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A Novel Way to Develop Policy and Practice

Tim Deignan

West Yorkshire, Ul1iteci Kingdoll1

Abstract. /n this paper / explore the relevance to Q l11ethodology of the
\vork of J\tlikhail Bakhtin (1895-1975)J the Russian philosopher and
litera1)1 theorist \",hose concept of lHunan lallfquage el11phasised the
interrelationship of all utterancesJ and a vallie-governed experiencing of
the \1/0rid [rorl1 a l11l1ltiplicit)! of unique perspectives. Bakhtin theorised
novelistic discourse as a pO!)lph0 11)1 of contesting voices) \<vith an
interacting diversit)1 of character..."J voices valued over a Inol1%gic
authorial voice. This preference for heteroglossia over lno1109105sia has not
onl)' an aesthetic but also an ethical dill1ension) "vith wider i1nplicatiol1s
be)'ond literature for our individual lives and public society. Bakhtin
e111phasised the plural nature of slIbjectivit;y and the developll1ent of
Ineaning and understanding through the interplay of l11ultiple voices. This
developlnental process requires respect for the voice and values ot and an
Cllls\·verable attitude toward, the other. / consider the theoretical
underpinnings of BahktinJs \At/ork in relation to that of ~VilliaHl Stephenson
and describe 110\1\' Bakl1tin Js concepts and related sociocultural theoly
1night be cOlnbined \vith Q Hlethodolog)1 to develop 1110re ethical,
del110cratic and efficacious polhy and practice in a range of contexts. /
explore and illustrate these developlllental possibilities at a range oJ'levels
\tvith reference to a Q stud).' on POliL}! and practice (Deignan, 2012) that J
carried Ollt in the LIK higher education sector.

Introduction
The title of this paper alludes to the polyphonic theory of novelistic
discourse developed by Bahktin, its relevance to Q lllethodology and
activity theory, and the potential for their conlbined application in
research aillled at inlproving policy and practice by lllodelling the
c0l11plexity of individual contexts and using nlultiple perspectives to
iInprove systenl perfornlance. By way of background J I "viII first outline
briefly nlY own introduction to Q 111ethodology and to activity theory
before going on to describe the origins and developnlent of activity
theory and what I believe to be its cOlllplelnentarities in relation to Q
nlethodology. I will then consider the significance of Bahktin to activity
theory and to Qlllethodology. Finally, I shall illustrate the application
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of an approach cOlnbining activity theory and Qtnethodology, inforlned
by Bahktinian cO~lcepts and analysis, with reference to a study on
dyslexia support in a UK university context (Deignan, 2012).

I first encountered Q l11ethodology during Iny doctoral research at
the University of Manchester. I was looking for ways of 1110delling the
views of students and staff in relation to policy and practice issues in the
post-colnpulsory education sector, where I had been working in colleges
of further education as a tutor and a l11anager in learning support. Doing
this work, I had experienced various policies and interventions, which I
felt did not often respect the cOlllplexity of teaching and learning. Like
nlany of Iny colleagues and students, I felt that interventions were often
ill-conceived and had unintended consequences which could have a
negative itnpact on end-users. Such problenls, resulting fronl

.nlisunderstanding contexts and learners' needs, occurred at a range of
levels fro III top-down goverllll1ent interventions to Inicro-Ievel
interventions involving relationships between individual educators and
students.

I wanted in IllY doctoral research to theorise a better way of
developing policy and practice that could benefit 1110re effectively all the
stakeholders involved. I felt it inlportant that policy-Illakers, educators,
and students should be answerable to each other. I wanted an approach
that had an ethical eletllent to it, which acknowledged, respected and
incorporated the diverse views of stakeholders, actively using thenl to
enhance systelll perfOrll1anCe in a collaborative way. This 1110tivation,
and the contextual cirCUlllstances of Iny research at Manchester,
eventually led nle to conlbine Q Illethodology with activity theory, and
with Bahktinian concepts of dialogislll and heteroglossia. My first
doctoral supervisor, Professor David R~id, who was nearing retirelnent,
first Illentioned Q Illethodology to tlle as a possible research tool (Reid,
1999). At Manchester, there was also a group of acadernics who used
sociocultural theory, which led to IllY introduction to activity theory
through another supervisor, Professor Julian Willianls (Willianls, Davis
& Black, 2007). It seetned to 111e that conlbining activity theory with Q
nlethodology, supported by Bahktinian concepts relating to philosophy
of language, would enable nle to theorise the interplay of activity and
subjectivity, and to develop a research fratnework which would give
nlltltiple perspectives and diverse values a central role in the
developnlent of policy and practice in education systenls.

The Development of Activity Theory
A sociocultural view of learning, according to Sawyer (2002), argues that
'the individual learner cannot be nleaningfully separated frolll the social
and cultural context of learning' (p. 283). Wertsch (1991) COllllnents
that 'the basic goal of a sociocultural approach to nlind is to create an
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account of hl1nlan nlental processes that recognises the essential
relationship between these processes and their cultural, historical and,
and institutional settings' (p. 6). Wertsch (1991, p. 8) stresses that in this
approach, twhat is to be described and explained is htnnan action'.
Understanding subjectivity is particularly significant in sociocultural
research. Lave and Wenger (1.991) describe tllultiple viewpoints as a
characteristic feature of participation in a conullunity of practice, where
'objective fornls and systenls of activity, on the one hand, and agents'
subjective and intersubjective understalldings of thenl, on the other,
nlutually constitute both the world and its experienced forn1s' (Lave &
Wenger, 1991, pp. 113,51).

Stetsenko (2005, p. 70) conunents that 'cultural-historical activity
theory (CHAT) is one anlong a 1l11nlber of approaches that Illove away
fronl the individualist and nlentalist notions of hunlan developillent,
to\Nard viewing it as etllbedded within sociocultural contexts and
intrinsically interwoven with theill'. In this approach, developlnent,
activity, and context are inseparable. 'Contexts', as defined by Engestr6nl
(1993, p. 67), tare activity systeills. An activity systenl integrates the
subject, the object, and the instrulnents (nlaterial tools as well as signs
and synlbols) into a unified whole'. With regard to such instrlllnents,
Engestronl (1999, p. 29) notes the central role of Inediation in activity
theory and cites Wartofsky's (1979, p. 205) view that, 'the artefact is to
cultural evolution what the gene is to biological evolution'. Fron1 an
activity theory perspective, Stetsenko (2005, p. 72) points out that 'one
of the central pillars of CHAT ... is the idea that hUlnan developlnent is
based on active transfornlations of existing envirOlllnents and creation
of new ones achieved through collaborative processes of producing and
deploying tools'.

