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Editorial
Here at University Campus Oldham (UCO), staff and students are committed to research and scholarly
activity as a fundamental aspect of university life. Research in particular can offer great opportunities for
activities within the university to reach out into the communities and wider society within which they
operate, offering new ideas, solutions to problems, and opportunities to look in more detail at existing
processes and procedures. Scholarly activity helps to keep staff current and up to date with the latest
developments within their subject specialist areas and continues to improve the quality of their teaching.
This publication presents some of the research and scholarly activity that has taken place over the last two
years at UCO by staff and students. This first Spark publication includes papers, posters and presentations
given at the 1st and 2nd UCO Research Symposiums held respectively in July 2016 and June 2017. It also
features research presented at a number of UCO Research Forums held at several points throughout the
academic year and other formal papers, abstracts, and summaries of exciting research activities that have
been carried out over this period. Although this publication documents predominantly the work of UCO
staff and students, many of these research activities are a result of important collaborations with
employers, industry professionals, not for profit organisations and other higher education institutions
including our validating partners: the University of Central Lancashire, Sheffield Hallam University and the
University of Bedfordshire.
We hope that this publication provides an insight into some of the research and scholarly activity which has
taken place at UCO over the last two years and that it might spark your interest in new areas of practice,
inspire you to carry out your own research activity, or just widen your knowledge and understanding of the
ideas presented here.

Tray Wilson
Chair of UCO Research and Scholarly Group
tray.wilson@oldham.ac.uk
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UCO Research and Scholarly Activity
University Campus Oldham has a very high percentage of teaching and support staff with at least Master’s
level qualifications, with many achieving Higher Education Academy (HEA) Fellowship status. More than
88 % of the teaching staff have achieved Master’s Degree level qualifications including 35% who are
working towards or have already reached Doctorate level. All lecturers recognise the importance of both
attending and contributing to conferences where they can learn, develop and disseminate new knowledge
relating to their subject specialisms, as well as teaching, learning and assessment. This year, Dr Daniel
Bosmans, one of our Academic Development Lecturers, presented at a conference in Naples, his paper
entitled ‘An Exploration of French Pronunciation Learning Strategies of Distance Learners’ can be found
on page 59. Our annual UCO Research Symposium celebrates some of the research being undertaken by
staff and students covering a wide range of topics and subject areas. Past symposia have included traditional
papers, panel discussions, research posters and creative outcomes of practice as research carried out by
Games Art and Creative Media students. Some of these contributions can be found on pages 9 - 44. During
the academic year, Research Forums and Staff Development sessions provide a platform for research and
scholarly activity to be shared within more informal settings. These platforms provide a further opportunity
to share research activities within a supportive learning environment. They also provide further opportunities
for members of the public, industry professionals and staff across the wider college to hear about and engage
with the research being generated. Some of the research which has been explored within these sessions is
presented on pages 47 - 71. The final section of our publication includes additional research activities which
have been carried out or which continue to be explored, many of which have been disseminated elsewhere
through other means and some of which may appear in future symposia, forums or as public lectures.
There are a number of additional collaborations, professional practice and research based publications
stemming from the work of UCO staff and students which although not presented here, are worth
highlighting. Below are just a few:
• Dr Alan Yates, Senior Lecturer in Psychology has been collaborating with a number of other Higher
Education Institutions including the University of Oxford exploring an understanding of nonclinical
paranoia and how to deal with it.
• Dr Faye Foster, Senior Lecturer in Psychology and Health and Community Studies is an Honorary
Qualitative Research Advisor for the Keele University Hub, West Midlands NIHR Research Design
Service where she helps health and social care researchers develop and design high quality research
proposals; she also supervises PhD students at the College of Medicine Swansea.
• Jodean Sumner, Lecturer in Performance has presented three conference papers and created and
performed two productions as part of her practice as research PhD exploring Performance as Archive.
• Caroline Jones and Jill Mills, Lecturers in Health and Community Studies, hosted their own Social
Sciences conference at UCO, introducing their students and the wider community to a number of
guest speakers.
• Suzanne Atkins, lecturer in Graphic Design, has been carrying out research into the concept of
‘change through creativity and humanitarian design’ which has resulted in her students being guided 		
towards creating submissions to the Creative Conscience Awards.
• Kate Clegg, Lecturer in Criminology, who is currently working towards her PhD, has successfully
facilitated psychology students in presenting their work at the British Conference of Undergraduate
Research 2017 at the University of Bournemouth.
• Tray Wilson, who is also currently working towards her PhD, is the editorial assistant on the
peer-reviewed journal Performance and Mindfulness.
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Katherine Griffiths, Director of Learning
This paper was presented at the 1st UCO Research Symposium, July 2016

The Utopian Possibilities of
Music and Art, together:
While I am more comfortable standing behind the decks to share my music with you I am seeking more
from this encounter and the potential to find re-imaginings of our places in the world.
Here are my overlapping thoughts, music, art, the possibilities for a better world…

Introduction
The separation of art, aesthetics and politics in Western society has been and continues to be played out in
its galleries, educational establishments and social and academic spheres. The institutions of the
establishment exalt certain practices, creating a definition of high art; this serves to limit the subject
matter portrayed, relegating and neglecting cultural work which is produced outside of their boundaries.
These institutions - concrete and ideological - reflect and represent the political structure that, in turn
supports and creates its predominant philosophical tenets.
My intention here is to find alternative ways of locating, recognising and discussing art forms and music
brought together, which could combine and push against ‘mainstream’ modes of production, and to imagine
and create spaces and opportunities where these elements can flourish.
There is potential for transformational encounters where art and music are brought together within and
outside of the institutions of the Western art establishment; creating new aesthetic spaces these interactions
can re-imagine a better world. This proposition calls for different ways of making dialogue, inserts political
readings into these art forms and suggests connections and relations between art, aesthetics, culture and
politics. This necessitates exploring where culture is formed, made, produced, celebrated and enacted and
by whom. What philosophical and ideological bases are utilised to define, critique and verify culture?
Also, to question the relationship between the consumer and producer; questions of capitalism’s
relationships, including the commodification of our interactions.
It connects too with the response of the body and mind to the sonic, and the less tangible, the inspirational
experiences, the transcendental power of art and music. Can the transformational, inspirational qualities of
music and art be joined together, channelled into making political changes for individuals and for society?
Citing examples of where this has already taken place can we predict, and create the spaces to continue and
nurture a dynamic engagement with creativity that is not merely based on the exchange of art and culture as
commodities nor predicated by out-of-date notions of elite culture-making?
Creating and participating in art and music involves reflecting, representing anew, makes vital one’s
experience of the past, present and offers readings of future possibilities. The content and reception of
music and art can be pleasing, challenging and political; can ask questions, create dialogues, and reshape
and re-imagine our world. Each can embody, at the stages of practice, production and consumption, the
prospect of political transformation and can be instrumental in enacting social change against the
dominant economic system – one based on exploitation, division and inequality. The parameters of this
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study will consider music and visual art in particular and reflect on a group of recent events and
developments where these came together.

My first real history lesson

Fig 1. Intro to ‘Black Man’
My first history lesson was hearing the song Black Man by Stevie Wonder,1 a UK teenager listening to the
power of the words combined with the vibrancy of the music, an experience of listening, thinking, dancing,
connecting. The lyrics and energy of the song gave me more insight than any of my history lessons at school.
The experience of hearing the tune, connected me with the untold history of black America. The song
affected me in many ways; intellectual engagement, questioning of the authority of history as it is taught,
pleasure in hearing the raw funky beat as Wonder experiments with the new technology presented by the
synthesiser, a danceable tune, a groove to move to. The lyrics utilise the call and response device, the singer’s
question followed by an answer chanted by children, engaging across the roles of singer and listener. The
words run through individual contributions from people of the various migratory and diasporic communities
that constitute the population of North America, recognising the basis of the construction of the most
powerful state in the world and how this is misrepresented in official history books. The song has a broad
appeal that can be applied to the experiences of diaspora over a wider geographic context, as well as the black
Atlantic context.
It is a counter chant to the history lessons of established education that had written out the contributions of
countless men and women on the basis of their skin colour and ethnic background. Albeit gender specific, the
optimism and call for recognition of the unsung heroes of history, hits a central note in the title Black Man,
the unchampioned, unheralded, those whose labours and contributions are at the very heart of the country
Wonder exalts with pride. The uptempo beat, moving at a pace, affirms the multi-racial history, calls for an
all-inclusive future based on this past where all can receive true recognition.

The intention:
The significance of the music and art of diasporic artists provides a political and philosophical turn, this works
in opposition to the separation of art, aesthetics, vernacular culture, and politics. Being inside and outside of
the dominant culture affords the artist, musician a dual perspective and awareness, multi-layered viewpoints
on society. The work is able to critique the hegemony of Western ideological and political structures, is able
to comment on the past, the present, propose redemption and anticipate a better day. I do not intend to
present diasporic art in binary opposition to the art of the West. I want to understand the particular features
of black music and diasporic art which carry political potential to bring about fundamental transformation.
The aspiration here is to bring this into play in existing spaces of cultural celebration, e.g. galleries, and to
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suggest other spaces of conviviality where visual art and music can combine and intersect.

Setting
The emergence of ‘cultural studies’ in the eighties brought perspectives from oppressed groups into sharp
focus. This highlighted the dual consciousness experienced by marginalised groups within and against
mainstream society.
Writings on gender, race, and sexuality questioned the authority and dominant viewpoints of a
predominantly white, male, middle class elite – continuing into the 21st Century where intersectional
readings continue. Influenced by psychoanalytical theory, Marxism, feminism and anti-racism these
readings of art, music, and film made the case for alternative conceptualisations. At the same time the
output of artists, filmmakers, and musicians found voice and spaces to channel these concerns through their
work. For example Isaac Julien, Sonia Boyce, Bob Marley whose cultural work brought black experience
centre stage to American, English, Jamaican and worldwide audiences. The features of the work and the
ensuing reflections offered a potential for new modes of engagement, one where the insights were in
continuing interaction. Things do change. Fast forward to the 1999 Turner Prize winner Steve McQueen’s
success at the Oscars and the first black female painter is shortlisted – Lynette Boayake – in 2013.

Examples of a different engagement with the space
Alternative encounters began taking place in galleries and museums during the noughties, where new
spaces of conviviality invited and involved a wider franchise. The Victoria and Albert Museum, London,
the Tate galleries across England and other regional galleries now regularly host evening and late opening
programmes. The V&A has a regular Friday late where poetry, musical performance and activities take
place in contra-distinction to what we may consider museum activities of standing back, contemplating in
our individual space. ‘A playful series of events explore the interplay between visual arts and music and the
individual interpretation and reception of art works and art forms.’2 The evening and night-time events
resonate with life; music, sounds of voices and instruments, amplified and reverberating, linking the
media and players, rejuvenating the spaces, enlivening the present and pulling in a wider audience and
participation.
Charlie Dark’s Blacktronica night at the ICA London, Late at the Tate dj and spoken word evenings, and
events accompanying the Chris Offili retrospective at Tate Britain and Afro Modern at Tate Liverpool during
2010. These exhibitions were held in the Tate’s rejuvenated buildings, their restoration made possible by the
commercial success of late twentieth century British art. Carrying the name of one of the richest
benefactors of the slave trade, Henry Tate, whose wealth was created from the profits of the sugar industry.3
Music and visual art have been inserted into the galleries; their grand halls and rooms have extended their
opening times into the evening and nighttime, providing access to wider audiences. People mingle, move to
the music, respond in antiphon to the poets and DJ’s selections where at other times conversation might be
met with a disdainful ‘shhh’ from a fellow viewer. These interventions are re-imagining, making claims on
the spaces, and revitalising edifices created at the height of the British Empire for the ocular appreciation,
the cerebral consumption of high art. Here is a vision of bringing together hope, enjoyment, an egalitarian
vision of creativity and dialogue, political understanding through art and music.
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An example: exhibition and song
Two key texts by Paul Gilroy bookend the study: the first The Black Atlantic: Modernity and Double
Consciousness.4 Presenting critiques of Western philosophy, this provides starting points to piece together my
tentative connecting of art and music which, I suggest, could create spaces of dialogue and celebration and
bring us closer to political transformation.
Gilroy describes ‘the black Atlantic’ as a network of art, culture, creativity, philosophy which arose out of
and is predicated on the ‘racial terror’ of the West’s forcible removal of men and women from Africa, forced
into slavery and dispersal across the Americas, Europe, and the Caribbean. He stresses that the culture of
the black Atlantic is not a single ‘movement’ that can be periodised or is confined to a particular country, but
interlinks in its geographical diversity themes and characteristics and ways of interpreting the world. The
Afro Modern exhibition at Tate Liverpool, 2010, took this as a starting point in a survey of visual art across
the black Atlantic. Writing in 1993 Gilroy cites the British group Soul II to Soul and their single Keep on
Moving5 as an example of this. Headed by Jazzie B, the band was formed by children of immigrants from the
West Indies, the music included elements of the heavy bass of Jamaican reggae, was re-mixed by Teddy Riley
– an African American house music producer – the music, its performance, associated fashion and graphic
design joyfully referenced and utilised black Atlantic history. The positive lyrics signalling optimism and
representing the zeitgeist of the late eighties while:
		
		
		
		
		

The fundamental injunction to “Keep on Moving” also expressed the restlessness of spirit which makes 		
that diaspora culture vital… The contemporary black arts movement in film, visual arts, and theatre as
well as music, which provided the background to this musical release, have created a new topography of
loyalty and identity in which the structures and presuppositions of the nation state have been left behind
because they are seen to be outmoded.6

The problems and the potential
The success of capital to market rebellion and subcultures presents tensions for us.
Gilroy laments the demise of the socially conscious black music of the 60s and 70s and its central place in
interpreting the world.
Can we reclaim, and find again this vision and hope? There are voices of discontent, art and music and the
creation of culture can still present an alternative. These aspirations have not faded, it is to be hoped that
new places of expression and territories can be found. Here I turn to Jacques Attali’s Noise7 - a
forensic study of the history of noise, become sound, music as a phenomenon, and as an agent of change.
The French economist takes us through an account of the patronage, use and performance of Western
music: the control by the ruling classes of music’s composition, production, distribution, and ownership.
He looks at music through a Marxist dissection of the economic relations of noise, and offers a vision of
music in potentially transforming the capitalist structure. In Chapter One Listening, ‘Music is more than an
object of study: it is a way of perceiving the world. A tool of understanding.’8 It has the power to transmit a
message, to convey political meaning and provide a commentary on the world that is immediate and
accessible: ‘Janis Joplin, Bob Dylan and Jimi Hendrix say more about the liberatory dream of the 1960’s
than any theory of crisis’
Black music has carried messages of resistance, communicated this with beauty and eloquence, and now
holds a significant position in the global music industry. This moral authority cannot be applied to all music
of black Atlantic origin, but it is an important historical component of its evolution.
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‘Diaspora identities are those which are constantly producing and reproducing themselves anew, through
transformation and difference.’9
This is not an ethnographic study of ‘protest songs.’ It is an attempt to look at the circumstances of the
production of music, the performance in various spaces and, the social function for communities
participating in the events as protagonists and creators.

