	
	
	



Bridging the Gap – Understanding the Teaching Experiences of College-Based Higher Education Lecturers in Wales

Abbreviations and Glossary
CBHE – College-based Higher Education
FE – Further Education – usually includes vocational, academic, and work-based learning programmes, for post-16 learners. 
FEC – Further Education College
FEI – Further Education Institution
HE - Higher Education – typically refers to undergraduate, postgraduate and research awards, from level four onwards.
HEI – Higher Education Institution
HE in FE – Higher Education in Further Education
Tertiary Education – Also known as post-compulsory education
WG – Welsh Government
WP - Widening Participation

Introduction
 In the United Kingdom (UK), the post-compulsory or tertiary educational landscape is diverse, with sixth form schools, further education (FE) colleges, and higher education (HE) institutions all offering qualifications for learners aged 16 and above (QAA, 2022; HESA, 2023; Welsh Government, 2025). In Wales, the number of learners attending these institutions has increased, with 145,175 learners studying at university and 119,300 students enrolled in FE programmes in the 2021-2022 academic year (WCPP, 2024). However, Pember et al. (2021) note that adult skills are in decline, which is leading to unemployment and limited labour productivity. They further acknowledge that the COVID-19 pandemic, societal concerns, and the recent economic downturn have exacerbated the skills and employment issues.
Over the past decade, several government-commissioned reviews have assessed strategies to bridge the skills deficit and attainment gaps, with widening participation for disadvantaged socio-economic groups being a top priority for both the UK and devolved governments (Rocks and Lavender, 2018; WCPP, 2024).
Across the United Kingdom (UK), further education colleges offer college-based higher education (CBHE), a provision developed to provide opportunities for learners who wish to retrain or upskill (Welsh Government, 2015; WCPP, 2024). In Wales, these programmes are often attended by non-traditional learners, who are typically older than traditional students and have been out of education for a significant period. Furthermore, the demographics of CBHE programmes demonstrate that many learners come from disadvantaged socio-economic groups (McGhie, 2017; Taylor and Bullock, 2023). Accordingly, the Welsh Government actively promotes the use of further education colleges to support the development of higher education programmes, with several reviews highlighting the potential of this provision (Welsh Government, 2015; WCPP, 2024; Welsh Government 2025).
Despite the focus of the UK and devolved governments on widening participation and the increasing use of further education colleges to deliver higher educational programmes for non-traditional learners, research into the experiences of lecturers and learners within this tertiary context has been insufficiently explored. Although CBHE provides various vocational and academic pathways, little is known about how staff manage the dual demands of teaching higher education in further education settings. 
The current available literature highlights several opportunities and challenges for the CBHE lecturer, including the rewarding feeling that lecturers experience when they see their learners graduating with awards, as well as the strong industry links developed within their educational communities (Ostapenko-Denton, 2019; Bullock and Henry, 2023). However, research also indicates that substantial workloads, a lack of understanding from management, and the need to navigate dual systems all contribute to staff feeling pressured and overworked (CollegesWales, 2020; Kinman 2023). Furthermore, much of the current limited literature is based on the experiences of CBHE staff in England, with little to no research focused on the Welsh context.
This study aims to understand the experiences of Welsh lecturers in delivering CBHE, guided by the question: What opportunities and challenges do college-based higher education lecturers face in teaching in Wales? 
This study aims to understand the student demographics within CBHE programmes in Wales and to explore how CBHE lecturers support them. Another aim is to comprehend how HE in FE lecturers experience the administrative framework, focusing on the opportunities and challenges of working within the dual sector. Additionally, this research seeks to examine job satisfaction and workload. A key component of this study is to understand the Welsh context.
Using a qualitative approach, semi-structured interviews are conducted with CBHE lecturers in a single Welsh college. The data are analysed thematically, following Braun and Clarke’s (2006, 2022) method of analysis.
This research provides new insights into the professional experiences of CBHE lecturers, highlighting the institutional rewards, complexities and tensions they encounter. The findings aim to inform both institutional strategies for supporting CBHE and the broader academic understanding of this evolving sector of education in Wales.
It is worth noting that in the contemporary literature discussing this topic, the terms college-based higher education (CBHE) and higher education in further education (HE in FE) are used. In this paper, both terms are used interchangeably.
Literature Review
This narrative review will critically evaluate the literature surrounding the opportunities and challenges that CBHE lecturers face in teaching in Wales. It will initially discuss the HE and FE context before critically examining the UK and Welsh political and educational landscape, identifying the influence that Governmental policies have on the drive to teach HE in FE. A discussion on the diverse academic needs and backgrounds of learners enrolled on a CBHE programme will be connected to this discussion. The literature review will then progress to discuss the rewards, opportunities and challenges that CBHE lecturers face in their dual role within a college, before concluding with an exploration of role alignment, conflict, and professional identity. The chapter will conclude with a summary that identifies the gaps in the literature and outlines the research question for this project.
Search Strategy
The literature search for this project utilised the following databases: ProQuest Central, PsychArticles, ScienceDirect, and Academic Search Premier. Peer-reviewed, evidence-based literature was used to support the discussion within the paper. However, grey literature, including Governmental documents, was also utilised to support the critical debate. Specific search terms were used for this project:
College-based higher education provision, further education, higher education, tertiary education, higher education in further education.
The search aimed to explore contemporary literature produced since 2018, with a central focus on research produced within the UK. Wherever possible, the lens would be narrowed to explore the Welsh context. However, there is generally a dearth of literature examining the Further Education context, and so these parameters often need to be widened; where this occurs, it will be identified within the paper. 
Defining the Context
Further Education (FE) represents the post-compulsory education system for individuals aged 16 and above (Welsh Government, 2025; Education and Training Foundation, 2024.). It provides opportunities for learners to extend their studies through professional and vocational programmes, as well as Advanced Levels and Access Diplomas, which have been developed to prepare students for university. Further Education Institutions (FEIs) in Wales also offer a limited number of degree programmes, with a growing framework being developed to improve the economic and social well-being of the Welsh population (Welsh Government, 2014; CollegesWales, 2020); The FE landscape in Wales is diverse, with over 12 colleges and sixth form centres spanning the breadth of Wales, offering learners a wide range of academic and vocational courses. In addition, there are specialised college campuses that provide land-based education and training in areas related to countryside management, animal studies, and horticulture (MEDR, 2024; Welsh Government, 2025). These college courses are primarily funded by the Welsh Government, with any additional subsidised fees paid for by the learner.
Higher Education (HE) is defined as post secondary and further education, typically leading to a degree, although alternatives such as certificates and diplomas are also available (QAA, 2022; HESA, 2023). In their review of Post-18 Education and Funding, the Department for Education (Augar, 2019) suggests that there are prescribed and non-prescribed qualifications, indicating that vocational qualifications, such as those awarded by the City and Guilds, are non-prescribed, while traditional academic degrees are defined as prescribed. Alternative funding structures are available for the various pathways. It is worth noting that this review is based on the Higher Education structure in England; however, a similar framework exists for Wales. There are eight universities across Wales, offering a range of subjects, from research-focused degrees to industry-led programmes (Welsh Government, 2025). Additionally, HE courses are also provided by the Open University and some further education (FE) colleges. 
Current College-based HE (CBHE) Provision
The current CBHE provision in Wales remains primarily industry-focused, with further education colleges offering practical and vocational programmes, such as Higher National Certificates and Diplomas (HNC and HND), as well as industry-related foundation degrees, which typically form the first part of an undergraduate award (WCPP, 2024). Additionally, some colleges in Wales offer complete degree-level programmes, such as BA and BSc awards, as well as professional awards, including teaching qualifications (Studyinwales.ac.uk, 2025). Furthermore, many of these programmes are also offered bilingually, providing further opportunities for learners in Wales (Carmarthenshire County Council, 2024).