Nardi (1996, p. 7) describes how the cultural-historical research
tradition 'originated in Soviet psychology in the 1920s, and 'today is
C0l111110nly called activity theory'; she describes it as 'a research
fralnework and set of perspectives', and elllphasises that in their
research, 'activity theorists frolll the outset have addressed practical
needs'. Engestronl (1993, p. 64) states that activity theory is grounded in
the notion that hunlan beings use tools to work on an object, or problenl
space, in order to achieve a desired outcolne. Engestri)ll1 (2001)
describes how activity theory has evolved through three generations of
research. The first generation of research centred around Vygotsky's
(1978) idea of l11ediated action. Engestrol11 (2001, p. 4) describes how
Vygotsky's basic triangular 111odel, shown in Figure 1, transcended the
conditioned 1110del of stilllulus (S) and response (R) by inserting cultural
artefacts (X) into hUlnan actions.

Engestr0111 (2001., p. 4) argues that Vygotsky's developnlent was
revolutionary as 'the basic unit of analysis now overC3111e the split
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Figllre 1: Cliitural Artefacts in HlinJan Actions
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(Source: Engestr6nl, 2001, p. 4)

between the Cartesian individual and the untouchable societal structure.
The individual could no longer be understood without his or her cultural
Ineans; and the society could no longer be understood without the
agency of individuals who use and produce artefacts... Objects becaille
cultural entities and the object-orientedness of action becculle the key to
understanding the hunlan psyche'. Also in this regard, Packer (2008, p.
24) conlnlents that Vygotsky, 'reworked reflex theory to overcolne t.he
distinction between subjectivity and behaviour'.

Engestronl (2001) notes that while Vygotsky had thus reunited the
individual and society, his unit of analysis relllained focused at the level
of the individual. The second generation of activity theorists, centred
around Leonfev (1981), then expanded Vygotsky's original nlodel.
Leont'ev, according to EngestrOl1I (2001, p. 4), 'explicated the crucial
difference between an individual action and a collective activity' through
his analysis of a prillleval collective hunt. While this exalllple of the
concept of activity as depicted in the hunt (see Leont'ev, 1981, pp. 210­
213) highlights the cOlnplex interactions and relationships between the
individual and the conullunity, Engestronl notes that Leont'ev never
actually depicted this expanded ll10del of the Vygotskyan activity systenl
in a graphic forln. Engestronl (2001, p. 5) however, did expand it
graphically, as shown below. In the original diagranl, of which Figure 2 is
a slightly silnplified adaptation, Engestronl places arrowheads at the
ends of the lines which connect the different elelnents of the activity
systenl. The arrowheads enlphasise the dynalnic nature of the inter­
relationships between the eletnents of the systel1l.

Engestronl (2000, p. 964) elnphasises the ill1portance of the object in
the activity systel1l. He describes how 'a collective activity systenl is
driven by deeply COnll11Unal Illotives. The nlotive is enlbedded in the
object of the activity'. Engestrolll (1993) suggests that the object in
activity theory functions as the 'problenl space' at which the activity is
directed, and that (2001, p. 5) 'object-oriented actions are always,
explicitly or inlplicitly, characterised by alnbiguity, surprise,
interpretation, sense Inaking, and potential for change'. Foot (2002, pp.
132-133), also highlighting the centrality of the object in activity theory,
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Figure 2: Tile Struct'ure ofU HllIlJUIJ Activity Systel11
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(Based on Engestr0J11, 2001, p. 5)

dravvs on Leont'ev's (1978) work to argue that htunan activity is
pronlpted by, 1110tivated by, and oriented towards its particular object.
Foot (2002, p. 132) cites Engestronl's (1999) view that the nlotivating
force of the object shapes and directs the activity, deterillining the
'horizon of possible actions', and suggests that 'understanding of an
activity systenl hinges on understanding its object'. Foot (2002, p. 148)
encourages the researcher to focus on the desired outconles of the
activity systenl, suggesting that

the l1l0st illunlinating questions a researcher in pursuit of object
understanding can ask are toward what is the collective activity
oriented, and what is energizing it? The 'catches' in the forBl of
nlanifested object-concepts, though partial and transitory, are
worth the pursuit.

The difficulty, or paradox, of attelllpting to capture the quarry lies, she
suggests (2002, p. 132), in the fact that because it is 'an ever-evolving
object that is sinlultaneously 111aterial and idea)', it is in principle,
'uncatchable'. However, although the pursuit of the object nlay appear to
be a wild goose chase, Foot (2002, p. 132) argues that, in fact, 'an activity
systenl/s object can be identified through the varying perspectives of
lnultiple participants in an activity systenl/. This can be achieved tby
tlcatching" facets of the object as it is conceived of and engaged by the
participants in an activity systenl through elnpirical research'.

Engestr(jnl (1999) also enlphasises the inlportance of analysing
internal 'contradictions' within an activity systenl. Kangasoja (2002, p.
200) describes contradictions as

the driving force of developlllent. They are nlanifest in the daily
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practices as breakdowns, tensions, ruptures and innovations.
They call for reworking, both conceptually and very concretely,
the objects and I1lotives that sustain the activity, and for
relnediating the activity systenl by way of inlproving and
inventing new tools.

Engestronl (2001) uses icons reselnbling lightning bolts in the triangle
graphics to indicate potential 'contradictions' within and between the
elelnents (refer Figure 7, below, p. 116).

A further concept in Engestroln's activity theory is that of 'expansive
learning' (see Figure 3). Engestronl (2010, p. 1) uses the ternl to
describe 'learning in which the learners are involved in constructing and
inlpleillenting a radically new, wider and Illore cOlnplex object and
concept for their activity'. Engestronl (2010. p. 7) notes that, 'expansive
learning leads to the forillation of a new, expanded object and pattern of
activity oriented to the object'.

Figure 3: Expansive Cycle ofLearning Actions
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(Based on Engestrolll, 2000, p. 970)

Engestronl (1999, pp. 34-35) eillphasises that any decisions to elinlinate
internal contradictions Blust be Blade within the expansive cycle of an
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activity systenl, which Inlay be seen as the equivalent of the zone of
proxitnal developlnent. .. and any nl0del for the future that does not
address and elinlinate those contradictions will eventually turn out to be
nonexpansive'. Engestronl (1999, p. 35) characterises an activity systenl
and its expansive cycle as follows: Ian activity systenl is by definition a
multi-voiced fonnation. An expansive cycle is a reorchestration of those
voices, of the different viewpoints and approaches of the various
participants'.

