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Introduction 
In my teaching roles, I have often looked to engage my students in discussions around social class. I have devised tasks that ask students to consider how social class impacts consumer tastes and attitudes, how class is mobilised in artistic spaces and creative careers, and how structural class inequality creates challenges in everyday life, work, and education. These tasks allow students to consider whether class exists, how it exists, and to reflect on their own class experiences, thinking through the ways that class intersects with their other forms of social identity, such as gender, race, sexuality, disability, and body image. The exercises can generate quite different responses, but I have generally found that while students can articulate the ways they have been stereotyped, disadvantaged or excluded due to differing forms of social identity, when it comes to class their responses are often less forthcoming. 
The ‘c’ word, as academics acknowledge (e.g. Reay, 2005; Savage, 2000; Stuber, 2006), can pose specific challenges in the classroom. Firstly, there is the challenge of defining class. Finding a way to make sense of class in terms of occupation or economic, cultural, and social capital can be difficult, and some students may lack a sense of class awareness, leading them to question if class even exists. Then, there is the challenge of talking about class. Students often face difficulties navigating the nuances of class and may also experience some anxiety with using the ‘c’ word. There is also the reluctance amongst some students to identify with class, as this may mean being positioned by class themselves. This leads some to talk about class as a political issue that exists ‘out there’ rather than in relation to their class identity. For others, particularly working class students, there is a desire to dis-identify and distance themselves from class, while for others obstacles are posed by the morality of class.
I have also faced some of these negotiations around the 'c' word in my research. In my conversations with women about their fashion practices and the ways they evaluate other women’s dress, my respondents did talk about class and their comments demonstrated how class intersects with notions of (appropriate) femininity and (appropriate) dress (Appleford, 2020). The conversations illustrated the significance of class and how class is mobilised. Yet, talking about class openly, using the ‘c’ word, was difficult for them and me. I had to think carefully about how I approached the subject of class. I needed to gauge when it was appropriate to use the ‘c’ word, and for my participants, there was a tendency to discuss class in ways that there more indirect and ambivalent (Payne and Grew, 2005). 
In this chapter then, I look to address the ‘c’ word in creative business education in two ways. First want to make the case for talking about issues pertaining to social class and class inequality, within the framework of intersectionality, with respect to creative careers. Though the 1980s and early 1990s saw a move away from class analysis since the 2000s academics have embraced a more Bordieuan understanding of class, which not only considers disparities in economic position but demonstrates the important role habitus, taste, and cultural and social capital play in class inequalities. Indeed, within the creative industries, academics have shown the critical role cultural and social capital plays when embarking on creative careers and moving up the career ladder. Thus, this work suggests that within creative business education, it is vital to provide opportunities for students to develop social networks and understandings of the creative work environment, which they may not otherwise have but to do it in ways that take into account the different ways they are disadvantaged and the competing pressures they face. 
Secondly, I want to address some of the challenges of using the ‘c’ word in the classroom. These challenges include the fuzzy nature of class definitions, the unconscious character of class, the stigma and shame which surrounds class identities, and the tendency to view class as a political issue that exists ‘out there’ rather than a form of individual social identity. I argue that it is important within creative business education to find ways to address class despite these challenges. As academics writing about both creative industries and education have argued, class and conversations concerning inequality are often ‘unspeakable’ (Allen et al., 2013) but in order to confront the obstacles, creative business educators, institutions and partners need to be more conscious and candid about class inequalities and the ways that they are mobilised through the sector. 
The chapter starts by looking at shifts in class analysis and its role in debates concerning intersectionality. Here, I outline the move towards a Bordieuan model of class, which bring together economic dimensions of class with cultural practices and tastes. Then I look to consider the role of class in debates concerning intersectionality. As authors such as Anthias (2013) note, while early Black Feminist theorists debating intersectionality looked to bring class into the intersectional conversation there has been a tendency for academics to consider class separately from issues of race, gender and other forms of identity. This is due, in part, to the wide appropriation of Bourdieu's model of class. Yet within the creative industries, there is a growing body of work that looks to use Bourdieu's concepts to consider the intersection between race and class to understand attitudes towards art and the visiting of artistic spaces. Moreover, as I discuss in the third part of this paper, the significance of class and class inequality in the creative industries has been well documented in recent research which demonstrates the ways in which success in creative industries is shaped by class backgrounds and access to social networks. As such, this work suggests that it is important to consider the role of class in creative business and education and to create opportunities for creative business students to develop their cultural and social capital. However, as I discuss in the final section, addressing the 'c' word can be challenging for a multitude of reasons, and thus tackling the concept of class, and class inequality requires a sensitive approach. That does not mean however that class should be overlooked, rather it demands an openness to class debates and recognition of the inequality that exists. 