Widening Participation
The Evidence Review (2024), produced by the Welsh Centre for Public Policy, reiterated the inequalities that individuals from disadvantaged backgrounds face in accessing and engaging with tertiary education. This disparity can be linked to socioeconomic backgrounds or protected characteristics such as race, ethnicity, or disability. Not only do these inequalities often preclude access to higher education, but they also affect attainment, retention, and outcomes (CSJ, 2020). Pennacchia, Jones, and Aldridge (2018) suggest that disadvantaged groups can experience a range of challenges when seeking further learning opportunities, including attitudinal barriers, whereby learners hold negative beliefs about their ability to learn or develop new skills or knowledge, which instructors and teachers can also reinforce. Situational barriers represent another key area of concern, as learners with family or care responsibilities often face additional challenges that prevent them from accessing further education. Finally, institutional barriers are also identified as a significant challenge, whereby colleges and universities provide inflexible study programmes that are more suited to younger students who can undertake full-time studies, rather than to older learners. Pembey et al. (2021) concur, noting that in Wales, the number of working-age adults who are under-qualified and lacking key skills is increasing, with further obstacles cited, including a lack of employment training, insufficient information about learning and training opportunities, and limited essential skills.
The ‘Widening Participation’ policies developed by both the UK government and devolved governments aim to address these barriers by exploring alternative methods of access, progression, and attainment (WCPP, 2024). In Wales, following the Hazelkorn Review (2016), MEDR, the Commission for Tertiary Education and Research, was tasked with developing opportunities within tertiary education for disadvantaged learners, examining strategies to reduce the attainment gap and providing opportunities for underprivileged learners to complete their studies (Tertiary Education and Research (Wales) Act 2022).
It should be noted, however, that the language used in Widening Participation policies often suggests that learners are the issue, rather than addressing inherent societal or systemic problems (Chorcora, Bray, and Banks, 2022). Furthermore, Williams (2020) suggests that using terms such as “underrepresented” can be a demeaning label, producing feelings of inadequacy and unworthiness, and may be considered a microaggression, actually hindering growth rather than encouraging support and access. Nevertheless, the intention behind these programmes is to commit to the principles of social equity, support marginalised groups, and offer various strategies to enable learners to access higher education (McEwen et al., 2024). Understanding the needs of individual learners ensures they can be supported on a case-by-case basis, using sensitive and appropriate language. Allowing individuals to highlight and name their differing circumstances fosters an ethos of respect and inclusivity (Williams, 2020).
Widening participation is a priority for the Welsh Government, and offering opportunities for disadvantaged learners is central to their educational policies. A possible ‘bridge’ to enhancing accessibility and flexibility is the utilisation of Further Education colleges to deliver Higher Education programmes. Trotman (2023) suggests that colleges have the potential to support the ‘non-traditional’ learner, providing opportunities that they may not receive in a more traditional university.
The Further Education Bridge to Higher Education.
A Welsh Government review published in 2015 highlighted the flexibility of further education colleges. It acknowledged that FE colleges offered several opportunities that were more challenging for the university sector, including workforce progression opportunities, locally based college campuses, and additional flexible study arrangements. The review also emphasised the social benefits of FE provision, linking to the widening participation policies WHAT ARE THOSE SOCIAL BENEFITS? (Welsh Gov, 2015). 
A more recent Welsh review of college-based higher education (Colleges Wales, 2020) suggested that colleges continue to offer a more flexible approach and respond to the needs of learners in local communities. The review underscored the partnerships between colleges and universities, recognising that effective progression was a key aim for these institutions. Written at the height of the global pandemic, the review drew attention to the uncertain future for higher education, acknowledging the international and local challenges faced within tertiary education. Nevertheless, it was eager to emphasise the value of college-based higher education provision and that this should remain available as an alternative to the traditional university route. 
Challenges
The Widening Participation goals and the Welsh Government-commissioned reviews highlight the desire to provide more accessible routes for learners to access higher education. CBHE is consistently presented as an alternative route; however, this proposed alternative is often considered to be of lesser quality and does not offer as much academic value or authority as the university route (Bullock and Henry, 2022). Furthermore, the widening participation policies overlook the challenges involved in developing college-based higher education programmes. Augar (2019) suggests that FE has been undervalued and inconsistently funded in England for many years. Similarly, while CBHE programmes are primarily funded through franchise partnerships, such as the dual sector group structure between Coleg Sir Gar and the University of Wales Trinity Saint David (UWTSD) (Colleges Wales, 2020), substantial funding cuts to the FE sector in Wales have noticeably impacted learners, including access to education for disadvantaged groups (Welsh Government, 2022). 
In addition, quality assurance and monitoring of colleges in Wales impose extra pressures. In 2024, MEDR replaced the Higher Education Funding Council for Wales (HEFCW) and is now responsible for overseeing the provision of FE and HE, including quality assurance and funding (MEDR, 2025). Alongside MEDR, Estyn, the educational inspectorate for Wales, provides further monitoring of FE institutions, ensuring accountability for the standards of teaching and training. FE colleges undergo a full inspection at least once every six years, with annual link visits to various departments to discuss current issues (Estyn, 2024). Simmons (2016) also highlights the internal lesson observations and in-house quality processes that are regularly conducted to monitor teaching and learning. Bullock and Henry (2022) suggest that the lack of consistent funding, along with the expectations of regulatory bodies and in-house demands, often adds further pressures on FE staff. 
In addition to meeting the FE quality assurance expectations, staff are also required to develop HE programmes and provide HE experiences that are comparable to those offered at the partner HE institution (HEI). CollegesWales (2020) highlights that the curriculum, delivery, and quality of HE programmes remain the responsibility of the HEI, and the validation of new CBHE programmes is subject to the approval of the partnership HEI. Furthermore, franchised colleges are expected to provide learning opportunities and resources equivalent to those of HEIs; however, given the financial discrepancies between colleges and universities, this expectation may be unrealistic (Bullock and Henry, 2022).
This brief overview has provided the context of CBHE, examining both the opportunities and challenges it presents. It has identified the underlying expectations of the widening participation policies and demonstrated the potential that CBHE can offer for disadvantaged learners, whilst also acknowledging the demanding expectations within the sector. It will now proceed to discuss the literature surrounding the FE lecturer’s experience of teaching higher education. However, it will first briefly examine the learner experience and outline the reasons why learners may choose to study higher education within a college.  
Learner Experience and Learning Culture
Recent reviews demonstrate that FE colleges provide opportunities in terms of accessibility, engagement, and support for learners from lower socio-economic backgrounds. However, they only minimally acknowledge the voices of learners and lecturers, being instead driven by fiscal, political, and social agendas. Qualitative studies that have directly engaged with learners reveal that decision-making related to HE transition is often influenced by socio-cultural factors, location, and a sense of belonging, which arise from smaller class sizes (King and Widdowson, 2012; Amettler and Ryder, 2015; King, et al., 2015; Bullock and Henry, 2022). Moreover, many learners choose to remain at their further education college (FEC) due to the vocational orientation of the programmes (Gill, 2019). Personal tutorial support and familiarity with tutors are also cited as key reasons why learners prefer to study at an FEC. Bullock and Henry (2022) highlighted the significance of the student-teacher relationship in their study, which aligns with the findings presented by Gill (2020) in his qualitative study on vocational students progressing to HE studies.
Identity of Lecturers
The literature surrounding the professional identity of HE in FE lecturers is limited; however, the studies are significant and provide insight into the background and roles of lecturers (McGhie, 2017). Simmons and Lea (2013), in their Quality Assurance Agency (QAA) report, found that the identity of the CBHE lecturer was not clear. They observed that several lecturers were employed solely to teach HE, while most taught across both the FE and HE curricula. Furthermore, many lecturers progressed to teaching HE as a result of their knowledge, understanding, and experience in the vocational sector (Bathmaker and Avis, 2005; Springbett, 2017). Feather (2010) highlights the role conflict experienced by many FE lecturers, stemming from the flexibility they are required to demonstrate. This includes the ability to teach across a range of levels and engage with a broad variety of subjects. Within this context, they also teach learners with a significant range of academic abilities. Although Feather’s (2010) research is somewhat dated, Taylor and Bullock (2024) present similar findings in their more recent study, acknowledging that CBHE lecturers experience considerable flux as their roles frequently change. McGhie (2017) also notes that, despite the challenges of CBHE teaching, lecturers often have little desire to teach in a traditional HEI, as they value the relationships they have with their learners. Reay (2018) agrees, stating that the teaching style of CBHE lecturers offers greater opportunities for fostering enhanced relationships with learners, which they may not achieve in a traditional university setting.
