it, is that I've
yet to think of a way that | can make it anything that's more larger scale or
self-sustaining than that. Yeah. So, I'm kind of stuck in this cycle of like,
applying for these little drips and drabs of money [...] we're running up against
basically, a lack of ideas about how to kind of grow it beyond this little
piecemeal project stage.

Some participants expressed frustration that more was not being done to promote
CEL activity that was happening within the institution in the way that Cameron
described earlier. Ross states that even though his project was recognised through
the Principal’'s Medals awards and deemed successful amongst prison education
colleagues, the University did not actively approach him to promote this kind of
activity.
Ross: | mean, no one has once come up to me in the last four years, and
basically said, How can we use this to show what the university is doing in the
local community [...] it does always strike me as a strange that I'm | don't
have the university crawling all over this, trying to use it. Yeah, to advance the
university's own benefit, you know, in a very selfish but justifiable, they're

paying me a salary. [...] | think I think the university should get a lot more out
for its own benefit.

For Ross, he believes that the University can justify capitalising on his work for good
publicity because “they’re paying me a salary”. However, it was clear from his
account that no part of his work allocation was specifically assigned to CEL activity,

this was independently and unofficially integrated into his own research allocation.
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Earlier, Caitlin and James referred to the University calling itself “values-led” as a
“‘box-ticking” exercise. Similarly, with regards to pursuing positive publicity for CEL
activity, Caitlin and Abbie consider this a hollow and unjustified exercise. According
to Caitlin, the University will not invest the necessary funds into her CEL projects
even though the projects are often used publicly as examples of the University
engaging in meaningful third mission activity.

Caitlin: Often, when I've got some private funders who support music in the

community they get very frustrated and say, “Well, why is the University not

putting money into this? Because the University, you know, will then use this

project that you've done [Name] and just to show everybody look at the good
work they're doing!”

As well as the kind of passive support which neither Ross, Abbie nor Caitlin find to
be useful to developing and sustaining CEL activity, in her context, Morgan

describes an atmosphere of ambiguity around CEL activity.

Morgan: many people who don't value outreach as much as it should be
valued. [...] some people are helping out or doing outreach themselves. But
that is a very small percentage. [...] | would say there's still a majority of
people who are silent. | don't know how to interpret that silence.

Further along the continuum of experience, Erin reported that some of her
colleagues explicitly objected to CEL; it was not seen to be the kind of activity that

Alba University should be involved in.

Erin: There's still loads of colleagues who don't think that there should be any
community engagement. It's just to do with research, but | think there's a will
from senior management, but there's no money that follows it, there's no
workload allocation, and it's just done; it just adds to your own workload. [...]
But it's purely personal drive. And | look at other people who are doing
community engagement, | think it's the same. The university isn't at a point
that it puts its money where its mouth is at all.

For clarity, | asked Erin whether this disapproval was explicitly expressed or merely

implied through inaction or “silence” as described by Morgan.

Me: do you think there are people in the university who think that we should
just be about research and not community engagement? Are these people
that you've met or is it just an impression that you get from some of the
attitudes?

Erin: No! Loads of people [...] If | talk about community engagement, they
don't see that as the job of the university, they think the job of the university is
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to evaluate to do research, and, and that all the expertise is held by the
researchers.

Erin explicitly emphasises her frustration with what she sees as the institution’s lack
of financial support for CEL activity and amongst some of her colleagues, a failure to
see CEL, or community engagement more generally, as a being part of the ultimate
purpose of the University. Abbie similarly portrays Alba University as a resource-rich
university, but one which fails to invest in what she deems the “genuine purposes” of

a university because of a preoccupation with economistic goals.

Abbie: And then coming to a university like Alba, there's got so much financial
resources behind it, you know, the money, it's got to fall back on that, it just
thinks it's got to be never used, | think. And that is the danger with just
thinking about how best to deploy the money for genuine purposes of the
institution. And that's so compromised now. Both research and teaching, |
think, because of the profit motive.

In a similar vein, Amy suggests that, proportional to the income received by the
University, its contribution to community in terms of funding was relatively low. This
in itself was not so much an issue, according to Amy, but rather what individuals

within the University implicitly expected in return for this funding:

Amy: There is this feeling of, well, let's give some funding, and that's going to
make all the difference in the world. And absolutely not, you know, and we're
an organisation approaching a billion pounds turnover. And, you know, each
year, there might be £50,000 for a community grants project, and | worry that
the university sometimes could even get more benefit from that than the
actual benefits, [...] our programme manager had to almost push back a little
bit and say, well, actually, we've just, you know, had a lot of time invested
from these organisations

These findings explain some of the ways in which an institution supports and
undermines the success of CEL activity according to participants. The kind of

support practitioners reported receiving is summarised in the table below:
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Table 7-1: Departmental and Institutional Support for CEL practitioners

Support Examples Embedded in
infrastructure
Financial Bid for institutional project grant, departmental | Yes - optional

budget ring-fenced for project

Human Resource Allocate hours through work allocation model No

Moral Publicly and/or privately praising project No

activity, advice for course proposal submission

Individual Nomination for university award (Public non- Yes — optional

Recognition financial)

Publicity Press release or blog in internal or external Yes - optional
publication

Practitioners stated that CEL work was not directly eligible as evidence for
promotion. This is discussed in detail in the third part of the analysis. The table
shows that, of the mechanisms for recognition and reward that practitioners
mentioned, none are required. So, while there are clear mechanisms for recognising
excellent staff contributions, no one is required to engage with this. Similarly, while
some staff do report that they are paid for their CEL work, this is usually through
unofficial means, because there is no suitable workload allocation model tariff to

reflect how time consuming this kind of delivery is.