Understanding Class and Intersectionality 
In the late 1980s and early 1990s within British Sociology there was a drift away from class debates. As McLeod, et al. (2009) suggest, class had ‘fallen out of academic and political fashion’, with authors such as Beck (1992) Gorz (1980), Pakulinski and Waters (1992) suggesting that we had moved beyond the class concept and that it was now a ‘zombie category’ (Beck and Beck-Gernsheim, 2002: 203-4). This drift had been triggered by several factors. The decline in the manufacturing industry and growth of service sector work; the feminisation of the labour market; the rise in affluence and access to education; and the difficulties traditional Marxist models posed for understanding the class location of managers and supervisors; all played a role. Consequently, attention moved to understanding social inequality through other lenses, such as risk, gender, and race. 
For a significant number of British academics (e.g. Crompton, 1998, Devine and Savage, 2005; Reay, 1997; Skeggs, 1997) however, class remained an important and valuable concept for understanding social lives. As O’Neill and Wayne (2018) suggest, whilst the nature of work, the composition of workers, and the technology they use, can all change, this change alone does not result in the abolition of class relations. Rather, changes in the nature of work demand that the models of class are revised so that they do not rely only on occupation. Moreover, regardless of any significant shifts in work and education, understanding class only in terms of work, or one’s relationship to the means of production, is problematic as it fails to recognise how class is a lived experience. As contemporary research shows, class is mobilised through choices of lifestyle, and cultural tastes and practices (e.g Skeggs, 1997; Friedman, 2014; Parsons, 2016; Appleford, 2020), it exists in individuals’ psyches as it is experienced in emotional ways (Raey, 2005). Therefore, class cannot be understood as a simple category based on income or occupation. As Savage (2015) and others note, class is messy and complex, and it is a form of identity that develops and shifts across life histories (Lawler, 2000). So, cultivating a contemporary model of class is immensely challenging. Certainly, Marxist models which focus primarily on individuals' relationship with the 'means of production' fail to capture the nuanced and fuzzy ways that class operates. Hence, British sociology has looked for alternatives with many turning to Bourdieu as his model arguably better reflects the various dynamics of class and how it is mobilised through tastes and cultural practice. Indeed, for Bourdieu (1987; 1996 [1984]), it is through everyday ways of being, cultural practices and tastes that class distinctions are made, as taste operates as a marker of class.
Outlined in his work Distinction: A Social Judgement of Taste (1996 [1984]) Bourdieu's concept of class acknowledges its material relations, but also recognises class as a cultural phenomenon, arguing that class is embedded in social relations and day-to-day activities (Block and Corona, 2014). Class, he suggests, is dependent on an individual’s level of capital which exists in three different forms. First is economic capital, which refers to income, wealth, and property. Secondly, cultural capital, which can be embodied in the individual's actions and attitudes, objectified in the form of cultural goods, such as books and musical instruments, or institutionalised in the form of educational qualifications. And thirdly, social capital, drawn from social networks that bring some form of 'credential', either economic or cultural (Bourdieu, 1986). Together, Bourdieu (1996 [1984]) argues that these forms of capital cultivate a person's 'conditions of existence’, which can be understood as circumstances that define their ‘distance from necessity’ giving rise to particular lifestyles and cultural tastes. In addition, these circumstances are also said to shape an individual’s ‘habitus’, which Bourdieu (1990) describes as a structure that ‘generates’ internalised practices and perceptions. These perceptions or understandings give rise to distinctive or classifiable behaviours, attitudes, and practices, which are used to locate individuals in the social hierarchy. Individuals develop an appreciation for differing tastes which then enables them to classify others, just their own practices work to classify themselves. Moreover, within a wider social context these cultural tastes also sit within a hierarchy in which those which demonstrate a greater ‘taste of freedom’ have greater ‘legitimated superiority’ (1996 [1984]: 56). In recent years this understanding of class has gained immense popularity, and although it is not without limitations is generally considered the most relevant model for contemporary western societies with Devine and Savage (2005) regarding its wide adoption as a ‘cultural turn’ in class analysis. 