Teaching in CBHE
In his examination of the liberal studies movement, a key feature of FE between 1950 and 1980, Simmons (2016) highlights the changing nature of the tertiary college. In his study, he discusses learner demographics, noting that today’s FE colleges support far greater numbers of disenfranchised and marginalised learners than in previous decades. Taylor and Bullock (2024) agree, stating that most students who engage with CBHE today are often from disadvantaged socio-economic communities. In response to this, a student-centred approach to teaching is frequently adopted, allowing for more time for coaching and mentoring, with a pedagogic focus on supporting the individual needs of the learner (Chowdhry, 2013; Simmons, 2016). 
However, despite the lecturers appreciating the opportunity to engage with and support learners in gaining qualifications, the significant number of contracted teaching hours in FE in Wales does cause frustration. A full-time contracted member of staff is expected to teach around 24 hours per week, with the assumption that staff will also attend open evenings and skills events (Careerswales.gov.uk, 2025). However, there is no UK or Welsh Government agreement on teaching hours; therefore, some lecturers may work more or less than the average figure. These hours do not account for the time required for marking, planning, and administration, which can lead to frustration and disillusionment within the CBHE teaching team (Ostapenko-Denton, 2019; Taylor and Bullock, 2023).
Scholarly activity, which might be a core element of a university lecturer’s role, is often not feasible for the already overburdened FE lecturer. Feather (2016) highlights the challenges that many CBHE lecturers face, acknowledging that the contact hours for HE in FE lecturers are significant and do not allow them to engage in research or study within their professional fields. He indicates that this situation has implications for students studying at HE level, as their lecturers may not always possess up-to-date knowledge of their subject area.
Job Satisfaction
Within the CBHE institutions, there are questions regarding job and role satisfaction. Kinman and Wray (2014) found that the stress levels of FE staff have increased, with workloads and hours becoming a significant burden, leading to fatigue and burnout among the teaching population. In a more recent UCU survey, Kinman (2023) highlighted that workplace issues continue to contribute to stress and ill health within the FE context, stating that workloads remain substantial while resources and funding decline. Key issues identified by the respondents included the need for more lecturing, administrative, and support staff, as well as a review of workloads. A noteworthy comment within this study was the request for management to acknowledge that “one size does not fit all” (Kinman, 2023, p. 14). This is a crucial point, particularly for CBHE lecturers, who often feel undervalued and believe that their roles are misunderstood by FE senior management teams (Taylor and Bullock, 2023).
The number of lecturers seeking to leave the profession is substantial. The University and College Union (2022) highlighted the anger, frustration, and demoralisation of HE lecturers. Frustration with the working conditions and cuts to pensions were deemed the key reasons why staff were considering leaving. Although this survey focused on HE lecturers, research exploring the attitudes of FE staff has shown similar responses. The Association of Colleges (2024) highlights that salary and increased workloads are the leading reasons why FE staff are leaving the profession. 
This literature review has examined key aspects of higher education in further education and considered the underlying rationale for the provision of CBHE. It is essential to consider the principal notion of Widening Participation when seeking to understand the concept of CBHE; both the UK and the devolved governments view this as fundamental in supporting learners from disadvantaged groups to access tertiary education. However, the literature exploring this is primarily based on English provision, with only limited governmental reviews addressing the concept in Wales. Furthermore, the literature on further education has been identified as insufficient, with minimal research on CBHE available. Similarly, research exploring the context in Wales is severely lacking; hence, the need to examine a broader UK context within this review and the necessity to use significantly dated research to underpin the critical discussion. The role of the CBHE lecturer remains minimally researched, with a limited number of papers exploring the identity, dual role, and lecturer satisfaction associated with teaching higher education in further education. As noted previously, a number of these studies are now significantly dated, necessitating further contemporary research. CBHE lecturers often feel undervalued and misunderstood, with many leaving the profession due to burnout and stress. It is anticipated that this experience is similar in Wales; however, again, no literature clearly defines the Welsh context. 
Therefore, this research intends to explore the opportunities and challenges that college-based higher education lecturers face in teaching in Wales. Using qualitative research methods, the lecturing staff will  be provided with an opportunity to voice their experience and highlight the rewards and the challenges that they experience within their roles.
Methodology
The research question for this project was, ‘What opportunities and challenges do college-based higher education lecturers face in teaching in Wales? The research had several aims. Firstly, it sought to understand the learning culture and student demographics. The literature suggests that learners often attend CBHE programmes due to their socio-economic circumstances, the location of the campus, or the natural progression from vocational courses. This research aimed to determine if similar reasons were found in Wales. A second aim was to explore how lecturers experienced their practice in a CBHE context, examining whether they also noted similar frustrations with policies and practices related to FE and HE procedures, or whether there was a more seamless and coherent connection between the institutional frameworks. A third aim was to understand the role of the lecturers: was there a sense of satisfaction, or were the lecturers finding their roles demanding and challenging? Furthermore, the literature highlighted the coaching and mentoring components of the CBHE lecturer’s role, and this research aimed to find out if Welsh HE in FE lecturers experienced a similar element within their roles. As noted, the overarching theme was to explore the Welsh context and examine the data for similarities and differences with the research highlighted in the review.
With this question and these aims in mind, this chapter examines the project's research methodology, emphasising the rationale behind the qualitative, interpretivist design. It defines the philosophical assumptions and justifies the selected methods and approach. Furthermore, the data collection methods and analysis procedures are critically examined, presenting both the advantages and limitations of the process. Ethical considerations are also discussed.
A discussion on the research philosophy. 
According to Punch and Oancea (2014), the research philosophy or paradigm refers to the underlying assumptions and beliefs about the world. Both Denscombe (2010) and Thomas (2023) argue that these assumptions provide the foundations for the research process and influence every stage of the investigation. Additionally, Lewis et al. 2019) suggest that social researchers need to understand the epistemological, ontological, and axiological questions and be critically aware of the paradigm in which their research sits. Indeed, several philosophies exist (e.g. positivism, interpretivism, critical theory and pragmatism), and the critical discourse surrounding these is wide and varied. However, due to the constraints of this paper, the discussion will focus on qualitative research and the interpretivist paradigm.
Within social research, ontology refers to the nature of reality, and in connection with the interpretive paradigm, the ontological assumption is that the world is socially constructed. Interpretivist researchers are interested in how people interact with others and interpret and make sense of their world (Manion, Morrison and Cohen, 2018; Grey, 2022). The epistemological assumption is that everything is connected and subjectively experienced and thus cannot be separated (Punch and Oancea, 2014). Furthermore, Flick (2023) considers an additional philosophical layer, highlighting that the axiological position, or the values of both the investigator and the participant, need to be considered within the study, as again, this will influence all elements of the research.  
However, critical philosophical discourse highlights the limitations of interpretivist research, acknowledging that the scope of methods used within this paradigm often limits the possibility of the study being replicated and applied to other contexts or participants (Flick, 2023). Accordingly, positivist academics frequently dispute the validity of interpretive research due to the lack of a scientific method when justifying and analysing the data (Husam and Pius, 2020).
