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Abstract: Problem statement: Whilst evidence continues to highlight disparity Hligher Education
(HE) participation rates across social groups.glwentinues to be small numbers of young peopla fro
social groups 4-7 choosing to go to university. ldeer, university experience varies across theréifite
social groups and differing social positions apgeanfluence the higher education institution &fois
apply to and secure places in. Whilst this raisesstions concerning the potential for social mohilt

also points to issues concerning how young peaoplt® are first generation students, cope with the
emerging theoretical distance between themselvels their families, once they begin to embrace
university life (an issue that can negatively intpae student retention and achievement). A body of
literature deals with such issues within institnidhat are considered to be elite, but therdtis that
focuses specifically on students within post-198&itutions-institutions that tend to be viewedess
prestigious Approach: This research attempts to fill this apparent gagxploring the ways in which
first generation students within a post-1992 insth understand and explain their identity
transformation as they progress through their \grdduate programme. A qualitative approach was used
to gather data. A questionnaire was administered ¥ear 1 undergraduate cohort (comprising 120
students) in a post-1992 institution. This approaels used to establish a sample of first generation
students. All students who identified themselvefirasgeneration students were emailed and invited
take part in the research. Semi-structured inteivieith 10 students took pladeesults: Results would
suggest that when students continue to live at hasmiést studying, their identity transformation or
transgression from a family based habitus is ngirasounced as for students who leave home and live
on campus.Conclusion/Recommendations. This research has potential to inform H.E poliay o
transition processes and retention and contritot@srecognition beginning in the literature that all

first generation students see higher educatioraasgression.

Key words: Higher Education (HE), Office of National StatistiONS), Index of Multiple
Deprivation (IMD), widening participation, identityansformation

INTRODUCTION 1992 that place an emphasis on teaching which are
often perceived as being less prestigious. The
Following political attention to widening consequence of this divide results in institutions
participation, the UK higher education landscaps habecoming synonymous with particular social
expanded to meet increased student demand (Blandelemographics where ‘there are large socio-economic
and Machin, 2004). Similar patterns of expansiomeha and ethnic gaps in the likelihood of attending af H
been observed internationally (Agasisti, 2009). Thenstitution with high status (as measured by redear
growth in student numbers brings a theoreticallyintensiveness)’ (Chowdrgt al., 2008). The Higher
diverse student population, within which socialifos Education Statistics Agency data
appears to play a determining factor in the type ofhttp://www.hesa.ac.uk/index.php/content/categadBy/2
higher education an individual student, would 2/141/ for details of participation rates) alsoicades
experience (Archer and Hutchings, 2000; Platt, 2011 that institutions perceived as being elite attrtv
In the UK, there are perceptions of a binary dedton  majority of their students from the higher social
between research intensive institutions (identifeesl groups as illustrated in Figure 1 (this figure eg@nts
being elite or ‘top’ institutions) and those formpdst a sample of UK HE institutions).
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Fig. 1. Russell group Vs. Post-1992 universitiestiBipation rates of SEG 4-7

The difference therefore between the two groupsigher education and the ways in which a habitusbea
would indicate that there is less social differerarethe  adapted through its exposure to specific expergence
occupation of different social spaces (Bourdiel @l  Writing Bourdieu and Wacquant (1992) emphasise this
amongst the student body at a post-1992 institutiopoint by stating that although habitus is a prodoict
when compared with traditional universities thataatt  history (and therefore predictable to some exieigtgalso
fewer students from social groups 4-7. Thus the..an open system of dispositiorthat is constantly
composition of HE appears to reflect wider socialsubjected to experiences and therefore constantly
inequalities with higher percentages of middle €las affected by them in a way that either reinforces or
students continuing to secure places in traditi¢eie)  modifies its structures. (Bourdieu and Wacquan§2)9
universities and working class students (who as® al Reed-Danahay (2005) elaborates on this and argues
predominantly first generation students) enteriogtp  for poth a primary and secondary habitus: where the
1992 institutions (Archer and Hutchings, 2000). i imary habitus is constructed and maintained iou
habitus (Bourdieu, 1997) is one of the most coptést g3y “interactions and connections and the seagnda
Bourdieu’s theoretical tools (Reay, 2004) it do@s g papinis s developed through enculturation within
SOmMe way 1n hglpmg to et))(lpl?]'n \t,\?_ehyva);]s n Wf}!oﬁjﬁ' educational experiences. This perspective offerseso
_?_ﬁger?é'ggsgtgf ggtt;bﬁ:thei‘n 'Sa f?tl (E)tom ;c: dl_(|aE 'c;hb' flexibility in interpretation of habitus and allovissights