Intersectionality and Class 
At the same that important shifts have taken place in the understandings of class, within feminist work there has been increasing recognition of the importance of intersectionality. Coined by Crenshaw (1989), intersectionality is a concept which captures a problem long recognised by Black Feminists, namely that by understanding subordination or disadvantage only 'along a single categorical axis' (Crenshaw, 1989: 140) academics fail to acknowledge the experiences of those who face multiple forms of oppression, specifically Black women. Using the analogy of the traffic intersection, Crenshaw (1990) argues that when considering discrimination against Black women, it can be difficult to disentangle that which results from race, and that which results from gender. The harm or injury caused is the result of discrimination operating on multiple axis, which takes place at the intersection. Traditionally, however, academics have tended to focus on just one category of social identity at a time (e.g gender, race or class) when looking at social inequality and often from the position of those who are advantaged in other ways (e.g. by race). As a result, their work fails to recognise how discrimination is the consequence of the intersection (e.g. gender and race), and at the same time, this has the effect of universalising the experience of social groups, which further results in marginalising the experiences of those whose discrimination flows from different sources and in different directions.   
‘With Black women as the starting point, it becomes more apparent how dominant conceptions of discrimination condition us to think about subordination as disadvantage occurring along a single categorical axis. I want to suggest further that this single-axis framework erases Black women in the conceptualization, identification and remediation of race and sex discrimination by limiting inquiry to the experiences of otherwise-privileged members of the group. In other words, in race discrimination cases, discrimination tends to be viewed in terms of sex- or class-privileged Blacks; in sex discrimination cases, the focus is on race- and class-privileged women.’ (Crenshaw, 1989: 140) 
Instead, then, an intersectional approach calls on academics to ‘acknowledge the interaction between gender, race, and other categories of difference in individual lives, social practices, institutional arrangements, and cultural ideologies and the outcomes of these interactions in terms of power’ (Davis, 2008: 68).
Since Crenshaw’s (1989; 1990) early work understandings and applications of intersectionality have rapidly expanded, with some suggesting that it has been one of ‘the most important contributions to feminist scholarship’ (Davis, 2008: 57) in recent years. However, as Davis (2008) acknowledges, it is also a concept that creates much confusion about what it actually means and how it should be applied. In a bid to unpack this, authors such as McCall (2005) and Hancock (2007), have sought to provide further clarification by outlining their respective ‘intra-categorical, anti-categorical, and inter-categorical’ and ‘unitary, multiple or intersectional’ methodological approaches, while Anthias (2013) proposes using a ‘translocational lens’ to address some of the problems of balance between types of social identity. One of the challenges intersectionality raises is the question of which social identities should be included and to what extent (Valentine, 2007), and this is particularly relevant when considering the role of social class. As Walby, et al. (2012: 228) note, early work which largely sought to address the previously neglected issue of race, often did so 'at the expense of class’ and arguably there continues to be ‘ambivalence as to the location of class in the analysis of the intersection of gender with other inequalities’ (2012: 231). Although early debates from Black feminist authors such as Collins (1998) and Davis (1981) were keen to explore the class dynamics alongside gender and race intersections, ‘interest in class has faded’ since, and academic debates concerning class and intersectionality often ‘remain separate’ (Anthias, 2013: 132). 
While Walby et al., (2012) suggest that the separation of class debates and intersectionality may be due to the complicated nature of class, and the fact it is not a protected characteristic in discrimination acts, Anthias suggests that the strong emphasis on Bourdieu's concept of class analysis is also significant. Although, as already discussed, Bourdieu is seen to offer a valuable model for contemporary class analysis, this work does not speak as strongly to issues of race or gender which are critical to intersectional debates. That does not mean to say that Bourdieu's concepts of capital, field, or habitus are not relevant. As Wallace (2017: 908) argues, across Bourdieu's work there is some recognition of the ways ‘”race” and racism as social factors … complicate class (dis)advantage’, and equally, as research into the creative industries has demonstrated his concept of capital can be extended, so that it includes other forms of capital such as ‘black capital’ or ‘ethical capital’ (Anthias, 2007; Rollock, et al., 2015; Shah et al, 2010). Indeed, the extension of his concepts makes the relevance of Bourdieu to intersectional debates more obvious, but it does require intersectional academics to engage with his work more closely to draw out its value.
