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I am delighted to introduce this edition of JADE, and an exciting and 
varied set of articles, testimony to the high quality educational 
evaluation, reflection and scholarship nurtured by the journal. I’m 
certain you will find plenty here to develop your educational practice, 

and to stimulate reflection and debate. We are extremely privileged at 
Keele University to have developed such a rigorous journal that reaches 
an internal and (increasingly) external audience and develops significant 
prestige in relation to academic development and learning & teaching. For 
me, JADE was one of the first things that I noticed about Keele, and is one 
of the key ways we must nurture a cross-campus community of education 
scholarship and pedagogy. The editorial panel should be congratulated for 
its work.

This is also a chance for me to say a bit about about KIITE (the Keele 
Institute for Innovation & Teaching Excellence) which now hosts this 
journal. 

KIITE has been set up by the University to draw together four areas 
of educational enhancement: Academic Development, Student 
Learning, Employability & Employer Engagement and Learning 
Technology are now situated within KIITE to maximise the cross-
cutting expertise we have in curricular and co-curricular design. I’m 
really proud to be KIITE’s inaugural director, after having set up and 
run a similar institute at the University of Leeds, where, over three 
years, we developed a reputation for impactful pedagogical research 
and teaching innovation. 

KIITE will act first and foremost act as a community of educational 
innovators. It will draw together the four expert educational teams, 
our Keele teaching award holders, NTFs and our senior and principal 
HEA fellows. Our Associate Deans L&T, School Learning & Teaching 
Directors and Liaison Librarians will be closely affiliated with the 
Institute, and Student Voice reps will always form part of our project 
teams. KIITE will also be at the forefront of delivering the refreshed 
education strand of the Keele strategy, working in constant dialogue 
with our PVC Student Education, Helen O’Sullivan.

By setting up these cross-cutting relationships and supporting 
institutional projects, we are here to help academic and professional 
staff co-design a brilliant Keele curriculum and provide vibrant co-
curricular opportunities to our students. We expect KIITE members to 
be regular contributors to JADE, and for JADE to be the mouthpiece 
for many KIITE projects, as they reach stages of reflective delivery 
and scholarly evaluation. 

FOREWORD
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Soon, you will notice the development of the KIITE website, which 
will profile Keele’s educational ethos and projects, broadcasting 
our innovation to the sector. KIITE conferences, work-in-progress 
seminars and masterclasses will be unveiled as the new year unfolds. 

JADE will figure prominently as part of this digital presence, as it 
goes from strength to strength

All the best,

Rafe Hallett
Director, KIITE
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Errata
We would apologise for an error in a past edition of JADE (Issue 6) in the 
contents list. This should read:

Sarah L. Taylor (2016) Mobile Learning devices as collaborative tools to 
enhance biological identification skills in the lab and field. Journal of 
Academic Development in Education, Issue 6, pp58-81.
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Scott Border | Principal Teaching Fellow in Anatomy 
Centre for Learning Anatomical Sciences, Medical Education, 
University of Southampton, UK

EDITORIAL

There are several notions of inclusivity in higher education. Some of 
these focus on increasing participation from individuals within groups 
who have historically been underrepresented, including gender, disability, 
ethnicity, age and socioeconomic background etc. The alternative notion, 
and the one I would like to concentrate on for the purposes of this 
editorial is concerned with the construction of inclusivity within teaching 
and learning. This involves empowering students to be agents of change 
within their education and requires a reform of the more traditional view 
of staff student relationships. In some respects I am referring to student 
engagement, which of course can include student representation at 
committee level or provide a regular platform for the student voice to 
be heard, but this only partly addresses the inclusivity issue. In its purist 
sense, inclusivity should mean allowing students to become decision 
makers within their curriculums—essentially to be in a position to 

...empowering 
students to 
be agents of 

change...

EDITORIAL: Inclusive teaching

Originally a behavioural scientist exploring the roles of macromolecules in 
learning, memory and synaptic plasticity, I moved away from research to focus 
on teaching in 2006. Today I am a Principal Teaching Fellow in Anatomy at The 
University of Southampton and have been the module lead for head and neck 

and neuroanatomy teaching on the five-year bachelor of medicine programme for four 
years. Two years ago, I was appointed as deputy head of the Medical Education Academic 
Unit (research and innovation) and I am a member of the education committee of the 
Anatomical Society of Great Britain and Ireland (ASGBI). I was elected to serve on ASGBI 
Council in 2017. 

My main pedagogic area of interest is in technology enhanced learning, working with 
students as partners and driving innovative teaching practices in medical education. 
As a university teacher, I have won numerous prizes for my achievements in the field 
including a Vice Chancellors teaching award in 2014 and six Student Union, Excellence in 
Teaching awards over consecutive years, including outstanding lecturer, most engaging 
lecturer, most innovative teacher, best student feedback and the lifetime achievement 
award for teaching and learning. In 2015 my module was awarded special recognition for 
its use of the virtual learning environment and extensive provision of digital resources. 
In 2017, I was shortlisted for the Times Higher Education Most Innovative Teacher of the
Year award.



Now, there are many interventions that could have been adopted to 
tackle some of the issues within the module, but given my enjoyment 
for working closely with students I wanted to develop those 
relationships to build a culture of transparency and inclusivity within 
teaching on the module. To do this I deployed near-peer teaching 
(NPT) within the curriculum on a fairly large scale. Trained senior 
medical students who had, only a few years ago, experienced the 
very same module, were now delivering teaching in the laboratory, 
lecture theatres and in small group settings, to students who were 
on average two years their junior. 

Students have a very different way of teaching to that of the faculty—
they tend to use less jargon, speak less formally and retrace their 
own learning experiences when explaining concepts to others. This 
process is termed “cognitive congruence” and for me is the absolute 
gold dust of the NPT rationale—it is referring to the intellectual 
proximity shared between the student teachers and learners and 
becomes particularly useful when teaching challenging topics 
(Lockspeiser, 2008). This is mainly due to these topics requiring 
alternative explanations to be fully understood—so neuroscience 
was in fact, the perfect platform for this to flourish (Hall et al, 
2018). The second unique aspect is the social congruence which 
students share—essentially because the rules of professionalism 
shift slightly when it comes to interacting with your peers, it means 
that often the student learners feel more comfortable confessing 
to not understanding something to an NPT and generally consider 
them more approachable than staff (Hall et al, 2013). I learned that 
the NPT’s were very soon being viewed as role models by junior 
students, and relied on them not only for academic knowledge but 
also for encouragement, advice and even pastoral support in coping 
with a very intense module (Stephens et al, 2016). Furthermore, the 
NPT’s were developing a range of transferrable skills important for 
their careers, such as professionalism, leadership, team working and 
communication to name but a few (Galgut et al, 2017). 

It took a little negotiation with the faculty for them to get on board 
with my vision for the module, so I knew that for sustainability 
purposes pedagogic research was required—the evidence would be 
important to bolster my arguments to support its continuation. Once 
again, I was wholly inclusive and put students at the forefront of many 
projects, such as investigations exploring the optimal educational 
distance between student teachers and learners (Hall et al, 2014a), 
investigating the dynamics of the teaching setting (Taylor et al, 
2015), comparing NPT as frontline and revision resource, its bearing 
on stress and anxiety and impact on both the student experience 
and knowledge gain (Parton et al, 2016a; Parton et al, 2016b). 
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bring about change. Therefore, I have become a strong advocate 
for engagement in learning and teaching through the partnership 
approach. At its roots, this is about co-creation with students. There 
is a somewhat subtle difference between student engagement 
and partnering. Most institutions create opportunities to listen and 
respond to student feedback. This is a useful process which serves 
to recommend solutions and changes to the way in which faculties 
coordinate and deliver teaching in the curriculum. However, the 
partnership approach supports the student as an active collaborator 
and co-producer with the potential for educational transformation 
(Healey et al, 2014).

My personal experience concentrates on students as partners in 
learning and teaching, although I fully recognise that students 
can act as partners in many other important ways. Whatever the 
dynamics of the partnership model, to achieve all their benefits 
require an element of risk taking on behalf of the faculty which many 
may be inherently averse to. In many cases, the concept of shared 
responsibility will be new territory and it will be tempting to adopt 
an overly conservative approach. However, there can be no half 
measures if there is to be a true spirit of engagement and shared 
purpose within the team (Border, 2017).