P 9 m into the ways in which first generation studenterapt

E?sctlagg%e?gzozeipuéiﬁ?snﬂg;%ﬁstr:golrgclg rg?'g&?;z f to establish a sense of fit within a field with akithey
care not as familiar as their middle class peers.

with the field. That is, some young people are mor . o . .
appropriately equipped, through their class based One way in which first generation students essabli

habitus, to be aligned or already ‘adjusted to the? f|t_ mthm the field of gducatlon, is to occupyages in
immanent demands of the game’ (Bourdieu, 1990a)nstitutions that_ have fallgd to acquire the samegived
Adjusting to the game requires first generationishts ~ Status as traditional universities (Archer al.,, 2003;

to deal with what is unfamiliar, or rather becomingL€athwood, 2006; McNay, 2006). Whilst this is not
conversant with the particular doxa inherent withinintended to be a foregrounding of a deficit modeH&
education. In a Bourdieuian analysis, this requiasitus ~ participation it does illustrate the way in whichet
transformation or the acceptance that people frben t ‘classed policy regime’ (Ball, 2003) structures the
same background may have ‘more than one identfiablexperiences of those not fully conversant with rilles
habitus’ (Nash, 1999) and are therefore pre-dishase of the game (Bourdieu, 1990a). The particular class
establish a fit earlier than others from the sawmeas based logic (Bourdieu, 1986) at play in universitpice
position. This goes some way in explaining why somedetermines the types of institutions first generati
young people from non-traditional backgrounds dingm  students consider. This is partly due to their toebi

127



J. Social i, 8 (2): 126-134, 2012

which has driven the choice process in the firgt@] but  programme, were invited to participate in the restea
also a manifestation of the need to ‘fulfii a sbcia This provided us with a longitudinal aspect to the
function of legitimating social differences’ (Boied, research in which we could consider the idea dfange
1986): Differences that result in the inequitablejn habitus over time, but also to uncover the ways
distribution of social groups across the HE sector. _which the institution influenced the transformation
Whilst a number of possible explanations for th'Stransgression of a class based habitus. Students
s_ocial group distribution centre on academic ardaso comprised 210 in total and ranged from 18-25 in age
maégﬁ;rd;%’ er%?g(’:zeRfsel’gglﬁs%arTo'g’é?” S}(Qe%;s The methods used within this research seek to
’ ' ' ' uncover the complexities of identity transformation

1997; Reay 2001; Walkerdirgt al., 2001) there is little through the students’ understandings and perceptibn

research that focuses on the influence that itistits .
: : . o - how they believed they had changed as they progpless
have on the identity formation of widening partaiion through their undergraduate course. In order tdoe&p

students (The terms widening participation andt firs . . i
generation student are used interchangeably tesept this issue, the following methods were used:

students who were first in their family to go to . .
. . . . ¢ Questionnaire

university, given the strong correlation found betw E-mail —

the two) in post-1992 institutions. In particulthere is -mal commu_nlcatlo_n

currently insufficient information about the natupé *  Focus group discussion

their transformation or ‘transgression’ (Bourdi¢999) ¢  Individual interviews

from their family based habitus. This research sdek o _ _ o

fill this apparent gap by focusing on identity The initial questionnaire was administered to the

trans/formation. Taking a Bourdieuian perspective i Year 1 cohort across an undergraduate joint honours

explores the result of a habitus that theoreticatiters a education programme and was used to establish a

field with which it is not familiar (Reagt al., 2005).  sample for that year group. Post-codes were entered

With a focus placed on the notion of habitus ciReed- jnto the Office of National Statistics (ONS) weltesi

Danahay, 2005) it specifically utilizes Bourdieu's {5 gptain an Index of Multiple Deprivation (IMD)
theoretical tools to ask questions about the em@tlon  ¢.re which is based on a range of measures

of working class students into the middle clas# figf including housing, rates of crime, education leyels

education and in particular, the ways in which the ' .
institutional  habitus  influences  their identity health_ and unemployment figures. The highest rank
score is 32-248 and the lowest 1.

transformation. With that in mind the following ezsch - §
questions will be addressed: Post-code information was used to explore student

background-and in particular whether they had come
« What factors influence identity transformation of from a low-participating background (a geographical
widening participation students? area that sends few students into HE). All studeitts
* How does an evolving identity impact on the identified themselves as first generation studevese
sense of belonging both within the institution andcontacted by email and asked to volunteer to take p
within social groups? in the research. In addition, the same email was®at
to Year 2 and 3 students. Two focus group intergiew

MATERIALSAND METHODS and ten individual interviews were conducted.