Goddard’s model of the “un-civic” university (2016, p.6) is especially relevant here
where there is a hard boundary between core activity (maximising, facilitating and
incentivising success in teaching and research) and the periphery “where activities
happen in spite of and not because of central support” (Goddard, 2016, p.7).
Therefore, according to Goddard, infrastructure to support and reward for staff are
shaped by priorities related to the first two missions: teaching and research. The
data relevant to this theme reflects this model of community-engagement which
happens despite of and not because of the institution and because there are no
mechanisms in place to integrate learning or good practice back into the “core”

missions; accomplishments that occur in this peripheral area are unsustainable.
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Where participants did report supportive action from their school or department, this
was usually in the form of vocal support, ring-fencing funds within departmental and
school budgets for CEL activity. Proactive promotion of CEL activity internally and
externally was seen as positive but only if this was undergirded by tangible support
for the CEL projects being carried out in the form of realistic work allocation and
funding. To some extent non-monetary rewards were also seen as contributing to
proactive support but these sorts of rewards on their own meant little for the future
sustainability of CEL projects. Few colleagues experienced outright disapproval from
other University colleagues for CEL activity, but when this was the case, this was
attributed to a different understanding of what the ultimate purposes of a university

should be and whether third mission activity was optional and peripheral.

7.2.3 Pockets of excellence in a community of practice

The data presented and discussed in this section focuses on one of the salient
points generated from participant accounts around institutional support for CEL work.
Aside from active and passive support for CEL activity or more rarely, outright
disapproval, participants’ accounts commonly cited the very infrastructure of the
University as being inherently geared towards research and teaching but not
supportive towards CEL as part of the third mission. By infrastructure | refer to
internal, institutional organisation structures such as the rewards and promotions
process and the institutionalisation of CEL activity. One way in which the institution
has sought to support community engagement has been through establishing an
informal, cross-University network involving staff and students who are interested in
engaging with local communities: the Community Engagement Forum. Established in
2018, the University’s Community Engagement Forum is considered by Emma and
other participants as a “community of practice” where individuals with a shared
concern interact to enhance their knowledge and skills in a particular area (Wenger,
1998).

Emma: If we don't have some kind of community of practice, then we don't
learn from best practice and the good things that are happening. And we also
want to tell the world about what we're doing. We want to celebrate it. So, it is
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important to flush out what's happening, but it's not quite there yet. Although
it's better than it was.

Caitlin also comments positively about the Community Engagement Forum as being
both a place to share positive energy around community engagement and

exemplifies an institutional shift towards supporting this kind of activity.

Caitlin: You know, the Community Engagement Forum? | feel so bad that [...]
| physically have not had the time to go. Yeah, but | can see a shift. And
there's a lovely energy about what they're what they're doing. Whether or not
it's coming from, at the top. Not just about ticking boxes. [The Community
Engagement Forum] are doing a great job. | think the university need this
awareness.

Caitlin separates the Community Engagement Forum and its members from the
larger institution. For Caitlin, the University are more likely to have ulterior motives
for supporting and promoting Community Engagement which prioritise benefits to the
institution through, for example, positive public relations stories. Colleagues such as
Ryan also spoke positively about the Community Engagement Forum describing it

as “a really friendly place”

Colleagues who had participated in the Community Engagement Forum spoke
positively about the atmosphere and its function as a community of practice. Many
colleagues had not heard of the Forum at all (Ross, Rachel, Andrew and Matthew)
and attributed this to a lack of time for networking as there was no formal work
allocation for CEL work. Similarly, amongst colleagues who had participated in the
Forum or who had heard of it, a desire was expressed towards becoming more
involved and to participate more; a lack of time due to their work allocation was cited

as the main reason why this was not possible.

Ross: | don't even know who's developing the university community
engagement strategy, and whether they're even aware of [the CEL project]
maybe that's something | should try and do such that didn't increase my
workload, but they could use this in their strategy. And for any other
presentations they want to give about what the university is doing in the
community.

Ross suggested that the university community engagement could be coordinated in
a more proactive way, so reaching out to individuals involved in CEL rather than

waiting for them to approach the Community Engagement Forum. Ross advocates
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for the kind of consultancy service which is available to support researchers at Alba

University but does not currently exist for CEL practitioners.

Ryan engages in CEL on what he calls a “voluntary” basis. That means he is not
allocated time for CEL activity. Ryan believes this to have a negative impact on the
sustainability of CEL activity both because of individual time pressure on staff and
the overriding, implicit message this projects about the University’s commitment to

CEL and community engaged activity in general.

Ryan: That's great, but it's all voluntary. Who's gonna take a couple days
away from grading papers if we don't get paid [...] because the university
doesn't pay us to do it, it leaves us believing it's not really something they
want us to do.

Academic staff make arguments for, not only increased resources, but also an
infrastructure that better supports CEL activity now and in the future. The
sustainability of CEL projects, beyond the passion and commitment of individual staff
members was rarely supported. When asked what would happen to their CEL project
if they left the University, Ross responded that the project would likely not be

continued.

Ross: there's not much strategy with these sorts of things, people leave, and
things die out. [...] I'd be very surprised if everyone suddenly gathered around
a table and said, we've got to keep this prison project going. How can we
carry it on?

Academic staff repeatedly broached the issue that community engagement activity
often happened disparately and often in siloes according to discipline area. This was
seen as a weakness in terms of efficiency, quality of teaching, and ensuring the long

term sustainability of CEL projects.

Megan: There were people who you've now met that were doing this practice
in the university, but in small pockets and but not connected in any big way.
[...] it was so disconnected. And those people were so focused into their
thing, and still are, that it isn't really a community that | feel personally is
pushing our work forward. [the Community Engagement Manager] is not a
doer of it, she's an enabler. And she's a great at that. She's great at
connecting us. But then it's our job. [...] that's a missing link for the Uni. | feel
that if | could work with some [pedagogical] expertise, | could really make [the
CEL Project] so much better.
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Megan attributes a lack of cohesiveness in pedagogical CEL approaches to a lack of
resource. While she acknowledges the existence of communities of practice such as
the Community Engagement Forum and the Centre for Experiential Learning, the
people leading these communities are seen as enablers rather than the “doers” and
therefore they cannot compensate for a lack of institutional investment in CEL.
Connor refers to CEL links to University Widening Participation activity through its

dedicated team. Connor expresses frustration that experience and

Connor: | don't feel there's like an overall approach. And it's not centralised at
all which has good points but also some bad points [...] | have contacted the
WP Team many times, and so sometimes it just feels like you're just getting a
bit ignored and different people just do different things, and we just don't seem
to want you to actually work together, which is a bit weird [...] there is no
really big vision and it just depends on like, small individual or groups who
push some things, because | guess they want some recognition or whatever,
but in the end, it's just extremely patchy.