It is probably fair to say that I have never cared too much for the 
hierarchy embed within Universities. I have always worked informally 
with students and forged effortless relationships with those who 
share my passion for neuroscience and teaching, no matter what 
their stage of training. It is through this ethos of working which 
has enabled my sustainable student partnership projects to have a 
transformative impact on the discipline. By establishing a culture of 
trust and mutual respect through sustainable ventures, the student 
experience has been enriched beyond a level that the faculty could 
have achieved independently.

My own work embracing students as partners stems from the desire 
to alleviate the stress and anxiety that comes with studying clinical 
neuroscience in medical education. This discipline is feared by 
students and often referred to along the corridors of Southampton 
General Hospital as being the most difficult subject matter in the 
preclinical years. For a few years prior to my leadership on the module 
student performance in the assessments was lower than average, 
coupled with low levels of student satisfaction for the learning 
experience more generally, evidenced from the end of module 
evaluations. Such feelings by students were confounded further 
by a run of recent revalidated curriculum changes that witnessed a 
reduction in time given to the basic sciences—none were hit harder 
than head, neck and neuroscience (Heylings, 2002).

SCOTT BORDER EDITORIAL:  INCLUSIVE TEACHING
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Students were at the centre of experimental design, data collection, 
analysis, manuscript production and dissemination—I took great 
pleasure in sharing ownership of all of it. This taught me that for 
those students who are intrinsically motivated this was their perfect 
reward, since it had the potential to support and develop their careers 
from an early stage. From this point, my students and I have been 
invited speakers at national conferences and have delivered national 
workshops on delivering sustainable NPT programmes (Border et al, 
2017). Since then, student involvement in the module has expanded 
to include curriculum design, formative assessment strategies and 
feedback (Myers et al, 2018a). The students had evolved within 
the partnership to become the proactive decision makers which 
was described as the “gold standard” example of inclusivity at the 
beginning of this editorial—and not only that, the students were 
mentoring the next generations of peer teachers who were inspired 
and in awe of their achievements.

After successfully achieving a significant improvement in the 
module evaluation over successive years since the launch of the 
NPT programme, there was a drive to reach out beyond our own 
institution, to inspire and motivate the next generation of neurologists 
and neurosurgeons. Seeing as places for these specialities is highly 
competitive we decided to launch a national competition that 
would allow enthusiasts to demonstrate their commitment to the 
field. The National Undergraduate Neuroanatomy Competition 
(NUNC) was launched in 2013 with medical students involved in all 
aspects of the event management. Since then we have welcomed 
over 500 students representing 38/39 UK medical schools through 
our laboratory doors to be tested on our intricate human brain 
dissections, and to hear talks from world leading experts. The scope 
of the assessment goes beyond that of the standard curriculum 
and has brought back aspects of detail that had been lost through 
previous curriculum reform changes, which has been highly praised 
by senior clinicians. In that respect it has been lauded for raising 
the standards of clinical neuroscience education and for vertically 
integrating the subject within the discipline. The data on student 
performance and longitudinal impact on careers has since been 
published (Hall et al, 2014b; Myers et al, 2018b) and can now serve to 
inform future educational practice.

I never imagined that the spirit of engagement amongst the 
partnership would prosper and thrive in this way; the dynamics of 
the team were in perfect balance to provide optimum conditions 
for creative thinking and innovation. I attribute this to the relaxed 
and informal working relationship and the mutual respect that we 
all shared. Much of it was achieved through daily working in shared 
space, generating a hive of activity that gradually blurred the lines of 
hierarchy. It is important to remember that the scholarly community 

SCOTT BORDER

of any of higher education Institution consists of both the staff and its 
students—learning is never unidirectional, and working with students 
in this way can help to remind us all of that. Inclusivity in this context 
is indicated in the broadest sense to represent not just interactions 
through teaching and scholarship but also more tangibly such as 
through loosening restrictions and policy when it comes to sharing 
physical space and faculty resources. 

Our next step was to take the NPT model online to create quality 
bite sized resources that could be shared around the world to help 
make learning neuroscience simple. Soton Brain Hub (SBH) is a 
successful online clinical neuroscience themed You Tube channel 
created by a team of doctors, anatomists and medical students 
at the University of Southampton. With over 100 SBH screencasts 
and videos to choose from they are being accessed for learning in 
over 100 countries, every second of every day. Hosting educational 
resources online provides great benefits in terms of reach because 
the resources are easily accessible to anyone, anywhere at any time 
(Patel, et al, 2016). Furthermore, the academic community may also 
find value in integrating videos when adopting blended learning, 
flipped classroom approaches or compiling eBooks (Elmansouri et 
al, 2018). When incorporated into our medical curriculum students 
have found supplementation of existing teaching with SBH resources 
significantly more popular than anatomy practical sessions alone 
(Lowry et al, 2016). The SBH philosophy is to ensure engagement 
through concise, interesting and unique content which facilitates 
learning through cultivating an environment of recreational 
education (Pilborough et al, 2015).

The growth of the partnership philosophy has transformed my 
teaching and enabled Southampton to shine as a centre of excellence 
for clinical neuroscience teaching. I share every inch of that success 
with the students and they own as much of it as I do. I look forward 
to hearing stories and examples of true staff student partnerships 
in this themed issue of the journal, as a way of building further 
evidence to demonstrate that inclusive working in this way provides 
genuine ‘added value’ to the student experience and enriches the 
curriculum. In particular I praise such projects which have embedded 
robust pedagogic research alongside innovation to provide evidence 
for sustained practice, so it becomes possible to mount a serious 
challenge to the historical way in which we think about and develop 
staff/student relationships in the future.
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Football Club to display the United Nations (UNs) Sustainable 
Development Goals (SDGs) on the club’s kit for a match in 2015. The 
report also highlighted the need to engage “university age people” 
with SDGs. 

Geological and Earth Science practice, be that research, resource 
exploration and extraction, ground engineering or monitoring 
etc., places geologists as key stakeholders to the sustainability 
process. Explicit examples of geological interactions with global 
development are highlighted by Gill (2016) and include geohazard 
and environmental management, energy supply, global climate 
change, access to clean water, agrogeology (agriculture and food 
security), natural resources etc. Several institutes and organisations, 
both government and non-government affiliated, such as the 
Association of Geoscientists for International Development, 
International Association for Promoting Geoethics, UNESCO, the 
American Geosciences Institute, the British Geological Survey and 
The Geological Society of London have all supported and encouraged 
the integration and importance of sustainability concepts within the 
geosciences.

Despite the obvious links, and the work of many organisations, it 
has recently become apparent that Geology and Earth Science 
teaching in the UK Higher Education system has been reluctant to 
integrate sustainability into the geoscience curricula. Stewart and 
Gill (2017), suggest that of the top 20 Earth Science Departments 
(according to University Subject Tables), there is only one course 
that has ‘Sustainability’ in the title of a module, and just two courses 
that specifically refer to sustainability in their module descriptions. 
This was in comparison to educational practice in the USA where 
sustainability issues are commonly embedded in geology teaching, 
and scientists working on sustainability issues are housed within Earth 
Science departments. Emphasis is also given to the collaboration 
of individuals from a range of disciplines, from both the social and 
physical sciences (Gosselin et al., 2013). 

The slow integration of sustainability issues within geoscience 
courses has led to the call for geoscientists to introduce modules 
or overt sustainability material within their taught courses (Gill & 
Smith, 2017; Stewart & Gill, 2017). The reasoning for this stems from 
research which suggests that individuals are unlikely to change their 
opinions even when presented with scientific data that suggests 
contrary to a held opinion (e.g. Wachinger et al., 2013; Rapley and 
De Meyer, 2014). The introduction of key sustainability issues is a 
way of introducing geoscientists to the problems they may face, 
and allow them to associate themselves, and their knowledge, with 
individuals from other disciplines toward a greater goal. In essence, 
to become transdisciplinary and interdisciplinary (Blättel-Mink & 
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TRACKING SUSTAINABILITY CONCEPTS IN GEOLOGY AND
EARTH SCIENCE TEACHING AND LEARNING, KEELE UNIVERSITY, UK

ARTICLE #1 Abstract
Sustainability of the planet is 
fundamental to our common 
future, and geologists 
and geoscientists are key 
stakeholders in this process. 
Better understanding of 
the Earth, its processes and 
utilisation of its resources, 
through successful science 
communication, is necessary 
for the effective creation of 
sustainability policy. Whilst the 
synergy between geoscience 
and sustainability is often 
obvious, the framing of the 
links is often neglected or 
downplayed within the UK 
Higher Education setting. 
This results in geoscientists 
lacking in familiarity with 
sustainability issues, including 
the ability to communicate 
geoscience issues to non-
specialists effectively. 
Using the United Nations 
Sustainable Development 
Goals, the inclusion and 
embedding of sustainability 
issues within Geology and 
Geoscience modules (offered 
by the School of Geography, 
Geology and the Environment, 
Keele University, UK) is framed 
in an effort to consolidate 
and enhance our current 
standing on sustainability 
issues. Further tracking of 
the emphasis and positioning 
of sustainability issues within 
these modules will enable 
a better articulation of the 
importance between geology 
and society.