Class and Intersectionality in Creative Industries and Education 
Interestingly within academic research pertaining to the arts and creative industries and in the sociology of education, there has been an increase in research that addresses class together with race, using Bourdieu’s concepts. The work of Banks, for example, considers the attitudes and experiences of black American middle class families to the arts. This research demonstrates the ways that black middle class parents cultivate cultural capital amongst their children by ‘actively’ nurturing ‘their children’s appreciation and understanding of fine art by arranging for them to attend exhibitions and activities at arts organizations, and by involving them in art collecting’ (2012: 61). Banks (2011; 2012) suggests that these parents not only expose their children to legitimate culture in similar ways to white middle class parents but also place emphasis on African American art. In this way, arts participation as a form of cultural capital is not only important for ‘solidifying’ class boundaries it is also a means for defining and mobilising racial and ethnic identities. Moreover, she suggests that owning black art operates as a means for racial unity and forms part of a greater project of racial uplift and can thus be understood as a form of ‘black cultural capital’. 
The idea of consuming black culture as a form of uplift and ‘black cultural capital’, is also noted in the work of Meghji (2020) who suggests that the consumption of some cultural forms can be used as a means of anti-racism.  For Meghji (2019; 2020) all too often research into cultural capital takes a colourblind approach failing to acknowledge the ways in which dominant culture is often perceived by black people as ‘white culture’, which exists in cultural spaces (such as art galleries and museums) which black people can feel excluded from. Unlike Anderson (2011), however, who suggests that black people will typically view these white spaces as off limits, Meghji claims that black middle class people look to consume this dominant 'white' culture ‘in order to establish equity with whites’ (2020: 596), and at the same time will also look to consumer black middle class culture (e.g literature, art, music by black artists), ‘black cultural capital’, to affirm their ethno-racial identity. In this way, Meghji suggests that black middle classes use cultural consumption as a means of anti-racism, by establishing a footing in traditionally white only spaces whilst also highlighting positive depictions and diverse examples of black culture, thus contesting the ’white supremacist imageries of blackness and black people’ (2020: 609) and uplifting black representation. 
The ways in which black middle classes look to navigate the white space are also evidenced in work on education, with academics such as Rollock et al., (2011) and Wallace (2017) suggesting that black parents and students look to ‘deploy’ cultural capital in order to ‘survive WhiteWorld’ (2011: 1085). This involves black parents and students adopting and embodying (white) cultural capital and distancing themselves from racially defined cultural practices to secure some degree of status and legitimacy, routinely afford to their white counterparts. Heavy emphasis is placed on speech, tone of voice, and (middle class) accent, articulating thoughts and ideas 'properly' (2011) but other characteristics such as style dress, and 'codes of walking' are also important (Wallace, 2016). Mobilising forms of black cultural capital is also key, however, and this involves asserting racial identity within the context of conventional cultural capital. By demonstrating knowledge of black history, black literature and black thinkers for example, black middle class individuals look to ‘de-code and re-code dominant cultural capital’ (Rollock et al, 2015) in a way that acknowledges their racial identity whilst also disrupting the stereotypical ‘narratives of struggle, conflict, and underachievement’ by exceeding expectations (Wallace, 2018: 475). 
This growing body of work which considers the ‘colour of class’ (Rollock, et at., 2015) has made a significant contribution towards intersectional understandings of class, and clearly illustrates how Bourdieu’s theoretical ideas can be extended. As Wallace (2018) argues, however, there is still more work to be done. Certainly, within creative business education there is scope to consider how different identities look to ‘play the game’ (Bourdieu, 1996 [1984]) and how students and staff look to navigate the academic space in respect of both race and class. Moreover, across the academy there is a drive to reflect on how the curriculum legitimises some cultural forms over others, to examine how the courses require certain types of cultural knowledge, and to scrutinise course materials to diversify and decolonise the curriculum and provide greater space for traditionally marginalised voices. As Hegamin argues, however, in her discussion of creative writing, diversifying academic staff and extending a reading list is not enough. Rather, high education institution needs 'to examine how students experience the classroom, how their expression is valued or dismissed' (Hegamin, 2017: 133), to challenge the dominant culture, and provide space for alternative expression. By doing this, creative business education may be able to bring about greater change not only within higher education but within the culture and creative industry sector, in both its workforce makeup and opportunities for career progression, but as with intersectional research, this shift requires academics and educators to take a more creative and critical approach. 