Bourdieu states that ... the goal of sociologtois

uncover the most deeply buried structures of theethics: This research complies with the code of
different social worlds that make up the socialPractice for the conduct of educational research as

universe, as well as the ‘mechanisms’ that tend t@rovided by the British Education Research
ensure their reproduction or transformation. Association (BERA, 2004).

Bourdieu and Clough (1996) with a focus on the
idea of habitus transformation/transgression, shigly, Findings. Post-code data gathered from the
although located within a wide body of researchquestionnaire indicated a wide spread of social
concerning university choice, is also situated with backgrounds with some appearing to illustrate low-
policy discourses around widening participationtlie  participating backgrounds and others not, as
UK. Students, who identified themselves as beirg thillustrated in Table 1. In teasing out the compiexif
first in their family to go into higher educatioagcross student identity, three areas of influence emerged:
three years of an undergraduate joint honourdnstitutional; family; peers.
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Table 1: Post-code analysis has been relatively high over a period of time, ynan
First generation student  yong people progress into HE, the majority of &lul
IMD rank score No. of students  Yes No have level 4 or 5 qualifications and there are levels
16,-449 (low participation of unemployment. This raises important issues
backgrounds) 14 10 4 concerning the way/s in which students are accaiiar
25‘336{%’98227 1]3; 2 ‘; into the HE context given that, theoretically, sowi#
10.348-32, 348 31 13 18 be more pre-disposed to its practices than otfés.
Total 69 36 33 homogenisation of young people into one student

identity is therefore problematic and raises issios
It is acknowledged that these are inextricablyacademics in terms of how widening participation
linked and that there is an ‘inevitable degreew#rtap  students are integrated into university academig¢ an
and blurring of boundaries between peer group, lfami social life (Lightfoot, 2009).
and institution’ (Reayet al., 2005). However, what Whilst literature highlights the ease with which
came across clearly in the interview data was aesef  mjddle class students appear to make the transition
students being able to establish a fit within theyg (Power, 2003), such analysis is based on therpin
institution because of the support networks theyl ha yistinction between a working class and middle slas
outside of the university through for example, thei jqentity In addition, it is no longer possibledonsider
fam|[y and fnends..We now discuss these areas "Ytudents from perceived wealthy backgrounds (as
et o e nicatedty  igh D ank score) o g
P 9 ' history of HE as the findings from this post-code
RESULTS ana_lysis would _suggest. Ir_l terms o_f establishisgrase
of fit (whether in academic or social terms), tloeus
Results would suggest that when students continuef this study has therefore been placed on thetfeatt
to live at home whilst studying, their identity the students have identified themselves as first
transformation or transgression from a family basedjeneration students and as such do not have ayfamil
habitus is not as pronounced as for students wéwele history of HE. From this understanding, the researc

home and live on campus allows us to uncover the extent to which a habisus
malleable and adaptable to context (Byrom, 2008g T
DISCUSSION ways in which the students in this study estabtshe

This section provides a discussion of the findingsthe|r sense of fit are represented under threedkem

and does this through a discussion of the post-codg
analysis and also using statements from the stsdent
themseleves.

The comfort blanket of home
Perceived acts of transgression

* Evolving identity
The influence of geographical location: Literature
highlights the tensions that can exist for firshgeation ~'he comfort blanket of home: The ‘cultural
students as they enter the HE field (Reagl., 2005;  characteristics’ (Reayet al., 2005) of a post-1992
Archer and Hutchingsy 2000) Such research focoses institution have been identified as being differémin
students that identify themselves as first genenati those of a traditional institution (Leathwood and
students and who also come under the umbrella dP’Connell, 2003). Many of the students in our study
‘widening participation’ and thus come from low were attracted to the university given its close
participating neighbourhoods. However, post-codeproximity to home, confirming literature that sugte
analysis from this data would suggest that thethat working class students lead localised livesali,
boundaries of what constitutes a widening2006). The idea that university can influence alsti
participation student are somewhat blurred givem thidentity needs to be considered in light of the
spread of first generation students across therif§  propensity of the students to remain in the farniyne.