Introduction
Sustainability as a science 
(Kates et al., 2001) is 

essentially the study of our 
social and economic positions 
(including our ideologies, 
activities and practices) and 
their effects on our physical 
environment. In return, the 
consequences of a changing 
physical environment can be 
gauged in order to predict how 
our future options regarding 
social and economic situations 
may change. Sustainability 
concepts and the support of 
sustainable development as 
a potential solution to many 
global environmental issues, 
are associated with both 
international and national 
endorsements (e.g. the World 
Commission on Environment 
and Development, 1987; the 
International Environmental 
Education Programme, 
1975–1995; the Earth Summit 
Declaration, 1992; the United 
Nations Decade for Education 
for Sustainable Development 
2005–2014 etc.). The 
embedding of sustainability 
concepts, and the analysis 
of sustainability practice in 
higher education, as well as 
organisations outside of a 
an educational setting, has 
been highlighted in a number 
of recent publications (e.g. 
Holmberg et al., 2008; Mata-
Perelló et al., 2012 and Christie 
et al., 2013). Universities have 
mostly “signed up” to the 
sustainability agenda and 
many businesses have tangible 
sustainability policies in place. 
Within the UK, the House of 
Commons (2017) report on 
“Sustainable Development 
Goals in the UK” highlighted 
some of these efforts, 
including Standard Chartered 
partnering with Liverpool 
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Hans Kastenholz, 2005). As key stakeholders in the sustainability 
process, and for the betterment of dissemination of sustainability 
issues, geoscientists need to understand how they fit into the 
process, how their expertise can be best utilised, and some of the 
potential barriers they may face. An example of a barrier between 
geoscience and sustainability was given by Mackenzie (2017). 
He highlights that some UK wind farms (which he argues pollute 
foreign environments via there construction) have been placed on 
mineral resources “sterilising” the resource, this will result in further 
exploitation of these resources from parts of the world where no 
environmental policies are in place, geologists (here, the British 
Geological Survey) have had no say in this (with the UK government). 
It could be argued that with geological input, the local exploitation 
of needed resources would be more sustainable (less polluting 
etc.) than the shift of this exploitation to areas of the world with 
poor environmental regulations. Many of these points have been 
neglected by non-geoscientists, and the wind farms blindly regarded 
as “green” and therefore “a good thing”. With enhanced knowledge 
of the SDG’s geoscientists should be better equipped to negotiate 
with non-specialists in these situations.

It should be noted that it is most certainly not solely geoscientists and 
Earth Scientists in Higher Education settings that have been called 
out on this issue, Lozano et al. (2013) highlighted that although many 
universities had become engaged with sustainable development, 
most had fallen behind companies in creating an environment which 
nurtures a sustainable culture.

This paper investigates the links to sustainability concepts (in the 
guise of Sustainable Development Goals, as defined by the UN, 
see Sustainability Concepts in the Keele Geology Courses, below) 
within the undergraduate Geology and Geoscience courses taught 
at Keele University (UK). The aim of this work is to consolidate our 
current position in terms of sustainability science engagement and 
commitment, and to identify areas where we can improve this; be 
that with new modules or the better embedding and dissemination 
of current teaching practice. 

Sustainability Concepts in the Keele Geology Courses
The tracking of sustainable development has become an important 
objective for many policy makers in many sectors (e.g. Ramachandran, 
2000; Azapagic, 2004; Krajnc and Glavic, 2005; Singh et al., 2009 
etc.). Indicators for tracking, and the methodologies applied vary 
between sectors, Singh et al. (2009) provides an overview of 
these concepts, which highlights the complexity of identifying 
indicators which are meaningful to a particular industry or sector. 
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Some previous studies examining the embedding of sustainability 
concepts across university courses have used the “triple bottom 
line” approach (Saeudy, 2014 and 2015), this involves classifying 
sustainability development into three main categories: economic, 
social and environmental. Whilst these three categories are 
intrinsically linked to sustainability, we have used what we believe 
is a more comprehensive and integrated approach based on the 
UN’s 17 Sustainable Development Goals, similar to the method of Gill 
(2016). Gill (2016) used a visual matrix to explore the links between 
the UN’s 17 SDGs (Fig. 1 and Table 1) and 11 aspects of geology which 
he deemed key. A similar visual matrix is used here. However, in place 
of key geological aspects, modules which are run and coordinated 
by members of the geology teaching team (at Keele Uni.) are listed; 
these modules are briefly described; in subsequent columns links 
between these modules and the SDGs are given (represented by 
numbers corresponding to the SDGs (Fig. 1 and Table 1) as either 
Explicit, Moderate or Vague. Explicit links are those that are obvious 
or explicit within a module’s themes or teaching, Moderate links are 
those that provide knowledge and experience that can be clearly 
linked to the SDGs, but might not be immediately recognisable. 
Vague links are those which take some additional application to 
reach. 

The visual matrix used here is much less streamlined than that of 
Gill (2016), however the number of aspects considered (in this case 
modules) is far higher. Of course, not all modules or teaching within 
modules are going to correspond to any of the SDGs, and that is to 
be expected. It should also be highlighted that the association of 
part of a module with an SDG, and the level to which it links, are likely 
to be transitory. In some cases, the association will also be debatable; 
we feel that our judgement in this matter has been fair, and that 
the introduction of a scale of linkage (Explicit, Moderate and Vague) 
reduces the potential for contentious matters. This methodology is 
less complex than most used within other sectors (Singh et al., 2009). 
For example, we don’t need to go into the economic complexities 
that most industries need to take into account (supply, demand, 
transport of goods etc.). We have modified this visual matrix as a 
way of tracking sustainability as a set of individual goals, which will 
allow us to summarise our overall sustainable development through 
these individual links; both in terms of the relationship between 
goals and how goals relate through the levels of our teaching. This 
development tracking is similar to how Warhurst (2002) considered 
the measurement of sustainability development.
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Figure 1: The United Nations Sustainable Development Goals (From United 
Nations, 2015). These are the seventeen goals which form the SDGs, each 
goal has specific targets to be achieved by 2030 with the aim of ending 

poverty, protecting the planet and providing prosperity for all. Each goal is 
expanded in Table 1.

1. No Poverty: End poverty in all its forms everywhere 

2. Zero Hunger: End hunger, achieve food security and improved  
nutrition, and promote sustainable agriculture

3. Good Health and Well-Being: Ensure healthy lives and promote 
well-being for all at all ages

4. Quality Education: Ensure inclusive and equitable quality 
education and promote life-long learning opportunities for all

5. Gender Equality: Achieve gender equality and empower all 
women and girls

6. Clean Water and Sanitation: Ensure availability and sustainable 
management of water for all

7. Affordable and Clean Energy: Ensure access to affordable, 
reliable, sustainable, and modern energy for all

8. Decent Work and Economic Growth: Promote sustained, 
inclusive and sustainable economic growth, full and productive 
employment and decent work for all

9. Industry, Innovation and Infrastructure: Build resilient 
infrastructure, promote inclusive and sustainable industrialisation 
and foster innovation
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10. Reduce Inequalities: Reduce inequality within and among 
countries

11. Sustainable Cities and Communities: Make cities and human 
settlements inclusive, safe, resilient and sustainable

12. Responsible Consumption and Production: Ensure sustainable 
consumption and production patterns

13. Climate Action: Take urgent action to combat climate change 
and its impacts

14. Life Below Water: Conserve and sustainably use the oceans, sea 
and marine resources for sustainable development

15. Life on Land: Protect, restore and promote sustainable use of 
terrestrial ecosystems, sustainably manage forests, combat 
desertification, and halt and reverse land  degradation and halt 
biodiversity loss