Dance to protest?
The late twentieth century saw the emergence of club culture across the North Atlantic. Punk and reggae
had given the youth of London and the UK sounds of rebellion. Rock Against – a movement triggered by a
racist rant form Eric Clapton, combined music, fashion, pop-up protests and politics in an energetic show of
imaginative activism.
The disco scene emerging in the late seventies provided spaces of performance, fashion, encounters where
the mixed audiences, black, white, straight, gay were finding their/our place to party, rebel and perform.
Bringing together music and politics, articulated in words, the rhythm and sound amplified and the sonic
bringing the mind and body together.
The dance floor became a locus of thinking and dancing, forming and affirming identity, in commune with
the music. The gay disco scene in New York and cities across the world drove innovations in music, fashion
and club culture. This was in contra-flow to the official charts and radio output; its energy was spontaneous,
its various sub-scenes creating their own vital cultures. We can trace the music scenes that represent
political responses through music, the rave scene in the UK in the late eighties and early nineties, and the
ensuing actions of the state in enacting legislation that attempted to curtail the spontaneous and
entrepreneurial energies of young people.

Utopia? The need for more convivial events and bringing together of
fractured communities
		
		
		
		

…music is registered on a fundamentally different level to language or modes of visual communication,
just as the philosophical tradition has always suspected (and feared). This difference can be explained in
terms of the fundamentally physical, corporeal nature of musical experience, which in turn is a result of
what we term the materiality of sound.10

Here we have the impact of electronic sound on the body, the link between the physical experience and the
cerebral encounter. An intangible connection, difficult to describe or quantify, one instant and intuitive one
awaiting rationalising, there are attributes of music that insists on both at the same time. Combine this with
social commentary and the maker and dancer participate in a powerful encounter.
Music can tantalise, offer utopian perspectives on society, at the same time can perpetuate negative
imaginings.
Music shares transformational qualities with visual art; it is both physical and intellectual, it is immediate
and has a power to connect through its very form. Ernst Bloch writes of the utopian qualities inherent in art
and music. This has the power to illuminate and augur change.11 We each have a definition of utopia; it has
specific meaning at different historical moments.
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As a Marxist, Bloch saw art being able to presage the end of exploitation and inequality. This is the sense of
utopia that I am trying to call up here, a place where the transformation of society can be envisioned and
achieved. This is not in the religious sense such as that of Thomas Moore (this the 500th anniversary of the
publication of the book),12 conjuring up a place that is literally nowhere and influenced at that moment by
the promise of the Christian dream of heaven. Rather this is in the hope that exploitation based on race,
ethnicity, gender, social class can be overturned and that equality can be achieved. We are aware of what it
is we do not want and from there can begin to imagine our utopia. This is a continuous longing that art can
open up, can illuminate. Bloch refers to this as ‘anticipatory illumination’ and saw it in the creation of art –
painting, theatre and music. The creative work of humans is a linking of humanity with the world, recalling
here my first reaction to the Stevie Wonder song. The world is thus a holistic entity with human beings at the
centre, agents of their own change through the production and participation afforded by art.

Relational?
Bourriaud provides examples of challenges to philosophical canons as he surveys late twentieth century and
early twenty first century artists. Artistic practice is operating across new forms of connections and social
relations. Bourriaud’s project is political; at the core of possible transformations are strategies to overturn
the commercialisation of every relation, public and private, and the hope that art can be a force for change.
‘Our day and age is certainly not short of political projects, but it is awaiting forms capable of embodying it,
and thus of enabling it to become material.’13 He introduces us to work where artmaking and exhibition are
outside of the gallery space, these methods of exposition and reception question hierarchies and
relationships of artist, viewer, and patron. Art happenings take place where the work exists in time but has
no material content, a challenge to the previous relationships of patronage and the material value placed on
the work. Art’s subject matter too is outside of given norms and conventions; there is involvement between
the maker, the audience and this is actively encouraged. This works’ common theme is its ‘relational
aesthetics,’ built on relations between protagonists, methods, and across spaces, the common element is that
it encourages interaction and interactivity. Bourriaud opens with a question. ‘What are the real challenges of
contemporary art? What are its links with society, history, and culture?’14
While I may not share his exact line of investigation this does sit alongside my enquiry into art, culture, and
the transformational interventions and events that are occurring and developing as cultural practice. He
recalls the utopian purpose conferred on art ‘Art was intended to prepare and announce a future world:
today it is modelling possible universes.’15 Echoing Bloch’s assertion of the anticipatory illumination of art
and being able to touch on glimpses of utopia in the moment through artforms. Relational aesthetics open up
a range of possibilities of interaction between participants, artists and the spaces of presentation. ‘The
possibility of a relational art (an art taking as its theoretical horizon the realm of human interactions and its
social context, rather than the assertion of an independent and private symbolic space), points to a radical
upheaval of the aesthetic, cultural and political goals introduced by modern art…’16 Gilroy and Bourriaud
invite a re-appraisal of how art and music is made, ask the questions: what is represented and who is
represented? Bourriaud is considering contemporary art practice’s recent developments whereas Gilroy is
making a case for this as it is already practiced in the work of the black Atlantic. Bourriaud does not speak
directly of global issues or post-colonialism, (key to Gilroy’s and Mercer’s writings) they both talk of politics
but not as party-political. However Gilroy bemoans the limits of political parties and any impact they may
have to bring about change.

A call to action
The curation of new events in the art galleries and museums, the economic relations at the heart of these
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structures are upset by a re-imagined approach to culture, and herein lies the political significance of the
projects. ‘What they produce are relational space-time elements, inter-human experiences trying to rid
themselves of the straitjacket of the ideology of mass communications, in a way, of the places where
alternative forms of sociability, critical models and moments of constructed reality are worked out.’17 No
longer relying on the exchange of capital between the participants, the interactions are a shared experience
of ideas, debate, movements, and gestures. Bourriaud emphasises art’s contribution to imagining a better
world. ‘Relational aesthetics rejects art’s claims to self-sufficiency as much as its dreams of transforming life,
but even so it reaffirms an essential idea: that art consists in constructing spaces and relations to reconfigure
materially and symbolically the territory of the common.’18 I want to stretch this to the meeting of art and
the everyday, to set in motion another step, to the definitions of what art can be and what culture is. It is by
bringing together all these elements that the capitalist modes of production and exchange can be broken
down. ‘…the role of artworks is no longer to form imaginary and utopian realities, but to actually be ways
of living and models of action within the existing realm whatever the scale chosen by the artist…’19 Thus
bringing the political into the here and now, utopia is not always out of reach, it is accessible and a possible
lived experience. Culture is not only presenting ways of escape from the superstructure but presents ways of
enacting this as a dialogue and continual set of conversations.
By injecting music, the sonic, and by inference movement of the body new responses are triggered, the
experience is transitive, interactive, disruptions occur within walls that were originally built to engender aural
inertia. The design and desire of the new encounters echo and disrupt.
The collage of apparent disparate links, the questioning of subject matter and the place of art connects with
the cutting and pasting of music, sound, the visual, bodily movement, and dance into the gallery alongside
visual practice. Taking this as a formula we would be in danger of losing the spontaneity of these
innovations. In order for this to be alive, refreshed and authentic the critical dialogue must continue to take
place. ‘The institutions and practices, genres and terms of high art are currently categories of exclusion more
than of inclusion.’20 With this in mind can we link the common culture, vernacular culture and significant
activity that young people are involved in, often counter to the establishment, as a possible way of folding
a vibrant, challenging practice back into the art world’s programming and in so doing de-programme its
conceits?

And next..?
An urgent call to action…
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Black Man

Songwriters: Stevie Wonder; Sr. Byrd21
Now I know the birthday of a nation
Is a time when a country celebrates
But as your hand touches your heart
Remember we all played a part in America
To help that banner wave

First man to die
For the flag we now hold high
Was a black man
The ground were we stand
With the flag held in our hand
Was first the redman’s

First clock to be made
In America was created
By a black man
Scout who used no chart
Helped lead Lewis and Clark
Was a redman

Guide of a ship
On the first Columbus trip
Was a brown man
The railroads for trains
Came on tracking that was laid
By the yellow man

Use of martial arts
In our country got it’s start
By a yellow man
And the leader with a pen
Signed his name to free all men
Was a white man

We pledge allegiance all our lives
To the magic colors red, blue and white
But we all must be given
The liberty that we defend
For with justice not for all men
History will repeat again
It’s time we learned
This world was made for all men

We pledge allegiance all our lives
To the magic colors red, blue and white
But we all must be given
The liberty that we defend
For with justice not for all men
History will repeat again
It’s time we learned
This world was made for all men

Heart surgery
Was first done successfully
By a black man
Friendly man who died
But helped the pilgrims to survive
Was a redman

This world was made for all men
This world was made for all men
This world was made for all men
God saved His world for all men

Farm workers rights
Were lifted to new heights
By a brown man
Incandescent light
Was invented to give sight
By the white man

All people
All babies
All children
All colors
All races
This world’s for you

We pledge allegiance all our lives
To the magic colors red, blue and white
But we all must be given
The liberty that we defend
For with justice not for all men
History will repeat again
It’s time we learned
This world was made for all men

And me
This world
My world
Your world
Everybody’s world

Here me out
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Who was the man who helped design the
nation’s capitol,
Made the first clock to give time in America and
wrote the first almanac?
Benjamin Banneker, a black man

Here me out
Who was the legendary hero
Who helped establish the League of Iroquois?
Hiawatha, a redman

Who was the first man to set foot on the
North Pole?
Matthew Henson, a black man

Who was the leader of the first macrobiotic center
in America?
Peter Aprogy, a yellow man

Who was the first American to show the Pilgrims
at Plymouth
The secrets of survival in the new world?
Squanto, a redman

Who was the founder of the city of Chicago in 1772?
Jean Baptiste, a black man

Who was the soldier of Company G
Who won high honors for his courage
And heroism in World War 1?
Sing Lee, a yellow man

Who was one of the organizers of the American
Indian Movement?
Denis Banks, a redman

Who was the leader of United Farm Workers
And helped farm workers maintain dignity
and respect?
Caesar Chavez, a brown man

Who was the Jewish financier who raised founds
to sponsor Christopher Columbus’ voyage
to America?
Lewis D. Santangol, a white man

Who was the founder of blood plasma
And the director of the Red Cross blood bank?
Dr. Charles Drew, a black man

Who was the woman who led countless slaves
To freedom on the underground railroad?
Harriet Tubman, a black woman

Who was the first American heroine
Who aided the Lewis and Clark expedition?
Sacagawea, a red woman
Who was the famous educator and semanticist
Who made outstanding contributions to
education in America?
Hayakawa, a yellow man
Who invented the world’s first stop light and the
gas mask?
Garrett Morgan, a black man
Who was the American surgeon
Who was one of the founders of neurosurgery?
Harvey William Cushing, a white man
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Professor John Sharp, Leeds Beckett University, presented a keynote at the 2nd UCO Research
Symposium on Academic Boredom, June 2017. He has continued to explore this research involving some
of our colleagues at UCO, together with our own Dr Emma Young, he has provided this commentary on
the work so far.

Academic boredom: Ignore it at your peril
Professor John G. Sharp, Carnegie School of Education, Leeds Beckett University
Dr Emma Young, Head of Student Journey, University Campus Oldham

Abstract
		
		
		
		
		

Academic boredom, the boredom experienced by undergraduate students at university, is a largely
negative and disabling achievement-related emotion now known to impact adversely on student
engagement, including how they study and learn. Far from inconsequential and of little relevance,
academic boredom should to be taken seriously and considered in relation to how courses are designed
and delivered as well as how students are supported throughout their academic careers.

At work, rest and play
Regardless of age, gender, race or culture it would seem, boredom is a relatively ‘universal’ phenomenon and
a commonly experienced human emotion, affecting our daily lives in different and sometimes unexpected
ways. In workplace settings around the world, for example, boredom has been associated with fooling
around, making mistakes, causing accidents, absenteeism and theft, as well as contributing towards poor
job satisfaction and reduced productivity. Similarly, and in schools around the world too, boredom has long
been recognised as a factor contributing towards the general dissatisfaction and disaffection of younger
pupils as well as adolescents, regardless of ability or background, and in some subjects like mathematics
more than others. Frequently attributed to the highly structured and organised nature of the curriculum
and schooling itself, as well as what goes on beyond the classroom, the challenges associated with boredom
facing teachers include loneliness and withdrawal, feelings of confinement and disempowerment, classroom
disruption, class-cutting or truancy, high-risk or even dangerous activities and a general decline in grades.

Boredom in higher education
Perhaps surprisingly, undergraduates also get bored at university. Despite success in securing a place to
study at a location of choice, university does not always appear to provide the personal, social and
intellectual stimulation that many undergraduates need to keep them actively engaged or involved. The
everyday characteristics of academic boredom, though by no means definitive, are usually clear and include
drowsiness and yawning in class, heads resting in hands, bodies slouched in seats, vacant or distant stares,
repeated finger or foot tapping and attention turning to the distractions that come with access to digital
technology and social media. Overheard statements like ‘watching paint dry’, ‘as dull as dishwater’ and
‘bored to tears’ offer further, if uncomfortable, clues. Until only recently, however, and despite
acknowledgement as a largely negative and deactivating achievement-related emotion impacting usually
adversely upon learning and overall academic performance, the formal study of academic boredom was a
largely neglected and underdeveloped field. Despite rapid growth in international interest, with attention
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turning more and more to consider the overall emotional development, well-being and mental health of
students themselves, research in the UK is only now beginning to catch up. While the formal study of
academic boredom was certainly impeded in the past because of its complexly inter-related affective,
cognitive, motivational, physiological and expressive dimensions, not to forget the (mis)attribution of all
manner of things to boredom and vice versa, progress is being made and in no small measure thanks to
Control-Value Theory which is helping to unravel the mental processes involved.

Should we be concerned?
At one level of course, academic boredom is nothing to be overly concerned about. While certainly not
immune to its effects, and easily shrugged off as a minor distraction by some, academic boredom can, in
fact, be a positive and creative experience providing opportunities for self-reflection, open-mindedness and
the generation of new ideas, as well as fostering resiliency and relationships with others. For the majority,
however, academic boredom is now known to play a more critical role than previously imagined. With
student engagement defined as the interplay between time, effort and other relevant resources invested
both by students and their institutions intended to enhance student development, learning outcomes and
the reputation of the institution itself, the cumulative and long-term effects of academic boredom are far
from trivial and not to be underestimated. Recent estimates suggest that between about 25% and 60% of
students are frequently bored in lectures alone, largely because of teaching which might be described as
uninspiring and with a perceived excess and inappropriate use of PowerPoint. Students who have a greater
propensity or habitual disposition towards academic boredom than others adopt surface or superficial
approaches to studying and learning at the expense of deep and are less strategic in how they tackle their
work. They also tend to have poorer attendance and devote less time to studying itself. As a direct
consequence of all of this, grades are often lower and degree classifications poor.