The importance of Class in Creative Careers and Creative Business Education 
The case for change within creative business education and in creative industries is strong and increasingly compelling. Though the role of class in creative careers had been largely overlooked up until the 2000s, more recent academic research and policy have shone a light on the lack of diversity in the cultural and creative sector workforce and the high levels of inequality across the sector in respect of class, race, gender and disability (Bull and Schraff, 2017; Brook, et al., 2020). According to Brook, et al. (2018) class inequality and a lack of social mobility have been a 'longstanding problem’ resulting in an industry dominated by middle and upper classes, whether it be in advertising or acting (McLeod et al., 2009; Grugulis and Stayanova, 2012; Randle, et al. 2015; Freidman, et al., 2017). This social inequality has been brought about by a range of factors that speak to individuals differing levels of economic, cultural, and social capital. 
The ‘placement system’ and expectation that individuals will work for free in ‘a precarious, penurious apprenticeship’ to gain experience, for example, is a barrier to those for working class backgrounds as they do not have the financial resources to enable them to work for free for any period (McLeod, et al. 2009: 1031; Allen et al., 2013). Unlike their wealthy middle class counterparts, working class individuals are much less likely to be able to call upon friends or family to help them out with everyday bills whilst they gain experience in the field, while the reliance on friends and acquaintances to gain these internships and placements in the first place, puts them at a disadvantage from the outset. Moreover, the precarious nature of work in the creative sector, particularly in the early stages of a career, feeds into working class parental anxieties around job security, making them less inclined to support their children's aspirations of embarking on a creative career (Bull and Schraff, 2017). 
Although the cultural and creative sector may give the impression of being open, supportive, and anti-discriminatory, the data reflects an industry where ‘entry is denied to those without affluence (in the form of unpaid internships), those without social connections (usually in the form of elite education), and those deviating from a norm of able-bodied youthfulness’ (Taylor and O’Brien, 2017: 30). Indeed, it is not only in respect of placement and experience that the social and cultural capital of the middle class offers an advantage. As Grugulis and Stoyanova (2012: 1312) maintain, work opportunities are 'effectively hoarded by middle class professionalised' as they circulated through established social networks, between those with 'shared understandings … middle class educational experience and cultural capital'. The project-based model of working, which is common across many creative industries further intensifies the significance of social networks and also contributes to the precarity of work and poor pay. Project teams are brought together for specific ventures, and dissolved upon completion, meaning that employment is largely temporary, and because the budgets for such projects are often very tight, recruiting known and trusted colleagues are critical, meaning there is a preference for working with people within a tight social circle (Eikhof and Warhurst, 2013). Analysis of the 2014 Labour Force Survey also identified under-representation of those from working class origins across the board, but particularly within publishing and music, and further suggested that a ‘class origin pay gap’ existed (O’Brien et al., 2016). This means that when those from working class backgrounds do find work in areas such as museums, galleries, libraries, and IT, they typically receive lower rates of pay than those from middle class origins. Moreover, these class inequalities and pay gaps intersect with gender, race and disability, and are particularly acute in parts of the sector such as film, television, radio and photography (Taylor and O’Brien, 2017). 
According to Brook, et al., (2018) and Taylor and O’Brien (2017) this lack of diversity further results in a lack of reflexivity within the industry. Those within the sector are largely immune to the class dynamics at play and therefore tend to view the creative sector as meritocratic, rewarding those who have innate talent and work hard. As a result, class inequalities in the industry go unrecognised, unchallenged, and thus persist. Bringing attention to these inequalities is therefore a crucial step in tackling (class) inequality. Moreover, as academic work has shown, is not only within the cultural and creative industries that class inequalities need to be better recognised but within the education sector too. 