16. Peace, Justice and Strong Institutions: Promote peaceful and 
inclusive societies for sustainable development, provide access 
to justice for all and build effective, accountable and inclusive 
institutions at all levels

17. Partnerships for the Goals: Strengthen the means of 
implementation and revitalise the global partnership for 
sustainable development

Table 1: A brief description of each Sustainable Development Goal (United 
Nations, 2015)

As suggested in the introduction, there is a strong link between 
Geology and Earth Sciences, and sustainability concepts, so it is no 
surprise that most of our modules have some aspect or theme that 
can be linked to a UN SDG (Table 2). Only two modules have no 
identified links; these are both method driven modules. There are 
several modules which have Explicit links, for example ESC-10036 
Planet Earth is explicitly linked with SDG13 (Climate Action); within 
the module the Earth's formation and evolution is introduced, 
providing students with a solid background of what climate change 
is, and some of the causes and effects associated with it. The 
visual matrix also highlights that there is a module in each FHEQ 
level (4-6) that could be considered as a “flagship” module: ESC-
10048 The Earth System, ESC-20037 Geoscience and Society and 
ESC-30038 Geological Communication Skills; indeed, the two later 
modules explicitly include reference to sustainability in their module 
descriptions. The number of Moderate and Vague links are quite high 
for a number of modules, these links include topics such as global 
mineral distribution, reservoir quality of rocks and sea level change. 
Whilst these (and many more topics) are taught, their links with 
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society, culture and economics are often neglected, not through any 
conscious effort, but by the nature of the subject being taught. Case 
studies are provided below for ESC-10048 The Earth System and 
ESC-20037 Geoscience and Society. These case studies highlight 
the synergies between subject material and the SDGs, some insight 
into their design, and student perception (for ESC-10048).
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ARTICLE #1 | 21

TRACKING SUSTAINABILITY CONCEPTS IN GEOLOGY AND
EARTH SCIENCE TEACHING AND LEARNING, KEELE UNIVERSITY, UK

Module Title Brief Description of Module Content Explicit 
Links with 

SDGs

Moderate 
Links with 

SDGs

Vague 
Links with 

SDGs

ESC-10034
Time and Space

Principles of stratigraphy, geodynamic 
development of Earth and of life on Earth through 
time

13, 14, 15 1, 2

ESC-10036
Planet Earth

Earth as a planet, large scale geological processes 
(e.g. volcanoes, earthquakes, tsunamis).

13 6, 7, 9, 11, 
14, 15

1, 2

ESC-10045
Introductory 
Geology for the 
Environmental 
Sciences

Introduction of geoscience as an essential 
cornerstone of environmental and sustainability 
science. Covers a wide spectrum of geological 
topics (the formation and evolution of Earth, life on 
Earth, rock types, natural hazards etc.)

7, 12, 13 1, 3, 6, 9, 
11, 14, 15

2, 17

ESC-10047 
Geoscience 
Data Interpretation, 
Analysis and 
Visualisation

Introduction to geophysical, remote sensing, 
geographical/geological informations system 
techniques.

9, 13, 15

ESC-10048
The Earth System

Geosphere, biosphere, atmosphere and 
hydrosphere interactions.

1, 2, 3, 6, 
7, 11, 13, 14, 
15, 17

ESC-10054
Introduction to 
Mineralogy 
and Petrology

Igneous and Metamorphic mineral identification 
and formation.

ESC-10055
Introduction to 
Sedimentology and 
Palaeontology

Theoretical and practical introductions 
to sedimentological and palaeontological 
principles (evolution, extinction, sediment types, 
environments of deposition)

13, 14, 15

ESC-20001
Igneous and 
Metamorphic 
Petrology

The application of geochemistry and experimental 
models to the formation of igneous and 
metamorphic rocks.

7 13

ESC-20002
Reconstructing Past 
Environments

How ancient sediments can be used to reconstruct 
their environment (and environmental factors such 
as climate) of deposition. Modern examples are 
used as a template.

13, 14, 15

ESC-20036
Palaeoclimatology 
and 
Quaternary Studies

The occurrence, evidence for and plausible causes 
of climate change over geological time.

13, 14, 15 1, 2, 3, 6, 17

ESC-20037
Geoscience and 
Society

Develops an awareness of contributions of 
geoscience to economics, environmental and 
cultural needs of society. 

1, 2, 3, 4, 
6, 7, 8, 9, 
11, 12, 13, 
14, 15

16, 17

ESC-20039 
Advanced 
Structural Geology 
and 
Geological Mapping 
Training

Basic training in geological map making. The 
investigation of deformation of rocks

ESC-20040
Geoscience Field 
Training

Advanced geophysics and geological field 
techniques, first aid training, career preparation 
and independent research skills.

7, 9, 11

ESC-20054
Forensic and 
Historical 
Geoscience

Forensic techniques with focus on law 
enforcement. The historical and modern uses of 
geoscience for applied purposes (ranging from 
water resources to warfare)

 6, 11,17 1, 2, 3 4, 9, 11

ESC-20064
Geochemistry

Introduction to basic principles, applications and 
analytical techniques used in geochemistry.

10,16

ESC-30032
Geoscience: 
Independent 
Field Project

Independent field project including significant 
geological mapping.

13

ESC-30008
Structure and 
Geodynamics

Structural and geodynamic effects associated with 
continental tectonics.

9

ESC-30009
Natural Hazards

Examines the causes and characteristics of a wide 
range of natural hazards (with both environmental 
and anthropogenic triggers) and their impact on 
society.

1, 2, 3 6, 8, 13, 
14, 15

1, 

ESC-30022
Hydrological and 
Engineering 
Geology

Geological factors influence on availability of water 
resources and the design and construction of 
engineered infrastructure.

6, 9, 11 7, 14, 15 17

ESC-30025
Micropalaeontology: 
Principles and 
Applications

The study of major microfossil groups and 
their palaeogeographical, palaeoecological and 
biostratigraphical potential.

13
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Table 2: A visual matrix of links between modules currently run as part of the 
by Geology and Geoscience degree programmes and the UN’s SDGs. Brief 

descriptions of the module content are provided, these are summarised from 
the respective module descriptions available to current and prospective 

students. Numbers in the “Link” columns correspond to the individual SDGs: 
1, No Poverty. 2, Zero Hunger. 3, Good Health and Well-Being. 4, Quality 

Education. 5, Gender Equality. 6, Clean Water and Sanitation. 7, Affordable 
and Clean Energy. 8, Decent Work and Economic Growth. 9, Industry, 

Innovation and Infrastructure. 10, Reduce Inequalities. 11, Sustainable Cities 
and Communities. 12, Responsible Consumption and Production. 13, Climate 
Action. 14, Life Below Water. 15, Life on Land. 16, Peace, Justice and Strong 

Institutions. 17, Partnerships for the Goals.

Module ESC-10048, The Earth System
An example of embedding sustainability in the geology curriculum 

The Earth System is the title of a bespoke module belonging to the 
first year of the Single Honours Geology course offered at Keele. It 
is concerned with studying the Earth using an Earth System Science 
approach (e.g. Skinner and Murck, 2011), which is an interdisciplinary 
concept that is new to most, if not all, students taking the module. 
The Earth System is often represented by interacting "spheres" 
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representing the four basic elements of the planet, the solid earth 
(geosphere), life on the planet (the biosphere), the Earth’s water 
reservoirs (the hydrosphere) and the atmosphere (Fig. 2). The 
module also places emphasis on how these systems interact in terms 
of physical, geochemical and environmental processes as well as 
how Society (the anthroposphere) is interacting with parts of the 
Earth System, which, in turn, is closely linked to sustainability issues.

Figure 2: The Earth System is underpinned by four basic components; the 
atmosphere, the hydrosphere, the geosphere and the biosphere. There is 
continuous interaction between these components in terms of the flow of 

energy and matter that controls climatic and environmental conditions
on Earth. 