A work in progress
Given potential implications brought about by student academic boredom, and building on earlier studies in
the field (see Further Reading), a new project has been launched to explore academic boredom in a Higher
Education in Further Education (HE-in-FE) context. The data is being collected from three HE-in-FE
institutions: University Campus Oldham (UCO), Blackpool and Fylde College, and Boston College. With
the generally accepted differences in delivery methods in HE-in-FE institutions, often related to smaller
cohort sizes and the larger percentage of widening-participation students, this project will interrogate the
concept and experiences of academic boredom in this revised setting, while also providing a unique point of
comparison to extant studies based in Higher Education Institutions (HEIs). Spanning the curriculum
portfolio, from the Creative and Digital Arts through to Health and Social Sciences and even Engineering,
this broader dataset also opens the door for understanding the extent to which subject-specific teaching,
learning and assessment tendencies influence students’ propensity for feeling just a little bit bored!

Further reading
Mann, S. and Robinson, A. (2009) Boredom in the lecture theatre: an investigation into the contributors,
moderators and outcomes of boredom amongst university students. British Educational Research Journal,
35(2), 243-258.
Sharp, J.G., Hemmings, B., Kay, R. and Sharp, J.C. (2017) Academic boredom and the perceived course
experiences of final year Education Studies students at university. Journal of Further and Higher Education.
Available now online: DOI 10.1080/0309877X.2017.1386287.
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Methodology
A mixed-methods approach was applied to this research.
Questionnaires

Morality of Offenders, Are We
So Different? A Mixed-Methods
Investigation into Morality of
Individuals Who Self-Report
Participating in Criminal Behaviour.
Rachael Mcloughlin, University Campus Oldham
Psychology (MSc by Research)
The Rationale
In England and Wales between June 2015-2016, a total of 4.6 million criminal offences
were committed (Office for National Statistics, 2016). Past research indicates there
to be a relationship between morality and criminal behaviour (Mcloughlin & Clegg,
in press; Palmer, 2003). Through the use of mixed-methods research, greater
understanding of an individual’s morality and how this may influence their criminal
behaviour will be achieved. Additionally, identification of Situational Precipitators
(Clarke & Cornish, 2003) which alters an individual’s moral decision making process
and motivation to commit crime will be outlined.

Literature Review
A range of explanations exist that try to explain criminality (Akers, 2013; Appleby, Flynn, Rodway
& Shaw, 2014; Anasatsia, Henry & Lanier, 2014). However, the emergence of an individuals
morality and the impact of situational precipitators may provide an alternative explanation of
criminality. Defining morality can be difficult with definitions being over simplified and vague
(Spielthenner, 2005; Smith, 1974). For the purpose of this research, morality is defined as an
individual’s beliefs and principles of right or wrong, which are shaped both by their personality
and social experiences. This morality can be influenced by internal (Piaget, 2013; Colby &
Kohlberg, 1987) and external sources (Mahapatra, Much, Park & Scweder, 1997), as well
as Situational Precipitators that weaken moral standards (Clarke & Cornish). Situational
Precipitators exist through four different forms: Prompts (cues in the environment), Pressures
(peers or members of higher authority), Permissibility (attempts to minimise consequences of
their actions) and Provocations (adverse emotional arousal that triggers a criminal response).
When present, an individual is encouraged to carry out criminal behaviour which otherwise they
would not.
The impact of the situation along with the individual’s own understanding of morality, could
indicate why criminal behaviour is committed and provide recommendations to reduce criminal
activity in the future.
UCO.OLDHAM.AC.UK
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The Moral Foundations Questionnaire (MFQ) (Ditto et al.,2011) was
administered to members of the general public in both a paper and
electronic form. The MFQ is based on Moral Foundations Theory (Haidt an
Joseph, 2007)
The MFQ:
ì Consists of 32 statements

ì Measures an individuals morality based on five sub-scales; Harm/Care,
Fairness/Reciprocity, In-group/Loyalty, Authority/Respect, Purity/Sanctity
ì Reponses scored on 6-point Likert scale
ì Incudes 2 ‘catch questions’
ì Additions made to allow for demographic information to be collected
ì Information regarding participants criminal activity also collected

Interviews
Semi-structured interviews additionally aim to explore why participants
have responded as they did and also provide an opportunity to discuss
individuals perceptions of morality. Furthermore, exploration of the
circumstances present at the time of committing criminal behaviour allows
for identification of Situational Precipitators that otherwise would have
prohibited the action being committed.

Ethical Considerations

Full ethical approval was gained from the School Research Ethics Panel
at the University of Huddersfield. Permission was also gained from
University Campus Oldham, the District Commissioner of Oldham Scouts
and the acting manager at Canon Pharmacy to distribute questionnaires
Participants were reminded that they should only disclose information they
feel comfortable with. Additional care was taken to ensure ethical standard
were upheld to the requirement of the Ethics Committee of the British
Psychological Society (2009).
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Methodology
A mixed-methods approach was applied to this research.
Questionnaires
The Moral Foundations Questionnaire (MFQ) (Ditto et al.,2011) was
administered to members of the general public in both a paper and
electronic form. The MFQ is based on Moral Foundations Theory (Haidt and
Joseph, 2007)

Findings

The MFQ:

A total of 184 completed questionnaires have been gained with a diverse
sample being achieved. Overall scores of the five moral foundations and
sub-scales were calculated, which were also compared to the means
obtained in the original research by Ditto et al. (2011):

ì Consists of 32 statements
ì Measures an individuals morality based on five sub-scales; Harm/Care,
Fairness/Reciprocity, In-group/Loyalty, Authority/Respect, Purity/Sanctity
ì Reponses scored on 6-point Likert scale

Harm/Care
Fairness/Reciprocity

Collected data
Mean
Standard
Devia-on
3.69
0.770
3.65
0.745

Previous Research
Mean Standard
Devia-on
3.52
0.834
3.68
0.748

In-group/Loyalty

2.27

0.958

2.08

0.008

Authority/Respect

2.69

0.958

2.03

0.902

Purity/Sanc4ty

2.34

1.08

1.33

0.986

ì Incudes 2 ‘catch questions’

Founda4on

ì Additions made to allow for demographic information to be collected
ì Information regarding participants criminal activity also collected

Interviews
Semi-structured interviews additionally aim to explore why participants
have responded as they did and also provide an opportunity to discuss
individuals perceptions of morality. Furthermore, exploration of the
circumstances present at the time of committing criminal behaviour allows
for identification of Situational Precipitators that otherwise would have
prohibited the action being committed.

Compared to previous research scores are slightly inflated but still similar.
A total of 141 (76.6%) participants indicated to have previously participated
in criminal behaviour. Again, means for the morals foundations and
sub-scales were calculated, comparing those who self-reported past
criminal behaviour and those who did not self-report any criminal behaviour:

Ethical Considerations

Did report crime

Full ethical approval was gained from the School Research Ethics Panel
at the University of Huddersfield. Permission was also gained from
University Campus Oldham, the District Commissioner of Oldham Scouts
and the acting manager at Canon Pharmacy to distribute questionnaires
Participants were reminded that they should only disclose information they
feel comfortable with. Additional care was taken to ensure ethical standards
were upheld to the requirement of the Ethics Committee of the British
Psychological Society (2009).

3.64
3.60

Standard
Devia-on
0.777
0.750

Did not report
crime
Mean Standard
Devia-on
3.88
0.720
3.81
0.717

In-group/Loyalty

2.26

0.893

2.33

1.011

Authority/Respect

2.69

0.947

2.67

1.004

Purity/Sanc0ty

2.27

1.076

2.57

1.100

Founda0on

Mean

Harm/Care
Fairness/Reciprocity

While a difference does exist, with slightly lower scores for those who
self-reported participating in criminal behaviour, no significant difference
emerged.

Continuation of the Research
Further analysis is to be done on the questionnaire data, comparing means
of the 5 foundations more specifically to types of offence. Interviewing of
10 participants is also to be done which will further outline the relationship
between an individuals morality and their criminal behaviour.
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Research
Symposium
Two
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Fartun Hashi, 3rd year Health and Community Studies student, presented this paper at the 2nd UCO
Research Symposium, June 2017.

Female Genital Mutilation in the UK
Abstract
Aims: To comprehensively analyse health complications associated with Female Genital Mutilation (FGM)
and difficulty to eliminating the practice. Management and prevention strategies to tackling FGM in the
United Kingdom (UK).
Methodology: To conduct this study, Summon and CINHL search engines is utilised to collect literature
appropriate to address the aims of the study. In this study, 13 journal articles that cover the research aims is
reviewed. The literature collected discusses FGM health consequences, however due to lack of academic
literature it was difficult to gather enough journal articles addressing the cultural implications and the
influence it has on FGM.
Findings: Evidence in this literature review shows that FGM has negative health complications for women
and girls. Among practicing communities’ girls are subjected to FGM as an act of love because it has a social
significance. Findings from this review highlight that culture is the main reason why FGM remains prevalent.
However, lack of prosecution and professional knowledge about FGM and its implications contributes the
continuation of this practice in society.
Conclusion: It is evident that FGM is prevalent in the UK. Women and girls who experience FGM live with
health complications and require a care that is approached with understanding. It is important that women
and girls in affected communities are empowered to face the stigma and discrimination that comes from
their communities for rejecting this cultural ‘mutilation’.

Introduction
Female Genital Mutilation (FGM), also known as female cutting or female circumcision, is a procedure
where the female genitals are removed or injured for no medical reasons (NHS, 2016). The term FGM is
used in this study because the word ‘mutilation’ expresses the brutality of the procedure subjected to girls
and women (Turmen, 2013). This table shows the different forms of FGM subjected to young girls and
women:
		

i. Removal of the prepuce, with or without removal of the clitoris

		

ii. Partial or removal of the clitoris or complete removal of the labia minor

		

iii. Removal of part or all the genitalia and tightening of the vaginal opening

		

iv. Any practice that involve pricking, piercing, wounding of the clitoris or narrowing the vagina

		

Source: (WHO, 2007)

In some practicing communities, FGM is believed to be deep-rooted culture and others religion. However,
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there is not a religious holy-book that promotes this horrific practice (Burrage, 2015). Within practicing
communities’ terms such as khitan, tahur, halalays, sunna, megrez and gudniin are used to refer to the
practice (Councils, 2014). FGM is leads to serious health consequences to women and girls. Immediate
implication included haemorrhage, wound infection and urine infection (Office, 2015). It also leads to
long-term complications including difficulty in childbirth, the growth of cyst, formation of keloid scar, sexual
dysfunction and high risk of HIV due to cutting instrument used among girls (NHS, 2016).
Anela Anwar, from Roshni charity, explains that FGM is “very much alive, not just in home countries” but
also the United Kingdom (UK) (Burrage, 2015). FGM has been illegal in the UK since 1985 and in the
2003 it was made illegal to take a person outside the UK to undergo the procedure and therefore, anyone
prosecuted will be sentenced 14 years in prison. However, there has not been a single prosecution since this
ruling (Khalifa, 2016). In November 2013, two people have been arrested on suspicion of carrying out FGM
on a baby, however, due to “insufficient evidence to proceed” the case was unsuccessful (Topping, 2014).