Academic staff noted that a lack of top-down, institutional support to help CEL
projects flourish is a hindrance to their success. However, University leaders such as
Emma rather consider this to be an intentional move by the University not to interfere
with what Amy refers to as “pockets of excellence” i.e., small, independent projects
driven by individual passion and commitment. This echoes the way in which some
scholars consider Aristotelianism to be potentially revolutionary (MacAllister, 2016a,
p.531).

Emma: you don't want to over-control, because that undermines innovation
and enthusiasm. And actually, some of the stuff that's happening, like staff
volunteering, we don't want to interfere with that at all. You know, that's what
staff do and we don't want to control that. But we, although there is a thing
now called "Day to make a Difference" that people weren't aware of that they
could have one day off. It's good to be paid volunteering, [...]. So, there is that
kind of delicate balance. But | do think the University is not, we still don't know
and whether we'll ever capture that, | don't know, there are so many staff and
students, it's really difficult.

Emma refers to an institutional-wide initiative to encourage staff to volunteer called
“‘Day to make a Difference” where staff on certain contracts are granted one day per
year to volunteer for an external organisation. For Emma, this kind of ad hoc
volunteering should not be coordinated or controlled by the University. This differs

significantly from the type of “volunteering” that most academic staff consider
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themselves to be doing on CEL projects. This type of volunteering is longer term and
involves having responsibility for student activity outside of the University. Emma
also broaches the issue that for such a large university, actively tracking this type of

project with the current infrastructure, is not a realistic objective.

Chloe, a University manager, favours a more structured and formal approach to
community engagement. At the time of interview, there was no formal process for
academic staff to approach community members and organisations. Activity related
to research would be considered through School research ethics committees with
defined processes and guidelines but community engagement activity which did not
fall under research (including CEL), did not have an official body to consult or a

process to follow. Unofficially, Chloe felt that colleagues often deferred to her:

Chloe: sometimes it's just a hunch that something feels off. So actually, when
| was sent that kind of educational ethics, media, research ethics, | was like,
this framework helps me to make sense of the things that I've been [...]
pushing back on, purely on the basis that they didn't feel quite right.

Without a clear ethical framework of university-community engagement, Chloe has,
in the past, discouraged activity she felt was wrong to do. To her, it was easier to
refer to a set of ethical guidelines, which do exist for other missions the University
carries out, to justify her intuitive decision about the right or wrong thing to do. This is
a clear argument against a more organic, intuitive approach which characterised the

University’s approach to community engagement.

The key findings of this section highlight participants' perceptions of their institution in
relation to CEL and university-community engagement. The analysis explores how
participants viewed their institution and their experiences within the context of CEL.
The definition of an institution by Maclntyre emphasises its concern with external
goods, including the acquisition and distribution of material goods, power, and
status. The examination of themes generated from the data reveals staff perceptions
of the alignment and tension between the institution's public commitments and
internal policies. The use of existing theories provides insights into the prioritisation

of certain "goods" and its impact on activities like CEL.
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8 Findings and Analysis Part Three

8.1 Introduction

In this final findings chapter, | present a crucial overarching theme entitled "Moral
principles, culture, and structure." This theme was derived from three subthemes
which | generated from the data. The first subtheme, "It's career suicide, isn't it?"
uncovers the sentiments expressed by academic staff, many of whom strongly
believed that their engagement in CEL courses did not enhance their career
progression and, in some cases, hindered it. The second subtheme, "Doing the right
thing for the right reasons," resonates with one of the key principles of Aristotelian
virtue ethics. It presents sentiments expressed by a maijority of staff when discussing
their overall approach to their careers and decision-making about their career paths,
and provides valuable insights into why participants chose to engage in CEL
activities and sustain their involvement to the present day. Finally, "Personal
experiences as motivation," seeks to explore the origins of participants' motivations
to be involved with their communities. Participants frequently cited experiencing
inequality in their own lives as the primary catalyst for their desire to contribute to
CEL.

8.2 Theme 3: Moral principles, culture and structure

In this third part, | explore the concept the virtuous professional by shifting the focus
onto colleagues and how they might frame themselves as ethical professionals.
Archer (2020; 2013a) argues that agents can either transform or reproduce culture,
and eventually structure, through their actions. The findings presented indicate how
colleagues frame their own moral choices and the ways these interact with the

culture (as described by Archer see 5.4.2) of their institution.

Earlier in section 6.2.1.2, the data indicated that most participants agreed it was a
duty of the university as an institution and collectively as educators to be impactful to
the wider local and global community, directly through CEL or indirectly through

students doing the CEL activity. Furthermore, | argued, following Maclintyre (2007),
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that the university is an institution and as such, according to Macintyre, is vulnerable
to corruption by the desire for goods external to practices. The safeguarding of
practices in order to cultivate internal goods, requires the virtues and in this specific
context, individuals who carry out virtuous actions. This part of my analysis explores
how the participants’ individual moral principles and ethical commitment are

supported or constrained by institutional culture and social structures.

8.2.1 “It’s career suicide, isn’t it?”

Academic staff strongly expressed the sentiment that teaching and organising CEL
courses did not benefit their academic careers, and in some cases, held them back.
In earlier parts of the findings and analysis section, the findings suggest that the
institutional infrastructure of Alba University and the expectations of the Scottish and
UK Governments, and wider society, heavily prioritised the teaching and research
missions of universities. | argue that these institutional and structural factors
constitute the cultural and structural factors that can constrain or support human
agency as described by Archer (see 5.4.2). In other words, they prioritise the
economistic aims of universities as opposed to its ultimate purpose. This theme
explores the constraints experienced by academic staff in their careers as a result of
their choice to engage in CEL activity. Findings in section 7.2.2 showed that,
compared with traditional classroom-taught university courses, CEL was
overwhelmingly considered to be more time consuming and unpredictable because
of its involvement with external organisations and agencies through placements.
However, with no distinct work allocation to compensate for this, academic staff are
left to absorb this into their own free time or sacrifice time spent on activity more

traditionally rewarded for promotion purposes.