Engestr6nl (2008, p. 6) describes how third generation activity
theory Ibuilt on the idea of nlultiple interacting activity systenls focused
on a partially shared object'. He notes (2001, p. 6) that lin this 1110de of
research, the basic nlodel is expanded to include nliniInally two
interacting activity systenls', and suggests that lit: nlight be useful to try
to look at the society Inore as a nlulti-Iayered network of interconnected
activity systenls and less as a pyralnid of rigid structures dependent on a
single center of power' (1999, p. 36). With regard to Figure 4, Engestronl
(2001, p. 6) explains how

the object nloves fronl an initial state of unretlected, situationally
given Iravv nlaterial' (object 1) ... to a collectively nleaningful
object constructed by the activity systenl (object 2) ... and to a
potentially shared or jointly constructed object (object 3). The
object of activity is a nloving target, not reducible to conscious
short-ternl goals.

Figure 4: Two Interacting Activity SystelJ's as Millilnal Model fo,. tl.e
Third Generatio1l ofActivity Theory
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(Source: Engestrolll, 2001, p. 6)

The third generation of activity theory, according to Engestr0111
(2008, p. 8), 'tackles issues of subjectivity, experiencing, personal sense,
elnotion, etnboditnent, identity, and llloral COI11111itll1ent'. Describing the
international grovvth of activity theory research in recent years,
Engestrc;lll (2001, p. 6) explains how this has led to a challenge for the
third generation of activity theory research, which Ineeds to develop
conceptual tools to understand dialogue, ll1ultiple perspectives, and
networks of interacting activity systenls'.
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While Engestr6nl (2000) eillphasises the inlportance of luaking
nlanifest the Inulti-voicedness inherent in a collectively constructed
activity systenl, he acknowledges that a Inethodological approach for
analysing the diverse perspectives involved has been lacking. Silnilarly,
Roth, Tobin, Ehnesky, Caranlbo, McKnight and Beers (2004) suggest that
subject.ivity is an ilnportant but overlooked feature of activity-theoretic
studies, and elnphasise the hnportance of a better understanding of
subjective realities in activity systenls. Likewise, Billett (2006, p. 11) has
criticised

theories of thinking and acting (Le., learning) that elllphasize the
social contributions to hUI11an cognition, yet in which the position
of the subject is denied, Illinilllized or otherwise underplayed,
such as conl111unities of practice (Wenger, 1998), activity systenls
(Engestr6nl, 1993) and distributed cognition. (Salol11on, 1997)

More recently, Engestr6n1 (2010, p. 18) has acknowledged criticisnl by
Langelneyer (2006) of 'a certain neglect of the subjective problenlatic' in
activity theory, to which acknowledgenlent he adds that, 'switching
between the perspective of the subject and systenlic perspective is
foundational ... the switching is ailned at transcending the dichotollly
between the subject and the systeln'.

Activity Theory and QMethodology
In sunll11ary, with regard to activity and subjectivity, there appears to

be a significant scholarship gap in that subjectivity has been under­
theorised in the activity theory literature. I suggest that there is a role
here for Q l11ethodology to support and conlplernent activity theory
research. A blend of activity theory and Q nlethodology (see also
Deignan 2006, 2009a, 2009b, 2011) is depicted graphically in Figure 5.
The single triangle and oval shape represent an activity systenl and its
object, while the elliptical shapes represent the diversity of perspectives
within an activity systenl which 111ay be 1110delled and interpreted using
Q Inethodology. Alongside is a pair of interacting activity systenls. Seen
fron1 lllultiple subject perspectives, the problenl space Illay be
constructed differently. The perspectives l11ay include contextual
understandings and desired outcOll1eS which are not necessarily
synlpathetic to each other. Q nlethodology provides a Inethod to
interpret diverse perspectives within and between activity systenls and
to escape current contradictions. An approach using Qlnethodology and
activity theory Inay help to build consensus by co-producing a shared
object for all part.ners t.o work on and by designing shared values into
the tools used by stakeholders to work on the object (Figure 6).

In relation to blending Q 111ethodology and activity theory, the
rationale for systenls developlllent that is 111ulti-voiced and values­
respecting Inay be extended further by drawing on the work of the
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Figure 5: Activity and Subjectivity

Figure 6: Satisfyillg Differellt Stakeholder Needs by Designillg
Shared Values into tile Activity SystellJ
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Russian philosopher and literary theorist Mikhail Bakhtin (1895-1975).
Engestronl (2008, p. 8) COn1l11ents that Bakhtin's 'concepts of social
language and voice 111ay be seen as conlplell1entary to the concept of
activity'. Also of significance, in relation to language and consciousness,
Collins (2000, p. 62) suggests that the work of Leont'ev can be used to
'further extend the existing degree of conll11onality' between Vygotsky
and Bakhtin. Akhutina (2003, p. 8) also notes 'the silllilarity of their
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general theoretical franleworks' in that 'both start with ideas about the
social nature of the hunlan psyche and how it is Inediated by signs'.
Bakhtin ell1phasises the ilnportance of dialogue in a developolental
context. Gurevitch (2000, p. 243) describes Bakhtinian dialogist}) as
enlploying 'alternative perspectives, polyphony and the crucial position
of the Other for Inaking sense of the world'. Elllerson (1983, p. 248)
describes how, for Bakhtin, 'every act of understanding involves an act
of translation and a negotiation of values. It is essentially a phenoluenon
of interrelation and interaction'. Todorov (1998, p. x) explains that for
Bakhtin 'the nlost ill1portant feature of the utterance' is its 'intertextual
dilllension'; dialogislll is used 'to designate the relation of every
utterance to other utterances' (Todorov, 1998, p. 60). Cheyne and Tarulli
(1999, p. 11) describe dialogisnl as 'a way of thinking about ourselves
and the world that always accepts non-coincidence of stance,
understanding and consciousness.'