The module was introduced in the 2009–10 academic year as part 
of the new Single Honours Geoscience programme (now renamed 
to Single Honours Geology). The main rationale for introducing the 
module was to add some interdisciplinarity to the Single Honours 
Geoscience programme, pulling in aspects from other disciplines 
such as Biology, Chemistry, Environmental Science, Oceanography, 
Physical Geography, etc. In addition, the QAA’s Subject Benchmark 
Statement for the Earth Sciences, Environmental Sciences and 
Environmental Studies (ES3; QAA 2007) emphasised the need for 
ES3 degree programmes to “focus on understanding Earth systems 
in order to learn from the past, understand the present and influence 
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ESC-30028
Economic Geology

Process and mechanisms of ore body formation. 
Includes coal and aggregate material.

1, 6, 7 8 10

ESC-30030  
Advanced 
Petrology and 
Structural 
Geology Field 
Course

Igneous and metamorphic rocks in the field with 
an emphasis on crustal evolution and associated 
geological structures.

4, 9, 11

ESC-30033
Volcanic and 
magmatic 
processes

Volcanic and magmatic processes in the field (e.g. 
physical volcanology, volcanic hazards, global 
environmental change).

13, 15 1, 2, 3

ESC-30034
Advanced Topics in 
Sedimentology

Analytical methods of seismic and sequence 
stratigraphy, relating sediments to regional 
tectonic and eustatic controls.

13, 14, 15 8

ESC-30036
Exploration 
Geophysics 
for the Hydrocarbon 
Industry

Geophysical techniques used in the hydrocarbon 
exploration industry are investigated. Career 
preparation for those wishing to enter 
hydrocarbon exploration.

1, 7 8, 12

ESC-30038
Geological 
Communication 
Skills

The communication of complex geological 
issues, including and awareness of  Earth science, 
sustainability and social awareness.

1, 2, 3, 4, 
6, 7, 8, 9, 
11, 12, 13, 
14, 15

16, 17
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the future”, as well as to include “examination of the implications of 
sustainability and sustainable development”. The revised version of 
ES3 published in 2014 (QAA 2014) places even greater emphasis 
on sustainability and sustainable development. The accreditation 
requirements of the Geological Society of London also state that 
“an awareness of the essential contributions of geoscience to the 
economic, environmental and cultural needs of Society” is embedded 
within the curricula for all accredited programmes (Geological 
Society, 2012). Given all of these drivers, it was considered essential 
that geology students at Keele acquire some knowledge of other 
disciplines in order to understand the causes of global environmental 
change phenomena (e.g. mass extinctions, climate change, etc.) as 
well as have an appreciation of the need for the sustainable use of 
natural resources so that society can survive into the future. Table 
3 summarises the content of the module and how it relates to the 
UN’s SDGs.

Student feedback on the module has been very positive with module 
evaluation scores of 90% in 2009/10, 97% in 2010/11, 99% in 2011/12 
and 100% in 2014/15. Anecdotal evidence from informal discussion 
with the module cohort indicates that the students are aware of the 
need to broaden their knowledge outside of Geology in order to 
understand causes of global environmental change and the need 
to mitigate the predicted effects. There are, however, a minority 
of students who clearly view this module as “not geology” and, 
therefore, it is not worth engaging with, indicating that there is still 
progress to be made on embedding sustainability and sustainable 
development within the curricula of the Keele Geology programmes.

Module ESC-20037, Geoscience and Society
Putting sustainability in the heart of the geoscience curriculum.

This module was designed to directly address issues of sustainability 
from the start. The aim of this module was taken directly from the 
accreditation guidelines of the Geological Society of London: “To 
develop an awareness of the essential contributions of geoscience 
to the economic, environmental and cultural needs of Society" 
(GSL 2008), and its Intended Learning Outcomes from the QAA 
ES3 benchmarking statement: “to demonstrate, critically evaluate, 
communicate effectively and apply awareness and informed 
concern of Earth science challenges [in] the exploration for, and 
the development and exploitation of, Earth resources,  geological 
aspects of human impacts on the environment, geohazards and 
their impacts on human societies, earth science perspectives on 
sustainability and social awareness, environmental challenges [in] 
[geo]diversity; demand and scarcity; demand for, and consequences 
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Week Topic Links with 
UN SDGs

Examples

Module Introduction

1 Introduction to Earth System 
Science (Lecture)

12, 13, 14, 15 The role of Society in causing global 
environmental change.

Earth System Interactions: 
Modelling Biogeochemical 
cycles (Practical)

12, 13 Modelling the  effects of Society on the 
Carbon cycle.

The Oceans

2 Structure of the Ocean Floor 
(Lecture)

14 Importance of the oceans within the 
Earth System.

Ocean Composition (Lecture) 13, 14 Phytoplankton - important role played 
in influencing global climate as well as 
indicators of oceanic health.

3 Ocean circulation (Lecture) 1, 2, 13, 
14, 15

The El Niño Southern Oscillation and 
its effects on the economy of Chile and 
Peru.

The World’s Oceans (Practical) 13, 14 The links between climate change and 
oceanic circulation and effects on society.

4 Waves and Tides (Lecture) 14, 15 Coastal erosion.

Coastal and Deep Marine 
Dynamics in Response to Sea 
Level Change (Online/virtual 
Lecture)

13, 14, 15,
11, 13, 14, 15

Effects of sea level rise on coastal 
populations.

The Atmosphere

4 Atmospheric Composition 
(Lecture)

12, 13, 15 Source of aerosols due to pollution (e.g.
historically associated with combustion 
of coal).

5 Atmospheric Energy (Lecture) 13, 15 Anthropogenic radiative forcings 
associated with changes in the main 
greenhouse gases and aerosols.

Atmospheric Moisture (Lecture) 6, 13 Links between cloud formation and 
precipitation and water supply.

6 Atmospheric Motion (Lecture) 13 Links between climate change and the 
jet stream, and possible implications for 
air travel.

Climatology and Geoscience 
(Lecture)

11, 13, 15 Urban Modification of Climate.

7 Acquiring meteorological data: 
The Keele Weather Station 
(Visit)

13 Analysis of meteorological data for 
evidence of climate change.

Analysis of Keele weather data: 
Global warming – fact or fiction? 
(Practical)

13
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Table 3: A week-by-week overview of the content of the Earth System 
module with links to the UN’s SDGs summarised in Table 1.

of, water resource utilisation, energy and material production and 
use, including alternatives; air, land and water pollution; approaches 
to, and limitations of environmental management systems; role 
of institutions in regulation and management of the environment; 
environmental policy formulation, legislation and decision making” 
(QAA 2007). The module covers a wide range of topics from 
geoscience and health (SDG3), geohazards and mitigation such as 
earthquake resilience of buildings (SDG11), geodiversity including 
conservation strategies (SDGs4, 14–17), agriculture (SDG1 & 2) and 
water (SDG6). It looks at the future of oil, gas and coal, clean energy 
such as geothermal (SDG7) and the technologies of carbon capture 
and storage (SDG9), as well as nuclear waste management (SDG13), 
the solutions to which are almost entirely geological. The students 
research and present on the occurrence, reserves and sustainability 
of mineral resources (SDG8 & 12) and work in the field on the practical 
aspects of geoconservation and how to communicate these issues 
to the public.
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Future Work
This sustainability audit has been a catalyst for the further embedding 
and tracking of sustainability concepts into our courses, as well as 
the appropriate linkages being formed between SDGs. Whilst it is 
positive that we can link so much of our teaching to the SDGs, it 
is necessary that we continue to strive to create students that can 
understand and appreciate these concepts, and the need for them. 
Our students should have the skills to interact with individuals and 
groups from other disciplines, understand their arguments, and 
deliver Geological sciences in an accessible and understandable 
manner. In order to align our teaching with the SDGs further we plan 
on taking the following steps:

1. Include a “Sustainability Statement” (outlining major themes, 
issues and linking SDGs) to each FHEQ level module handbook;

2. Emphasise the links to SDGs module descriptions and in available 
module teaching activities and materials;

3. Explore the possibility of a “Social Geology” (or similarly named) 
route through our degree structure;

4. Reflect on these implementations, particularly on how the 
embedding of individual SDGs link to one another throughout the 
duration of our degree courses, and disseminate as necessary. 

5. Encourage students to establish a Geology for Global Development 
university group as part of the wider GfGD network.
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and ways of talking about such difference. I decided that this apparent 
problem could in fact be reframed as an educational opportunity: a 
way of exploring the pervasiveness of racially-based assumptions 
even in communities that consider themselves unprejudiced and 
inclusive. 