Caitlin: This is the problem with the [CEL] courses, but you know, it's very,
very time consuming. And other people from the university have approached
me and asked how the placement scheme works. [...] it works really well. But
it just takes up so much time. So, if you're going to do it, then we have a
responsibility to the University to do it well, and to support our students and
the organisations we're working with.
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An internal university document (see 12.4 Appendix D: Work Allocation Model
(Extract)) verifies this lack of differentiation between different modes of delivery as
described by Caitlin and Abbie; there is no formal way to acknowledge the extra time
required to organise placements, liaise with placement organisers and troubleshoot

issues that arise.

Colleagues at Alba University interviewed were either following an academic
research promotion track or were technically categorised as “professional services”
staff and not eligible for promotion based solely on their CEL activity. In response to
my question “does doing CEL help you get promoted?” colleagues answered

overwhelming in the negative.

Abbie: I've always been told I'm “un-promotable”, because | don't do enough
research [...] I've been told that | couldn't go through the teaching route,
because College didn't favour it. And | don't think that was true. [...] So even
though I'd created a whole new degree programme, even though I'd started
this new type, of course, and made a success of it. And it's not like I've got no
research. But | haven't brought in any huge grants.

On the subject of professional sacrifice, colleagues repeatedly referred to CEL and
its impact on their careers on a continuum. At best, it was considered to have an
indirect and positive impact on prospects for future promotion, but with CEL teaching
occupying a relatively inferior position of priority relative to research activity. To the

question of whether doing CEL contributes to a promotion case, Caitlin answered:

Caitlin: No, sadly not. I, it took me 16 years to become a senior lecturer. And
| was told many a time "[...] all your teaching is undergraduate level” this was
before | started my Master's Course.[...] 16 years, is a very, very long, long
amount of time to lecture.

Caitlin implies that being focussed on CEL work in her career has significantly
slowed down her journey to promotion. Similarly, Erin agrees that doing CEL work is

not helpful in achieving promotion:

Erin: It's not recognised in at all in promotions. So, if you want promoted, you
devote all your time to big research grants, and that's what you do. And that's
what gets you promotion, community engagement doesn't get you a
promotion. [...] community engagement is the complete wrong way to go for
personal career development. [...] it is very, very exhausting, and time
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intensive. And it's all relational, you know, getting people and from the
community and preparing them that, you know, it's massive.

Similar to Abbie, Erin argues that it is specifically grant-generating research which is
desirable for promotion. In contrast, devoting time to CEL activity may be detrimental
to career growth. Colleagues expressed that there is no professional obligation to
engage in CEL activity. Officially, in terms of promotion, it can be regarded as an
optional extra. As the colleagues discuss above, research that generates income
and publishing research is the key to cultivating a successful portfolio for one’s
promotion application. In addition, the important factor is the academic level of the
students taught and not necessarily what or how you teach your discipline. Although
qualitative feedback and College Teaching Award nominations can act as supportive
evidence, it cannot be used in place of experience of developing and teaching
courses at postgraduate level. Ryan below acknowledges the lack of balance within

his academic department.

Ryan: [CEL] does not count towards promotion. And that's very unfortunate.
But that's just the way it is [...] our subject area has 45, full time members of
staff, we are the only two who are engaged in a community impact project that
has sustained itself over one year. Other people do really great things like for
example, colleagues, or going to museums to give speeches and talks [...]
But this [CEL project] is the only one that involves students in this way. [...] It's
the only project that works with the employability service. So, yeah, if you're if
you're really ambitious, you write books and teach classes, you don't go into
deprived schools and teach teachers.

Ryan acknowledges the lack of impact CEL has on potential for promotion. However,
he expresses acceptance of this situation “that’s the way it is”. This sentiment of

acceptance is echoed by other participants throughout the dataset.

Sophie: | won't have enough research to keep me here. [..] | would like to
stay [...] | just won't make the grade from that point of view. [...] | mean it's
career suicide, isn't it? Yeah, no, it's not a good job from that point of view.
And I'm not ambitious.

Sophie accepts that her contract, though open-ended, may become precarious
because her research output is not high enough. She attributes this to the way that
universities in general, and not just the one in which she works, operate. In the same
account, however, Sophie expresses an extreme sentiment about the detrimental

impact of not focussing all her available time on research by calling CEL “career
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suicide”. Like Ryan, Sophie acknowledges that she is not ambitious in her career, if

she were, doing CEL would not be an efficient way to make progress.

Academic staff reported many reasons why doing CEL activity is not helpful and in
some cases, is damaging towards their career progression. Despite this, staff
continued to work on these CEL projects and did not express an intention to refocus
their attention to other areas of their work such as research. These findings strongly
reflect existing research, for example Zlotkowski (1996) (see section 2.4.3) who
reports a distinct institutional undervaluing of CEL-type activity undertaken by
academic staff. Moreover, consistent with the existing literature, findings confirm
that, rather than being encouraged, academic staff continue to carry out CEL work

despite a lack of support from their institution.

The findings clearly indicate examples of practitioners acting in conformity with their
moral principles and ethical commitments, but being constrained by the overriding
culture of an institution which is set up to prioritise research and income generation
over third mission activity. This culture is supported by structural factors such as
government policies which encourage an economistic model of higher education.
Practitioners’ motivations for persevering with CEL activity will be explored in the

next section.

8.2.2 Doing the right thing for the right reasons

The subheading for this section refer to one of the conditions of acting virtuously
according to Aristotelian virtue ethics. It encapsulates the sentiment expressed by
the maijority of staff when asked about their overall approach to their career and
decision making about their career path. A core principle of Aristotelian virtue ethics
is that in order to live virtuously, one ought to act as a virtuous person would (see
section 3.2). This is a commitment and consideration which reaches across a
person’s life span rather than deliberating each moral choice as an isolated event,
adhering to a set of rules (deontological ethics), or justifying an action based

achieving the greatest good for the greatest number of people (utilitarian ethics). The
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data presented here showcases staff accounts of their motivations for maintaining a
commitment both to CEL and the actors involved (students and community partners
— organisations and individuals). This theme accounts for some of the reasons

participants chose to take on CEL activity and sustain it to the present day.

When asked why Academic Staff chose to participate in CEL activity, the majority of
participants described how rewarding they found CEL. In part 1 of the analysis
section, | focussed on what staff perceived the benefits to be for their students,
which featured in many accounts of what staff found rewarding. On a more personal
level, practitioners spoke about the work giving them a sense of fulfiiment, making a
tangible, positive difference, and the transformative potential of CEL. In other words,
CEL'’s potential for cultivating the individual flourishing of others for the common

good (see 3.2).