Within Higher Education broadly, and within arts and creative disciplines, there are also significant class inequalities at play, with Allen et al., (2013) claiming that some of these inequalities are actually reproduced by the very initiatives which seek to redress them. One such example is the use of work placements as a way of boosting students learning about the industry and developing social capital. However, rather than offering a means for developing social capital, Allen et al. (2013) maintain that placements, particularly those which are unpaid or low paid, can also operate as ‘a “filtering site” in which students are evaluated through classifying practices that privilege middle class ways of being’ (2013: 433). Being able to take up an unpaid or low paid placement and being able to demonstrate commitment to the role depends on economic resources and a supportive environment. While middle class students’ experience of placements may not be problem free, for working class students ‘a lack of economic capital makes them more dependent on part-time employment, which hinders their capacity to undertake meaningful CV-building activities… (especially unpaid placements), thereby limiting opportunities for acquiring relevant social capital’ (2013: 442). Furthermore, working class students’ reliance on part time employment throughout their studies means that they are less flexible when it comes to the demand of placements too as they are less able to work long and unsociable hours as this often conflicts with their paid work. Added to this, they are less likely to have parents who encourage their subject choice and see it as a viable future career option, and who are consequently willing to find ways to accommodate and support the take-up and completion of such internships. Yet, rather than recognising the economic and social barriers that these students face, educators and employers are more likely to read these students are not being ‘committed enough’ and lacking motivation, characteristics which are conversely knowingly and successfully performed by their middle-class counterparts. 
Allen et al., (2013) are not alone in these findings. Within specific areas of cultural and creative education such as music others (e.g. Bull and Schraff, 2017) have also found the experiences of working class students lacking, limited by their lack of economic capital, differing cultural values, and lower levels of support and encouragement at home. Yet, despite the research which demonstrates that being able to pursue education in the creative sphere is linked to the home environment and economic capital, the perception of creativity as a product of innate talent persists. For working class students this means that when they do pursue creative disciplines they can often feel uncomfortable, as they experience a sense of not quite fitting in, or feeling that their performance is not quite right. As Skeggs (1997) writes, differences in habitus and cultural capital can create the feeling of a coat that does not fit, but since these class dynamics go unacknowledged, working class students’ experiences are read as a lack of talent or attributed to personal shortcomings and individual failure. 
In setting out a series of recommendations for addressing some of these class issues in creative education, Allen et al., identify one of the key problems as the ‘unspeakability’ of class. Drawing attention to class inequality, they claim is ‘not recognised as legitimate resistance but as deficit weakness’ (2013: 449) and this is compounded by students' lack of class vocabulary and safe spaces which enable them to share and explore their classed experiences. Therefore, in order to tackle class inequality, institutions need to find ways that allow students to identify the way that class has shaped their knowledge and experience, to acknowledge and unpack how their success or failure is shaped by wider social structures and barriers, and is not just the result of individual failings. Moreover, providing this vocabulary and creating a safe space is not only necessary for understanding class inequality but its intersections too. However, as academic work on class and education has often noted and as I have found in my own teaching and research, addressing class in teaching brings its challenges, and thus tackling the ‘unspeakability’ of class inequality does not necessarily mean using the ‘c’ word. 
Using the 'C' word in creative business education 
As I discuss in my work on fashion and class (Appleford, 2016; 2020), the ‘c’ word is messy and complex. It is both an academic concept, and a term mobilised in people’s ordinary and every life. As such, it is a category that is familiar to people, especially in British society which is seen to have something of class obsession (Savage, 2015), but it is also a very loaded term because it raises ‘issues of relative worth’ (Sayer, 2002: 1.2) and involves expressions of cultural difference along with judgements of respectability and self-control (Lawler, 2005; Sayer, 2000; Skeggs, 1997; 2004). As a result, talking about class can be difficult. In fact, ‘class cannot always be articulated’ (Devine, 2008: 210) and people are arguably more comfortable talking about class in indirect ways or as a political issue in society, rather than explicitly in terms of their own class identity (Devine and Savage 2005; Payne and Grew, 2005, Savage et al., 2001; Friedman and Reeves, 2020). This does not mean that class does not exist, as the earlier sections of this chapter demonstrate class plays a very significant role in creative education and it is also an important part of people’s lived experiences (Skeggs, 1997; Morley, 2021; Reay 2005, 2021). Nevertheless, it does mean that using the 'c' word is tricky.  Consequently, as Devine (2008) suggests, researchers (and educators) need to be attuned to the 'noise' which surrounds class conversations, i.e. individuals’ reactions to questions, intonation, and body language, and listen keenly to individuals’ conversations, in order draw out their experiences of class inequality, paying close attention to the coded words people used to talk about class in indirect ways (Payne and Grew, 2005). 