I therefore decided to use our next session to address this issue. I was 
careful not to make the discussion too personal, by referring directly 
to what K. had told me. Instead, I initiated a whole-group debate 
in which the subject was identity politics and the way in which our 
sense of our community and identity might or might not shape the 
way we viewed the world. I encouraged the students to write down a 
list of things that they felt were important parts of their own identity: 
nationality, home town (or specific area of that town), religion, 
education, friendship groups, personal interests and hobbies, and 
so on. They then compared the lists with each other. Through this 
exercise, they were encouraged to see how many different things 
might shape people’s sense of themselves. The lists also showed why 
making assumptions about others based on factors like education or 
religion was problematic: even when people’s lists corresponded on 
one or two areas, they often differed radically in others. 

From this, we progressed into a discussion of the appeal of 
stereotypes: why human beings might want to assume that they 
can understand another person or group of people through making 
assumptions based on features such as skin colour or accent or 
dress or place of origin. Stereotypes allow us to feel that we can 
make sense of a hugely diverse and potentially confusing world, 
by allowing us to fit people into simple categories. We also talked 
about the way in which such stereotyping may be insidious: we may 
not even consciously realise that we are making judgements about 
others based on stereotypical assumptions. 

We moved on to discuss the way in which stereotypes can be 
dangerous, because they allow us to partially or wholly dehumanise 
others, by not recognising their individuality. We discussed 
‘stereotype threat’: the research from experimental psychology that 
explores ‘the psychology of stigma—the way human beings respond 
to negative stereotypes about their racial or gender group.’2  Research 
into stereotype threat suggests that, for example, reminding female 
students of the stereotype that women are not good at maths can 
have a real and immediate effect on the way that they perform in a 
subsequent maths test. We ended by thinking about the stereotypes 
that might affect us personally: the assumptions others might make 
about us, based on our own appearances and backgrounds. At the 

2. Joshua Aronson, quoted in ‘Stereotype Threat Widens Achievement Gap,’ 
Report from the American Psychological Association, July 15, 2006. At
www.apa.org/research/action/stereotype.aspx. Accessed 26 November 2014.
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HIGHLIGHT #1 In an academic environment, 
in which students from a 
wide variety of different 
backgrounds and personal 
circumstances come together, 
issues of diversity and equality 
are extremely important. In 
this short essay, I would like to 
consider the role of diversity 
and equality issues in my own 
teaching, by reflecting on an 
incident that occurred a few 
years ago, with a student 
whom I will refer to as K. 

K. was enrolled in a Level 4 
English module on which I 
taught, which was designed 
to introduce students to a 
variety of works of literary 
theory and to teach them 
how to apply these theories to 
literary texts. K. was the only 
black student in the class; I 
knew from conversation with 
him that he was born and 
raised in England, but came 
from a family of Caribbean 
origin. In the early weeks of 
the module, we were studying 
Joseph Conrad’s novella Heart 
of Darkness (which is about a 
white European’s experience 
in colonial Africa), alongside 
some theoretical works about 
literary treatments of race and 
colonialism. 

About a month into the 
semester, K. came to me with 
a concern. In small group 
discussions, he said, other 

1. This assumption is supported by a study of classroom bias and instructors’ 
responses to it, which reports that, ‘Research indicates that people who 
confront prejudice are perceived negatively and that confrontation 
leads to negative emotions among those who are confronted (Czopp 
& Monteith, 2003; Czopp, Monteith, & Mark, 2006; Shelton & Stewart, 
2004).’ In: Guy A. Boysen, David L. Vogel, Marissa A. Cope and Asale 
Hubbard ‘Incidents of Bias in College Classrooms: Instructor and Student 
Perceptions’, Journal of Diversity in Higher Education. 2.4 (2009) 219–231, 
222.

students were repeatedly 
assuming that he could ‘speak 
for’ black people in general: 
that he would have some 
special insights into the text 
on account of his skin colour 
and cultural heritage. He was 
unhappy about this: he felt that 
not only were assumptions 
being made about himself 
and his background (which 
he considered to be English 
as much if not more than 
Caribbean), but also that other 
students were responding 
as if all black people were 
alike, and all black experience 
was the same, attempting 
to reduce a wide diversity of 
black experience and opinions 
down to a single perspective 
which was assumed to be 
representative and ‘typical.’

I was troubled by this situation, 
and initially uncertain how to 
respond to it. My students, 
in my experience, believed 
themselves to be (and usually 
were) supportive of diversity. 
They would not, I thought, 
react well if they suspected 
that I was accusing them of 
treating K. differently because 
of his skin colour.1 That said, I 
could not, of course, prioritise 
the other students’ feelings 
over K.’s. Moreover, it felt like 
this was an important issue—
particularly in a class that 
focused in part on issues of 
racial and cultural difference 
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end of this session, I encouraged students to be more aware of the 
role that stereotyping and hidden bias played in their own lives: to 
think about the way in which human beings automatically (and often 
unthinkingly) judge others, and the discriminatory assumptions that 
might lie behind their decision-making. 

Because I had not addressed K.’s situation directly, choosing instead 
to hold a class session that attempted to change students’ thinking 
more generally, it was hard to know how much I had succeeded in 
helping him. I did speak to him again a couple of weeks after the 
session on identity politics, and he said that he didn’t feel like his 
group was treating him differently any more—but this might be 
accounted for at least partly by the fact that we as a class had 
moved on from Heart of Darkness, and were now dealing with 
Virginia Woolf’s Mrs Dalloway, a text that focuses more on issues of 
class and gender than on race. It can be difficult in teaching to know 
how much real, long-term effect one is having on one’s students. 
While assessing students’ subject-specific knowledge is often 
relatively straightforward, assessing whether the goal of enabling 
transformational learning, in which students alter their essential 
thinking and attitudes, has been achieved is often harder.3

However, it was noticeable that, as the semester went on, students 
were being more cautious in the judgements they made of literary 
characters, rather than jumping to quick conclusions about, for 
example, what a ‘woman’ or a ‘soldier’ or an ‘aristocrat’ was like. They 
did seem to have taken on board the idea that there is great diversity 
within human beings, and that we are not wholly defined by our 
gender or race or profession or any other factor. Literary characters 
are not, of course, real people—but nevertheless, the way we respond 
to them can be indicative of the way we respond to people in reality. 

K.’s situation represented a critical incident in my early teaching 
career. Up until that point, I had been largely adopting a ‘paradigm 
of neutrality’—not in my attitudes towards literary texts, but towards 
my students, attempting to treat them all more or less identically.4 
I was aware that some had particular needs—that one or two were 
dyslexic, or suffered from anxiety attacks, or depression, or other 
specific cognitive and/or emotional issues—but I had otherwise been 

3. This is discussed in Lindsey McEwen, Glenn Strachan and Kenny Lynch, 
‘“Shock and Awe” or “Reflection and Change”: Stakeholder Perceptions of 
Transformative Learning in Higher Education,’ Learning and Teaching in Higher 
Education 5 (2010-11): 34-55, 44-6.
4. I have borrowed this term from Ofori-Dankwa and Lane, who use it to 
describe a teaching model in which instructors ‘pay little attention to cultural 
differences or similarities’ in the texts they discuss. Joseph Ofori-Dankwa 
and Robert W. Lane, ‘Four Approaches to Cultural Diversity: Implications for 
teaching at institutions of higher education,’ Teaching for Higher Education. 
5.5 (2000) 490-1. 
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attempting to be blind to difference, ignoring skin colour, ethnic 
origin, economic background, gender, age, and other factors, as 
much as possible. I now realised that this was not ideal. I was acting 
as if we had moved ‘beyond’ issues of racism, sexism, and so on: 
as if, in such an inclusive academic community, there could be no 
prejudice or hidden bias. However, this was not the case. In trying 
to ignore my students’ racial differences, I had failed to anticipate 
the ways in which K.’s racial background could potentially create 
a situation in which he might feel uncomfortable or singled out.5 
Thus, my desire to treat everyone ‘equally’ had, ironically, created 
a situation of inequality. I now realise that it is better to be mindful 
of bias and try to find strategies to acknowledge and overcome it 
than simply ignore the fact that it exists. Moreover, engaging directly 
with issues of prejudice and identity politics seems to me to be an 
important part of an education in the humanities. We need to learn 
to acknowledge and accept difference rather than trying to gloss 
over it, and we need to interrogate ourselves and try to recognise 
our own hidden biases before we can fairly begin to assess anyone 
else. 