In his account, Ross highlights the satisfaction of seeing knowledge from his
discipline area shared outside of the university in a way that has a positive impact on

the lives of others.

Ross: On a personal point of view, it's fulfilling, just because you feel like
you're actually doing something with your knowledge and, and expertise]...]
that's just more widely useful than this internal use of knowledge in a
university environment and it is genuinely fulfilling.

Similarly, Caitlin enjoys bringing unique opportunities and experiences to children
who might not otherwise have been able to access them. With her example of the
Botanic Gardens, it is also bringing a broader audience to spaces that are ostensibly
free and open to the public (e.g., galleries and museums) but which are apt to be

most visited by more affluent strata of society.

Caitlin: | know from my experience of doing projects that when I've been able
to, for example, bring children who've never ever set foot in the Botanic
Gardens, to the Botanic Gardens to be involved in a performance. And we've
been there at night, and it's all lit up and looking absolutely beautiful that is a
life changing experience.

Erin talks about contributing to a community of practice within her applied discipline

area of healthcare. She uses examples of students on her course who are also
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working in public healthcare or third sector organisations. Erin believes her course
acts as a kind of retreat for these practitioner students and allows them to network

and bolsters their resolve to persevere with their difficult professions.

Erin: (Academic/applied/health) It makes a difference to people who work in
in, you know, people are working in third sector organisations, local authority
in the NHS, they’re blooming' tough jobs, [...] it can really help people to keep
going, to be reinvigorated about their jobs and their work [...] it can transform
a life.

Ryan expresses this sentiment even more powerfully by describing CEL work as part
of his identity and ultimate purpose as an educator over and above his commitment

to research and teaching in his discipline area.

Ryan: So, | should be very frank with you, | prioritise my community
engagement work, | think it's really important part of who | am and what | do.
[...]1 [l went into [education to] make a difference. And this has really allowed
me to do that.

Caitlin describes a similar personal commitment to CEL but also a clear conflict
between doing what might be helpful to her own career and fulfilling a commitment to

her students and the community.

Caitlin: This is the subject that | love teaching. But no, it's been an absolute
disaster, that part [organising CEL] of it and | think it puts a massive strain, but
then | could teach the course in a different way. [...] then that would cut my
workload. But | just don't believe that's right or ethical.

Rachel similarly acknowledges this conflict but prioritises what she regards as her
moral principles over external goods: tangible benefits to her career. Her account
closely reflects the core belief of virtue ethics: in order to live ethically, one ought to
act as a virtuous person would. Rachel stresses the importance of leading a

professional life that is consistent with her moral principles:

Rachel: Doing applied teaching is not going to get anybody a professorship.
[...] I think it's about who do | want to be as a person? And what do | want
people to think about me? And, you know, | think a lot of actions don't get us
promotions. | think a lot of actions - they might get a promotion? | don't know.
But | think it's not what every step is about, | think it's much more, can | sleep
well at night?
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8.2.3 Personal experiences as motivation

Wishing to explore the origin of participants’ motivations to be involved with their
communities, | asked participants if they could identify any experiences from their
past which had contributed to their desire to work in this area. The majority of
participants cited experiencing inequality in their own lives as the main catalyst for
wishing to contribute to CEL. For some, these experiences were significant

childhood memories. Emily describes early experiences of prejudice:

Emily: I'm the lightest [skinned] person in my family. So, | think I've always
been very aware through my childhood, because we had travelled, and
because we looked a little different, and | had family members that looked a
little bit different. So, | knew things were not an equal playing field that we
didn't really understand it.

Megan attributes her early experience of social inequality as the main catalyst for her

sustained commitment with her work with community groups.

Megan: I'm from [city in England], and I'm from a very, you know, very poor
family, and really, in a very socially disadvantaged area of [city in England].
[...] my dad was a trade unionist as well. And we had the miners’ strike in the
80s during the Thatcher era, and that was definitely pivotal that in terms of
social injustice as communities rising up to have power to take power. [...]
that's where my sense of I'm wanting to do something, as a group, as an
individual power for the group, to address things that just aren't fair.

Participants’ accounts of the factors that motivated them to start and continue CEL
projects were often deeply personal and emerged from personal experiences of
oppression and their desire to act on their moral principles. Megan’s account of
power dynamics in the macrocosm of UK society in 1980s above resonates with
Chloe’s own powerful personal account of inequality and a struggle for power within

the microcosm of her own family unit as a child,

Chloe: | could never go back to being the person who keeps quiet. [...] Life is
much more enjoyable if you are trying to make things better. Even if you don’t
manage or it doesn’t happen in your lifetime. Why would you want to get out
of bed in the morning? | feel better helping. | can imagine a whole life story of
people living in the street. It must be so much less stressful if you don’t notice.
It keeps me well. The times | have shut up | have become mentally unwell.

Individuals’ motivations for starting and continuing CEL were not always clear from

the outset. Two participants each described themselves as taking on CEL projects
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largely for the sake of personal interest rather than to address social inequality. Ross

instigated his CEL project principally because of a professional research interest:

Ross: | Googled, "head of education”. So, this idea that prisons are a bit like
Moon and Mars stations, because they've got an isolated population that's
disconnected from the rest of the world had occurred to me some time ago.

However, following further engagement with the project, he described moments of
critical reflection where his experiences influenced his outlook in a way which caused

him to question societal attitudes towards prisoners:

Ross: I've also sort of been [...] slightly shocked at the way some parts of our
population have viewed, | mean, | wrote a proposal to, to the UK [funder] [...]
and it was wasn't funded. On the basis, this was not a high priority population.
And, and that sort of shocked me, you know, you've got these incarcerated
people, and you're using [discipline] exploration, [...], to try and encourage
them and inspire them to make their lives better.[...] it's quite strange to meet
people in their 40s and 50s. who share with you the fact that [...] is the first
time anyone has ever treated them seriously, and asked their opinion on
something.

Similarly, Andrew described critical moments in the course of doing CEL which

caused him to reflect on his purpose as an educator.