Literature Review
Health complication linked with Female Genital Mutilation
Before proceeding to examine health complications associated with FGM, it is important to acknowledge
the growing concerns of young girls and women living with physical and mental trauma cause by FGM
(Reisel, 2014). A report published by Simpson et.al (2012) revealed that 66,000 women living in the UK to
have undergone FGM. However, this number increased as recent literature estimated that 137,000 girls and
women in the UK are subject to FGM (Moxey, 2015). Although FGM effects millions of women worldwide,
there is limited accurate date on the short and long-term health complications. (Paliwa & Bradshaw, 2014).
This is because, women may not link their health problems with FGM and in some practicing
communities’ common consequences may not be consider life threating (Love, 2015). Another key problem
is the legal implications as well as the sensitive nature of the subject that lead women to be reluctant to
share their symptoms (Creighton, 2015).
It is believed that FGM is mainly performed by traditional practitioners, often elderly women considered to
be experts and the instruments used on victims are unhygienic (Paliwa & Bradshaw, 2014). A considerable
amount of literature has been published on FGM, however, these studies depend on reflective self-report
method to collect data (Simpson, 2012). Reisel et. al. (2014) point out that the main weakness with this
method is, recollection of memory which may not be accurate. Simpson et. al (2012) stated that there are
death incidents related to FGM however, according to Reisel et.al (2015) there are no statistical evidences
of death due to FGM.
The short and long-term health complications differ depending on the form of FGM and the brutality of the
procedure (Paliwa & Bradshaw, 2014). At the time or immediately after the procedure, the girl or woman
is at high risk of blood loss or infection together with tetanus, gangrene, septicaemia, wound infection and
in some cases necrotising fasciitis (Simpson, 2012). Other immediate complications include hip fracture or
dislocation due to the heavy pressure applied during the painful procedure (Love, 2015).
The most damaging form of FGM is type III, also known as infibulation, which involves the cutting and
reconstruction of the inner and outer labia, with or without the removal of the clitoris, thereby narrowing
and closing of the vaginal opening (Moxey, 2015). This form of FGM results in future childbirth
complications, therefore increasing the chances of perineal tearing, post-delivery haemorrhage, stillbirth or
obstructed labour (Simpson, 2012). A qualitative study conducted by Paliwa & Bradshaw (2014) shown,
women undergoing infibulation after childbirth. One who was infibulated would not undergo the
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de-infibulation procedure, due to her husband saying ‘no’ and this being ‘a big problem in her family’. This
led her to deliver four children through caesarean section and increasing health risks.
Many FGM victims are left with vaginal scarring due to the damage inflicted to the tissue and immediate
implications such as infection which leads to painful and unpleasant tissue growth named keloid that
requires surgical excision (Reisel, 2014). The removal of the clitoris can obstruct the vagina and cause
discomfort due to the growth of scar tissue. Prolonged and painful periods is linked with FGM but the
reasons are unknown (Moxey, 2015). One possible explanation of this can be the narrowing of the vaginal
opening which can delay menstrual flow, despise this, haematocolpos case is not reported (Reisel, 2014). Due
to narrowing of the vaginal opening reduces urinary flow and increases urinary infection (Simpson, 2012).
FGM causes pain and difficulty with sexual intercourse which is believed to be pelvic infection (Love, 2015).
Creighton and Hodes et. al (2015) literature review study states that FGM damages sexual function, however,
majority of studies that address this issue are small scale without any standardised assessments and control
measures. This said, their study found out women with FGM are more likely to discuss dyspareunia, lack of
sexual desire and reduced sexual satisfaction. Scholars including Reisel et.al. (2014) hold the view that FGM
results infertility suggesting a connection between primary infertility and more severe type of FGM, however,
there is limited evidence signifying this (Simpson, 2012).
Additionally, FGM is likely to have psychological impacts, so far, very little attention had been paid to this
aspect (Creighton, 2015). Love (2015) highlighted that anxiety and fear closely links with FGM during sexual
intercourse and childbirth. In addition, majority of women face lifelong challenges. Literature review study
conducted by Reisel et.al (2014) revealed that small studies on FGM shown evidence of anxiety, depression
and post-traumatic stress disorder (PTSD) among FGM victims. Their research discovered over half of the
women (30.4%) reported to suffer from post-traumatic stress disorder and other have women (47.9%) shown
signs of psychiatric syndrome, including problems with memory. Collectively, these results suggest that there
is an association between FGM and mental health problems.
The challenges of ending Female Genital Mutilation in the UK
Creighton et .al (2013) highlighted that FGM is a cultural heritage with extreme social importance. It is
enforced by centuries of tradition and false beliefs and is continued by illiteracy, the low status of women and
insufficient health care facilities. Women in practicing communities are expected to undergo FGM with the
purpose of being accepted within their communities as a respectable adult (Avalos, 2015). Women gain social
recognition and marriageable statues by summiting to the practice. According to Baron (2006), ‘uncut’
women are at the bottom in the social ladder in their communities and in some cases, are even prohibited
from speaking in congregations. Within practicing communities, social consequences are far more damaging
to girls or women then the ‘mutilation’ itself (Vissandjee & Pual, 2014). Due to the circumstances,
understanding the social significance of FGM is crucial to abolishing it (Moxey, 2015).
Within practicing communities, it is taboo to discuss FGM even with close family members (Brown &
Barrett, 2013). In such environment, it proves difficult and somehow impossible to openly discuss the roots
and health consequences the practice causes (Love, 2015). In fact, abandoning FGM has social
consequences, people who openly reject the practice face back-lash from their communities; one BritishSomalian experienced death threats by her close friend and was called ‘a slag’ by a male in her community
(Avalos, 2015). It would have been vital if the studies explored men’s role and attitudes to FGM since
immigration shifted women attitudes in a positive way, nonetheless, the key question is ‘are men’s views
changing?’ (Love, 2015). There is little research that is carried out in this regard. This could be because of
lack of appreciation in the role misogyny plays in the practice of FGM.
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Health professionals place significant barrier to discussing FGM with patients. Women reported the
incapability within health professionals to offer referrals to specialist clinics that deliver de- infibulation and
other services (Hodes and Robinson, 2015). Midwives who work in FGM specialist clinic in Central London
Hospital have said many of their patients point out the long period of time for referrals and this is due to
physician’s lack awareness, despite the clinic being open since 1997 (Love, 2015). Some women described
feeling discriminated by the professional and judged for being subjected to FGM or deciding to have a large
family. As a result, to these difficulties, many women complained and expressed insensitively towards
treatments. Subsequently, they may avoid receiving or seeking any gynaecological examination or advice
(Avalos, 2015). Another difficulty this generates is poor relations among practicing communities and health
professionals (Creighton, 2015).
There has been a gap in knowledge analysing reasons behind FGM cases reported to the police that has not
resulted in prosecution and therefore, gathering data is a crucial next step (Simpson, 2012)). On a positive
note, the Home Affairs Select Committee started a large inquiry into FGM in 2013. This inquiry focused to
define the reasons behind the absence of FGM persecutions since it was prohibited, 30 years ago, in 1985
(Avalos, 2015). Possible reason could be law enforcements being cautious and avoiding to be labelled as
culturally insensitive or their unwillingness to get involved in matters viewed as private, particularly among
male community leaders (Love, 2015).
In addition, there has been concerns that families may attempt to convince authorities the procedure was
performed prior to immigration, in order to cover the crime however, this information was shared with
community workers (Hodes & Robinson, 2015). This deception can be successful as wounds heal fully; it
is impossible to identify physical evidence as to when the procedure took place (Reisel, 2015). Prosecuting
FGM cases proved difficult, however, the Crown Prosecution Service (CPS) suggested that FGM chargers
should cover child cruelty, assault and conspiracy (Avalos,2015). Achieving prosecution, has been challenging
as FGM victims are reluctant to press charges since parents are the offenders (Avalos, 2015). Nonetheless,
prosecutors are encouraged and advised to put forward a successful persecution for public interest (Hodes
& Robison, 2015).
Management and prevention for Female Genital Mutilation
Authors (Christos et. al. 2016; Reisel et al. 2015; Hodes, et al. 2015; Moxey et al. 2015; Brown et al. 2013;
Paliwa et al. 2012) agree that FGM is complex and sensitive subject, and addressing it can be uncomfortable
for health professionals. Reluctance to engage women in regards to FGM is led by embarrassment or
anxiety of being labelled as culturally insensitive. However, it vital to be aware of the language used to
address affected-communities. Simpson et. al (2012) stresses the importance of balancing an effective
message as well as avoiding to offending communities. Professionals are encouraged to use the term
‘affected- communities’ rather than ‘practicing communities’ to decrease alienating or stagnating
communities (Paliwa & Branshaw, 2012).
It is crucial that health professionals are confident to raise the concern of FGM with patients (Amesanti &
Momoh, 2016). These professionals need to maintain privacy and suitable time for discussion as well as
ensuring the interpreters are trained appropriately, therefore it is inappropriate to use friend, family member
or translator from the same locality (Paliwa & Branshaw, 2012). Amasantia and Momoh (2016) highlighted
all health workers need to receive comprehensive education on FGM with the intention of increasing positive
change. The NHS needs to develop a Continued Professional Development by introducing FGM modules,
where all health professionals can attend to learn about this cultural practice (Amesanti & Momoh, 2016).
In addition, October 2015 it was mandatory for NHS mental health, general practitioners and teachers to
also report FGM cases (Paliwa & Barrett, 2012). Data collected revealed that 1,385 new cases of FGM
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was reported, 17 cases under the age of 18 and new cases in girls or women born the in the UK (Amasanti,
2016). Mandatory data recording has been valuable intervention as it makes available accurate information
that impacts future legislations (Amasanti & Momoh, 2016).
An element highlighted was lack of training for the healthcare professionals to deal with women who are
infibulated during labour and because of this, women experience unnecessary caesarean section, which
could have been avoided through de-infibulation (Vissandjee & Pual, 2014). Health professionals lack
knowledge concerning the serious complications other different forms of FGM impose, therefore not
offering appropriate care to women and girls (Mockridge, 2014). Information regarding FGM is crucial
to identify, control and care for women and girls subjected to the practice and those at risk (Brett, 2015).
Health professionals are keen receive training and information to improve their services (Ahern-Flynn,
2013). Professionals ability to identify risks is a key aspect in prevention (Vissandjee & Pual, 2014).
In conclusion, FGM continues to affect victims physically and psychology as well as breaching their human
rights (Reisel, 2014). This cultural practice does not have any health benefits, and girls and women who have
experienced FGM are left with life-long suffering and complication through menstruation, child birth and
many more (Love, 2015). Within practicing communities, rejecting the practice can have social
consequences such as being labelled as non-virgin (Simpson, 2012). Educating affected communities about
FGM and its implications is vital to eliminating FGM (Avalos, 2015). Professionals also need to be educated
on how to discuss FGM with communities in a sensitive and appropriate manner (Moxey, 2015). Lack of
prosecution and investigation to this crime contributes to the practicing of FGM in the UK (Nour, 2010).
This study sheds light on the cultural aspect that challenges family to subject their daughters to ‘mutilation’
and women living with the complications silently in fear of stigma and discrimination from their
communities (Clarke, 2016). In addition, further research into FGM is strongly recommended (Love, 2015;
Christos, 2016; Simpson, 2012; Moxey, 2015).
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Key Note delivered by Jane Bottomley, University of Manchester for the 2nd UCO Research Symposium,
June 2017.

Talking movies: using film as part of
language study and academic development
Introduction
After many years as an English language tutor, I have come to believe that film is one of the most
powerful tools in the classroom. In my more recent capacity teaching English for Academic Purposes, I have
also come to appreciate the role film analysis can play in helping students develop transferrable academic
skills, many of which form part of the ‘graduate attributes’ promoted in UK universities (Barrie, 2004;
Hounsell, 2011). In this paper, I will discuss the potential of film for developing language, cultural
understanding, and academic skills, with reference to an undergraduate course developed at the University
of Manchester. I will also present the results of a small survey conducted on student perceptions regarding
the role the course played in the development of their language and academic skills.

Why film?
In terms of language, film contextualises usage in an interesting and accessible way. Moreover, the
dialogue in many films, e.g. Kes, East is East, This is England, Trainspotting, often approaches authentic
language use. Lastly, in my experience, film has the potential to lift language off the page and bring it to
(technicolour!) life in the classroom.
Language study necessarily includes the study of culture, and many films explore key cultural and social
themes in an interesting way. These may be central to the narrative, and even, on occasion, be tied in with
the idea of film as social critique. The films of Ken Loach, for example, can be viewed within the context
of Loach’s belief in the political nature and transformative power of film – with Kes representing for him
the ‘waste of human spirit’ engendered by the education system and wider society (Pulleine, 1972: 56), and
Cathy Come Home acting as a catalyst for the launch of Shelter in the UK. However, even with the most
activist of directors, films can rarely be reduced to a political point. Nor can cultural exploration be limited
to ‘difficult’ issues such as social deprivation; it must also encompass everyday topics such as family life,
relationships and personal aspirations. From this broader perspective, Loach’s films are not only interesting
for their overtly political stance, they also resonate as individual tales, often featuring ‘a single protagonist
with a simple goal’ (Robins, 2003). Where social themes and issues are backgrounded in a film, as with, for
example, the 1984 miners’ strike in Billy Elliot, they are still often integral to the narrative, enriching and
authenticating it on a number of levels.

How should we study films?
The study of films to explore language and culture is distinct from academic studies in cinema or screen
studies, with the overt technical content of the latter. However, with film, as with comparable media such
as literature, it is impossible, or at least unwise, to separate content and form. As Dix explains: ‘[t]he formal
strategies of a film are not neutral or background facts but meaning-generating processes’ (2008: 9-10). It
follows, from this perspective, that to truly understand a film, we need to engage with its formal elements.
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Dix goes further, asserting that ‘any attempt to place a given film in larger cultural or ideological contexts is
[…] inadequate if it does not include some reckoning with the work’s distinctive form’ (Dix, 2008: 9-10).
This reckoning entails a consideration of how things are revealed not only through narrative, but through
cinematic technique and style. This may involve analysis of composition and mise-en-scene, of camera work
such as the use of close-ups and tracking shots, or of the application of editing tools such as montage and
crosscutting. Effective film analysis requires an understanding of how these aspects of form interplay with
content, and with each other. Take for example a key scene in Billy Elliot, where crosscutting between the
picket line and the dance class is used to establish a stark contrast between the tough, masculine world of
the miners with their gruff chanting and seemingly brutish physicality, and the genteel world of dance, with
its classical music, French phraseology and elegant movement. The alternating shots also echo the tension
between individuality and solidarity which could be said to underpin the film as a whole. However, the
crosscutting here is perhaps not solely contrastive; it could also be seen to link the two scenes in some way,
showing the miners engaged in their own dance, moving and chanting together in mass resistance. The
scenes, viewed in this way, are perhaps as much to do with solidarity as difference.

It’s all academic!
Technical analysis not only reveals meaning, it can also help students to hone critical skills which transfer
to a wider study context. Students develop analytical skills as they pull apart a film or a scene to see how it
constructs what the audience sees, hears and feels, and how dialogue, sound and visual language function as
part of this. They develop evaluative skills as they judge the success of directorial choices or assess an actor’s
interpretation of a role. They develop reflective skills as they make distinctions between subjective opinion
and objective analysis. They develop academic rigour as they distinguish between description and analysis of
film, and make choices about appropriate content and tone in academic writing and speaking assignments.
They develop their academic discourse skills as they strive to organise, sustain and support ideas until they
are fully formed, and to fine-tune those ideas through revision of the language used to convey them
(Corrigan, 2007). In short, film can be a vehicle for the development of a whole host of transferrable
academic skills, and the data collected and reported on later in this paper goes some way to providing an
understanding of how aware students are of this.

Creating a film module
The three aspects of study outlined above – content, form and academic skills – have formed the
foundation of the Language and Culture through Film course at the University of Manchester. The course
aims for students to:
• acquire knowledge and understanding of UK language and culture;
• engage with the formal elements of film, employing basic analytical tools;
• develop transferable academic skills.
It is ultimately the interplay between these three aspects of the course which promotes deeper
understanding of the films, the culture they are part of, the language which permeates them, and the
academic skills required to critically analyse and evaluate them.
The 10-credit course is aimed at international undergraduates with English as a second language. There is
an advanced group with entry set at IELTS 7 or equivalent, and a lower-level group with entry set at IELTS
6.5 or equivalent. The basic content of the course is the same for both groups, but they are differentiated in
terms of support and assessment. Course work activities include mini-lectures, reflective activities, analysis
of scenes and dialogue, and small group seminars.
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Selecting films
Films studied on the course include:
•
•
•
•
•
•
•
•
•
•
•

Kes
Billy Elliot
Brassed off
Pride
The Queen
Dirty Pretty Things
East is East
This is England
Trainspotting
24 Hour Party People
Sense and Sensibility

I approached film choice with the belief that any number of films could form the basis of such a course, and
that different teachers would inevitably choose different films. Nonetheless, I was also conscious of the fact
that not any film would do, so I developed criteria to govern my own selection. Firstly, I decided to choose
films which had generated a significant degree of critical acclaim. Given the remit of the course, it was also
important to include films which offered a window onto interesting periods, places and people in the UK.
There is an emphasis on films which reflect the emergence of contemporary society, but even historical
costume dramas can feed into current issues, for example, Sense and Sensibility, with its interesting
treatment of class and gender. I required the films as a whole to represent a range of language use in the UK
in terms of social and regional varieties. I also chose films which explore register and ‘interesting’ language
use such as idiom and metaphor. Finally, and perhaps more controversially, I decided to choose films with
which I have some personal connection. It is of course important to retain objectivity in the context of
academic study, but films are deeply connected to our identity, and, if this connection is openly discussed,
I believe it can weave an interesting thread through such a course. In class discussions, I allude to personal
connections when they seem relevant and if I believe that they can perhaps add to students’ understanding
of what makes a people and a culture: perhaps, in Billy Elliot, how the outside toilet reminds me of houses
from my own northern, working class background, how heated exchanges on the 1984 miners’ strike take
me back to rows on the topic with my own dad when I was a student, and how a magical clip from Fred
Astaire in Top Hat evokes my black and white film education in my grandparents’ front room. If students
understand that these things are open to discussion, they will often take the lead, asking, for example, about
how it felt to witness a particular event, like the miners’ strike or the death of Diana, and perhaps linking
it to something they have experienced themselves in their own lives. This link to the personal can make it
easier for students to discuss their emotional as well as their intellectual responses to the films, and to
perhaps find connections to their own life stories. Of course, on an academic course, it is also imperative to
differentiate between personal reactions and objective analysis, and to relate this to assessment requirements, but this differentiation process can only enhance critical development.