Moreover, work focus on class and education suggests that for working class students who have attended university with the hope of social mobility (Lehmann, 2009) matters of class identity can be more confusing because of the discrepancy which exists between their educational qualifications, cultural and social values and economic capital or occupation. I found in my research, too, that for those who had been socially mobile the question of class identity was particularly complex. Several of the women talked of being middle class now but from a working class background, in order to try and navigate differing economic and social aspects of class, and their feelings of ambiguity around their class location. In the case of working class students, there can be a painful dislocation between an old working class habitus and a newly evolving middle class one (Baxter and Britton, 2001; Lehmann, 2009; Reay et al., 2009), resulting in a feeling of social unease, as these students negotiate the ‘conflicts around prior identities and new identities in the university context’ (Reay, 2021: 60). 
Indeed, Reay et al., (2009) highlight the way that working class students, and particularly those who are first generation students, can face a considerable ‘emotional cost’ in their transition to university. Applications and entrance to higher education bring mixed emotions of fear and anxiety over their choice of degree, institution and being in a ‘strange and unfamiliar space’, and at the same time as generating a feeling of excitement, pride, and anticipation, as students consider what their study might mean for the future. This mix of conflicting emotions can continue once at university. Working class students can lack academic confidence and experience feelings of inferiority. They may have a sense of ‘not being good enough’ (Raey, 2021: 57), and face tension between their university life and life at home, resulting in social isolation. Asking students directly about their class identity and or to reflect on their class experience, then, can be quite uncomfortable as they may already feel anxious about not fitting in and this can lead to a defensive reaction, which may also be driven by an awareness of negative connotations associated with being working class. As Skeggs (1997:77) argues, class is a difficult issue to discuss for those ‘who do not want to be reminded of their social positioning in relation to it’. Openly talking about class has the potential to expose individuals to social scrutiny and judgements about their own relative social worth (Sayer, 2002), and thus it has the potential to alienate students who are already struggling with fitting in. 
Moreover, it may be as Lehmann’s (2009) and Reay’s (2005) work suggest, that these students do not necessarily have a strong political class consciousness. Despite the inequalities they face, they may see class identity as 'inconsequential' or display a contradictory understanding of class difference, recognising and anticipating it on the one hand and denying it or dismissing it on the other. In Lehmann's (2009) research with Canadian students, he found that there was a tendency to reconstruct structural disadvantage as a moral advantage, with students stressing how their working class experiences had helped cultivate their ‘stronger work ethic, higher level of maturity, responsibility and independence’ (2009: 639). Though these students ‘vaguely related’ these characteristics to class their position, to a large extent these moral advantages were individualised, meaning that they believed that middle class students could also potentially embody this same work ethic. 

More generally, there appears to be a reticent in individuals to acknowledge the ways in which their class identity, and their class history, impact on that their lives and relationships. Here, Bourdieu’s writings on habitus may provide a useful analysis, as he suggests that habitus can operate unconsciously (1990: 53). Though he acknowledges that our actions and perceptions can be driven by strategic decisions, Bourdieu suggests that responses of the habitus are in the first instance instinctive, and consequently have a feeling of 'correctness' and a constancy about them. The habitus is ‘embodied history… internalised as a second nature and so forgotten as history’, indeed it ‘is the active presence of the whole past of which it is the product.’ (1990: 56). As such, an individual’s ways of being, mannerisms, tastes, and practices appear normal and natural, and are largely taken for granted because they are the learned response that has developed over the individual’s lifetime. As Bourdieu explains, 'we don't directly feel the influence of … past selves because they are so deeply rooted within us' (1990: 56). Consequently, an individual may not be conscious of the degree to which their actions or experiences are ‘classed’ actions or shaped by their class history. Rather, it is only when asked about the role of class that they are encouraged to reflect on the extent to which class has shaped their experiences. 
This unconscious nature of the habitus does not mean that individuals cannot identify differences between their tastes and practices and that of others. Indeed, Bourdieu strongly suggests that one of the consequences of the habitus is that it enables the identification of difference, and further operates as a structuring structure in which different practices are located in a social hierarchy (Bourdieu, 1996 [1984]). However, the recognition of difference or distinction does not necessarily mean that there is constant self-awareness or self-reflection on the ways in which class is operating in one’s ordinary and everyday life.  