Andrew: being a parent, and all these other things. [...] one of the things
that's alarming is that how | used to think democracy was something | could
take for granted. | used to think that | mean, | still - you know, | grew up in a
reasonably middle class background [...]. | used to think that racism was
something that | - didn't really affect me that much. [...] Well, in the last six-
seven years. Like for instance Brexit was quite shocking to me. In that you
saw this latent racism that was just a little bit beneath the surface. [...] | think
that's also one of the drivers. | started thinking "Geez, this shit is serious."

Both Ross and Andrew describe these experiences as “shocking”, revealing
dimensions of inequality and prejudice which they had not previously been conscious
of. Despite initiating CEL projects without the principal aim of addressing inequality in
society, Ross and Andrew express increased awareness of these issues, partly as a
result of their engagement with CEL. | argue that both are examples of practitioners
becoming aware of their cultural and structural factors that constrain their work.
However, while these factors constrain their work (Ross did not receive the funding
he applied for), their enhanced understanding of these constraints through reflection

can been seen to further motivate their work.
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Other examples of critical reflection involved a practitioner (Matthew) expressing a
sense of satisfaction through his work “really seeing the kids like, get something out
of it and hearing from the teachers that they find it valuable. That's what keeps me
coming back” but at the same time acknowledging that structural constraints within
state education can make CEL placements impractical and difficult for his secondary

school colleagues:

Matthew: working with all these kind-of like beleaguered and overstretched
teachers has made me realise is that like [...] they've constantly got so many
people beating down their door, saying like, "Oh, you got to organise this extra
thing for your classes, because it's the, it's the most important thing that you
can do to help your kids." And so, kind of realising that fact, made me a bit
warier of, you know, giving them this really strong sales pitch.

8.3 Conclusion

In conclusion, the findings presented shed light on the concepts of emancipatory
knowledge and the virtuous professional, particularly in relation to colleagues and
their framing of themselves as ethical professionals. Others have that agents have
the power to either transform or reproduce culture and structure through their actions
(Archer, 2020; Archer, 2013a). The data from my study illustrates how colleagues
navigate their moral choices and their interaction with the institutional culture they
are a part of. The analysis has emphasised the participants' shared belief in the
university's duty to serve the wider community, either directly through community-
engaged learning (CEL) or indirectly through students engaging in CEL activities.
These beliefs are framed as both deontological (expressions of duty and

responsibility) and virtue-ethical commitments.

Overall, this exploration has provided valuable insights into the complex interplay
between moral principles, culture, and structure, as well as the role of individual
agency in shaping ethical professionalism within educational institutions. It
emphasizes the importance of considering these factors in understanding and
supporting colleagues' engagement with CEL and their commitment to addressing

societal challenges through their pedagogical practices.
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9 Discussion

9.1 Summary and significance of key findings

In this section, | provide a summary of key findings from Chapters 0 to 8.1 will
highlight salient themes and patterns which | generated from the data with analysis
of their significance in relation to existing literature. Throughout this thesis, | have
offered a rich and detailed analysis of the subjective perspectives and experiences
reported by participants. As | discussed in Section 5.4.2, this follows a critical realist
approach, specifically Morphogenesis (Archer, 1982; Archer, 1995), which seeks to
examine the underlying structures that influence and are influenced by the actions
and behaviours as well as the experiences of agents. Within the three sections
below, | discuss the individual, institutional and structural factors that influence and

can be influenced by the experiences and perceptions of academic staff.

My findings are derived from a small-scale study and so | do not make any claims for
broad generalisability; any findings should be considered with this in mind. However,
| have framed my analysis within the participants’ personal, institutional and political
contexts in order that broader extrapolations may be possible. My presentation and
analysis of data promotes the transferability of the findings. Transferability is a way
to connect the issues identified and make inferences beyond the borders of this
dataset and the experiences of this particular participant group (Braun and Clarke,
2022, p.143). Three salient overarching themes were generated from the interview

and documentary data; | now discuss each of these in turn.

9.2 Theme 1: Achieving the ultimate purpose: (Third)
Mission Impossible?

There was a clear tension between how Alba University presented its attitude to

community engagement within its internal and public-facing documents. The latter

portrayed an institution which was committed to being considerate to and

contributing to the local community. This was echoed by university leaders and

managers who emphasised the integrated nature of the university’s missions:

research, teaching and the third mission. This closely mirrors Goddard’s model
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(Figure 1-4) of the “Civic University” where the three missions interact cohesively.
The majority of practitioners expressed opinions about the university’s priorities
which aligned closely with the “Civic University” model. However, their experiences
were that the University’s priorities, manifested in its internal policies on promotion
and work allocation, were more closely aligned with the model (Figure 1-3) of the
“Un-civic University’(Goddard, 2016). Internal literature, including promotion and
work allocation guidance supported this view and in some examples, this message
was implicit even in public-facing literatureThe civic and un-civic models (Goddard,
2016) were relevant to understanding what academic staff and the University
believed the ultimate purpose of a university to be. In Goddard’s (2016) model
(Figure 1-3), society, sits outside of the institution and could be interpreted as
representing a very local concern (.e.g., local communities) through to the idea of
global communities. Therefore, aims such as widening participation and societal
challenges such as socio-economic deprivation require very different approaches

depending on the scope of its intended impact i.e.whether it is local or global,

The way in which the Scottish Government and the UK Government, described the
purpose of a university mainly in economistic terms and the third mission as
knowledge exchange, impacted the internal policies of the Alba University which in
turn affected the sustainability of CEL projects. An economistic interpretation of the
University’s ultimate purpose is also apparent in the University’s international
university rankings and creates an attractive destination for prospective international
fee-paying students to study at. Such opportunities are presented by UK and
Scottish Governments as being desirable for society and as such implies that the
ultimate purpose of universities should be strongly connected to facilitating national

economic growth.

Academic staff at Alba University conveyed a broader interpretation of the ultimate
purpose of the university. For example, staff cited status, omnipresence in the city,
prestige and wealth as reasons why it should “give back” to society and in particular,
the local community. Both practitioners and university leaders and managers,
described this as the university’s responsibility and duty to its local community in the

form of research that was directly beneficial to society, CEL and directly funding
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community engagement projects. | frame these expressions of duty and
responsibility as deontological ethical commitments. However, participants would
often fail to clearly distinguish between what was their personal responsibility and
what was an institutional responsibility. | discuss in section 9.4, how this may have a

negative impact on the individual practitioner.