Language in film
There is undoubtedly a Northern bias in the choice of films. The resulting focus on northern English reflects
the students’ current reality, based as they are in Manchester. It also, along with the range of social classes
represented in the films, perhaps provides a necessary corrective to what some see as a certain prejudice
against regional and social varieties of English in UK universities, notwithstanding the outward commitment
of these institutions to diversity and inclusion (Loukopoulou, 2017).
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Lexis, grammar and accent
Films such as Kes, Billy Elliot, East is East and Trainspotting are a rich source of northern lexis: mam, hiya,
tara, mither, nesh, mardy, skrike, anyroad, nowt, owt. This includes words related to specific dialects: thou
(Yorkshire); howay, maybes (Geordie); wee, bairn, ken, aye (Scottish). Many of these expressions are
contained in the word bank collected by the British Library as evidence that dialects continue to flourish in
the UK (Duncan and Holder, 2017), and, in film, such language is fully contextualised.
Similarly, these films also provide an opportunity to examine phonological variation in the UK in action,
including:
•
•
•
•
•
•

the northern /ʊ/ (rather than /ʌ/) in words such as ‘bus’ and ‘love’;
the northern short /æ/ in ‘bath’ and ‘class’;
t-glottalisation in the north east;
the Scottish rhotic ‘r’;
the hard Liverpudlian /k/;
Yorkshire definite article reduction (‘in t’field’).

There are also similarly contextualised examples of grammatical variation, for example:
“Jesus Christ, Billy Elliot, you’re a disgrace to them [those] gloves, your father and the traditions of 		
this boxing hall.” (Billy Elliot)
“Can’t we go for us [our] dinners, Sir?” (Kes)
“I were [was] terrified.” (Kes)
In contrast, in the film The Queen, we encounter (unsurprisingly) what is sometimes referred to as ‘the
Queen’s English’, notably, the use of the ‘royal we’, but also language specifically associated with the upper
classes, such as the use of the impersonal ‘one’. As far as accent is concerned, The Queen in fact provides
a good opportunity for students to explore the rather narrow definition of standard UK pronunciation, or
Received Pronunciation (RP), as it is known. As Crystal points out (2002), RP is only used by approximately
3% of the UK population, although a much greater number use something which he calls ‘modified RP’,
which might include a small number of regional or social variations. RP is associated with the south east
and with the middle classes, and is in fact represented more faithfully in the film by Tony Blair, rather than
the Queen, with her occasional non-standard phoneme use such as the long vowel in ‘off ’ (although, a brief
look at recordings from the 1950s until the present day reveal a shift in the Queen’s accent).
Lexical fields
Some of the films on the courses are rich in imagery and symbolism, often illustrated through discernible
lexical fields, which lend themselves to a contextualised approach to vocabulary study. In the Queen for
example, the following emerge:
•
•
•
•
•
•

Royalty: the crown; the throne; sovereign; monarch; your majesty; predecessors; curtsy
Subservience: flunky; go to someone cap in hand
Death: grief; mourn; funeral; cortege; hearse; coffin; undertaker; bury; flag at half mast; kick the bucket
Hunting: stag; stalking; stick to your guns; bay for blood; “Diana was hounded by the press”
Emotion: “Queen of hearts”; wear your heart on your sleeve; have a change of heart
Media: the press; tabloid; spin
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Humour
The films on this course all deal with serious topics, but they all contain elements of light and shade, and
humour is an important element of all, even the darkest, of them. It is therefore interesting to analyse
language as a source of humour in the films. For example, in The Queen, Tony Blair is given oddly precise
instructions on pronunciation as part of his protocol induction which add to the general comedy of the scene:
“And it’s ma’am as in ham, not ma’am as in farm”.
(Interestingly, as my students watch The Queen after Billy Elliot and Kes on the course, they are often amused
that ma’am and the northern colloquialism for mother (mam) are therefore homophones.)
In Trainspotting, one source of humour is the juxtaposition of formal and informal registers or situations:
“Would sir care for a starter of some garlic bread perhaps?” – “No thank you. I will proceed directly to the
intravenous injection of hard drugs please.”
“Swanney taught us to adore and respect the health service. For it was the source of much of our gear.”
“Can’t even find a decent culture to be colonised by. We’re ruled by effete assholes.”
Reading between the lines
In order to understand the culture presented in films, it is often necessary to ‘read between the lines’ of a
dialogue. The following dialogue in The Queen is as interesting for the things which are unsaid or implied as
much as for the things which are explicitly stated:
Robin: 		 The Prime Minister’s on his way ma’am.
The Queen: To be Robin. Prime Minister to be. I haven’t asked him yet. He’s a hard one to read, isn’t he?
Robin: 		 Yes. On the one hand his background is quite establishment: father a Conservative, educated
					 at Fettes, where he was tutored by the same man as the Prince of Wales.
The Queen: Well, we’ll try not to hold that against him.
Robin:		 On the other, his manifesto promises the most radical modernisation and shake-up of the
					 constitution in three hundred years.
The Queen: Oh, do you think he’s going to try and modernise us?
Robin: 		 Well, I wouldn’t put it past him. He’s married to a woman with known anti-monarchist
					 sympathies. You may remember her – curtsy, the first time you met. It could best be described
					 as – shallow.
The Queen: I don’t measure the depth of a curtsy Robin. I leave that to my sister.
Robin: 		 The atmosphere at Downing Street is expected to be very informal. Everyone on first name
					 terms, at the Prime Minister’s insistence.
The Queen: What, as in “call me Tony”?
Robin: 		 Yes ma’am.
The Queen: Oh I don’t like that. Have we sent him a protocol sheet?
The dialogue very much plays on shared public perceptions of certain public figures formed by the media –
precisely the kind of thing which international students may struggle to decode. In this case, the difficulty is
compounded by quite subtle idiomatic usage (We’ll try not to hold that against him; I wouldn’t put it past him).
However, it is possible to work with students to tease out hidden, implied or opaque meaning, in this case:
the meaning and importance of the term ‘establishment’; the Queen’s problematic relationship with her son
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and heir; the apparent distrust of Tony Blair among the establishment; the perception of Princess Margaret
as rather snobby or entitled. In my experience, ‘cracking the code’ in this way can give language students a
huge sense of satisfaction. This can be taken further by asking the students to act out the dialogue, using
word stress and intonation to convey the sense and tone of the dialogue as they have come to understand it.
Culture and society in film
A film is not only a story, but what Berger calls ‘a way of seeing’ (1977). As Corrigan asserts: ‘Analyzing our
reactions to themes, characters, or images […] can be a way not only of understanding a movie better but
also of understanding better how we view the world and the cultures we live in.’ (2007: 4). The films on
the course provide a window onto culture on many different levels. There is a historical perspective both at
the level of daily life (houses with pantries and outside loos) and of politics (Margaret Thatcher, the 1984
miners’ strike, the Falklands, Tony Blair, Enoch Powell’s ‘Rivers of Blood’ speech). In Trainspotting, direct
reference to one of Thatcher’s iconic political speeches passes almost unnoticed:
“I quite enjoyed the sound of it all. Profit, loss, margins, takeovers, letting, subletting, subdividing,
cheating, scamming, fragmenting, breaking away. There was no such thing as society and even if there
was, I most certainly had nothing to do with it. Fo the first time in my adult life I was almost content.”
Political themes sometimes straddle the films on the course. Thatcher drew parallels between the Falklands
conflict, central to This is England, and domestic ‘subversive activities’ – labour actions and other activities
that did not ‘match the spirit’ of the reborn Britain (Gilroy 1987: 51) – presented in Billy Elliot. In fact, in
one scene in Billy Elliot, we clearly hear the prime minister on the radio referring to the striking miners of
1984 as ‘the enemy within’.
The films are of course only representations of British culture and society, products of a writer or director’s
perspective and imagination, rendered through the interpretive performances of the actors. It is therefore
important to hold these representations up to scrutiny. Alderson (2011) discusses the problematic treatment
of history in Billy Elliot, which, as he sees it, ‘suppresses any consciousness of the solidarities with miners
that were formed, or attempted, by working class women, feminists, and lesbian and gay activists’. This can
lead to an interesting discussion of alternative representations of women and gay activists in films such as
Brassed off (1996) and Pride (2014).
Similar issues of representation emerge in East is East. Shohat and Stam (1994: 183) note the danger that
negative behaviour in a minority community can be ‘generalised as typical’, whereas dominant groups are
seen as ‘naturally diverse’. Thus, for them, the character of George becomes a representation of all Muslim
fathers. However, it is interesting to note that this is directly contradicted by the writer himself: ‘I’m
portraying my father, he’s not a Pakistani everyman.’ (Khan-Din in Olden, 1999)
Researching practice
Like many university teachers, in particular those working in languages and academic skills, I am on a
teaching contract, and am not expected to do research. However, as Harwood argues (2017: 1),
practitioners are, in a sense, natural researchers, in that they have a ‘vivid sense of research priorities and
pressing problems and questions that need addressing, as manifested in their day-to-day routines and
conversations with students, colleagues and content lecturers’. I would go so far as to say that not only are
we in a good position to do research, we should do it in order to become better practitioners. In simple
terms, I believe practitioner research should involve:
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• working to understand what is going on in the classroom, then sharing this understanding with others;
• the scholarship of teaching, i.e. telling others about how pedagogical innovations and developments
impact on teaching and learning (Schulman, 2000).
My research focus on this course was the seminars that followed the lecture/workshop, where the students
split into smaller groups of 8-12 to discuss the film, with a different student leading the seminar each week
(with questions, activities, games etc.). The aim of the seminars is to provide a low stakes, non-threatening
space to develop and test ideas and language for written and oral assignments, as well as initiation into a
common mode of course delivery in HE that is believed to facilitate learning. Seminars provide a potential
opportunity to support language students in the move from ‘sociolinguistic’ groups, where the focus is on
‘communicative needs of the group, such as socialisation or group solidarity’ to ‘sociorhetorical’ groups ‘who
link up in order to pursue objectives that are prior to those of socialisation and solidarity, even if these latter
should consequently occur’ (Swales, 1990: 24). One of the primary objectives of the seminars is for students
to develop transferable academic skills, including:
•
•
•
•
•
•
•

seminar skills themselves (turn-taking, negotiation of meaning, co-construction of knowledge etc.);
intellectual skills (criticality, creativity etc.);
communication skills;
language skills;
collaborative skills;
social skills;
intercultural skills.

However, as Alexander et al. note (2011): ‘For skills to be genuinely transferable, students must be aware
of the generic nature of what they learn and identify for themselves opportunities for effective transfer of
learning.’ With this in mind, I wanted to investigate whether students were in fact conscious of developing
certain academic skills in seminars, and if they recognised their transferability to other contexts. I surveyed
60 students with some open questions:
1) Has your experience taught you anything about the ‘conventions’, or ‘rules’, governing the way seminars
are conducted at university? Have you been able to apply these conventions/rules in other seminars on
your other courses?
2) Have the seminars improved your English language development? In what way?
3) Have the seminars played a role in your academic development? How?
4) Did you lead a seminar on this course? If yes, please comment on your experience.
I categorised the students’ responses thematically and the following threads emerged.
The students’ responses did in fact indicate an explicit awareness of the transferability of the academic skills
they were developing:
•
•
•
•
•

“The skills I have developed in film analysis have been very useful in other classes.”
“This seminar became good practice for other tutorials.”
“It made me think about how to develop certain assessments.”
“Seminars helped me to use more proper language and helped me to develop my writing.”
“[Leading the seminar] required me to make a good structure and organisation which is a skill equally
useful for presentations and writings.”
• “It made me think about how I can focus my classes on my future career.”
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The responses also revealed an awareness of seminar conventions, which, interestingly, one student referred
to as ‘table manners’ – a misuse of course, but notable for its connotations of ‘correct behaviour’. The
importance of participation was highlighted:
• “I’ve learned participate in discussion is important since it would motivate not only myself but also the
other course mates.”
• “I should have a bit more participated in the seminar (my problem!)”
• “It was quite nice seeing a teacher participate in the discussion.”
Many students commented on how they had developed their communication skills.
•
•
•
•

“It helps a lot to develop my speech skills.”
“I can reinforce my communicative skills.”
“It can make me speak more and […] in front of some people [than if] I haven’t attended seminars.”
“It taught me much of how to speak more logically and clearly.”

A number of students particularly mentioned growing proficiency and confidence in this area:
•
•
•
•
•
•

“I have confidence in speaking up in public.”
“More confident and less afraid of using English.”
“I lose the fraid to speak in loud voice.”
“At first it was very difficult […] became much easier.”
“At the beginning it was quite complicated but then we got to know each other and it becomes easier.”
“It was quite hard to come up with activities. But I felt positively because everyone was eager to attend
the activities.”

Some of the comments displayed a keen awareness of one of the key elements of academic writing and
speaking: audience (Swales, 1990).
• “Expressing yourself in discussion is sometimes difficult because you have to get others to understand 		
your point – the seminar was good practice.”
• “I needed to use clear and understandable language that others can understand.”
• “In the seminars, we had to make our ideas and arguments clear, which is one really important point.”
Some also noted how they had been pushed to express complex notions academically, objectively and
with precision:
•
•
•
•

“Having to find the right words to express myself.”
“Push yourself to try to express the complex concepts.”
“It helped me see how a film comment could be done in an academic way.”
“By being objective while analysing a scene we got use to criticise in an appropriate way. In other words
right now we know what kind of language we should use.”
• “It helped me to moderate my way of speaking and use expressions expressing my way of thinking with
out forcing people to think the way I do.”
Another theme to emerge was that of finding a ‘voice’ and supporting ideas with evidence.
• “We were given all the necessary instruments to develop skills and produce successful analysis, without
having our own ideas influenced by the tutor to the point of them being not our own anymore.”
• “It helped me realise the importance of supporting arguments with evidence.”
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• “It forces me to speak and give arguments in English in front of other persons and also to be able to 		
justify all my opinions and choices.”
• “Don’t be afraid of showing your opinion, because as long as you can explain it, you will always be right.”
Many also commented on their growing intellectual skills, including critical thinking.
•
•
•
•
•
•
•
•
•

“I learned the method to analyse something.”
“This seminars has helped me to analyze the subject better and developed my ideas.”
“Think of films in a diverse way not just […] subjective point of view.”
“It helped me to develop […] critical skills and to consider different points of view and different ways
of perceiving […].”
“The seminars taught me […] to question myself.”
“Organise in a better way the ideas I want to develop.”
“Structuring my thoughts in a simple, logical and clear way.”
“[Leading the seminar] makes me more autonomous about my academic skills.”
“I […] learned to work independently [preparing the seminar].”

Some also commented on the development of their leadership skills:
•
•
•
•

“Very useful to develop organisation and leadership skills.”
“My experience as a seminar leader […] pushed me out of my comfort zone.”
“I realised I was able to lead a seminar in English.”
“I’m not a person who is good at leading something like a discussion […] I could manage to do that and
I got confidence.”

There were also some comments which were more negative:
•
•
•
•
•

seminars could be stressful;
participation was sometimes difficult;
a lot of preparation was required;
student-led seminars could be chaotic;
more guidelines were needed.

The data can reasonably be interpreted as evidence that many of the students have established some
connection between what they do in the film seminars and the requirements of wider university study. They
identify the development of particular academic skills, and indicate an understanding of both the
importance and the transferability of these skills. This outcome has supported the continuation of seminar
provision on the course. It has also motivated me to explore seminar use in other areas of my teaching.
Regarding the course itself, the direct outcome was clearer guidelines for seminar participation, including
advice on leading a seminar. Future research could involve recording the seminars in order to explore
students’ use of critical language and their development with respect to this over time.