Qualitative Research
Dunscombe (2010) highlights the challenges of differentiating between quantitative and qualitative research, acknowledging that there is no clear boundary between the two types of research. Punch and Oancea (2014) agree, stating that the sharp divide created between the two paradigms is often unhelpful, as both share similarities and overlap in certain aspects. They all concede, however, that it can be helpful to separate the paradigms when providing a general overview of the different approaches. Therefore, for this paper, the qualitative paradigm will be explored, with a focus on its connection to the interpretivist philosophy. 
Arguably, qualitative research is often connected with exploring participants' subjective experiences (Flick, 2023), and the data are usually collected through the meaningful exploration of texts, words, and/or images produced via interviews, focus groups, and textual or image analysis (Denscombe, 2010; Thomas, 2023). Researchers use qualitative methods to understand how individuals make sense of their experiences and their internal worldview (Braun and Clarke, 2013). Thus, in the same way that the interpretivist philosophy is interested in how the world is socially constructed and subjectively viewed, researchers working within the qualitative paradigm are interested in how their participants view their world.  Hence, qualitative research can be seen to fall under the interpretivist paradigm (Thomas, 2023). Additionally, the researcher's subjectivity is also important, and their influence on the study will need to be acknowledged (Flick, 2023). Gray (2022) agrees, defining this as researcher reflexivity, highlighting the association between the researcher and their impact on their project.
As with interpretivism, critics of qualitative research highlight the small-scale focus of projects and the difficulties with replicating the studies. They also acknowledge the researcher's bias and highlight that neutrality cannot be achieved in qualitative research (Denscombe, 2021). In response to these limitations, qualitative researchers often disclose their positionality within the study and take care to be transparent in their data collection, frequently employing triangulation methods to produce nuanced and rigorous data (Flick, 2023). 
Research Question
‘What opportunities and challenges do college-based lecturers face in teaching in Wales?’
This research question was designed to enable lecturers to voice their experiences of teaching undergraduate degree-level programmes whilst working within an FE college. It aimed to explore lecturers' subjective experiences, situated within an interpretivist philosophical approach and the qualitative paradigm. 
Qualitative research methods were employed to ensure that the lecturers' voices could be heard. These will be discussed further in this chapter; however, the data collection method aimed to gather rich data, which in turn would allow the analysis to highlight similar themes and discrepancies. The analysis was inductive, enabling the data to be thoroughly examined. The aim was to be mindful of researcher bias while focusing on the participant's experience, both in the questioning and the analysis (Saldana, 2020). 
The qualitative approach for this study is situated within the interpretivist paradigm. As such, it is essential to consider the researcher's positionality to promote transparency and acknowledge the potential influence of the investigator’s worldview on the study's framework.
Positionality
Manon, Morrison, and Cohen (2018) argue that social researchers need to be self-reflective throughout the research process and aware of their potential impact on the project. Buetow (2019) concurs, stating that recognising the potential for researcher influence and bias can help ensure a robust and viable project. Additionally, by acknowledging their positionality and being reflexive throughout the process, the researcher can be more attuned to their position of power, status, and impact on the research (Jacobson and Mustafa, 2019; Bolade-Ogunfodun, Richmond, Soga, and Laker, 2023). 
I am a Humanistic psychotherapist and also work as a deputy head in a health and social care department in a further education college in South Wales. I am a white, British female, and have lived in both the UK and English-speaking communities in Europe. I am aware of the advantages and privileges that I have experienced in my life, but I have also experienced gender-based oppression. Within this research, I want to acknowledge my position of power. This research was conducted at a Welsh Further Education College, with five participants who were known to the researcher.  The researcher is also a full-time, contracted manager within the college. Olmos-Vega et al. (2022) emphasise the importance of reflexivity, particularly when participants are known to the researcher. As noted in the methodology chapter, paying attention to power dynamics was a key element of this research; it was necessary to consider the interpersonal dynamics between the interviewer and participants to ensure that the interviewees did not feel pressured to respond in a particular way. Purposive sampling was used to ensure that each participant worked within HE in the college, but was not directly managed by the researcher. However, working within the interpretivist framework, it is acknowledged that separating self from the research is impossible, and the researcher recognised the impact that they had throughout the entire process (Ide and Beddoe, 2023). 
Furthermore, there are critical discussions regarding the appropriateness of undertaking research within the researcher’s institution. Finefter-Rosenbluh (2017) highlights some strengths of insider research, such as familiarity with the context, an understanding of the issues, and access to participants, which may pose challenges for outsider researchers. However, Andrews (2024) notes several concerns, including researcher bias, issues of anonymity, coercion, and concerns regarding consent. Still, mitigations can be made to reduce these risks, such as ensuring fully informed consent, preparing questions in advance, and using aliases in the analysis, all of which have been upheld for this project. Nevertheless, researchers must engage in reflexive practice to ensure the process is critically evaluated and that they remain attentive to the influence they may have on the research process. Throughout the project, I aimed to be aware of my biases and the potential impact I might have on not only the interview process but also the analysis, striving for an unbiased and non-judgmental approach.
Sampling and Case Study Framework 
In qualitative research, participants are selected purposefully, identified and chosen because they can provide information that may not be obtained from others (Gray, 2022). The research undertaken for this project heard the voices of five lecturers working within a single FE college in South Wales. Five participants were interviewed for this study, ranging from a newly qualified teacher to an experienced manager. Boddy (2016) suggests that smaller participant numbers can provide rich, nuanced data when exploring under-researched topics. At the FE level, this college provided opportunities to undertake qualifications in both academic and vocational subjects. The HE level programmes offered at this college were primarily industry-focused, presenting opportunities to study higher national diplomas, foundation degrees, or ‘top-ups’ to a full Bachelor’s award.
The purposive sample indicated here represented different disciplines, including education, care, and construction, and each participant had prior experience in their vocational field before teaching on the HE programme. There were two male participants and three female participants, all of whom worked across different campuses within the college. Each chosen participant was directly connected to the research aims. They were all teaching HE subjects within the FE context, and were all qualified teachers. The participants had a broad range of teaching experience, from those who were recently qualified to highly experienced. The interpretivist paradigm is clear about the subjective nature of experience. These participants were from a mix of sectors, with varying degrees of expertise, which enabled a rich exploration of subjective viewpoints. Rather than a large number of participants, the key point here was to explore the depth of experience, rather than breadth.
The research question aims to understand the opportunities and challenges faced by CBHE lecturers in teaching in Wales. The project is structured as an embedded single-case study. Yin (2018) suggests that focusing on a single case can support a study that is both in-depth and rigorous. In this project, research is conducted in one college, which allows participants to discuss their experiences in their workplace, creating a more naturalistic experience (Flick, 2018).
As is the case with much qualitative research, the case study approach has both benefits and challenges. It can be a vigorous framework. However, Takahashi and Araujo (2020) highlight that the philosophical underpinnings need to thoroughly connect to the research design, including the question, methods and analysis for the case study to demonstrate rigour and robustness. There are criticisms of the case study approach, which are similar to those in critical qualitative discourse, including concerns about generalisability and the ability to apply to other situations. Furthermore, confirmation bias can be an issue within case studies, as can response bias and sociobility bias, which rely on participants to answer interview questions reliably and honestly, rather than presenting themselves in a favourable light to align with what they feel the researcher may want to hear (Cohen, Manion, and Morrison, 2018). This is particularly concerning in the context of this research project, given the researcher's authoritative position. Exploring the subjective perspectives with several different participants allows the reliability to be checked (Cohen, Manion, and Morrison, 2018).
Data Collection
Qualitative research methods of data collection are wide and varied. However, as Cohen, Manion, and Morrison (2018) point out, choosing a method is not a simple or arbitrary decision. It is essential to consider which methods are suitable for the project's purpose. Grey (2022) agrees and highlights several data collection methods that can be used within a case study framework, including participant interviews, focus groups, or exploring artefacts, images, or texts. 