Operationalising the Bakhtinian concepts of dialogislll, heteroglossia
and answerability 11lay further support the use of Q 11lethodology in
cOlnbination with activity theory to develop 1l10re denl0cratic and
efficacious policy and practice in a range of contexts. Holquist (1990, p.
50) notes that Bakhtin's 'dialogisnl is very close to the thought of C.S.
Peirce' and palticularly in relation to 'what Bakhtin calls the science of
ideologies, the study of differential relations between til" and others'.
Stephenson, Q nlethodology's originator, drew on Peirce to elnphasise
the inlportance of subjective feeling in the fornlation of Ineaning and the
inlportance of this process in Q technique, where 'feeling is prilllordial,
and prinlarily bifurcated into positive and negative' (1980, p.9). Brown
(1993-1994, p. 46) silllilarly enlphasises that 'feelings, not facts, are at
issue'. Again consistent with this affective aspect, Bakhtin (1993, p. 74)
speaks of 'two value-centers that are fundanlentally and essentially
different, yet are correlated with each other: Illyself and the other'. In
fact, the correlation of individual values and Illeanings, as Illodelled in
participants' Q sorts, is central to Q 111ethodology. This nl0delling of
diverse value and belief perspectives in turn resonates strongly with
Bakhtin's concept of novelistic discourse, which ainlS 'to provide ... a
representation, a description of the actual, concrete architectonic of
value-governed experiencing of the world ... the whole topos of values,
the whole architectonic of seeing' (1993:61-62).

Holquist (1998, p. xviii) describes Bakhtin's concept of language as
involving a 'sense of opposition and struggle at the heart of existence, a
ceaseless battle ... present in culture as well as in nature, and in the
specificity of individual consciousness'. These tensions are relevant to
Vygotskyian perspectives on pedagogy and to act.ivity theory. For
exanlple, Wegerif (2008, pp. 352-353) COllllnents that 'a dialogic
perspective argues that education 1110re generally takes place within
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dialogic hlunan relationships in which students learn to see things fronl
at least two perspectives at once, their own point of view and that of
their teacher'. While there is no evidence that Bakhtin and Vygotsky ever
nlet, Enlerson (1983, p. 251) suggests that the two 'intersect ... in the
ultilnate illlplications of their thought', and that Vygotsky 'can be read as
an ilnportant predecessor and perhaps even as clinical underpinning to
Bahktin's philosophy of language'.

Bakhtin theorised novelistic discourse as· a polyphony of contesting
voices, with an interacting diversity of characters' voices valued over a
nlonologic authorial voice. Ernerson (1983, p. 259) describes how
Bakhtin valorised Dostoevsky as an exenlplar of this approach, as being
responsible for a 'Copernican revolution' in which 'the author is no
longer the creator around whonl characters are forced to revolve but is,
so to speak, hil11self but a planet alnong planets'. Bakhtin's preference
for heteroglossia over 111onaglossia has not only an aesthetic but also an
ethical dinlension, with wider inlplications beyond literature far our
individual lives and public society. For exall1ple, Morris (1997, p. 15)
contrasts the 'centrifugal force-the force of heterogIossia' with the
'centripetal force in discourse', which 'is put to use by any donlinant
social group to ilnpose its own Illonologic, unitary perceptions of truth'.

Crucially here, Inonologue, according to Bakhtin (cited in Todorov
1998, p. 107) is 'deaf to the other's response; it does not await it and
does not grant it any decisive force .... Monologue pretends to be the
last ",'ord'. By contrast, Bakhtin elnphasised the plural nature of
subjectivity and the developlnent of Ineaning and understanding
through the interplay of 111ultiple voices-a developnlental process
which requires respect: for the voice and values of, and an answerable
attitude toward, the other. Bakhtin (1993, p. 2) speaks of the inescapable
nature of the 'never-repeatable uniqueness of actually Jived and
experienced life' as sotnething which 'denies indifference and denlands
participation'. For Bakhtin (1993, p. 42) 'the fact of a unique person's
being . . . beCOll1eS a center of answerability-where I aSSUllle
answerability for nlY own uniqueness, for IllY own being'. Bakhtin (1993,
p. 37) aSSlunes 'an elnotional-volitional attitude toward a state of affairs
in its entirety, in the context of actuailinitary and once-occurrent life ....
It is precisely here that we find the roots of active answerability'. For
Bakhtin, (1993, p. 54), all values 'are drawn toward and concentrated
around these central elllotional-volitional nlOlllents: I, the other, and 1­
for-the-other.' Indeed Bakhtin (1993, p. 13) suggests that, 'once­
occurrent uniqueness or singularity cannot be thought of, it can only be
participatively experienced or lived through', adding that (1993, p. 28)
'in its answerability, the act ... unites the nlOlnent of what is universal
(universally valid) and the 11101nent of what is individual (actual)'. In
relation to policy and practice, the concept of answerability appears to
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challenge the validity of top-down rnonologic 'one-size fits all'
standardised intervelitionist approaches to contexts, while
silllultaneously pointing to solutions beyond their linlitations by
eillphasising context-specific sensitivity. This will be returned to shortly
in an illustrative Q study.

Bakhtin's valorisation of the polyphonic novel can be considered in
relation to the potential of Q Inethodology to infornl the developillent of
a Illulti-voiced activity systenl. Bakhtin (1963, p. 102) describes how
Dostoevsky, 'thought not in thoughts but in points of view,
consciousness, voices'. The novel, according to Bakhtin (1981, p. 332),
'requires speaking persons bringing with thenl their own unique
ideological discourse, their own language ... that which Blakes a novel a
novel is the speaking person and his discourse'. Dostoevsky's creation of
a fundalnentally new novelistic genre is described by Bakhtin (1963, p.
89) as one in which 'a character's word about hinlself and his world is
just as fully weighted as the author's word'. Sinlilarly with Q
Inethodology, by conlpleting and subjecting their respective Q sorts to
correlational analysis, a university student's voice, for exalnple, Illay be
given the saIne weight in Q-factof space as that of a governillent
education 11linister. In this way, stakeholders' views and the logic of their
respective beliefs Inay be included and weighed in the balance in
relation to infornling decision-Illaking on policy and practice.