IMD rank scores. Rob, for example explained:
In this sample, there are 10 students from areas Because | live at home still, | had that kind of

considered to be low participating neighbourhooald a comfort blanket of when | went home, it was likatth
13 who come from areas where academic attainmertrst day at school, my mum was like how was uni,
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what have you done and everything like that andrfer Josie also emphasises the strong pull to remain at
that was really nice because then | could let odttall home, but not in the same way as Kelly. Josie
her how | was feeling. (Rob: Interview: 24/1/11) highlights her lack of familiarity with the HE figland

Kelly also found that she needed the familiarity o the re-assurance she gained from remaining at home:
her home surroundings to help her settle into  Uhm, | don't know really, it's just like, going
university. Initially Kelly moved into halls of somewhere where I don't know, don’t know anyone, |
residence on the university campus, however foundon't really know what I'm doing, I'm all confuseahd
herself sharing accommodation with students who shgust the whole added things, like | don’t’ know wihise
quickly disassociated herself from: ...but it wasny  hell’s going off, at least if I'm at home then agabt |
with really immature drunks basically-you'd get veok  know some things. (Josie: Interview: 22/2/11)
up, my body clock would be totally out, becauseythe Jo also gains her sense of belonging from home
didn’t shut up until 5 o'clock in the morning anldeh  justifying her decision to attend a local based/ersity
youd sleep half the day, but then in the evenindon the basis that she is ‘a homey kind of girl’:(Jo
because there’s no-one at lectures, you'd all beénterview: 22/2/11). In addition, Jo also descritbesv
socialising so you'd never get any work done beedus she feels supported by her family:
was up half the night because | couldn’t sleepigjusbt When | do my uni work they kind of let me have the
didn’t work. (Kelly: Interview: 23/3/11) whole of the dining room, like they'll eat and thieave

Kelly further emphasises the difference sheme to it, my mum will cook me some food, like shasw
perceived between herself by describing the rowgive ke remember to cook yourself some food, but nbells
established once she moved back home: say like there’s some food in the freezer thatteaaly

| think it’s, a lot of my friends are ones thatidit  cooked if you want it and they also understand ivhyup
go into halls, they lived at home and obviouslyvet!  at 2 o’clock in the morning which is nice. (Jo:entiew:
at home from 6 months in-I moved home in the March22/2/11)
of Year 1 and | just commuted since and a lot afpbe The sense that ‘they’re all in it together’ comes
are like that so we've kind of dis, dis, what's twerd,  through strongly in Jo’s narrative of why she chose
separated ourselves from the people who have reallp stay at home, however, in relation to the key
embraced themselves into university life becausel we questions posed above some initial insight into our
literally come like it was at school, we'd come ashmi ~ current third year students would indicate thatréhe
our lectures, or we might spend a couple of houtké ~ aré some tensions l_aetwe_en family members and their
canteen having a chat, or spend a couple of hautssi  d€Cision to go to university.
library doing some work but then we go home and we ) .
wouldn't come again until the next lecture (Kelly: Perceived acts of transgression: Some of our
Interview: 23/3/11). students highlighted the dl_S(_:omfort that f_amlly

In Bourdieuian terms, Kelly has identified a members h‘ad about thelr’ decision to go to universit
theoretical distance between herself and her pmers-Where the ‘transgression’ is experienced in terms o
the occupation of differing social spaces (BourdieuPursuing a path that is not necessarily supported b

1998). This identification resulted in Kelly moving the family. For example, Ella states that being the

back home, where she was supported by her famy arfirSt in her family to go to university is:
[s] cary, a lot of emphasis is placed on how well

therefore did not have to reconcile the apparen& h di ith hoi
differences she felt between herself and otherestisd o, they [parents] disagree with my career chowe s

e, . : there is a lot of pressure to do well and proventhe
of the famiy based habitus, was. therefore removedo1: (EV: exmail communication: 10-12-10)
Y " Rob also hinted that all was not well within rasrily

This is further emphasised when Kelly was _askedas he went through the process of applying to usitye
where she felt she belonged. Her response indieates My dad would have liked it if | had gone straight

stronger pull to home: _ into work, my mum would have been horrified because
At home. | come here twice a week and go homgne \would have thought well, you've got the GCSEs,

again. | don't really like Nottingham to be hondshink you've got the A levels, it would be stupid notdo

of it like school-you have to go home afterwardscuse  and further that even more. Where dad, | think he’s

| live at home and maybe that's why | don't live in quite scared of education because he didn’t hayeod