5. Ignoring difference is increasingly coming to be seen as a damaging 
strategy in a pedagogic setting. Thea Renda Abu El-Haj writes, ‘As activists 
for racial, ethnic, language, gender, sexuality, and disability rights have argued, 
refusing to recognize difference […] does irreparable harm to students who 
are excluded from meaningful participation in learning environments as 
a consequence of the failure on the part of those institutions to own up to 
ways that educational curriculum, practices, and policies usually reflect the 
vested interests of dominant social groups.’ Thea Renda Abu El-Haj, ‘Equity, 
Difference, and Everyday Practice Taking a Relational Approach,’ Annenberg 
Institute for School Reform, January 2007. At http://www.annenberginstitute.
org. Accessed 26 November 2014. (Original italics).
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occupational fields may include: (a) agriculture and natural resources, 
(b) business support, management, and finance, (c) communications 
and design, (d) computer and information sciences, (e) construction, 
(f) consumer services, (g) education, (h) engineering, architecture, 
and science technologies, (i) health sciences, (j) manufacturing, (k) 
marketing, (l) public, legal, social, and protective services, (m) repair, 
(n) and transportation. At the high school level, CTE is sometimes 
expanded beyond "occupational education" to include family and 
consumer sciences education and courses that provide general 
labor market skills. Effective Career and Technical Education (CTE) 
programs allow students to earn dual enrollment credits, industry-
endorsed certificates, and technical endorsements while earning 
high school diplomas (Plank, DeLuca, & Estacion, 2005). Although 
the United States high school graduation rate has increased in recent 
years, differences exist by race and ethnicity, socioeconomic status, 
immigration status and state (American Institutes for Research, 
2016). The 2013 dropout rates for Asian and Caucasian 16- to 
24-year-olds were lower than their African American and Hispanic 
students. Lynch (2016) noted since the National Center for Education 
Statistics started tracking different groups of high school students in 
the late 1960s, the socioeconomic status of each pupil has impacted 
the graduation rate. Students from low-income families are 2.4 times 
more likely to drop out than middle-income students, and more than 
10 times more likely to drop out than their high-income peers.

Methods
A quantitative research method was used to gather existing 
data regarding graduation rates of CTE concentrators and non-
concentrators. Concentrators were considered students who took 
three or more CTE courses, while non-concentrators were students 
who took less than three CTE courses. The following research 
questions guided the study.

1. Is there a significant difference between the graduation rates 
of Career and Technical Education concentrators and non-
concentrator students? 

2. Is there a relationship between college enrollment and the 
completion of a Career and Technical Education (CTE) program?

This study explored (a) whether CTE concentrators were more 
likely to graduate from high school than non-concentrators and (b) 
whether more CTE concentrators continued on to postsecondary 
education than their non-concentrators counterparts. Data from a 
total of 1470 students were included in the study, of which 479 (32.8%) 
were CTE concentrators and 991 (67.2%) were non-concentrators 
from the 2013–2014 school year.  Additionally, in the 2014–2015 
school year, a total of 1455 students were selected for this analysis. 
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ARTICLE #2 Abstract
Context and Objectives.: 
This study explored the 
impact Career and Technical 
Education (CTE) had on high 
school students in Tennessee. 
Specifically, the purpose of 
this quantitative study was 
to compare graduation rates 
and college enrollment rates 
between CTE concentrators 
and non-concentrators. 

Methods: The researcher 
examined existing data from 
39 schools in West Tennessee 
from the 2013-14 and 2014–15 
years provided by districts 
CTE departments. 

Results: Results indicated that 
CTE concentrators were more 
likely to graduate high school 
and enroll in postsecondary 
education than were 
non-concentrators.

Discussion and Conclusion: 
CTE can be a significant 
component of high school 
education and is connected 
to measurable success for 
students of all backgrounds. 
Schools should consider 
expanding opportunities for 
students to gain knowledge 
directly related to their career 
interests and strengths. 

Introduction
The United States high school 
graduation rate was a record 
84% in 2016, which was the 
highest percentage since 
states adopted a new uniform 
way of calculating graduation 
rates (National Center for 
Education Statistics [NCES], 
2017). Seventy-six percent 

of black students graduated 
on time and 79% of Hispanic 
students graduated on time 
compared to 88% of white 
students and 91% of Asian/
Pacific Islander students 
(Balingit 2017). 

Although minority groups saw 
a rise in on-time graduation 
rates in 2016, gaps persist 
for low-income and minority 
students and students with 
disabilities. Semuels (2016) 
argued that inequities 
between wealthier and poorer 
districts continue to exist in 
all states across the United 
States. Kearney and Levine 
(2016) found that one-quarter 
or more of boys who started 
high school in the higher 
inequality states of Louisiana, 
Mississippi, Georgia, and the 
District Columbia failed to 
graduate in a four-year period, 
compared to 10% percent in 
Vermont, Wisconsin, North 
Dakota, and Nebraska; lower 
inequality states. Moreover, 
Layton (2014) suggested that 
it is not unusual for major cities 
to experience a higher dropout 
rate and lower graduation rate 
than states. 

Context and Objectives
This study was designed to 
examine the impact of Career 
and Technical Education (CTE) 
on CTE concentrators and 
non-concentrators. CTE refers 
to a program in which courses 
(both at the high school 
and the postsecondary sub-
baccalaureate levels) focus 
on the skills and knowledge 
required for specific jobs 
or fields of work. The 
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For the 2014-2015 sample, 641 (44.1%) were CTE concentrators 
and 815 (56.0%) were CTE non-concentrators. Graduation rates 
were determined by whether or not students obtained a high 
school diploma. College enrollment, was determined by whether 
or not students attended either a 2- or 4-year college after high 
school graduation. A number of one-way ANOVAs were utilized to 
analyze the data. The type of student (CTE concentrators or non-
concentrator served as the independent variable while graduate rate 
and college enrollment served the dependent variables). The study 
was conducted after permission was granted to obtain existing, 
secondary data from high school CTE students. All analyses were 
conducted using SPSS.

Results
For students from the 2013–2014 school year, a one-way ANOVA 
determined that concentrators (Mean [M] = 1.071) were significantly 
more likely to graduate than non-concentrators (M = 1.139). Results 
indicated a significant difference in graduation rates between 
concentrators and non-concentrators [F(1, 1,1468) = 14.694, p<.001]. 
For students from the 2014–2015 school year, a one-way ANOVA also 
determined that CTE concentrators (M = 1.055) were significantly 
more likely to graduate than were CTE non-concentrators (M = 1.151). 
Results indicated a significant difference in graduation rates between 
concentrators and non-concentrators [F(1, 1453) = 35.291, p < .001. 

Table 1: Oneway ANOVA Results for Graduation Rates by CTE Concentrators 
and Non-concentrators

For students from the 2013–2014 school year, results indicated 
that CTE concentrators (M = 1.604) were significantly more likely 
to enroll in college than were non-concentrators (M = 1.993), [F(1, 
1492) = 598.694, p< .001]. For students from the 2014–2015 school 
year, results indicated a significant difference between the groups 
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[F (1, 1464) = 378.109, p < .001]. CTE concentrators (M = 1.663) 
were significantly more likely to enroll in college than CTE non-
concentrators (M = 1.991). 