Semi-structured interviews (SSIs) were employed in this case study. These are commonly used in qualitative research projects, providing participants with the opportunity to answer a set of questions about their experiences, with a degree of flexibility for the researcher to ask additional sub-questions where appropriate (Braun and Clarke, 2013). Denscombe (2021) elaborates further on the benefits of SSIs, indicating that they offer participants the chance to share their beliefs, viewpoints, and insights, thereby providing a rich source of data for the researcher to explore. Furthermore, SSIs offer opportunities for the researcher to discern the subtleties in the language and responses, and to respond promptly to these in the interview, thereby enabling the analysis of varied themes (Kakilla, 2021).
Despite the benefits of SSIs, they do have their limitations. Thomas (2023) suggests that although there is a degree of flexibility in the interview schedule, organisation is still necessary. He also notes that SSIs are not always the most appropriate data collection method, and researchers who use this approach need to be mindful of why they are asking each question and how they do so, to avoid the process feeling like an interrogation for the interviewee. Similarly, Grey (2022) highlights further limitations of SSIs, acknowledging that it can be both time-consuming to analyse the data and harder to protect the identity of participants. The interview questions used in this research project were drawn from the literature reviewed before the data collection point of the research.
Given these considerations, it is pertinent to examine the interviews conducted for this research. As noted, this research was interested in the subjective experiences of CBHE lecturers; furthermore, it was committed to providing a confidential space for teachers to share their knowledge, understanding, and experiences of the challenges and opportunities they faced within their professional practice. Denscombe (2021) notes that single-person interviews are easier to arrange than focus groups and provide increased opportunities for the interviewer to notice the nuances and insights of individual participants. This was the case for this study. Campuses within this college are varied and extend across a broad part of Wales; thus, arranging focus groups would have been challenging due to the multi-site locations. The added complication of organising focus groups around conflicting teaching timetables meant that individual interviews were the most appropriate for this study.
An additional consideration for using interviews was the confidential nature of the topic. Lecturers were asked questions which they may have found challenging, particularly concerning their professional consideration of the college processes. Focus groups may have inhibited some participants, and they may have been reticent to highlight their experience in front of their colleagues. Accordingly, one-to-one, semi-structured interviews were deemed to be the most appropriate data collection method for this study.
Furthermore, in qualitative studies, face-to-face interviews are still regarded as the ‘gold standard’ (Irani, 2019). However, since the Covid-19 pandemic, online video-conferencing platforms such as Zoom, Google Meet, and Teams have emerged as accessible alternatives, particularly when the distance between the participant and interviewer is considerable (Khan and Maceachen, 2022). For this research, due to the participants' locations and their teaching schedules, it was deemed appropriate to conduct the interviews online using Google Meet. This platform is the preferred video-conferencing tool within the college, ensuring that participants would be more familiar with the technical aspects of the interview, such as logging into the session and utilising the video and microphone options.
Analysis of the Data
Due to the subjective nature of qualitative research, there are often layers of dialogue to analyse, which include both the explicit themes and the underlying, implicit themes (Hickson, 2016). Analysing the data can be a complicated, yet sophisticated process; Flick (2018) suggests that as the analysis progresses, the data can reveal a variety of rich and elaborate themes.
As noted previously, a connected thread is necessary between the different elements of the research. Therefore, from the outset of the project, the researcher should consider the analysis method to ensure it is appropriate for the project (Cohen, Manion, and Morrison, 2018). The subjective experience of the participant has been central to this investigation. As such, it was appropriate to use an analytical method that allowed the participant narratives to be explored. Thematic Analysis (TA) is one method of analysing qualitative data. According to Braun and Clarke (2022), thematic analysis requires a sensitive and reflexive researcher who recognises their place within the research while also perceptively acknowledging the subjective viewpoint of the participant. The researcher will actively process their assumptions and values while engaging in the analysis of the data.  TA involves the researcher immersing themselves within the data, systematically examining it for codes and searching for connecting themes; there is a process of going back and forth within the data, looking for themes which connect to the research question. The researcher is aware of their influence in the process as the themes are constructed through their knowledge, awareness and experience of the subject area. 
The fundamental principles of thematic analysis align with the study's values, which include the interpretive, qualitative paradigm and the data collection methods. However, as noted in this chapter, there are often limitations to elements of qualitative research, and this holds true for thematic analysis (TA).
One notable weakness noted by Nowell et al. (2017) is the limited evaluation that has been conducted on TA. They suggest that further examination is necessary to ensure that this analysis method is robust. Flick (2018) also indicates that TA is limited to exploring only verbal data and presents a challenge when examining other qualitative data or investigating the non-verbal communication of participants. In response to this critique, Braun and Clarke (2006) acknowledge that more nuanced subtleties within the language may be lost in the analysis.
Ethical Awareness
Before the commencement of the study, this research received approval from the UWTSD Ethics Board. All five participants were contacted via email and invited to take part in the study. Throughout the research process, the rights of the participants were paramount; all individuals were treated with respect and equity (BERA, 2024). Furthermore, all participants were provided with research information before the interviews, ensuring they were fully aware of the nature of the research and thus able to give informed consent. They were also informed that they had the right to withdraw from the study without discrimination if they chose to do so. All participants were fully informed about the confidential nature of their data and that their data would be anonymised throughout. It was essential to ensure that all participants understood that their participation in or withdrawal from this study would not affect their job, performance appraisals, or professional relationships within the college. Data management practices would ensure that all data are held in encrypted storage, with access limited to the researcher and supervisor. Finally, a debrief was offered to each participant at the end of the interviews, inviting them to ask any questions they may have related to the research outcomes (BERA, 2024).
All interviews were recorded and transcribed using Google Meet video-conferencing software. The transcriptions were reviewed for accuracy, providing the data for the study. Thematic analysis was conducted manually for this research.
Summary
At the outset, the methodology chapter indicated that an interpretive, qualitative stance would be taken for this project, demonstrating the links between the question, the data collection methods, and the analysis approach. This ensured that throughout the process, the subjective voice of the FE lecturer was heard, while also guaranteeing a reflexive research process. Acknowledging both the strengths and weaknesses of the different approaches has enabled a more robust understanding of the process. Furthermore, highlighting the researcher's positionality allows for a more transparent process, acknowledging the influence that the researcher will have on the project. Finally, a brief consideration of ethics was included to highlight the project's ethical integrity.
Data Collection and Analysis
The following chapter will discuss the data and findings. It will reiterate the research question before providing a brief overview of the data collection and analysis. Following this summary, the narrative will address the themes that emerged from the analysis, providing a short commentary on these themes. However, further interpretation will be reserved for the discussion chapter.
Research Question:
What opportunities and challenges do lecturers face when teaching university-level courses in further education colleges? 
Using qualitative research methods, five participants were interviewed using semi-structured questions, which invited the interviewees to explore their experiences teaching on CBHE programmes. Thematic Analysis (Braun and Clarke, 2022) was employed to analyse the participants’ responses to identify patterns and themes. Within this analysis, six distinct themes emerged, each with its own set of subthemes. A discussion of each theme will be provided here; each section will describe the theme, identifying any subthemes that have become evident in the process. Participant quotations will be included to illustrate the theme, and, as is ethically appropriate, all participant data will be anonymised and aliases will be used. A brief commentary will be provided, demonstrating how the theme connects to the research question.
Theme One: Access to CBHE and Learner Support.
A prominent theme that emerged from the analysis of the interviews was the ease of access to CBHE, as well as the college's ethos and lecturer/student relationship. All five interviewees expressed that their learners were non-traditional and that the students themselves had expressed a preference for the teaching and support offered within the college. 
Through the process of inductive coding (Braun and Clarke, 2022), this theme emerged from a range of comments during the interview process. Initial codes such as “Students like the feel of going to a college, it’s less intimidating”; “there aren’t many 18 19 year olds that want to study with us”; “We’re not getting A’ Level students who are versed in how to write an essay” began to develop into the theme related to access, education, and learning support. During a second cycle of coding, a refined pattern appeared, centred around the general ethos of CBHE and the accessibility of the programmes.
Subtheme 1.1: Non-traditional learners.