Regarding different perspectives, Bakhtin (1993, p. 56) argues that
'life can be consciously cOlnprehended only as an Ongoing Event' and,
significantly again in relation to Q lllethodology, Bakhtin (1993, p. 45)
notes that 'the cOlnpellently actual "face" of the event is deterlnined for
l11e Inyself frol11 nlY own unique place ... there are as lnany different
worlds of the event as there are individual centers of answerability ...
the elllotional-volitional picture of the world, presents itself to Ille in
one way, whereas to sOlneone else in another way'. In fact, for Bakhtin,
'it is not possible to define one's own position without relating it to other
positions' (Bakhtin, 1953/1979, p. 271, cited in Akhutina, 2003, p. 4). In
this regard, Holland and Lave (2001, p. 16) cite 'Bakhtin's focus on
practices and discourses as the nleans through which we build or tear
down boundaries between ourselves and others'. Q Illethodology, in
cOlllbination with activity theory and drawing on the Bakhtinian concept
of answerability, offers a Inethod to salllple the diversity of interacting
voices and to render thenl 1l1utually understandable in their polyphonic
c0l11plexity. While power is not distributed or held evenly alnong
stakeholders, asynlllletries of power Illay be alneliorated over tilne
through the better identification and pursuit of shared interests in a way
which encourages answerability.

Goldnlan (1999) conlll1ents that Bahktill theorised power rnore so
than did Willianl Stephenson. Regarding power, Todorov (1998, pp.
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104-105) cites Bakhtin's description of how, in Dostoevsky's novels,

[W]e have a plufalio' of COI1SCiOliSnesse~~ \,yith equal ,.ight~~ each
\1,ith its O\-VI1 world, cOlnbining in the unity of an event but
nonetheless withollt fusing . . . The position fronl which a
narrative can be unfolded, a representation constructed, or
infornlation given, nlust be set in a new nlode in relation to this
new world-not a world of objects but of subjects vested with full
rights.

Accordingly, in relation to interacting activity systenls, Q nlethodology
and activity theory Inay be used to sensitise powerful stakeholders to
the voices of others. In doing so, exposure to the other Inay have a
ITIoderating and denl0cratising effect, in which, as described by Crowley
(2001, p. 180)

monoglossia is superseded by polyglossia when the self-sufficient
language hecolnes conscious for the first tilue of otherness...
once the perception of differences has entered then the self­
enclosed Ptolelnaic language hecolnes irreversibly transfornled
into the open Gallilean set of languages in a variety of relations
with one another.

The approach outlined here is also consistent with Fischer's (2003, p.
173) conlnlents on refraIning public policy, where 'the analyst needs to
identify the rllultitude of voices and hear their stories, as ... the
lnetanarrative holds out the possibility of reluoving or easing the
intractable elernents of the controversy, thus enabling the discussion to
move to new grounds'.

In relation to the polyphonic novel, Morris (1997, p. 89) describes
how Dostoevsky, 'centres the whole novel upon the interactive
consciousness of the characters'; this ceding of authorial power, 'goes
along with a shift of focus frolll seeing to hearing. Dostoevsky's new
novelistic fOrl11 is a design for discourse; a great dialogue of interacting
voices, a polyphony'. Such an approach is consistent with Wenger's
(1998) views on harlllonizing participation and reification. It is also
consistent with Engestroill's (1999, p. 35) characterization of an activity
systenl being tby definition a nlulti-voiced forlnation', with an expansive
cycle being 'a reorchestration of those voices, of the different viewpoints
and approaches of the various participants'. Engestronl (1999, 34-35)
enlphasises that decisions to elil11inate internal contradictions Blust be
nlade within the expansive cycle and that, 'at the level of collective
activity systenlS, such an expansive cycle lllay be seen as the equivalent
of the zone of proxinlal developll1ent, discussed by Vygotsky (1978)
at the level of individual learning'. Engestronl (2001, p. 138) argues
further that 'in illlportant transfornlations of our personal lives
and organizational practices, we nlust learn new fOrl11S of activity which
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are not yet there. They are literally learned as they are being created'.
Engestronl (1999, p. 33) suggests that Ithe trajectory of an activity
systenl nloving through such an expansive cycle ... requires reflective
appropriation of existing culturally advanced 1110dels and tools that offer
ways out of the internal contradictions'. One tool which nlight facilitate
this process is Q111ethodology.

Application: Dyslexia Support
Having pointed to sOlne of the cOlllplelnentarities between Q
nlethodology, activity theory, and Bakhtinian philosophy of language
concepts, I will now exenlplify the application of this blended approach
to systenls developnlent with reference to a sll1all-scale exploratory
study investigating activity and subjectivity in relation to perspect.ives
on dyslexia support at a university in the north of England. The study

. (Deignan, 2012) used a conlbination of activity theory and Q
l11ethodology to nlodel activity and subjectivity in relation to dyslexia
support. The 32 participants were a 111ixture of students with dyslexia
and their specialist dyslexia support staff. To provide sOlne contextual
background, the study took place against a changing national regulatory
landscape in relation to dyslexia support. In England, specialist one-to­
one tuition for students with dyslexia (until recently called Isttldy skills'
tuition) is funded through the Disabled Students Allowance (DSA) (SFE,
2010). Fronl their introduction in the early 1990s until the end of 2008,
nlost DSA applications were processed by the individual student's Local
Education Authority (LEA), since renalned as Local Authorities (LAs). A
transfer of responsibility occurred with effect froln the 2009-2010
funding cycle, when the Student Loan Conlpany (SLC), also known as
Student Finance England (SFE), took over the ad111inistratioll of the DSA
application process for all Year 1 undergraduate and postgraduate
students (NADP, 2009a, p. 3). The study described here was conducted
at a tinle of transition, shortly before responsibility for the
adnlinistration of DSAs was passed forlllally fronl LAs to SFE.

The conceptual frall1ework for the study itself treated specialist one­
to-one learning support for university students with dyslexia as activity
that is socially situated (Engestronl, 1999) and explored the
perspectives of the study participants in relation to their conlnlunities of
practice (Wenger, 1998). Accordingly, in Figure 7, the university is
shown as a subject which uses dyslexia support as an educational tool
(or luediating artefact) to work on an object (students with dyslexia)
with the intended olltceune being inlproved equality of opportunity,
nl0re independent learners, and enhanced student achievelnent. This
object-oriented activity involves a COl1Ulllll1ity with rules and a division of
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Figure 7: Object-oriented Activity: Dyslexia Support in the University
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(Based on Engestron1, 1993)

labollr aillong the various participants.