Moreover, Bourdieu also suggests that habitus has a ‘defence against change’ (1990: 61) arguing that the habitus orientates away from information or situations which call it into question. Instead, the habitus encourages choices that reinforce it. This again, means that individuals are less likely to engage with the ways class is shaping their experiences, attitudes or practices, as they are not confronted by challenges to these perceptions or orientations. 
‘Through the systematic “choices” it makes among the places, events, and people that might be frequented, the habitus ends to protect itself from crises and critical challenges by providing itself with a milieu to which it is as pre-adapted as possible, that is, a relatively constant universe of situations tending to reinforce its dispositions by offering the market most favourable to it products.’ (Bourdieu, 1990: 61) 
Yet, working class students, in the context of Higher Education, are exposed to the unfamiliar and here they will face these ‘crises and critical challenges’. Lacking a ‘feel for the game’ they may experience anxiety, self-doubt, and withdraw from social encounters, in the way Reay details, although they may still not fully recognise or be able to articulate the degree to which it is class which is at play.
‘The students were constantly engaged in an exhausting process of self-surveillance in order to monitor their behaviour and conform to unfamiliar, and sometimes inexplicable codes of behaviour. As they struggled with a sense of not fitting in socially, of failing to find a place to belong culturally within elite higher education, the least stressful option was often to remove themselves physically from the causes of their discomfort – the privileged majority…’ (Reay, 2021: 59). 
Consequently, while it is important, as Allen et al., (2013) argue, to make class ‘speakable’, this does not necessarily mean using the ‘c’ word. Instead, educators need to create space in which students can share and discuss their thoughts and anxieties, providing access to representation and offering routes to hear the student's voice. To encourage them away from an individualised understanding of success or failure, there needs to be greater acknowledgement amongst staff of the structural barriers in play, and both staff and students need to have a fuller understanding of issues concerning diversity and (in)equality within Higher Education. Allen et al., advocate a module within creative courses dedicated to this debate. Moreover, they also suggest that there is a need for greater levels of transparency around placement schemes and internships, in respect of pay, hours, and commitment alongside greater understanding from staff and businesses about the pressures working class students face and how these impact their engagement, perhaps with a view to offering greater support and mentoring. 
Conclusion 
‘Class remains a factor that profoundly shapes individuals’ lives, their experiences and ultimately their idenitites’ (Lehmann, 2009: 633). Using a Bourdieuian model of class, which considers the economic dimensions alongside cultural knowledge and experience and social networks, research from across the creative industries and creative education demonstrate that there is a significant level of class inequality at play, affecting university experiences, employment, and rates of pay. High levels of cultural and social capital are key to success in creative business, benefiting those in the middle class and disadvantaging those from working class origins. Moreover, while class has often been considered separately from other forms of inequality, more recent work demonstrates the way in which Bourdieu's concepts can be used to interrogate the intersections between class, race, gender, and disability. When looking at the impact of class through an intersectional lens, it is clear that these disadvantages are compounded by inequalities in respect of other forms of identity. 
Drawing on the literature within the Sociology of education which considers the experiences of working class students generally, and within creative education, it is evident that a lack of cultural and social capital adversely impacts working class students. Yet, challenging the ‘c’ word in creative business education is not easy, for there is an ‘unspeakability' which surrounds class and arguably an 'unconsciousness' about the way in which class disadvantages students. Simply highlighting the impact of class to staff or students, or looking to address 'c' word within teaching is not sufficient. Instead, creative business education needs to consider ways in which working class students can develop capital in its various guises – cultural, social, black, ethical, and so, and it needs to do this in ways which acknowledge and accommodate the additional challenges these students face. Placements are useful, but unpaid internships present specific problems for working class students, so being transparent about what a placement can offer and finding ways to mitigate the work pressures that some students experience is important. Moreover, institutions need to consider how they can develop their students' cultural and social capital in other ways, within the course curriculum, through field trips, project work for external clients, and guest speakers. 
Just as important is providing space for students to share their experiences and anxieties, providing students with a voice, so that they can move away from individualising failure and success towards better understanding the shared nature of their experiences and the structural inequalities at play. While individual students may not fully recognise the ways that their emotional response to higher education as being shaped by the class, it is evident in the work of Reay (2005) and others that there is a psychological dimension which needs to be addressed and thus by sharing their thoughts with others, perhaps within modules that focus on equality and diversity within creative industries and education, there is a way to tackle the ‘the shame, and fear of shame’ which ‘haunts working class relationships to education’ (2005: 923).  
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