The participants acknowledged that their learners were often mature and had followed a non-traditional route to CBHE. 
“I do like the aspect that we get non-traditional learners, in terms of creating the future workforce, I think we attract people who maybe wouldn’t do a normal HE course, so I think it’s important that the course attracts a wider social group” (Belinda, Health Care lecturer).
“You’ve got some (learners) that are looking to retrain essentially and come in from a lifetime out on the tools pretty much..” (Christopher, Carpentry lecturer).
The participants also acknowledged the wide range of abilities that they see in their learners, often individuals who had previously struggled with education.
“I think it’s really rewarding seeing people who have struggled with education in their early lives…and so people who maybe wouldn’t have thought of themselves as capable of doing a degree, and I think they wouldn’t go to university (Belinda).
I think HE environments are quite intimidating, especially when you are with people who are very academic….there is a very different understanding of education (here), and there’s a lot of opportunity because there’s comfort” (Lily, Social Care Lecturer).
Subtheme 1.2: Support and Learner Experience
The participants also acknowledged the level of support they provide to learners within their cohorts, arguing that perhaps students wouldn’t receive this level of mentoring in a traditional higher education institution (HEI). They also acknowledge that the smaller class sizes often enable a more student-centred focus, with a greater sense of community between cohorts.
“I think it attracts people who would feel less confident about their abilities, which is a plus and a minus because it means they may need a lot more support”. (Belinda)
“The camaraderie between groups is lovely. I think that’s down to the way that it is done compared to HE, the peer mentoring side is less formal, and I think it works. (Lily)
“I would say that they’re far more intimate classes…I would argue far more student-centred and far more aligned to industry needs” (William, Construction Lecturer).
This theme suggests that learners are applying for CBHE programmes, possibly because they are perceived as less intimidating. Furthermore, prior educational experiences may mean that they do not meet the entry requirements or expectations for traditional HEIs. Consequently, CBHE programmes potentially provide opportunities for non-traditional learners which may not have been possible at a university. This presents both an opportunity and a challenge for the HE in FE lecturer; they can nurture and support learners from the very start of their HE experience and see them graduate in a range of disciplines, but one-to-one mentoring and coaching are potentially significantly higher and more demanding due to the limited academic experience of many of the learners.
Theme Two:  The Challenges of the FE Setting for HE Provision
Several participants mentioned the challenges of teaching higher education (HE) within the further education (FE) environment, noting that on occasion, the facilities and resources were not always suitable. They also highlighted the discrepancies between the policies and procedures of the FE and HE institutions. This theme emerged as interviewees expressed their frustration with the differences between HE and FE. As with the previous theme, the second cycle of coding further developed this theme. Interestingly, several subthemes emerged within this thematic section; further questioning of the participants might have yielded additional insights into this area. 
Sub-theme 2.1: Inadequate resources and facilities
The lack of study spaces for HE learners was noted by one participant, who stated that shared FE facilities were not always appropriate for HE needs. 
“For a student’s perspective, they might want the sort of quieter spaces and things to get on with a lot of their research or academic writing”. (Christopher). This participant explained that many of his learners go off-site, as the college campus does not always accommodate their needs.
A second participant also noted the limited library resources.
Lily noted the issues with the broad subject area she teaches and acknowledged that an FE library could not support it all: “We’ve got students that are looking at substance abuse all the way to dementia and elderly care, and so how can you have resources that support all of that?”
Subtheme: 2.2 Lack of support for individuals with learning differences.
Although the lecturers find themselves coaching and mentoring individual students, participants noted the limited human and financial support for individuals with additional learning needs. One participant felt that CBHE students were discriminated against, stating, “I think it’s borderline criminal that they haven’t got the ability to screen for dyslexia, a basic learning difference….it is then almost discrimination” (Lily).
Within this college, CBHE students do not receive automatic dyslexia screening on entry.
Subtheme: 2.3 Misaligned FE and HE policies.
This was a significant theme for all of the participants, who noted their frustration with policies, indicating that the FE policies are usually written with FE learners in mind, who are usually 16-18-year-olds.
“Our policies are generally written for FE, and some things don’t always work, and that’s hard if you’ve got departments that are sharing both to have any consistency really with tutors”. (Violet, Teacher-Training tutor).
Furthermore, participants felt that adult HE learners can often feel infantilised, and that rules and regulations are frequently inappropriate for mature learners.
“The whole issue around not eating and drinking in the classroom was a bit difficult for the students, and they’re not allowed to use the gym without someone else there”. (Belinda).
In addition, within this sub-theme came the issue of lecturer autonomy, one participant felt like the paternalistic feel in an FE college often came through to the staff:
“We’re told what we’re allowed to do and what we’re not allowed to do, and so there’s less autonomy, I think, to make decisions for ourselves”. (Belinda).
The interviewees were questioned about policies and procedures. Following an analysis of the commentaries, it became apparent that this area posed more challenges than opportunities for the lecturer, emphasising the sometimes uneasy tension between the two distinct institutional frameworks.
Theme Three: Rewards of Impact and Connections with Industry
Unlike the previous discussion, this theme emphasises the positive aspects and opportunities that teaching Higher Education (HE) in Further Education (FE) offers. All participants acknowledged the rewards they encountered at this level. The coding process illustrated the transformative impact of CBHE; linking to the first theme, it highlighted the supportive nature of the teaching role while also promoting the industry connections that these roles naturally foster.
Subtheme 3.1: Transformative Impact on Learners.
The participants all acknowledged the privilege they felt as they witnessed the learners striving towards their qualifications, despite many challenges and adversities on the way:
“I feel that there’s much bigger leaps in the FE environment because they do start off at a lower level and I think that has been the most rewarding”. (Lily).
Witnessing learners progress from the FE school provision, all the way through to the completion of a degree has been a fulfilling journey for Christopher, who notes, “I’ve seen them come through from a 14-year-old in year 10 all the way through, it’s amazing”. 
Subtheme 3.2: Industry Links and the Next Generation of Professionals.
The participants noted how rewarding it was to maintain the links with industry and promote this with the students, ensuring that they can continue their industry roles, whilst studying:
“I think the rewarding factor for me is because we’ve predominantly got part-time students in our area, many of these learners, all of them actually are working in the industry” (William). He further states that this is “future-proofing” both the industry and higher education. 
Violet stated similar thoughts, acknowledging that as a teacher-trainer, she felt that she was “getting to make a difference, and actually helping and guiding the people who are going to help the next students”. 
Subtheme 3.3: Pastoral Care and Support
Humanistic and student-focused teaching emerged as a prominent subtheme, and it was evident that the lecturers placed a high value on this aspect of their roles. 
“I feel with all of the considerations that goes with FE, you’re very attuned to pastoral care, and I think that’s a strength for FE institutions” (William). 
This theme provided an opportunity for lecturers to discuss the opportunities of the role. It became clear that all the participants felt their role was rewarding, despite the challenges, and that they felt privileged to support learners in achieving their goals.
Theme Four: Dual Institutional Challenges
This theme emerged from theme two; it became clear that there were further challenges that were not just related to policies and procedures, but there were added complexities of working within the two sectors and engaging with the two complex institutions. Aligning to the research question, it became noticeable as a particular challenge for the participants.
Subtheme 4.1: Two Separate Processes
The dual structure presented challenges for the staff and added a layer of complexity for their multiple roles. 
“Because we’re a partner institution we’re heavily guided by (xxxxx) policies and procedures, which in itself isn’t an issue, but we have an added barrier that we’ve also got our own college policies which sit alongside that, which becomes more onerous” (William). 
Academic processes became more complicated, particularly if they involved assessment deadlines, plagiarism and attendance: 
“Plagiarism, for example, is looser in FE, they should be tighter, but I don’t think they are, and I think it’s a big jump to HE” (Violet).
Subtheme 4.2: Accessing and navigating the different IT systems
Again, this was commented on by several participants, who identified the frustrations with inputting grades at exam board times, or the disconnect between different teaching and assessment platforms. 