Procedurally, the research study participants represented their
vie\Npoints by rank ordering (or 'sorting') a 48-statelnent (~ sanlple on
dyslexia support (see Appendix), using a seven-point scale fronl
'strongly agree' to 'strongly disagree'. The Qsalnple was developed froll1
an initial concourse of diverse views drawn frOlll a wide range of sources
including the acadelllic literature, and C0l11111Unications with dyslexic
students and other individuals fronl a range of backgrounds who had
personal experience of inclusion policy and dyslexia support in
university settings. In selecting the final set of statelnents, care was
taken to ensure that the 48 Q-sanlple itenlS provided thelllatic coverage
of the different elelnents of the activity systenl. Accordingly, statenlents
vvere selected which related to the subject, tools, object., outconles, rules,
c0l11nlunity and division of labour. These relations were not exclusive;
individual statelnents Inay be related to lllore than one elelllent,
retlecting the dynanlic and interconnected nature of the elenlents in the
activity systenl. Below are sonle exalnples the statelnents which were
sorted by the 33 participants in the study:

Students with dyslexia should be seen as having learning
differences, not 'learning difficulties'. (Stateillent 1, relating to the
object)

Dyslexia support provision should be standardised to nleet the
needs of all dyslexic students. (Statenlent 10, relating to the tools)

There is a danger of dyslexia support tutors doing their students'
work for thern. (Statelnent 36, relating to the division of labour)
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After c0l11pleting their Q sorts, t.he part.icipants were asked to
COlllll1ent on their ranking of the statenlents, with particular focus on
those stateluents with which t.hey had IllOst strongly agreed and
disagreed. Following factor analysis of the Q sorts, using principal
conlponents analysis and varitllax rotation, four distinct factors, or
viewpoints, were interpreted. These four factors are synthetic
cOlnposites of those Q sorts which loaded significantly on each
respective factor. (See Appendix for the factor arrays.) Key differences in
elllphasis between the four interpreted perspectives are headlined
below (see Deignan, 2012, for details).

Factor 1: Dyslexic students are frustrated and isolated-they
ne~d unorthodox teaching Illethods to help thenl cope
Factor 2: Dyslexic university students have learning difficulties­
their study skills need to be good enough to cope on entry to
university
Factor 3: Dyslexic students are unprepared for university­
course tutors are aware of their needs but don't address thenl
Factor 4: University does too little for dyslexic students-dyslexia
support tutors can do too nluch

The Q-sort data, when analysed using an activity theory franlework,
suggested several 'contradictions' or tensions in the activity systenl.
These included issues highlighted within the four factor profiles, and
specific issues including the significance of ternlinologicallabels relating
to dyslexia, the awareness and response of course tutors regarding
dyslexic students' needs, and the value of spelling interventions in
specialist dyslexia support tutorials.

Firstly, regarding the terll1inology issue, there was near polarization
of the four viewpoints in the ranking of statetnent 37, which stated that
'dyslexia is a vague concept'. One Inelnber of staff disagreed strongly
with statenlent 37, and attributed such a view to 'people with their own
internal political agendas'. lie cOllllnellted that dyslexia tis not a 111iddle­
class construct and added that statelnent 37 was 'one of the nlost
insulting conllnents I've heard in a long tilne'. Other participants saw it
differently. A student renlarked t.hat 'it just seenlS to be a label. It doesn't
tell you specifically how everyone's affected. Everyone's affected
differently and cope with that effect differently to varying degrees'.
There were also different views on the ternlS 'learning differences' and
'learning difficulties' in relation to dyslexia (statelllent 1). One student
cOllllnented that 'so111e people's ideas of what dyslexia is can really hold
you back ... I've cOlne across students and tutors who just think because
you are bad at spelling you are not intelligent'.

Secondly, course tutors' awareness of dyslexia and their attitudes to
dyslexic students were seen as problelnatic by nlany of the participants
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(e.g., statenlents 33 and 45). Criticising written feedback fronl course
tutors on his assignlllents, one student described how 'a fair few of Iny
tutors, their writing is so bad I couldn't understand it'. Another gave an
exalTIple of negative tutor feedback, conunenting that 'she didn't actually
take into account that I was dyslexic so the feedback that she'd given ...
it was a bit of a kick in the balls really'. Criticisnls were also 111ade of
course l11aterials. One l11elllber of staff suggested that because of
'acadelllic snobbery' alllong SOBle course tutors, course Inaterials were
too often inaccessible to dyslexic students. Another felt that course
tutors should use rHore nlulti-sensory approaches in their teaching. A
student described how course tutors had given her handouts in size 6
font on white paper which she found illlpossible to reacl. She conllllented
'if they just discussed how you are coping, how they could help you in
their lectures'. Another relllarked that 'in nlY opinion 1'111 treated as if I'nl
thick by the l11ajority of tutors I COBle across, and there's only one who is
very understanding because he is dyslexic hilllself'. Asked how he
thought this situation could be illlproved, he replied that 'if there was a
way of giving thelll dyslexia for a couple of weeks it would be very
useful'.

Thirdly, in relation to the curricu)unl in specialist one-to-one dyslexia
tutorials, none of the four interpreted viewpoints felt that inlproving
students' spelling should be a priority (statenlent 2). A 1l1elnber of the
support staff cOllllllented that 'it's not just about spelling ... It's a whole
host of other things they Illight have problenls with or, you know, do
differently'. A student explained how he very nearly did not access
dyslexia support at all in his final year of university as, because of
experiences earlier in his degree progranllne, he was concerned that the
dyslexia support tutor Blight focus on inlproving his spelling:

I can go into ways that dyslexia support has not helped llle ...

previous dyslexia tutors have worked on things like spelling and
reading certain words. I don't really think that is what Illy
problelll is at all. You know, Illy problenl is organizing stuff­
organizing written work, structuring it-I think that's where nlY
problellls lie .... Certainly in the first year of ulli it were just a bit
of a waste looking at certain spellings of words and stuff. It's just
not what I needed at all really.... I very nearly didn't COllle for
any support this year based on all the things that have happened
previous.

This student's account is particularly significant given that, at the
university where the study was conducted, the institutional guidelines
for specialist dyslexia support tutors urged thenl to ensure that the
support they offered was in line with the student's educational
psychologist's report. This advice was exenlplified with direct reference
to students' spelling abilities, noting that if a report identified spelling as
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an .area of weakness then the support tutor should work with the
student to find ways to help overCOllle their spelling difficulty in order to
n1inilnize the illlpact of their dyslexia. There is a danger here in relation
to this reconullendation. Given that a difficulty with spelling Blight be
expected to feature frequently on such reports, an institutional deficit
1110del elnphasis on spelling, however well-ll1eaning, 111ay inadvertently
discourage students with dyslexia frolll accessing learning support.