Conclusion
Film offers a rich source of material for language teachers. It provides contextualised study of grammar,
lexis and pronunciation, as well as ample exemplification of the variety of the English language. It illustrates
the subtleties of discourse and humour, and reveals a complex cultural landscape. What’s more, the
analytical study of film offers a natural context within which students are potentially able to develop a range
of transferrable academic skills.
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Jodean Sumner, Lecturer in Performance, PhD student at Leeds Beckett University.
Below is an abstract of the research that Jodean presented as part of the 2nd UCO Research Symposium
in June 2017. Jodean’s PhD title is: Performance as Archive: The performer’s embodiment of the
archival moment.

The Banal and Auratic as Chiasm:
A Phenomenology of Performance
Re-enactment in Comeback Special
A special ontological feature of re-enactment is that it opens a space of ‘betweenness’, in performance, a
temporary liminal state. This feature of re-enactment, it is argued by Schneider (2011) generates a
syncopation of time which punctuates the present with the past. Recent literature applying this theory of
syncopation to performance seems to take it as a theoretical given. Implied within this theory for temporal
frames is an experience of time in re-enactment performance as chiasmic, however it is less clear how it is that
we experience such temporality within performance. This research takes the chiasmic temporal experience
as it’s subject. Through phenomenological reflection from the perspective of an audience member I will
analyse the experience of temporal contexts and their relationship in Greg Wohead’s Comeback Special.
In this re-enactment Wohead focuses on elements of movement, image and sound of the original event,
resisting a total representation. In doing so his present body remains emphatic throughout the re-enactment
attempt. Building on notions of ‘presencing’ (Power: 2008) I will argue that this strategy of
fragmentation enables a particular kind of syncopation and experience of temporal betweenness, where
the audience member is thrown in to states of uncertainty. In Comeback Special, Wohead’s fragmented and
compartmentalized re-enactment of performative elements produce both the auratic presence of the past
and the banal presence of the performance reality. This paper will analyse how these temporal contexts work
in dialogue, chiasmically, to create a reflexive phenomenological encounter with the past.
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Rachael Mcloughlin, 3rd Year BSc Psychological Studies Student.
Below is an abstract of the research presented as part of the 2nd UCO Research Symposium, June 2017.

Exploring Rehabilitation Techniques Used
both In And Out of Prison to Treat Drug Use
Offenders and Public Perception of Their
Re-entry Back Into Society
This research explores the effectiveness of current intervention methods, while also gaining insight into the
drug user’s personal opinions. A total of 5 semi-structured interviews were conducted with ex-offenders who
are currently on a methadone programme. Additionally, the study aims to gain an insight into public
perception of drug users who have a criminal record and their re-entry back into society. A total of 108
questionnaires (Attitudes Toward Prisoners Scale) were administered with 106 being completed and
returned.
Findings show that offenders do experience rehabilitation techniques set out by the UK Government,
but these methods to be greatly diminished by the existence of contraband. Furthermore, a general
consensus existed that little support was offered in the preparation of being released from prison with
added flaws in providing offenders with accommodation and employment once released. Further
implications, due to stigmatization from the public, also existed being successfully demonstrated by the
results from the questionnaires.
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Michelle Whitehead, Senior Lecturer in Techer Education.
Below is an abstract of the research presented as part of the 2nd UCO Research Symposium, June 2017.

Visual Methods in Qualitative Research
There is an increasing interest in using different research methods in the field of qualitative enquiry,
primarily due to the emotive power of the visual, which has often been neglected in logocentric approaches
(Fink & Lomax, 2012). This presentation will explore the possibility that making the familiar strange
(Mannay, 2010) can provide different ways of knowing and understanding, when used as a stimulus for
interviewing Pre-service PGCE students about their own perceptions of their progress on the course. It is
proposed that by creating and analysing their own drawings/diagrams they will contribute to their
understanding of everyday aspects of their practice.
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Louise Kay, Lecturer in Early Years and EdD student at the University of Sheffield.
This is a summary of Louise’s current research which she also presented at the 2nd UCO Research
Symposium in June 2017.

School readiness: A culture of compliance?
The discourse of ‘school readiness’ is prevalent in Early Childhood policy and I argue that neoliberalism is a
structural force that has influenced the ‘school readiness’ agenda within an English educational context. This
structural force is manifest via globalisation, economic investment, and how concepts such as ‘quality’ and
‘effectiveness’ are constructed.
From a global perspective, the OECD has become a major influence in education policy due to the
‘measure and compare’ approach of the skills of each nation, and has been responsible for defining what
competencies are important when building human capital (Sellar & Lingard, 2013, p.718). International
surveys, such as PISA, TIMMS and PIRLS, have had considerable global impact on national education
systems (Lingard et al., 2013, p.540). This global competition has become a key driver in educational
policy and resulted in the escalation of a standards-driven education that reaches into the Early Years. My
research exemplifies this process by revealing the importance placed on children achieving the Good Level
of Development (GLD), which is constructed as a measure of ‘school readiness’ in the Early Years
Foundation Stage.
One of the key drivers of the ‘school readiness’ agenda is to break the cycle of poverty through investment
at the most ‘cost-effective’ point in time. An interdiscursivity between education and economics is
constructed which creates a tension between the benefits of investing in ECE for children, and the costs of
this investment for the greater good of society and the economy. Children are positioned within educational
policy as human capital, which Moss (2014) argues is the ‘story of neoliberalism’, offering a ‘comprehensive
worldview about how all human life can and should be reduced to a set of economic relationships and
values’ (p.63).
The increased focus on the accountability of quality and effectiveness through such devices as league
tables, data collection processes, and OfSTED, has created a culture of performativity that can steer
teaching practice in implicit and particular ways in order to meet educational outcomes. Early Years
teachers are not immune from this neoliberal framework of performativity and are equally as accountable as
their primary and secondary colleagues, having to work with attainment targets, a prescribed and compulsory
Early Years curriculum, and a standardised approach to classroom practice (Osgood, 2006, p.188). This takes
the form of the outcomes-driven EYFS curricular framework, and the current summative assessment
procedure of the Foundation Stage Profile and the GLD, the results of which are reported to the
Government. Roberts-Holmes (2015) argues that these factors are ‘disciplinary technologies leading to an
intensification of ‘school readiness’ pressures upon the earliest stage of education’ (p.304).
My thesis explores teachers’ beliefs about ‘school readiness’, and the tensions that are created between these
beliefs, pedagogical practices, and curricular and assessment policy frameworks. Key findings illuminate the
complexities of ‘school readiness’ as a transitional concept, and the reductionist nature of using the GLD to
assess ‘school readiness’. I argue that using ‘school readiness’ as a performativity and accountability measure
serves to subjugate both teachers and children, and further marginalises already marginalised groups of
children if they fail to reach the GLD.
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Baz Armstrong, Senior Lecturer in Digital Arts.
This is a summary of the research presented at a UCO Research Forum in January 2017.

Sketching in Digital Clay: Digital sculpture for
costume design visualization
Background
‘Costume Illustration in the Digital Age: Creating a Costume Technical Sheet’ (Bradley, 2009) explores
the benefits of using 2D digital character templates and drawing software to improve the visual quality and
accurate communication of costume designs. My practice-based research expands upon Bradley’s work
through the creation of 3D digital costume templates for use within 3D digital sculpture software.

Method:
Problems are identified within existing costume visualisation methods. Solutions are investigated through the
design and testing of digital sculpting tools and working methods. Digital mannequins and costume templates
are created for the designer to sketch upon. Costume templates are designed to enable colour and pattern to
flow over their surface contours. Resulting costume visuals are assessed for improvements in quality and utility.

Results:
Digital 3D costume sketches/sculpts can be created within minutes. Interactive manipulation of the digital
costume sketch promotes rapid, playful, iterative costume design explorations. The use of a pressure sensitive
pen tablet creates the feeling of sketching on the surface of the costume sculpt. The designer virtually strokes
the surface of the mannequin/costume template to create the desired costume shape. Designs can be viewed
and manipulated from any angle, improving design communication. Digital 3D costume sketches can
significantly enhance the look and feel of a designer’s illustration work when combined with anatomically
accurate digital mannequins and traditional artist media simulation. The costume shape can be coloured and
textile designs effectively flow over the 3D costume surface. Costume designers gain transferable skills valued
within the film and video game production industries, as costume sketches/sculptures can be refined and
modified to create ‘production ready’ digital actors, or video game avatars.
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Creation of digital 3D mannequin and costume base template
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Application of costume sculpture method to create complex costume visual
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Final costume visual including surface textile design and real dress by Nicola Marie Fletcher
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Dr Emma Young, University Campus Oldham.
This paper was presented at a UCO Research Forum in January 2017.