“Managing Microsoft Teams is difficult for us, as well as getting onto the university login for journals, that’s really fiddly. We can’t always access things because they’ve changed their IT systems.” (Belinda).
“It’s just small things like the fact that our partners tend to use a different cloud-based system than us, it would all work so much nicer if it was on one platform and one common sort of software” (Christopher). 
Subtheme 4.3: Inadequate Wider College Support and Understanding
Due to the differences in policies and procedures, several participants expressed frustration that senior management teams often do not understand their CBHE roles, and they frequently felt that they received inadequate support.
Violet briefly acknowledges this, stating that she felt adequately supported by her colleagues “but not the wider college”. 
This theme illustrates additional challenges that CBHE college lecturers encounter in their dual roles. They often find themselves in a no-man's land between the two institutions, and note their frustrations with trying to navigate different software systems or seeking support from a college that may not understand CBHE. 
Theme Five: Staff Workload
All participants commented on their workload and course delivery. They were all working across different levels within FE and HE, which created a challenge in balancing their roles. The coding process highlighted the broader concept of subject expertise, but as the theme developed, it ultimately focused on workload and delivery.  Rather than an opportunity, this again demonstrated the challenges that CBHE lecturers experience.
Subtheme 5.1: Balancing Diverse Roles
Balancing the diverse needs of learners from FE and HE often presented a challenge for the participants, with one participant acknowledging that the college doesn’t have lecturers solely focused on HE. 
He commented, “You’ve got one sort of 14-to-16-year-old student group in the morning, and then in the next session, you’ve got a level six group of students. It’s a very different range, isn’t it? You’ve got to go from really bespoke in your resources, I guess, to get those levels correct.” (Christopher). 
Subtheme 5.2: Preparation Time
Participants noted the significant preparation time, but shared that FE expectations and contracts don’t always account for this:
“There’s a lot of preparation for delivery, without running or managing that programme and I think that’s sometimes not recognised as it would be in a purely HE institution” (William). 
The challenges of working across levels is evident within this theme and having to be flexible within their teaching role was evident, but lack of recognition from senior management prompted frustration from the participants.
Theme Six: Subject Expertise and Industry Backgrounds
The final theme noted was the staff’s teaching approaches, which were consistently influenced by their subject expertise and industry backgrounds. The coding process highlighted the teaching methods used, with the lecturers acknowledging that everything they do relates to the industry practice and their experience, “you can draw on life experience” or “it’s aligned to industry needs”. The second round of coding identified key learner-led teaching practices as well as the importance of Industry connections within their work.
Subtheme 6.1: Learner-Led Teaching Methods
Experiential, learner-led methods were employed by staff. They indicated that they used less didactic methods and more practical, creative methods within their teaching:
Violet, who has a performing arts background notes that she “is always getting the learners actively engaged in the lesson, more than kind of sitting and just learning theories, it’s more engaging”. 
Belinda also noted a similar teaching method, commenting that she wouldn’t call her teaching a lecture. She comments: “I want them to learn from each other, so it’s got to be an active learning process; they’re learning from discussion and interaction.”
In addition, the participants were keen to note that they wanted to prepare their learners for industry and that their teaching methods were focused on giving learners experience which they can transfer into the workplace:
“So every module that we are delivering, we want it to be suitable and rewarding to the learners because it needs to be something they’re going to use out in industry” (Christopher). 
Subtheme 6.2: Industry Links
The strong participant links to industry were a key element of the discussions. In addition, the participants frequently noted the learners who were also currently in a work placement, which enhanced the discussions and practice: 
“Students have a strong sense of belonging, I guess within the industry”, Christopher.
“Students are working in industry, they’re normally quite focused on their own pathway (William). William also notes the important industry networks that they have, stating, “We’ve got a lot of networks that we collaborate with apprenticeships and those kinds of scenarios. We’ve naturally got those industry partners aware of what we do, it’s a good connection to have with industry”. 
This theme underscores the significance of industry connections and illustrates the opportunities that CBHE offers, directly relating to the research question posed for this project.
These themes highlight both the challenges and opportunities that CBHE presents. They recognise the rewards of teaching, yet also illustrate the complexities of working within a dual institutional framework. The participants emphasise the significance of industry connections, but also acknowledge the limited support and understanding within the broader college context. What emerged clearly from the interviews was the enjoyment the participants experienced while teaching, albeit with specific challenges.
Discussion
This chapter will now discuss the connections between the findings in this research and those published previously. It will note any similarities or discrepancies with previous studies and highlight implications for practice. The research question will be fundamental to the chapter, and reference to this will be made throughout. Concluding insights will be offered at the end of the chapter. 
Theme One – Access to CBHE and Learner Support.
This prominent theme acknowledges the demographics of learners and the support they receive within CBHE. The literature highlights the influence of Widening Participation policies on FE colleges, and previous studies have identified that these governmental strategies have a substantial impact on student demographics within CBHE programmes (Simmons, 2016; Taylor and Bullock, WCPP, 2044). The participants in this study noted on many occasions that their learners were non-traditional, many of whom had industry experience but were seeking to retrain. Moreover, they acknowledged that many of their learners had previously struggled with education, and this was their final opportunity to achieve an award. This somewhat aligns with the barriers noted in Pember et al.'s (2021) paper, which explores the challenges that learners face, highlighting the negative self-beliefs about education and learning that learners can demonstrate. It is worth noting, however, that none of the previous papers acknowledged the learners’ belief that this was their final attempt at learning. However, there may well be further qualitative studies specifically focusing on learners’ reasons for attempting CBHE programmes, and this may be noted in that research. The literature search for this study focused on lecturing experiences.
A subtheme within this section also identified that many learners frequently had weaker academic skills and thus needed additional tutorial support. This finding is also similar to those reported in previous research, which have noted a greater need for pastoral and academic mentoring in CBHE (Chowdery, 2013; Simmons, 2016). Additionally, the participants acknowledged the smaller class sizes and sense of community between subject-specific cohorts. They argued that this has meant a more student-centred teaching style, which enables a curriculum more focused on learner and industry needs. Being more connected with industry and allowing for flexible study are significant benefits of CBHE, aligning with the Welsh Government's Wider Participation agenda (Welsh Government, 2015, WCPP, 2024).
Given these points, it is suggested that CBHE offers opportunities for disadvantaged learners and is a rewarding role for the lecturers who teach within this context. However, as noted by participant Belinda, it can be a double-edged sword, as offering support to learners who experience significant difficulties when completing academic assessments can be quite demanding.
Theme Two – The Challenges of the FE Setting for HE provision
Several challenges arose within the data, specifically relating to the resources and facilities found within CBHE. In this study, library resources and quiet spaces were identified as key issues, particularly in a busy FE college. Only a minimal amount of literature discussed the specific resource needs of CBHE programmes. Bullock and Henry (2022) identified the inconsistencies between colleges and universities, noting that it is almost impossible to provide similar opportunities in CBHE, given the reduced funding they receive. Both Augar (2019) and Kinman (2023) briefly acknowledge the reduced funding in FE, stating that this is an issue within the college workplace. A Welsh Government review (2022) also highlighted the cuts to the FE sector and acknowledged that these have impacted learners, particularly those from disadvantaged socio-economic groups. There is an expectation within the Welsh Government that provisions will be made for HE programmes in FE colleges (Colleges Wales, 2020), but it appears that funding is not fully allocated to provide CBHE programmes with the necessary resources required for learners. If CBHE is going to expand, this issue will need further attention. 
Subthemes two and three identified the misalignment of provision, policies, and procedures, with participants expressing their frustration at the lack of support for learners with additional learning needs. They particularly noted the limited screening processes during admission. Furthermore, they indicated that policies were often created with FE learners in mind, which they felt infantilised their learners. Within Kinman’s (2023) study, it was acknowledged that FE management frequently had similar expectations for FE and HE programmes. The participants in that research expressed similar thoughts to the data presented here, asserting that “one size does not fit all”. As with previous comments, the literature exploring the HE in FE context is limited; further examination of the policies and procedures, particularly the administrative frameworks within which CBHE programmes sit, would provide additional understanding of the educational context.