University policy statelllents, nlain course tutors' views, and dyslexia
support tutors' views on dyslexia Inay all have ill1plications with
potentially undesirable consequences. As a further exan1ple of
unintended potentially negative inlpacts, specialist support tutors at the
university where the study took place were expected to develop dyslexic
students' study skills against the following specified learning outconles:
research, cOlnpositioll, proof-reading, note-taking, tinle 111anagelnent,
and exanlinations. Accordingly, the university provided an 'Individual
Learning Plan' to identify learning outcoilles. I-iowever, there is a danger
that using a pre-specified 'one size fits all' skills-based pro-fornla nlay
constrain support by not being sufficiently sensitive to identify students'
individual and context-specific needs. Sitnilarly, at a national level SFE
recol1nnended introducing a standardised support package for dyslexic
students in higher education. However, the findings fron1 the present
study suggested that participants did not want standardised packages
(see statelnent 10), and in fact dyslexia support organisations spoke out
strongly against the SFE standardisation proposal (DSA-QAG, 2010, p. 4).
Other potentially constraining aspects of SLC/SFE provision also caused
alarnl. In a letter of guidance to the sector, the SLC (2008) stated that
'for the 111ajority of custolllers [i.e. students] 10 hours study skills should
be sufficient to Illeet their needs', and that any request for further hours
had to 111eet internal criteria set by the SLC. Again, these proposed
changes, along with other aspects of the SLC's service to disabled
students, drew considerable crit.icisnl froll1 dyslexia organizations.

Within activity theory, systen1 tensions are considered a norlnal
feature of activity, and their identification is a necessary step in
enhancing systenl perforlnance. Roth, et aI., (2004, pp. 50-51) describe
contradictions as 'potential growth points that allow the systenl to
inlprove'. Failure to acknowledge and address systenl tensions carries a
risk of serious consequences. This was to prove the case in the exalnple
of the SLC in its DSA activity. Following the transfer of DSA
adnlinistration to the SLC, disability organisations were critical of
the SLC's DSA service provision. The National Association of
Disability Practitioners (NADP, 2009b, p. 4) felt that SLC staff
appeared to 'lack understanding of the general HE student
envirollillent'. They also suggested (2009b, p. 8) that the SLC had
'failed to engage appropriately and in a coordinated fashion with key
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stakeholder organizations'. Sitl1i1arly, Skill, the national organisation for
students with disabilities, referred to 'a breakdown of trust between the
stakeholders' (2009, p. 1).

Following the voicing of these and wider concerns abollt its service,
the lfopkin Review (2009) was conlJllissioned by the governrnent to
investigate SLC provision. Hopkin (2009) stated that 'rebuilding trust
and confidence in the Student Loans COlnpany alnongst external
stakeholders will be a challenging but essential task', and reconlJllended
that the SLC 'should work closely with key stakeholders in the higher
education sector to ensure they are well sighted on possible risks and
elnerging issues and are able to work together to overCOllle thein'
(Hopkin, 2009, p. 39). Lack of trust was also Illentioned in a report by
the National Audit Office (NAO) into the service provided by the SLe.
The NAG (2010) recollllllended that the governnlent Departlnent for
Business, Innovation and Skills (8IS) and the SLC 'urgently need to
strengthen their relationship so that there is 111utual trust, open
COllllllunication and shared understanding of how to deliver the service'
(p. 10). Following these criticisnls, the Chief Executive and the Chairll1an
of the SLC both resigned (8BC News, 2010). This case study raises
itnportant questions of answerability at l1UlllerOllS levels with regard to
relations and responsibilities between university staff and students, and
between universities and goverlll11ent bodies.

Developing a conlplex systenl in a way that effectively pronl0tes
stakeholder trust and confidence presents a seriolls challenge. For
eXC1lnple, ternlS such as 'disability', 'dyslexia' and 'learning difficulties'
have different nleanings for different people. The cOlllplexity of the
concepts involved and how this conlplexity relates to individual value
systenls needs to be recognised. Valsiner (2008, p. 73) conlnlents that,
'values are internal subjective Ineaning fields that totally capture and
guide the person who has constructed theln'. This is an hllportant point,
as decisions regarding dyslexia support interventions at a range of levels
will inevitably be influenced by how decision nlakers, including support
tutors, higher education institutions, and national policy nlakers, define
the problenl space and how they perceive that which they seek to
transfornl. Problenls and unintended consequences such as those
outlined above nlight be avoided by giving nlultiple perspectives and
diverse values a central role in the initial and ongoing developillent of
policy and practice.

For exanlple, in relation to the dyslexia support context described
above, tilHely stakeholder consultation using activity theory with Q
nlethodology and Bahktinian philosophy of language concepts could
have been used to nlinilllise unintended consequences by building
stakeholder values into policy and practice. The findings of exploratory
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Q studies into the diverse perspectives involved could have been
foJlowed up using survey research Inethods to further investigate their
prevalence in the stakeholder populations concerned (Brown, 2002;
Danielson, 2009). In this way, rather than powerful stakeholders
appearing deaf to weaker others and itnposing a Inonologic authority on
the policy landscape, Figure 8 reflects Bakhtin's (1981., p. 366)
alternative: 'Galilean perception of language' which 'denies the
absolutisnl of a single and unitary language' and which 'refuses to
acknowledge its own language as the sole verbal and seillantic center of
the ideological world'. As Bakhtin (1981., p. 368) not.es, 'it is necessary
that heteroglossia wash over a culture's awareness of itself and its
language, penetrate to its core, relativise the prilnary language systenl
underlying its ideology and literature and deprive it of its naive absence
of conflict'.

Figure 8: Interacting Activity Systellis willi Different Objects
Causing Systenl Tensions

Disability
groups

SFE Student Finance England
SLC Student Loans Company .
HEFCE Higher Education Funding Council for England
HEls Higher Education Institutions
SIS Department for Business, Innovation and Skills

Conclusion
Leont'ev (2009, p. 402) COnll11ents that, 'Inan's activity is regulated by
nlental ilnages of reality'. The approach outlined in this paper, and as
illustrated in Figure 8, speaks to Bakhtin's (1981, pp. 414-415)
description of:

languages of heteroglossia, like Inirrors that face each other,
each reflecting in its own way a piece, a tiny corner of the world
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[which] force us to guess at and grasp for a world behind their
Inutually reflecting aspects that is broader, l1l0re nlulti-leveled,
containing nlore and varied horizons than would be available to a
single language or a single Inirror.