Tales of Sexuality: Contemporary Women’s
Short Stories and Feminist Politics
Acknowledgements: This material is based upon the content of Contemporary Feminism and Women’s
Short Stories (EUP, 2018).
In discussing the all-women shortlist for the BBC National Short Story Award 2013 the Chair of the
judging panel, Mariella Frostrup, heralded this event as evidence that “the short story is a form much suited
to the innovative brilliance of women writers” (Bury, n. pag.). Although Frostrup’s statement tends towards
the general it usefully signals the timeliness of discussing contemporary British women writers and their
relationship with the short story. In 2014, for the third time in seven years, the BBC National Short Story
Award celebrated an all-female shortlist; and just last month the 2016 shortlist was announced which was
one again composed solely of women writers. The contemporary moment, then, appears to be an opportune
time to reconsider what the short story offers this group of writers. While the short story has received critical
attention, women short story writers, especially British writers, have been notably neglected by that
attention. My Ph.D research sought to readdress this critical imbalance and the overarching argument to
emerge from study is that a prevailing tendency visible within their short stories is a preoccupation with
issues of gender and sexuality that, in turn, signals a wider engagement with feminist politics. Basically, my
main argument in this research is that the short story is used as an intentionally feminist literary vehicle
by these writers and certain formal features of the short story enable an engagement with and critique of
contemporary feminisms. I am currently in the process of turning this work into a monograph and so the
content of this paper is based on much of this work. I am just going to give you a very brief overview of
the framework I use in this work, and the connections I draw between the short story and feminism via the
concept of the moment, and then examine how this plays out in the context of female sexuality in Michèle
Roberts’s and Sarah Hall’s short stories (the book itself also discusses motherhood, domesticity and
masculinity).
With this research I have been preoccupied with various questions including: what are the specific aesthetic
qualities of the short story that make it a viable literary vehicle for contemporary women writers’ negotiation
of feminist politics and how do these formal features shape the fictional negotiation of feminisms? Likewise,
how does the short story as a genre position the reader and what are the implications of this positioning for
the feminist potential of these narratives? In the context of “differing versions of feminism” (57), Lynne
Segal (2001) suggests that part of the ongoing project of feminism involves “attempting to map out and
assess which different pieces in the jigsaw of feminism get picked up” (ibid.), and there is also a need to
think critically and to question “who is selecting the fragments, and whose particular interests their delivery
serves” (ibid.). An alternative means of phrasing Segal’s assertion would be to consider which key moments
of feminist thought are being represented; how and why are these strands being depicted and what does this
say about contemporary feminisms? This is something that I hope this research generates a few answers to.
The particular formal features of the short story that resonate significantly in the writings of the
contemporary authors in the study, and that facilitate much of the feminist critique these writers offer are:
open endings, ambiguity, time and brevity. In general, short stories tend to utilise two types of narrative
ending that can be categorised as conclusive and therefore revealing or open-ended and subsequently ambiguous. Regardless of which approach is utilised by an author, both of these endings entice the reader
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towards this narrative moment with high expectations as the story’s “meaning” is either uncovered or the
reader is left to imagine it for herself. It is the reader’s investment in the story which gives moments of
epiphany and narrative resolution their power. In instances in which the ending is left open or is ambiguous,
this structure also encourages the reader to think beyond the ending. This, I suggest, is particularly resonant
in the context of feminisms in which the reader is asked to actively engage with the text’s politics.
The concept of time is an equally significant aspect of the short story and narratives often deal with, or are
structured by the phenomenological experience of immediacy. In dealing with an often limited or isolated
period of time, short story narratives have a tendency to move vertically not just horizontally. The issue of
temporality plays a vital role in shaping the short story’s ability to engage with contemporary issues. It is
because of this trait that the short story often works against the grain of a totalising narrative of history,
subjectivity and knowledge, marking it out as a potentially subversive genre. Brevity is undoubtedly a catalyst
in the short story’s emphasis upon the ending, its ambiguity, and the prevalence of time, and it is strongly
affiliated with the short story’s interrogation of the present moment.
In “Annunciation”, a young Catholic girl, Marie is subject to and overrun by the dichotomy of the virgin
orthe whore or, as she phrases it, “[s]lag or saint: you’re allowed to choose” (153).1 The discourse of choice is
foregrounded in this story, yet these choices are construed as being either morally good or bad – thereby
bringing in to question the notion of “free choice”. As the story unfolds this aspect of “choice” is
problematised further, as the lines become blurred regarding when, if and even whether Marie can make free
choices. After she leaves school and goes to work at the General Post Office, with her first pay packet she
buys a new outfit as well as “eyebrow tweezers, curlers, hair spray” and other instruments of feminine beauty
(154). Attempting to achieve a social life she goes to night venues on her own, including the cinema. However,
“[t]he moment the lights dim a man will arrive in the neighbouring seat and start to bother her, nudging and
whispering, opening his flies” and this harassment causes Marie to leave the cinema (155). Nonetheless, “[s]
he doesn’t complain to the manager. It’s just how men are and you put up with it. The women at work, [...]
say she should take it as a compliment: I should be so lucky” (ibid.). There is a gendered assumption that this
male behaviour is “acceptable”, it is natural, and women should be appreciative of such attention. Through
this matter-of-fact commentary it is left to the reader to judge the acceptability of such behaviour.
This sexual harassment is depicted as persistent, when Marie “walks around the city, men spring out at her
from every crack and crevice” (156). Over time she “lets some of these men steer her into a pub, buy her a
drink, then take her back to their hotels” as she sees them as travellers in need of company, like herself (ibid.).
Believing they only want to chat and “feeling daring” she goes up to their Bloomsbury hotel rooms and “lets
one or two of them fuck her” (ibid.). There is a disconnection between the narrative voice and the action
which suggests a consequential trail of events, over which Marie lacks control or choice. After all, it is “what
she’s there for, isn’t it: he buys her a gin and tonic, she drinks it, which shows she’s willing. She doesn’t know
how to say no” (ibid.). According to this story, for Marie sex is less a choice and more a social expectation,
as authored by men, who tell her this is the appropriate course of action. Marie has been brought up “to be
accommodating and polite. Not to say boo to a goose. So you can’t call it rape. Slag. She lies there and goes
through the motions and feels nothing” (ibid.). Far from feeling desire or demonstrating sexual agency, Marie
is passive, too polite to say no, but suggestively she fails to consent either. Here Roberts provokes the reader
to question whether female silence should be taken as consent.
Issues of consent and compliance are taken further with the insertion of the authoritative voice of the
“psychiatrist [whom] her GP suggests she see, later on, during a bad patch in her early twenties” (157). He
reinforces this earlier thought-pattern of Marie’s: that she is “asking for it” and perpetuates the victimblaming culture. He asks her “you pretend to be so innocent but you must have wanted it. Why deny it?”
before accusing her of seeking “out situations of seduction” (ibid.). Further, one night when Marie’s “three
flatmates sort themselves out a partner each, and lie down on the floor and begin having sex, Marie feels in
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the way” (160). Realising “the fourth man is making his way across the room towards her” Marie “manages
to get up, avoid her would-be swain’s clutch, [and] stumble out” of the flat (161). Recounting this traumatic
event to the psychiatrist he merely comments that she is “sitting there, isn’t she? [...] So she’s joined in”
(160). Verbal consent does not matter in this framework as female silence becomes consent; consequently the
story also becomes a powerful critique of the impregnation of the Virgin Mary, who was not offered a choice.
When running away from her house to escape this fourth man, Marie falls in the street and here, “enter the
angel. Joe” (161). Joe is clearly Marie’s “angel Gabriel”, the bringer of good news, at least this is how he
appears initially. However, Joe’s sexual control, which initially defines the relationship, soon spills over into
domestic violence when Joe “gives her [Marie] a quick slap for her bad manners” (173). Joe’s violence
towards Marie increases and he becomes “good Joe bad Joe [...] who’ll hit her kiss her hit her kiss her” until
in the end a pregnant Marie leaves Joe (174). Pregnant, and attempting to escape the sexual and physical
violence of Joe, Marie runs away to a hostel and tells herself that “you can get money, easy, just charge men
for sex” (180). Prostitution is considered an option, a means to an end for Marie, not a choice.
However, Marie does not resort to selling her body to survive and instead she tracks down Anne’s phone
number (Anne is a client of Joe’s who Marie has briefly met) and calls her to explain all. Subsequently, Marie
moves in with Anne’s goddaughter, Lizzie, in a shared house, “[f]ull of girls” (ibid.). Forming a strong sisterly
bond with Lizzie, who helps “Marie in her cheerful, slapdash way” (181), by looking after Marie’s baby. Thus,
the story’s resolution establishes this shared home as a space outside male gaze and control. This ending
marks a turn towards the second-wave politics of sisterhood and community. Thus, “Annunciation” denounces
the post-feminist politics of sexual agency and “free choice” for women while simultaneously reasserting the
value of second-wave feminism. In Roberts’s short story, the theme of sexuality is used as a means of
critiquing contemporary politics and of reasserting the value of sisterhood and women’s coming-together.
Concepts we associated with second-wave feminism are portrayed as being relevant in a supposedly
post-feminist context.
Sarah Hall’s ‘The Agency’ positions women’s unspoken sexuality as a “private act” (96). In fact, “unspoken”
is a key word here because Hall’s narrative’s intensity is built on ambiguity as the reader attempts to unravel
events and decode the unspoken meaning behind the women’s conversation and actions. Immediately the
reader is submerged into the action as the protagonist Hannah tells of the phone call she has just received
from a “polite male voice” on a private number (p. 89). We rapidly become aware that something is about
to happen, prior to this narrative moment something has already been arranged. Over the subsequent pages
Hannah’s narrative takes the reader back, back to the initial conversation in which Anthea King – another
mother she had met at the school gates of her children’s primary school – had recommended Hannah join a
“company” which was “private and reliable” – Anthea herself had been a “member” for “over a year” (p. 90).
The narrative continues to move back in time and reveal how Anthea and Hannah’s friendship developed
– lunches with the girls, shopping trips and time spent confiding the secrets of marriages, relationships and
affairs. It is only once Hannah confides how she had almost entered into an affair with her husband’s brother
that Anthea hands her the card for The Agency, encouraging Hannah not to be embarrassed: “I am a great
believer in private acts” (p. 96). The language of the narrative is professional yet illusive. The instructions
Hannah receives from Anthea about ringing reception, asking for an “initial consultation” are all the register
of business, a professional transaction. This is furthered when on the day of the “first appointment” Hannah
dresses in a burgundy suit and heads to the city (p. 97) to be greeted by Alistair, offered champagne and a
form to complete simply to identify her “preferences” (p. 108). While throughout the narrative the reader acts
like a detective, piecing together the clues, suspecting that this is about sex, or sexual liasons but never been
sure. It is only when Hannah shares the contents of the form with the words “companion” “Film, Restraints,
Doll, Defecation” (p. 109) that these suspicions are validated.
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While the reader’s suspicions are justified there is no point in the narrative in which they are explicitly
named. The scene at The Agency closes with Alistair asking Hannah to wait in a room upstairs before then
recommencing upon her return home. At home she returns to her everyday life, putting in the washing
and checking that all signs of her afternoon’s exploits are hidden: she removes her laddered stockings and
puts them in the bin, her shoes are only lightly scuffed – this could have been done bedding them in on the
gravel path outside, and the bruise that was already appearing under her hip? “I would tell John that the
car door had swung shut against it in the wind” (p. 112). Suddenly the words of Tamar (one of the women
from the lunch group) ring incredibly true: “Women can live far more comfortably with secrets” (p. 94). The
professionalism and mystery surrounding women’s sexuality is not because of shame in Hall’s story, instead
it leaves the reader with a sense of women’s empowerment and critically reflects on the traditional binary
position of women’s sexuality as either virgin or whore. Crucially, it is the ambiguity of the narrative which
facilitates this depiction.
From the very beginning of the narrative sexuality is positioned as vital to health and wellbeing, as Anthea
remarks, “You have to look after your health. It’s amazing how truly discordant life seems if you feel wrong
within yourself ” (p. 91). A women’s sexual-gratification becomes important to her sense of identity, her
mental and emotional wellbeing. In ‘The Agency’ it is also a means of women’s coming together. In the
closing scene Hannah returns Anthea’s call and confirms that she can mind her daughter Laura the following
evening. Hannah describes how: “We spoke for a moment or two. There was a pause in the conversation,
and then came her gay, indecorous laughter” (p. 114). Anthea’s laughter lifts the narrative as she asks
Hannah if she had a “jolly time in the city today”. When Hannah responds that she was just “visiting a
relative” Anthea “laughed again. Yes. Of course, darling. Of course” (p. 114). Here the unspoken, shared
knowledge between these two women unites them. It cements their friendship and the laughter suggests not
just an act of pleasure but also an act of subversion. One also cannot but help thing of the ‘The Laugh of
the Medusa’. ‘The Agency’ challenges the stereotype of women’s sexual subservience, tropes of defiance and
instead locates sexuality as a site of pleasure, intimacy and, through the professionalization of ‘The Agency’,
and normal, everyday occurrence in a woman’s life.
To conclude this paper, then, I want to draw on the writing of Virginia Woolf. For Woolf, “[w]omen have
served all these centuries as looking-glasses possessing the magic and delicious power of reflecting the figure
of man at twice its natural size” (A Room of One’s Own 45). The looking-glass is a patriarchal tool in Woolf ’s
work in which women operate “as surfaces with no depth” (Hanson, Virginia Woolf 111). This image of the
looking-glass, or mirror, is in fact a useful motif for reflecting on the short story. Short stories provide
snapshots of life; they project an image or experience, a fleeting or passing moment, without ever pretending
to reflect life in its totality. In this paper I have provided two snapshots of my own with this discussion. To
use Woolf ’s words, short stories recognise that “[n]othing stay[s] the same for two seconds together” (“The
Lady in the Looking-Glass” 213). Similarly, the polyphonic, multifaceous and dialectic nature of the short
story collection offers an opportunity to hold up multiple textual mirrors to the world. The short story
collection refuses to prioritise a single narrative or a particular representation and, as the work of
contemporary women writers attests, instead it offers an affirmative space in which to reflect on, engage
with and map the multiple and diverse natures of gender and sexual identities and feminisms. As well as
breathing fresh life into the short story this is equally important for the ongoing vibrancy of feminism today,
after all, as Rosi Braidotti (1995) so eloquently states, feminism “is a tale full of hope and promise and, like
all tales, it requires good story-tellers” (56).

End Notes
The title, “Annunciation”, refers to the Feast of the Annunciation when the angel Gabriel visited the
Virgin Mary to tell her she would be the mother of Jesus Christ (Luke 1: 26-28).
1
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Frank Fitzpatrick, Senior Lecturer in Digital Arts.
This is a summary of the research presented at a UCO Research Forum in January 2017. This work has
since been published in peer reviewed journal Digital Creativity, and can be read in full by following the
link below.

Digital sculpting for historical representation:
Neville tomb case study
Despite digital 3-D polygon modelling applications providing a common and powerful tool-set for
archaeological, architectural and historical visualisation over recent years, the relatively recent developments
in high-resolution sculpting software allow for the possibility to create digital outcomes with a degree of
surface fidelity not previously obtainable from the more widely used poly-modelling software packages. Such
digital sculpting applications are more commonly applied within the video games and TV/motion picture
industries, the intention of this paper is to show how such tools and methodologies together with existing
scanned data and some historical knowledge can remediate and re-imagine lost sculptural form. The
intended research will focus on an examination and partial re-construction of the tomb of Sir John Neville,
3rd Baron Raby located at Durham Cathedral, County Durham UK.
http://www.tandfonline.com/doi/full/10.1080/14626268.2016.1258421
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Dr Daniel Bosmans, Academic Development Lecturer, presented this paper at the Move Me: Language
Learning and Mobility conference at the University of Naples L’Orientale in October 2017.

An Exploration of French Pronunciation
Learning Strategies of Distance Learners
Abstract
The introduction of online courses on the Internet and their growing presence have altered the way people learn,
including in foreign language learning. The present study explores the learning of pronunciation, a sub-skill of
speaking, when learning in a distance setting (in solo mode via Computer-assisted Language Learning (CALL) and
in group learning via Computer-mediated Communication (CMC)). A few studies have recently explored
pronunciation learning but the present paper builds on this body of work by exploring learning strategies used by
learners in a dichotomous context, through a mixed-method research design. The present paper explores learning
strategies through three methods: a questionnaire, think-aloud protocols (TAPs) and semi-structured interviews, all
of which contributed to the building of an accurate picture of strategies used by learners when practising the
pronunciation of French in a distance setting (n = 590). This topic needs exploring, not only because successful
pronunciation learning may be due to the skilful use of strategies, but also because these might be different in a new
learning environment. The study found that quite different learning strategies were used when learners were either
in solo mode or in an online session, with clear implications for practitioners and course designers in terms of
deciding what learning strategies need including in their materials or can be taught as part of the session, as well as
their sequencing.

1. Introduction
The introduction of online courses and MOOCS on the Internet and their growing presence have altered
the way people learn, including foreign language learning. The present study is concerned with an online
Beginners French language course designed and offered by the Open University (OU). This paper explores
the learning of pronunciation, a sub-skill of speaking, when learning in a distance setting. A few studies
have recently explored pronunciation learning ([1], [2], [3], [4]) but the present paper builds on this body
of work by exploring learning strategies used by learners in a new context. Indeed, distance learners have
various learning tools at their disposal as they can either study in solo mode via Computer-assisted Language
Learning (CALL) or through group learning via Computer-mediated Communication (CMC) during online
tutored sessions. The research question is thus ‘What strategies do distance learners use to learn
pronunciation during online tutorials and when practising on their own?’
This topic needs exploring, not only because successful pronunciation learning may be due to the skilful
use of strategies, but also because these might be different in solo mode and during online sessions. This
has clear implications for practitioners and course designers in terms of deciding what learning strategies
need including in their materials or can be taught as part of the session, as well as the sequencing of
these strategies.
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2. Literature Review
There are various views in the literature on what learning strategies actually are. Cohen defines learning
strategies as ‘learning processes which are consciously selected by the learner’ ([5], p4). He divides strategies
into two categories, ‘language learning and second language use strategies’ and they include ‘four subsets of
strategies: retrieval strategies, rehearsal strategies, cover strategies and communication strategies’ ([5], p5).
If we want to apply his four subsets of strategies specifically to pronunciation learning, these could include:
RETRIEVAL: A language learning strategy may involve visualising the sound from a Phonemic Chart.
A language use strategy would be using the corresponding approximate English phoneme to pronounce the
French phoneme.
REHEARSAL STRATEGY: A learner could practise the sound (drilling) in preparation for a
communicative event.
COVER STRATEGY: A learner would pronounce a simplified sound, for example a nasal realised as a
straight vowel sound (e.g. ‘lundi’, Monday, pronounced as ‘lunedi’).
COMMUNICATION STRATEGY: According to Cohen ‘communication strategies have been seen to
include intralingual strategies such as that of overgeneralising a grammar rule or negative transfer’ ([5], p7).
In pronunciation learning, students could overgeneralise the rule of final silent consonants (e.g. not
pronounce the ‘p’ in ‘le cap’) and apply negative transfers of suprasegmental patterns (e.g. applying word
stress to the second syllable in the French ‘attention’, as it is done in English).
Oxford on the other hand describes learning strategies as ‘specific actions, behaviours, steps, or techniques
that students use to improve their progress in developing L2 skills’ ([6], p124). Oxford’s Strategy Inventory
for Language Learning (SILL) identifies six major groups of L2 learning and all of these groups can be seen
in the data yielded in the present study (see also [7], p317; [8], p264):
Cognitive strategies enable the learner to manipulate the language material in direct ways
Metacognitive strategies to manage the learning process overall
Memory-related strategies to help to link one L2 item to another
Compensatory strategies to make up for missing knowledge
Affective strategies to manage emotions and motivation level
Social strategies to enable the learner to learn via interaction with others
([9], p283)
Cohen’s later definition of strategy use seems to include both learning and use (performance). Indeed, the
language learning versus language use division is not always clear-cut. Oxford [10] also makes the point that
learning can only be achieved through language use.
Not only the line between language learning strategies and language use strategies seem to be blurred, but
also more recent literature points out that we should not be talking about strategies at all but underlying
processes, with a shift away from product (strategies) towards process (self-regulatory and self-management
processes ([11]; [12]; [13], p332). This brings us to the methodology used in this study.
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3. Methodology
A questionnaire with a mix of closed and open-ended questions was sent to 590 Beginners French students on
an OU online course. A good return was obtained as 87 of these questionnaires were sent back fully completed
(a good average return for external surveys). Out of these 87 respondents, 25 agreed to take part in the next
phase which was to complete a think-aloud protocol (TAP) activity explained on the next slide. Nine
respondents completed the activity and sent back their recording but only five of these were actually useable
in the study. The results of three participants at various levels of pronunciation attainment were then probed
further through semi-structured interviews to build up some interesting case studies.
For the TAP activity which participants recorded themselves,10 French words were chosen above their level
to encourage learners to ‘engage in strategic reasoning, either describing their thought processes in advance
of pronouncing a word, or retrospectively justifying their pronunciation of it’ ([14], p13) and thus minimizing
automaticity. The phonemic transcription appeared next to each word as it does in the dictionaries used by
students. In addition, the Phonemic Chart designed as a distance learning tool was given to the participants
to be used as an aid to overcoming difficulties with some phonemes contained in the list of words. Students
were able to identify the phonemes they found difficult by looking at the phonemic transcription next to the 10
given words. The participants were asked to record their thought processes as they endeavoured to pronounce
words from the list with the help of the interactive Phonemic Chart.