Nottingham and why | didn't push to live in Nottimgm  experience whatsoever at school, like he left schoo

for longer. (Kelly: Interview: 23/3/11) 15, then like literally on that Monday, like hetleh the
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Friday and on the Monday he was in a job and hd kinyounger and what she considered as less mature
of has that idea that everyone should do that,etherstudents. She firmly identifies two types of studen

shouldn’t be any academics or anything like thabk:
Interview: 24/1/11)

There are two types of student-you've got your
drunken immature students and then you've got the

For our students, ‘spatial notions of proximitydan ones who are here to get a degree, they're naeisited
distance’ (Reayet al. 2005) help us to understand the in anything else. The drunken immature ones tertzkto

process of transformation and/or transgressionishat
play during their time at university. The studeint®ur
study discuss their attempts to belong in variacsas
positions where the stability in their own identity
disrupted through their decision to enter the H&dfi
For Josie, this is felt more in relation to her pgmup
outside of university where she feels the pressare
undertake various roles:

It's just like, | feel like | do so many differenbles
in my life, it's just like, I'm a student, I'm a gfriend,
I'm a sister, I'm an aunty, I'm a friend and it'&e,

people I'm around outside of uni, they need me mordime’ (Kelly:

than the people inside uni so I'm like there foerth
more. (Josie: Interview: 22/2/11)

younger and male, | would say but that's from whiom
lived with, because the majority of people on tharse
are female and | don't socialise with them. Theeoth
type is older, with children, they don't’ need te & lot
older, but having already worked or have a jobtbeo
responsibility where coming to university is moreao
risk (Kelly: Interview: 23/3/11)

When asked who she identifies most with, Kelly
responded ‘definitely the older ones’ (Kelly:
Interview: 23/3/11) disassociating herself from
students who ‘basically go out and get drunk ad th
Interview: 23/3/11). Josie struggled
much more with her emerging self and there appeared
to be much more self-questioning than in other

Importantly Josie also goes on to explain that hestudents’ narratives as illustrated below:

‘non-university’ friends do not fully understand wh

I kind of thought, uhm, this is interesting. But

she chose to undertake a degree course when they havhat am | doing here Josie? What are you doing
made different choices, especially those who havénere? When | first came in, | thought oh it's alrig
become teenage mothers. The degree of separatidts not that big, so when | first got here | wakel,

Josie feels in relation to this group is expresseter
not quite knowing where she really belongs, a sitna
reflective of a habitus in conflict with itself, avhere
the primary habitus (Reed-Danahay, 2005) is printgct
itself against ‘crises and critical challenges’ (idieu

ugh, but then after a few months | felt yeah, it's
alright, it’s alright, you can get used to this tsof
thing. (Josie: Interview: 22/2/11)

There is a sense in which Josie took small stegs a
constantly matched up her experiences with her

1990a) through processes of alignment and wher@nderstanding of her own identity. She did go on to

identity re/formation takes place.

describe the ambiguity of her social position-‘iot quite
there yet' (Josie: Interview: 22/2/11)-further eutating a

Evolving identity: Bourdieu describes the difficulties sense of dislocation in terms of understanding the
in establishing position ~within social fields as gisjuncture between her ‘university’ self and heutside
individuals attempt to develop an ‘inherent part of ,yersity' self. Here, the notion of habitus clivé

Ee!{onging’ (r]B(:U{gieu,t 10?90':)). The ?ompeting tﬁ_nzion gourdieu, 2004; Reed-Danahay, 2005) is helpful in
etween what the studenis were leaving benind an plaining the tension experienced by Josie as she

their attempts to fit into their new contexts, is a . . .

. o attempted to align herself to both social groupsieJalso
consistent theme that emerged within our data.eJosi 0es on to exolain that she does not feel thataatsn
reflects upon this as she illuminates the complex . it pth ioht decision for h Th'gglcb
process of forming friendships as she attempted ggniversity was tne rignt decision for her. IS icou

indicate the extent to which she was not able Ity &lign

gravitate towards similarly minded people. : X , oo
I'd say at first | didn't really speak to anyorimjt | her primary habitus with that of the |ns_t|tut|on.
It was probably the wrong choice for me; | don't

didn’'t mind not speaking with anyone because | ¢idu X ore X '
its alright, I'l be alright by myself. But the mme | feel like | enjoy it and still don't f_eeI qt hométer 3
spoke with anyone, the more | thought it's kind of Ye&rs. | would not recommend university to my fden

alright kind of thing-they’re all similar to me kinof ~ Unless they were sure they knew what they wanted to
thing. (Josie: Interview: 22/2/11) do in life, this has left me more confused than mvhe
Kelly also goes through the process of working outcame. The idea of coming to university is bettemtit
who she fits in with. Having worked for a year prto actually is (for me). (Josie: e-mail communication:
coming to university, Kelly dissociated herself fro 22/1/11)
131
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Whilst theoretical social positioning would sudges
that Josie should be able to align herself withthbitus
of a post-1992 institution, this was never achieved
Reflecting in the final year of her course, shesillates
how she has reconciled herself to being ‘different’