A cultural tool such as that described here, blending Q nlethodology with
activity theory and infoflned by Bakhtinian philosophy of language
concepts including answerability, Inight be used to retlect in a
developnlentally productive way the subjectivities of diverse
stakeholders within interacting activity systenIs in a variety of contexts.
Such a nlodelling process holds potential benefits for all participants,
whether they be individuals or organisations, and hints at 'the reflection
in the fairy-tale nlirror' described by Leont'ev (2009, p. 40) 'in which is
seen not only what is happening directly before it but also the whole real
world, even that which has never directly thrown its rays on the nlirror'.
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Appendix: Factor Array
Factor Array

F1 F2 F3 F4

Students \vith dyslexia should be seen as having learning 2 ~ 0 '1
,)

differences, not 'learning difficulties'. (1)
Dyslexia support should concentrate on inlproving students' -1 -3 0 2
spelling. (2)
Getting dear assignnlent feedback fronl course tutors is inlportant 3 3 0 ')

to dyslexic students. (3)
Course tutors ulJderstalJd 110M' to SUIJPO,.t students I.'itll -1 ~ ~

r)

dyslexia. (4)
With learning support provision, dyslexic students have a better -3 -1 0 0
chance of coping at university than non-dyslexic students. (5)
The nlain priority for dyslexic students is getting through their 0 0 3 -1
course. (6)
Providing alternative fornls of assessnlent for dyslexic studenls can 0 0 -2 -3
undennine acadelnic standards. (7)
Dyslexic studelJts need Ilelp witll developin9 tlleir study skills. 3 3 2
(8)

The university values the contribution that students 'vvith dyslexia 0 0 -1 0
can Inake. (9)
Dyslexia support provision sllould be stalldardised to ,neet the -2 -2 -1 -1
needs ofall dyslexic students. (10)
Dyslexia support should be nlapped against critical nloments in the -1 0
student's learning program. (11)
Dyslexic students get the coursevvork gr::ldes that they deserve. -3 '1 0
(12)
Students with dyslexia can learn frolll hearing other students talk 0 0
about their experiences of coping at university. (13)
The quality of dyslexia support provision in the university is 0 0
satisfactory. (14)
Course tutors are explicit about vvhat they expecl fron1 students. -1 0 -1 2
(15)
Having effective learnillg support is i'1Iporta,.,t to dyslexic 3 3 2 2
students. (16)
Course tutors incorporate the needs ofdyslexic students illto the -1 -1 -3 -1
desion and delively ofprogranls. (17)
DysleXia support should involve hU111an contact, including 'J 0 0 2
counseling, so that the elllotional effects on students' learning can
be addressed. (18)
COllrse tutors have ti,e training needed to support students l\'ith 2 2 2 -2
dysleXia. (19)
Students need specific IIelp "'itll understandillg hOI" dyslexia 2 ~ ~ 2
affects their/earning. (20)
Dyslexia support provision sllould ailll to reduce academic 0 0 0 0
culture S/lock. (21)
The acadenlic culture of the university 111akes it easy for dyslexic 0 0 -1
students to talk to other students and staff about their concerns.
(22)
The university's dyslexia support provision helps students to 0 2
progress through their progranl of learning. (23)
The iluportance of course tutors needing to take account of -1 -1 0 -2
students' different learning styles is exaggerated. (24)
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Factor Array
Fl F2 F3 F4
-3 -3 -3 -3

2 2 0

0 -1 -1 -3
0 1 1 -1

Dyslexia support.· is really just about spoon-feeding weak
students. (26)
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Course lulurs sh\..nlld help dyslexic students lo improve their study
skills. (29)

The university Ineets all the needs of its dyslexic students. (28)

Dyslexic students worry about not Ineeting their course tutors'
expectations. (27)

Dyslexic students call be el11polvered by lear"ing hou' to use
lIpprOpr;l,te ill[o,..,,,atiolJ and COllJllluuictltion technology. (30)
The infonnal pl~er support that dyslexic students get is nlore
effective than the support provided by the university. (31)
Dyslexia support should help students to cope holistically "'lith the
cOlnbinations of cOlnplex challenges that face theln. (32)

Course tutors are aware of their dyslexic students' support needs.
(33)
On entry to a progranHne, a student's study skills should be good
enough to cope with the acadeillic denlands of their course. (34)
Students with dyslexia are sonletilnes unprepared for the acadernic
demands of their university progralnnle. (35)
There is a danger of dyslexia support tutors doing their students'
"vork for thenl. (36)
IDyslexia' is a vague concept. (37)
The support that dyslexia tutors can provide over an academic year
is not enough to substantially improve a student's acadelnic
perfonllance. (38)

0 -1 0

0 2 2

2 -2 1

-1 -1

0 3

-·3 -3 -2

-3 2 -3
1 ~ -1

o

3

-1

-1

1

2
o

To cOlllbat the effects of dyslexia, non-standard or unorthodox
nlethods of teaching are heeded. (39)
The tralJsition [rolll sclJool or college to university is equally
cllullelJgin.l] [0,. dyslexic and [or non-dyslexic stut/ents. (40)
By beilJ,q 'dyslexic-friendly: course tutors can actually
cliscrilllinaloe against non-dyslexic students. (41)

The co-ordination between dyslexic students' Local Education
Authorities and the university is satis[actoly. (42)
The learning support offered to dyslexic students should help theln
to hecolne independent learners. (43)
Dyslexic students pl~~y a central role in detennining the nature of
the learning support they receive. (44)
When rnarking assignnlents, course tutors Blake sufficient
allowance for the effects of dyslexia on their students' written
'-'vork. (45)
University can be a frustrating and isolating experience for dyslexic
students. (46)
~leeting tile needs ofdyslexic students requires /luge alnOlll,ts of
additional work by course tutors. (47)
To be effective, university learning support needs a 110 listic and
coherent aplJrOacll to policy design wl,;cl, engages all those
iln'ol,'ed, including dyslexic students, nOli-dyslexic students,
course tutors and support staff. (48)

-1 -1 -2

2

-2 -3 -1 -1

-1 -1 -1 -1

-1 2 3

2 0 0

-2 -3 0

3 0

-2 -1 2 -3

1 2 2 3

Note: Statenlt'nts in hold italics indicate a consensus in the responses to that itenl (Le. the
values are all positive, all negative, or all neutral). Shaded cell values in the factor array
COllllllnS indicate an itenl ranking difference of two or Inore points relative to the other
three facto rs.
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