4. Findings
In terms of type and frequency of strategies mentioned in the questionnaire responses, two out of three
respondents used a range of metacognitive, cognitive and affective strategies. Cognitive strategies were used
much more than affective ones so there is a need to attend to foreign language anxiety in course material and
when teaching online.
Cognitive strategies included focused listening, drilling, deduction of known pronunciation rules and transfer
of previous knowledge. Avoidance behaviour is very often displayed by L2 learners when it comes to
pronouncing difficult phonemes. Almost a third (28.7%) waited for another student to use the difficult word
and 12.6% generally used another word with similar meaning, which means that altogether, 41.3% claimed
that they try to get around the word they find difficult to pronounce by using an avoidance strategy. The most
frequently mentioned cognitive strategies were:
•
•
•
•
•

Using virtual visuals
Practising with the tutor rather than with peers/ask for his/her help
Obtaining and listening to tutor’s feedback
Repetition/drilling
Learning the International Phonetic Alphabet (IPA) and practising on one’s own

Affective issues (but not necessarily strategies to deal with affect) were also mentioned, including positive selftalk and deep breathing as well as self-reassurance that making mistakes is acceptable, feeling that the online
tutorial is a supportive learning environment and being able to deal with insufficient feedback. Perceived lack of
feedback was a point aired repeatedly by respondents in the questionnaire and emphasises the critical role of the
tutor when providing feedback. Metacognitive strategies actually emphasised what qualities a good, independent
learner should display, including organisation skills and self-evaluation.
The TAPs yielded extremely valuable data which was organised using NVivo. Nodes relating to FLA accounted for
52.1% of the coded data, a sizeable proportion indicating the pertinence of teaching strategies to address FLA.
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4.1. Affective Strategies
Self-encouragement was one of strategies participants used to address negative emotions. However, some
participants could not accept that they had completed the activity successfully without expressing emotions
of self-denigration. Reinforcing positive self-evaluation is thus an important message to include in
self-access materials.

4.2. Cognitive Strategies
By far the most used cognitive strategy was repetition of the sounds and whole words. Inference was
sometimes used to guess the pronunciation of one phoneme through the pronunciation of the whole word.
Some also made use of language materials as sources of help, in this case, the Phonemic Chart. Repeated
activities and access to helpful resources should thus be included in the course materials.
Deduction was also used, or a conscious application of pronunciation rules they knew or of knowledge that
they had just gained during the activity. Participants also related new information to other notions already
accumulated in their memory, showing the need for retrieval practice activities.
Imagery was sometimes used in an attempt to visualise information to help memory storage or to compare
some of the strange looking phonemes to something known in order to process new knowledge a finding to
keep in mind when designing course materials.
Respondents made use of auditory representation, meaning that they kept a sound or sound sequence in
their heads. As TAPs enabled them to voice what they were thinking, it was possible to ‘hear’ the sound in
their mind, showing thereby the usefulness of this investigation instrument.

4.3. Metacognitive Strategies
Participants used a range of metacognitive strategies such as planning how to complete the task or the
content sequence. They also previewed the task to try to identify problems. Other strategies involved
grouping i.e. organising their learning on the basis of common attributes. Learners thus need to have access
to session aims and a detailed overview at the beginning of their learning event.
Some comments indicated that progress on the task was checked regularly, as well as comprehension and
production while using the chart. This self-assessment was necessary because of the absence of feedback
when learning in solo mode, a point which also emerged from the questionnaire and was reinforced in
the interviews.
As this study investigated the two learning environments used by distance language learners, there was
evidence that learning strategies differed in these two contexts (solo mode via CALL and group learning via
CMC). The table shows the main differences of the occurrence of these two variables in both contexts. In
general, more affective strategies were needed during online sessions as interaction and communication with
peers and the lecturer were required. The issue of feedback came to the fore as it was overtly available
during taught online sessions but only covertly so in solo mode practice. The learner had to look for
feedback themselves and it was sometimes felt it was not specific enough. Coping with ambiguity was
therefore more of an issue when learning in solo mode. The positive aspect of this mode of learning though
lay in further metacognitive strategies being used as more time could be devoted to preparing and evaluating
the learning event.
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5. Implications for Practitioners
Murphy et al. suggest that ‘distance tutors have to provide students with a range of strategies that they can
use to develop particular language skills, such as pronunciation’ ([15], p409). The present study
endeavoured to help language teachers and course writers to understand better the interaction between
the learning of a skill and strategies used in a new learning environment. Such knowledge should help
them decide what strategies need passing on to their learners, i.e. during an online session or through
course materials.
As distance students learn in at least two environments, teachers need to make them aware of the nature
and importance of teacher feedback in each mode so that they can use both appropriately, including covert
feedback being available when learners listen to the course material models.
Another implication is one suggested by Cohen: ‘Strategy instruction needs to be integrated into language
instruction so that learners are provided with an opportunity to enhance their language learning experiences’
([16], p147). Course writers might wish to include in their course materials strategies that students actually
use when learning in solo mode as highlighted by the findings above, to help them cope with a new
learning environment.

6. Further Research
White states that the research agenda developed as a consequence of e-learning is important ‘to inform
and guide pedagogical practice within rapidly evolving virtual learning environments’ ([17], p249). In their
discussion on the use of appropriate strategies when working with new online tools, Hampel and Stickler
remark that in order to acquire new literacy skills, ‘explicit training in these strategies and coping
mechanisms has to be provided’ but ‘more research is needed to identify the precise skills and strategies
that can be taught to teachers and students in preparation for their online tutorials’ ([18], p135). Although
the present project investigated the strategies that learners use when learning pronunciation on their own
and online, it would be useful to find out through an intervention study (a) whether these can be taught
during tutorials or as part of the learning materials, (b) their most effective sequencing and (c) whether
the application of these strategies would make a difference to learners’ phonological outcomes. In terms of
learning, it would be interesting to establish a taxonomy of strategies for distance learners based on
Peterson’s [19] inventory of strategies related to pronunciation in a conventional classroom.
Through an exploratory investigation, this study sought to deepen our understanding of learners’ learning
strategies. As technology continues to undergo rapid change, so do pedagogical applications to language
learning. We hope we have provided some insights into what it is like to learn pronunciation outside the
classroom, and what learners do to cope affectively and cognitively with a challenging sub-skill in a new
learning environment.
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Dr Daniel Bosman’s also published a further paper ‘Phonological attainment and foreign language anxiety
in distance language learning: a quantitative approach’ in the peer reviewed journal Distance Education.
To read the full article, please follow this link: http://dx.doi.org/10.1080/01587919.2016.1233049

Oldham Times,
Thursday 16th November 2017
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Tray Wilson, Senior Lecturer in Performance. The following is a brief outline of the practice as research
that Tray is undertaking as a PhD student at the University of Huddersfield

The Activation of Energy in the Embodied
Practices of Psychophysical Actor Training
Aims of the research
To investigate the notion of energy within psychophysical actor training, through its perceived use, direction
or activation; to identify purpose and intention and relevance to practice. Through the use of research from
martial arts, meditation practices, neuroscience, alongside performance practices – to investigate
understanding, use and cultivation of energy within psychophysical actor training practices.
Energy (chi, ki, sakti) is a term often used within various forms of martial, meditational and performance
training but the way in which it is articulated and explained is often vague and aloof. Theatre practitioner
Eugenio Barba, at an ISTA1 event invited 10 professional practitioners of performance to explain their own
understanding of energy. Most responded by giving a physical demonstration rather than trying to articulate
in words what they understood by energy. During my own experiences as a practitioner, actor and director,
I have often made attempts to explore my use of energy and to direct it out to other members of the
ensemble or to the audience. I have had many varied experiences of working with master practitioners in
both performance training and martial arts who have guided me towards a particular use and application of
my energy but this has always been experiential rather than through verbal articulation. I am interested in
exploring through embodied practice ways of attempting to explore and work with energy within
performance practices. This will be carried out alongside theoretical investigations and interviews with other
practitioners in order to consider the different ways that theatre practitioners work with energy and the ways
in which they articulate these practices to others. This I hope will draw us closer to an understanding of the
potential we have as humans to work more effectively within embodied practices to both cultivate and
transmit energy in performance.

Literature Review
Through my initial theoretical explorations into the work of theatre practitioners, I have begun to identify
three common approaches in the consideration of the use of energy: activation, channelling and radiation.
These are appearing from within the way that practitioners talk about the use of energy within their work
and in the philosophies underpinning them. Many practitioners informed by Eastern notions of
meridians found in acupuncture, Chinese and Japanese medicine and the influential work of Yasa Yuasa
explore concepts of energy which travels through the body in more or less directed ways through a system
of meridians depending on the mastery of the practitioner. Those influenced by the practices of yoga, or
perhaps by lineage the teachings of Stanislasvki and Michael Chekhov are focused around the radiation of
energy out through the body, again under the control and direction of a cultivated practitioner. There are
also practitioners, perhaps those in lineage from Grotowski, who have spoken much more about the
activation of energy, often identifying particular sources from where this energy originates, or sources which
might help to activate a range of energies. Within each of these interrelated ideas lies the suggestion that
energy is something which is within our human control to direct and that we have the capacity to develop
our abilities to work with, direct and control if we develop the techniques which will enable us to. This
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perhaps fits within John Matthew’s identification of the postmodern notion that within our human
potential we have both ‘genetic’ aspects which we are shared by all and then ‘existing’ potential which could
be explored or tapped into in order to improve our human potential. (Matthews, 2014, p. 67)
Robert Benedetti, in his observation of the highly trained Asian actor states:
Most important for us, I think, is the way in which the Asian actor disciplines his energy: he is able to 		
operate in a very free and ‘relaxed’ way, or even to suspend activity altogether, while maintaining a very
high energy dynamic. (Benedetti, 1973)
It is not clear entirely what Benedetti means here by ‘a very high energy dynamic’ but it is something that he
obviously feels is observable in the actor, and that it is something that the Asian actor has disciplined himself
to be able to achieve. Benedetti makes this comment in reference to this lack of energetic control within
western actors suggesting that they are at the mercy of their own energy directing us towards the specific and
technical training of the Asian actor.
In a similar vein, Eugenio Barba in his exploration of ‘daily’ and ‘extra daily’ techniques suggests that it is
the extra-daily techniques which lead to performers who possess ‘a quality of energy, which stimulates the
spectator’s attention even when they are giving a cold, technical demonstration’ (Barba, 1995, p. 15).
Barba writes:
These new tensions generate an extra-daily quality which renders the body theatrically ‘decided’, ‘alive’,
‘believable’, thereby enabling the performer’s ‘presence’ or scenic bios to attract the spectator’s attention
before any message is transmitted. This is a logical, not a chronological ‘before’. (Barba, 1995, p. 9)
There are suggestions here within these particular examples that the particular directed use of the body is
important in the process of generating and directing energy but that it is possible to control this through
these specific techniques. Jennifer Kumiega, discussing the work of theatre practitioner Jerzy Grotowski
and in particular the Total Act, seems to be echoing the philosophical viewpoint that the actor is capable of
going beyond our genetic human potential and reaching a state where she becomes an open channel through
which she appears truthful and honest, made possible this time not through specific codified forms but
through the unification of mind and body. Kumiega describes it as:
If the act takes place, then the actor, that is to say the human being, transcends the state of
incompleteness to which we condemn ourselves in everyday life. The division between thought and
feeling, body and soul, consciousness and the unconsciousness, seeing and instinct, sex and brain then
disappear; having fulfilled this, the actor achieves totality. When he can take this act to its limit, he is far
less tired after than before, because he has renewed himself, recorded his primitive indivisibility; and 		
there begin to act in him new sources of energy. (Kumiega, 1987, p. 120)
I have witnessed this Total Act in Thomas Richards and Mario Biagini in Action, a performance score
developed in conjunction with Grotowski, the intensity of the work has stayed with me ever since and was
my most direct experience of observing the transformation of an actor and his energetic presence. As a
performer and practitioner, I have experienced the feeling of being less tired and somehow tapping into new
sources of energy both within the training of Nicolas Nunez and Phillip Zarrilli. It will be useful to mine
these experiences and to explore other techniques and practices which might offer similar experiences or
other ways of thinking about and working with energy.
Mexican theatre practitioner Nicolas Nunez uses training structures called ‘dynamics’, often drawing on
traditional ritual-based sources, as a way to receive from and give back energy from the earth and the cosmos.
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The participant’s body is thought to become a channel through which this is made possible. In a description
of Nunez’s dynamics as ‘machines of energy’ or ‘dynamos’, Middleton writes:
The raising of the energy is central to Nunez’s approach to performance. The journey to knowledge is
via a physical, energetic route. The knowledge which may be acquired is not primarily cerebral, but
embodied. (Middleton, 1996, p. 17)
In an interview that I carried out with Nunez, he spoke about a number of tools that an actor might use to
work with their energy, and the importance of the actor’s attentiveness and embodiment within their work.
For many practitioners, including Phillip Zarrilli and Tadashi Suzuki, the actor must work with her energy
within a process of development involving the cultivation of the subtle internal dynamics of her being.
Through the attention to breath, impulses and her energy, the actor develops a heightened awareness and of
the subtle internal aspects of her bodymind which she learns to identify, observe and manipulate. In this way,
training becomes a means of self-cultivation and exploration. Suzuki writes:
The exercises are intended as a means to discover self-consciousness of the interior of the body, and the
actor’s success in doing them confirms his ability to make that discovery. The actor learns to become 		
conscious of the many layers of sensitivity within his own body. (Suzuki, 1986, p. 12)
The actor training techniques explored by these practitioners are the tools that an actor uses to discover all
about our greater potential as human beings. Deborah Middleton exploring Nunez’s dynamics writes:
Anthropocosmic ‘dynamics’ function as tools for deprogramming habitual physical patterns; for
developing attention and concentration, and for intensifying energetic and corporeal experience.
(Middleton, 1996, p. 17)
These are some of the experiences that I hope to explore within this practice as research thesis. My research
will involve theoretical research, interviews with key practitioners and performers as well as investigations
and explorations within my own practice and the work of key theatre practitioners.

End Notes
ISTA – International School of Theatre Anthropology founded by Barba in 1979 made up of a number
of multicultural collection of artists and scholars investigating the fundamental principles of an actor’s
performance presence.
1
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Call for Papers UCO Research Symposium, July 2018
This year, our 3rd UCO Research Symposium will take place on 4th July 2018 and as in previous years, this
is an event where both staff and 3rd year students showcase their research and scholarly activity.
If you would like to take part, your presentation could be based on a professional activity, a published
paper or a project in which you were recently involved. Third-year students could present the research which
was the focus of their dissertation or final year project. Please send in your proposal for a part in the
following formats:
•
•
•
•

A 5-minute / 5-slide presentation as a snapshot of your work
A 20-minute research paper
A poster presentation
Media / other visual presentation

The 4 strands of the symposium will fall under the following headings:
•
•
•
•

Students as partners in learning
Working in partnership with employers
Curriculum development
Subject specialisms

Please send your idea/proposal to daniel.bosmans@oldham.ac.uk
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