In year one | was more focussed on fitting in and
making friends and worried what people would thirfik

me and if they would judge me. Now | have accepted

that | am different and | don’t care what peoplkh

126-134, 2012

institution. This process involved becoming familia
with the particular institutional habitus and findi
ways of adapting to its practices that both strectu
and are structured by the student body.

CONCLUSION

There are initial indications that work around
widening participation students’ identity could|tebk

or might think about me. The big change is me beingomething about the ways in which such young people

ok with not fitting in. (Josie: e-mail communicatio
22/1/11)

transform throughout their undergraduate programme
and the ways in which they adapt to the context of

The social arena is one way in which studentsyniversity life. The process of adaptation is natitem

begin to construct their HE identity-the otherhsough
their academic studies. Molly for example statéise
feelings | still get about being at university liat | still
doubt if I am ‘clever’ enough to be here’ (Molly:neail
communication: 15/1/11). Lucy also reflects on how
she felt about academic work stating that she wa
‘worried that the work would be too hard’ (Lucy: e-
mail communication: 10/1/11). Such questioning of
position is consistent across the sample althougha
position that goes unarticulated with academic rtuto
Bourdieu and Passeron (1977) offer insights ini® lly
exploring legitimacy of position-should studentsmitd

free despite the idea that ‘going to higher edocati

[has] become far more normalized than it once would
have been’ (Thomas and Quinn, 2007). The
deliberation of the tension between ‘transformdtion
and ‘transgression’ is therefore extremely complex.
This complexity is further emphasised by the fuzzy
boundaries of what constitutes a widening partidjpa

student. Exploring this issue from a Bourdieuian
perspective would suggest that students from
neighbourhoods with high IMD rank scores would
establish a fit with HE because assumptions areemad

that they do not understand the academic aspect @Pout the levels and relative weighting of the wasi

university life, their occupation of a student @ac
becomes questionable for the students in this stiniky
impact upon their feelings of confidence about Wwhet
they deserve to be at university. This becomes evae
open to scrutiny in Year 3, as students acknowledye
increased demand in the requirements of acadesks.ta
Kelly, for example states about the final year:

| don't like this year because there’s too much
pressure. If it was designed differently so thag¢ th

forms of capital they possess (Bourdieu, 1986).
However, it is clear that this form of analysis maot

be adequate in identifying those who appear tdfibk *
out of water’ (Reayet al., 2010) particularly given that
the majority of students in this study found waws i
which to establish a sense of fit with the insttnt In
terms of considering this as an act of transgressam

a family based habitus, it is evident from thisdgtthat
this is not the case as the majority of studenfagdnfelt

second year was say 40% and the third year wasl60%supported by their families. As such, the famibesame

think | would have pulled my finger out of my baides

a bit quicker and got on with doing, then | woulavh
got my work up to the academic standard then rath
than having to make a massive leap now becaus& | ju
thought, it's only 20%, | just need to pass it, véas
actually if 1 had got a good grade then it couldiéha
taken the pressure off a bit now (Kelly: Interview:
23/3/11).

Whilst it is evident that students found the
demands of academic work challenging at timesy thei
sense of belonging to the institution clearly depeld
over the three vyears of their

an important component within the process of habitu
adaptation. This could be representative of geiomalt

dpabitus shifts (Byrom, 2010) where there is inceeas

acceptance of HE participation amongst familieheuit
a previous history of education at that level.

It is evident from research (Reay, 2001) that
institutional habituses are ‘by dint of their caclige
nature are less fluid than individual habitus’ whic
places the focus on students to adapt to theiregont
This has implications in post-1992 institutions wéhe
the lack of alignment with the institution couldcateto
issues of progression and retention. This studiynsly

undergraduategiven the recent move to increase tuition fees from

programme. With the exception of Josie (as disalisse2012 where it is expected that student expectatidns

above), all students involved in the research thtai
the ways in which they had constructed their ideggi

their HE ‘offer’ may change and the influence oé th
institution in identity trans/formation will become

as they became increasingly acculturated within theritical in processes of social mobility.
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