Theme Three – Rewards of Impact and Connections with Industry
This theme presented more opportunities for the CBHE lecturer; all participants indicated that they felt a real sense of reward and privilege as they supported their learners in achieving the awards. The first subtheme highlighted the transformative impact of CBHE; interestingly, much of the literature focused on the challenges of CBHE, and only minimally touched on the rewards of the profession, however McGhie (2017) did note that CBHE lecturers state that they prefer to remain within the FE context, rather than work in an HEI, primarily because they appreciate the professional relationships that they have with their learners. Reay (2018) found similar results, noting that the college context does promote greater engagement with learners. Although the literature doesn’t specifically explore the rewards, there is an underlying subtext that suggests CBHE lecturers do value their roles and the rewards they can bring. 
Industry links were mentioned several times during the data-gathering process. Participants emphasised the importance of maintaining industry connections but also valued the idea that they were supporting the next generation of professionals. The Welsh Government review (2015) highlighted the opportunities that FE presents, acknowledging that there are opportunities for workforce progression. Furthermore, studies reveal that learners often opt to study in CBHE because of the vocational programmes offered (Gill, 2019). Although this study doesn’t specifically explore the learner experience, it does provide a bridge between the learners’ requirements and the lecturer’s sense that industry links within their programmes are significant.
Furthermore, while linking to Theme One, this theme shifts the focus from disadvantaged learners to humanistic, student-centred teaching and the benefits it offers. Lecturers are more attuned to the individual needs of students and, as a result, can provide additional pastoral care. This aligns with the Widening Participation strategies, which suggest that CBHE learners can receive individual support (Trotman, 2023; McEwan et al., 2024). Addressing the needs of learners is a central theme in the data of this study, which also aligns with the literature discussed in the review chapter. Although the participants do not always state that the rewards of the role are opportunities, it suggests that this is a more positive aspect of their position and is potentially the key that keeps them in the profession.
Theme Four – Dual Institutional Challenges
Difficulties associated with CBHE have been highlighted in the data, with many participants expressing frustration at navigating academic processes that are often not shared across the FEI and HEI. IT software and various policies were mentioned as confusing and frustrating, adding extra pressure on staff. Although the literature did not specify particular challenges, it indicated that pressures on CBHE staff were significant, as they were not only bound by college procedures, including inspections and teaching observations (Estyn, 2024; MEDR, 2025), but were also expected to meet the curriculum and delivery expectations of the HEI (CollegesWales, 2020). The expectations of senior management also contributed to participants' frustration in this study, as they expressed a sense of disappointment that FE management does not always grasp the differences and complexities of higher education. The literature reflects a similar theme, noting that the administrative burden and lack of management understanding faced by CBHE lecturers often lead to stress, anger, and frustration (Kinman and Wray, 2014; Kinman, 2023; Taylor and Bullock, 2023). Given that the literature has been addressing a similar theme for over a decade without resolution, it suggests that this area warrants further investigation. Furthermore, developing a focused dual institutional model that concentrates on the specific needs of CBHE may present a solution worth exploring. Referring to the research question, it appears that teaching within CBHE is challenging, as dual policies, different processing systems, and a lack of understanding from management cause frustration for lecturing staff.
Theme Five – Staff Workload
Previous discussions have identified concerns regarding elements of the CBHE lecturer role, such as the additional support needs of learners and navigating dual policies and procedures. This theme specifically focused on the curriculum demands of the role. The participants in this study noted that they were all working across FE and HE, and therefore had to demonstrate versatility and flexibility in their teaching. Furthermore, some lecturers had to provide lessons for school-based learners (14-year-olds), thereby increasing the preparation time necessary for their course delivery. The significant workloads experienced by FE and CBHE lecturers have been highlighted in the literature (Kinman and Wray, 2014; Association of Colleges, 2024). Marking, planning, and administration, along with 24 hours of teaching per week for a full-time lecturer, result in a substantial workload. Additionally, CBHE literature has emphasised the disillusionment of lecturers, indicating that considerable educational pressures are prompting many lecturers to leave the profession (UCU, 2022; AoC, 2022). Although FE and HE face similar issues, for the CBHE lecturer, the demands of the two institutional structures, combined with the expectation to teach across the entire level range, add additional challenges. 
Theme Six – Subject Expertise and Industry Backgrounds
This final theme emerged from the participants' discussions about their subject expertise and industry connections. All lecturers within the study acknowledged that they were previously practitioners in their subject area, therefore had the subject knowledge to share with their learners. This also emerged in the literature, with several studies indicating that lecturers often progressed to teaching CBHE due to their knowledge and understanding of the profession (Bathmaker and Avis, 2005; Springbett, 2017). 
Several participants emphasised the importance of preparing their learners for the industry, and thus their lessons were primarily practical rather than didactic and theory-led. Again, the importance of industry links was evident in the discussions, with participants noting that not only do they have strong connections with professionals in the field, but also that many of their learners work within these industries and are keen to develop their skills while doing so. Interestingly, the literature identified for this study did not specifically highlight the importance of industry. However, an initial survey of CBHE in Wales found that these programmes were primarily industry-related and vocational. The data suggest that CBHE lecturers are keen to maintain their professional links with industry, and they also demonstrated a sense of pride in this aspect of their role. Continuing these professional links provides opportunities for both staff and learners, as well as alignment with the Welsh tertiary agenda (MEDR, 2022).
Insights
This discussion has highlighted several opportunities and challenges for the CBHE lecturer. The data suggest that lecturers experience a sense of reward and achievement when they support their learners, particularly those who have faced numerous adversities both before and during their time on the programme. This has also been identified in previous studies on the subject. Furthermore, lecturing staff also note the importance of industry links, highlighting the positive impact this has on learners, while acknowledging that they appreciate this too. 
Nevertheless, the CBHE lecturer faces significant challenges, primarily related to their substantial workload and the dual processes they must navigate between the FEI and HEI.  Research has consistently demonstrated that teaching in CBHE is challenging, and with considerable workloads and reduced funding, these pressures are likely to intensify. 
Evaluation of the Research Process
Issues:
Triangulation, inexperience of the interviewer

Conclusion
This study set out to understand the opportunities and challenges that CBHE lecturers face in teaching in Wales. Five participants working within one college in Wales were interviewed, and the data analysed, identifying several key themes: Access to CBHE and Learner support, the challenges of the FE setting for HE provision, the rewards of impact and connections with industry, dual institutional challenges, staff workload and subject expertise and industry backgrounds.
 The findings contribute to a deeper understanding of CBHE, with a particular focus on the Welsh context. It suggests that widening participation policies influence the student demographics, which provides both opportunities and specific challenges for the CBHE lecturer. However, the data highlights the tensions within CBHE, in particular the administrative expectations of the HEI and the FEI. Furthermore, whilst there is an indication that lecturers enjoy the rewards of the profession, their workload is substantial.
This research offers valuable insights for policymakers and senior management teams in FE and HE. Given the Welsh Government's agenda to increase provision in CBHE, this research highlights the importance of recognising the dual roles of lecturers and supporting staff in creating manageable workloads. Furthermore, exploring improved institutional alignment will facilitate smoother systems, thus avoiding the need to navigate dual processes or conflicting policies.
The small sample size used in this study limits the generalisability of the findings. However, it provides a rich, contextualised account of lecturer experiences that can inform policy and future research. It is recommended that further research explore CBHE in a broader range of contexts, particularly focusing on experiences in predominantly Welsh-speaking colleges. Furthermore, CBHE is still in its infancy in Wales, and institutional alignment requires further investigation to support the delivery of sustainable and high-quality college-based higher education.
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