In practitioner accounts of their CEL projects, a consistent understanding of CEL was
expressed, even if they talked about it more specifically (as service-learning) or more
generally (experiential learning or outreach). Accounts were consistent in how
practitioners drew a clear line of distinction between CEL activity (recurrent,
reflective, staff-facilitated and supported, and of use to community) and more
irregular or ad hoc community engagement (one-off volunteering). While university
leaders and managers were more likely to consider many forms of university-
community engagement to be valuable to both parties, CEL Practitioners considered
their practice to be more valuable in terms of promoting different types of student

knowledge and individual flourishing.

The idea of promoting individual flourishing was expressed through notions of
capability expansion (Nussbaum, 2011), where practitioners talked about giving
access to services that individuals and groups would not otherwise be able to afford.
For example, Caitlin’s community school project, free legal services, exposure to the
arts for children and involving patient groups and prison inmates as co-researchers
with undergraduate and postgraduate students. | argue that this is a clear example of
what Maclintyre describes as collective deliberation within the context of community

and its traditions, for the common good (MacAllister, 2019).

Closely related to the idea of individual flourishing is that of emancipatory critical
thinking which | discussed in section 3.2.4. Practitioner accounts of the benefits of
CEL (in section 6.2.3) for their students were examples that aligned closely with
Kreber’s account of cultivating the civic-minded graduate in which students are

encouraged to pursue different types of knowledge:“(1) instrumental, (2) interpretive
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(or communicative) and (3) emancipatory knowledge” (Kreber, 2016, p.80). Finally,
there were several accounts of students’ experiences causing them to question their
previous assumptions about tradition, ideology and power structures within their
future professional context which Kreber calls emancipatory knowledge. Often, these
experiences were a result of formal reflection which emerged as the most widely

used form of student assessment on CEL courses.

When asked what they thought the ultimate purpose of a university was, participants
commonly spoke of the University’s unique function i.e., its missions. Participants’
accounts of their CEL activity support the idea of the ultimate purpose of a university
being for the common good. In chapter 0, for example James believes that “we [Alba
University] get a lot from the community [...] | think we can learn a lot from just
getting out there and talking to people” while Matthew and Andrew both broach the
idea of creating enlightened citizens who will contribute to a flourishing society. This
is clear in the description of local communities and the expressed idea that CEL
helps to cultivate civic-minded graduates. Students are given the opportunity to
interrogate theory through their practice and by doing so generate, not only
instrumental knowledge but also communicative knowledge and phronésis (see
section 0). Throughout the data, staff highlighted the key benefits of CEL for
students, which | argued could be categorised under “gaining emancipatory

knowledge”.

Alba University students tended to be from the more privileged backgrounds. Some
practitioners agreed that exposure to wider sections of society helped students to
foster meaningful encounters with people facing challenging life circumstances such
as those related to poverty, substance use, and ill health. CEL placements or related
activity commonly took place over the period of one or two semesters. This,
compared to one-off volunteering, was considered by practitioners to be much more
meaningful. Existing literature (Butin, 2006; Butin, 2010b) highlights the danger of
Service-learning resulting in a kind of “poverty tourism” which reinforces unhelpful
stereotypes (Deeley, 2022). Practitioners believed that this would be more likely in

the case of short-term volunteering without structured critical reflection and
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practitioner support. Practitioners considered students to be future civic-minded
professionals who might go on to hold powerful positions in society. Therefore, they
argued that it was important for students to be exposed to the reality of societal ills
and its impact on individuals to enable them to empathise with individuals from very

different backgrounds.

The data confirmed that CEL experiences could disrupt students’ assumptions about
concepts such as social justice and fairness (expressed through student critical
reflection), and create spaces where irresolution and ambiguity about ethical
decision-making could be observed and experienced (Himley, 2004). This idea of
cultivating phronésis or practical wisdom was commonly emphasised by practitioners
as an important aspect of CEL that could not be simulated in a traditional classroom
setting. This finding supports the need for educator-facilitated critical reflection to
complement theoretical study (MacAllister, 2018), Nussbaum’s (1997) narrative
imagination, for example. Furthermore, especially in projects where students work
with community members as co-researchers, this creates fertile ground for cultivating
the kind of “Educated Public” espoused by Maclintyre (1987). In other words, citizens
engage in reasoned and meaningful dialogue together to make informed decisions

about public policy.

Recent polarising political events, including the referendum concerning the UK’s
membership of the EU, highlighted the detrimental effects of not consistently
engaging in dialogue as an Educated Public. In discussions about the third mission
and the ultimate purpose of a university, Brexit was only mentioned by one
participant, specifically someone from a BAME category. This limited mention of
Brexit in the broader discussion on Alba University's ultimate purpose suggests that,
within the scope of this conversation, participants did not extensively consider or
perceive Brexit as a prominent factor influencing the University's internal dynamics or
its approach to community engagement. Another explanation for this could be that
the aftermath of Brexit had been overshadowed by the global Covid-19 Pandemic;
participants were interviewed during initial lockdown periods. Nevertheless, the

emphasis remained on the institution's missions, internal policies, and the perceived
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responsibilities of academic staff and leaders toward local communities. Through
their accounts of teaching and research activity, practitioners express an
interpretation of the third mission which accords closely with what | argue to the
ultimate purpose of a university. University leaders and managers express this
through their accounts of what they view as the essential duties and responsibilities
of a university: producing applicable, useful research that contributes solutions to
society’s problems and designing teaching activity that develops students’ civic-
mindedness. For leaders especially, the idea that the three missions were
intertwined prevailed. Common good aims are somewhat reflected in public-facing
institutional literature, in its aspiration towards the University becoming a “good and
welcoming neighbour”. However, it, is significantly undermined by a preoccupation
with profile-raising and economistic aims which are evidenced in the internal

institutional literature and associated policies.

9.3 Theme 2: “How to seem virtuous without actually being
so”
A key focus from my investigation is a need to interrogate our current understanding
of what universities are for. Following Macintyre (2007), | argued that institutions will
be vulnerable to being excessively influenced by the dominant political imperatives of
the state. In particular, the acquisition of “external goods” i.e., goods that have
extrinsic or instrumental value: fame, wealth, power, status which Macintyre (2007)
considers to be the concerns of institutions, including universities. Therefore, the
idea of a university having a clear set of agreed values and to have them permeate
and influence the actions and decision-making of individual academic staff and

students is crucial.

Findings confirm that a lack of institutional support can corrupt practices of
community engagement. The University of Alba, in its public facing literature,
presents itself as a “values-led” institution; a concept which was echoed by leaders
and managers engaged in my study. University leaders making normative claims
about the Alba University being values-led had only recently been adopted (see
Jack’s comment in 7.2.1). This was described by one leader as an important shift

within the last decade, from a reluctance to refer to institutional values, to explicitly
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describing values and including them in strategic documents and the literature on
graduate attributes. The stated values are an expression of what the institution’s
leaders believe to be important, rather than a reflection of the range of values that
will be identifiable across a large university or the manifestation of any stated or
implied set of ethical principles. In some cases, the values may even conflict with
ethical practice, for example, pursuing excellence or ambition. Repeatedly in the
interview data, Practitioners questioned how committed the institution was to the

community-engagement activity it actively promoted in its public-facing literature.

University leaders and managers’ views on the idea of the University being “values-
led” generally aligned with the external institutional literature. University leaders and
managers clearly distinguished individual values from institutional values with some
even using the term “politically neutral” to describe what they considered to be
appropriate. While many university leaders and managers identified themselves as
holding politically “left-wing” views, most identified the concept of community
engagement as being attributable across the political spectrum. Other participants
disagreed that political neutrality was possible and stated that their personal political
beliefs had a significant impact on the choices they made in their professional roles.
Similar to writers such as Kagan and Diamond (2019), University leaders and
managers noted that while there was, theoretically, a distinction between experiential

learning for social rather than economic interests, in reality this was often blurred.

As a group, Practitioners were less confident in recognising the University as
“values-led” compared to University Leaders and Managers. Most had no awareness
that the University had a stated set of values and those who did expressed
scepticism about the intentions of the institution when the University’s literature
promoted itself as having a de facto CEL commitment. Which, rather than helping to
cultivate internal goods, was seen as an exercise in the pursuit of status, to justify
their relationship with local communities, and maintain good public relations in
general. This illustrates Maclntyre’s (1999a, p.122) concept of the “fagade of moral
consensus” where moral disagreements and tensions can be obscured by rhetoric.
Following Maclntyre’s (1999) distinction between genuine virtues and counterfeit

virtue and Hursthouse’s (1999) four conditions for virtuous action, the evidence from
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my study confirms that being values-led is not synonymous with acting virtuously. In
other words, advocating certain values in public-facing literature is not the same as

actually being led by, and acting upon, those values.

Practitioners reported receiving differing levels of institutional support through their
departments and colleagues. Levels of support ranged from ring-fencing department
budget for CEL projects, colleagues offering advice and moral support to managers
fudging existing work allocation hours. Practitioners also reported other experiences
ranging from receiving more passive or ambiguous support (“silence” or publicly
praising the CEL activity without supporting it with resources) to withdrawing
resources from CEL projects, de-prioritising CEL in favour of income-generating to
expressions of disapproval. There are clear examples within my study of staff
expressing frustration towards the institution because of a perceived lack of support
for their CEL projects, especially when this was coupled with a willingness of
University leaders and managers to use their projects as examples to generate good
publicity. The example of CEL consultancy service for staff, students and community
partners at the University College of London demonstrates institutional commitment
to CEL which will be visible both internally and externally. This example would seem
to align more closely with Goddard’s (2016) model of the “civic university” in that
CEL is centrally financially resourced and therefore good practice can be proactively

shared and disseminated amongst the community of practice (Wenger, 1998).

Participants in my study generated numerous examples of individual action taken for
the pursuit of what Maclintyre (2007) terms “internal goods” i.e. goods that have
intrinsic value and are characterised as being good for the whole community who
participate in the practice (Maclntyre (2016, p.50) uses the example of participating
in an orchestra). Caitlin’s community music project, Ross’s participatory research in
prisons, and Erin’s inclusion of “Experts by Experience” as teachers on her course
are some the examples of this. However, the lack of institutional support was seen
as undermining or corrupting these practices. As well as the more explicit examples
of academic staff being discouraged from pursuing CEL activity, more commonly,

corrupting a practice in this context manifested as a lack of supportive institutional
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infrastructure (e.g., precarious contracts, lack of central promotion or coordination;

lack of work allocation, lack of staff recognition through promotion processes).

Academic staff elevated the effort required to deliver and coordinate CEL activity
above traditional research and classroom teaching and assessment practices.
However, the work allocation model (see 12.4) did not account for these differences
and although managers could compensate for this in other ways, this often resulted
in having less time for activity which could contribute towards promotion. Against a
backdrop of industrial action, rising living costs and pension cuts this issue emerged
as particularly salient amongst staff. Also, unlike traditional research and teaching
practices, participants were either ambivalent about the positive impact of CEL work
on their career progression or outright scathing of its detrimental effect on their
careers due to the opportunity cost of not having used the time to conduct and
publish research. Academic staff supported the idea that staff undertaking CEL
activity did not have the same currency as traditional research or teaching as it was
not equally valued. This was particularly evident, in the way in which third mission

activities were explicitly deprioritised during the Covid-19 pandemic.

Practitioners cited receiving peer support from staff involved with the University
Community Engagement Forum. However, not all participants reported that they
engaged as much as they wanted to because a lack of capacity; some participants
reported that they had not heard about the forum at all. Those who were aware of
the University’s Community Engagement Forum generally praised its communication
and organisation while also acknowledging that the institution would need to invest
much more into coordinating and mapping CEL activity if this kind of activity were to
be embedded within institutional missions. However, without more formal processes
in place to have community-engagement projects approved and scrutinised, similar
to how research proposals go through an ethics committee, as Chloe suggest in
section 7.2.3, there was a threat of harm to the University’s reputation and the lives

of people involved in and outside of the University.
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University leaders and managers spoke of “pockets of excellence”, and of their wish
to avoid “over-control” or undermining the enthusiasm of individuals and groups
taking part in small projects. In one way, this would seem to support Maclintyre’s idea
that small-scale community projects are much better equipped to challenge unfair
social and economic 