Table 2: Oneway ANOVA Results for College Enrollment by CTE 
Concentrators and Non-concentrators

Discussion
Career and Technical Education (CTE) may be the strategy needed 
for graduating more students. It is believed that practical learning 
will keep student interest for those who may otherwise be turned off 
by academic-filled class schedules. Career and Technical Education 
concentrators (students who have taken three or more CTE courses) 
are more likely to graduate from high school than their peers on 
average. CTE is eliminating vocational education that consisted of 
low-level courses, job training, and single electives and replacing it 
with academic rigor, integrated, and sequenced programs of study 
that align with and lead to postsecondary education (Brand, Valent, 
& Browning, 2013). Further, these programs provide students with 
opportunities such as critical thinking, collaboration, problem solving, 
innovation, teamwork, and communication education (Brand, 
Valent, & Browning, 2013). By providing non-duplicative progression 
of courses that align secondary education with postsecondary 
education to adequately prepare students to succeed in college, 
secondary students can participate in dual enrollment programs 
to acquire college credits; and lead to an industry-recognized 
credential or certificate at the postsecondary level, or an associate or 
baccalaureate degree (Stipanovic, Lewis, & Stringfield, 2012). Petrilli, 
and Shaw (2016) suggested that CTE students were just as likely to 
pursue a four-year degree when compared to their non-CTE peers. 
CTE concentrators are more likely to graduate high school by 18% 
to 21%.
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df n M F p

2013–2014

CTE Concentrators Graduation Rate 1 479 1.071 14.694 .000

CTE Non-Concentrators Graduation Rate 1 991 1.139

Total 1470 1.117

2014–2015

CTE Concentrators Graduation Rate 1 641 1.055 35.291 .000

CTE Non-Concentrators Graduation Rate 1 814 1.151

Total 1455 1.109

df n M F p

2013–2014

CTE Concentrators Enrollment 1 490 1.604 598.694 .000

CTE Non-Concentrators Enrollment 1 1004 1.993

Total 1494 1.865

2014–2015

CTE Concentrators Enrollment 1 644 1.663 378.109 .000

CTE Non-Concentrators Enrollment 1 822 1.991

Total 1466 1.847



38 | JADE

Loschert (2016) noted that students from low-income high schools, 
where at least 50% of students qualify for free or reduced-price 
lunch (FRPL) are less likely to enroll in postsecondary education, 
continue, and earn a degree than their more affluent peers. In fact, 
The High School Benchmarks Report: National College Progression 
Rates, an annual report from the National Student Clearinghouse® 
Research Center™ (NSCRC) stated that the school poverty level is 
one of the strongest predictors of whether students will continue 
their education after high school. Among the subgroup of low-
income schools considered as “high-poverty” high schools, where at 
least three-quarters of students qualify for FRPL, 51% of graduates 
enrolled in college immediately after high school. Students from low-
income public high schools also continue and complete college at 
lower rates than those from higher-income schools.

Effective CTE programs allow students to earn dual enrollment 
credits, industry-endorsed certificates, and technical endorsements 
while earning high school diplomas (Plank, DeLuca, & Estacion, 
2005). Dual enrollment is a core component of many CTE programs, 
ensuring students can advance along a career pathway that 
concludes in a postsecondary degree or credential (ACTE, 2014). 
Moreover, an apprenticeship is a CTE program that allows students 
to transition from high school to college and from college to the 
workplace (Bradley, 2016). CTE career pathways, bridging grades 
9 through 14 from high school to college (Visher, 2015) have the 
potential to engage more students and increase high school 
graduation rates and postsecondary success (College and Career 
Readiness and Success Center, 2013).

Historically, children within high poverty environments were often 
targeted for the then, vocational programs (Lewis & Cheng, 2006; 
Stone, 2014; Symonds, Schwartz, & Ferguson, 2011). Also, many low-
performing students were placed in low-level vocational education 
courses that did not prepare them for success in postsecondary 
education. CTE continues to be viewed by some as a low-level 
vocational education (College and Career Readiness and Success 
Center, 2013). Nevertheless, currently most Career and Technical 
Education programs are designed to hold all students to more 
rigorous standards to prepare them for postsecondary education 
and beyond. 

Careers and technical education programs offer students an 
alternative to college prep programs. Although there have been 
discussions about career and technical education and academic 
“tracking,” or the sorting of students into tiered courses based on 
past academic performance or perceived ability, CTE may offer 
another path for high school completion for non-college bound 
students. Depending on its structure, academic requirements, 
and student demographics, a career and technical program can 
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resemble an academic track in that certain types of students or 
certain educational outcomes may predominate (Edglossary, 2014). 
However, schools may be hurting student motivation by encouraging 
all students to go to college. Not every student wants to go to 
college; resembling college students, high school students should 
be allowed to change their mind as to the educational or career path 
that interest them (Richmond, 2012).

Research shows disadvantaged students have greater success 
when enrolled in CTE programs. CTE can benefit students directly 
by allowing them to earn money, both before and after graduation, 
increasing student engagement, retention, and persistence and 
directing them to postsecondary education and the pursuit of 
lifelong learning (Brown, 2003). Many factors contribute to these 
outcomes. Career and technical education programs motivate 
students to get involved in their learning by engaging them in 
problem-solving activities that lead to the construction of knowledge 
and by providing them with hands-on activities that enable them to 
apply knowledge.

Over the past few decades, learning expectations for career and 
technical education have risen significantly, largely in response to 
the increasing sophistication of modern careers that are demanding 
higher levels of education, training, and skill from the workforce 
(Edglossary, 2014). To directly address the college- and career-
readiness needs of all students, including disadvantaged or at-risk 
students, decrease the dropout rate, increase student engagement 
and address the nationwide skills gap, schools should consider 
expanding opportunities for students to gain knowledge directly 
related to their career interests and strengths. It is important to 
place more emphasis on the preparation of high school students for 
college and careers because both options will require some form of 
advanced education or skills training if students are to compete in 
today’s labor market. 

Bradley (2016) stated that South Carolina has created a pipeline for 
students to transition from high school to college and from college 
to the workplace through their Apprenticeship Carolina program. 
While adding value to the local economy, Apprenticeship Carolina 
is a program that does not have apprentices; it is an intermediary 
and an extension of the technical college system in South Carolina. 
Through this program, youth apprentices who are registered with 
the U.S. Department of Labor’s Office of Apprenticeship, work, and 
earn a wage, have the option to dual enroll in the South Carolina 
Technical College System (Bradley, 2016). Finally, Chambers (2017) 
suggested that most CTE high school programs offer early college 
credit opportunities to provide a seamless transition to post-
secondary education. 
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Conclusion
The best career and technical education program is one that gives all 
students tools to shape the future. Consistence with other findings, 
this research found several benefits to high-quality CTE programs 
such as enabling students to earn dual enrollment credits, industry-
endorsed certificates, and technical endorsements while earning 
high school diplomas (Plank, DeLuca, & Estacion, 2005). Additionally, 
Dougherty (2016) argues that CTE concentrators are 21% more likely 
to graduate than non-concentrators. Finally, more students have 
gone on to post-secondary education and attend postsecondary 
training and professional development associated with their careers 
(Fraser, 2013). 

By the time students enter high school, many are already discouraged 
by academics and choose employment to make money. Over time, 
this eventually leads to dropouts. To directly address the college- 
and career-readiness needs of all students, including disadvantaged 
or at-risk students, decrease the dropout rate, increase student 
engagement and address the nationwide skills gap, schools should 
consider expanding opportunities for students to gain knowledge 
directly related to their career interests and strengths. CTE can be a 
significant component of high school education and is connected to 
measurable success for students of all backgrounds.
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2006). Formative feedback on assessments may be provided by 
tutors, the writer themselves or via peer review.

Peer review has been demonstrated to increase student engagement 
(Willey & Gardner, 2010), increase students’ recognition of the 
benefits of learning from each other (Patton 2012) and improve 
their attitude to continuing professional development (Welsh, 2012). 
There is also some evidence of improved performance in summative 
assessment following formative peer review (Eldridge et al, 2013). 
However there are limitations in using peer assessment with novice 
students as they require significant tutor involvement (Rourke, 2012)

Formative feedback processes are embedded within all assessments 
on the BSc (Hons) Physiotherapy programme. As reflective practice 
is an integral part of autonomous practice within physiotherapy, and 
that peer review enables students to learn from their peers via the 
process of applying assessment criteria to each other's work and 
placing their own work in more context (Race 2005b) the decision 
was made to utilise formative peer review feedback for the Year 1 
professional practice reflective assignment. 

Based on the need to ensure effective development of student 
learning in relation to reflective practice, this evaluation aimed to 
explore the efficacy of peer review as a formative feedback process 
for reflective writing. This paper will describe, evaluate and discuss 
the ongoing development of peer review as a formative feedback 
process within the year 1 professional practice module as part of the 
BSc (Hons) Physiotherapy programme at Keele University.

Method 
Two cohorts of first year physiotherapy students took part in the 
evaluation. In Phase 1 students were introduced to formative and 
peer assessment, the peer review session took the form of a 1 hour 
seminar with groups of 22 students working in pairs. Students 
were reminded of information given in previous lectures on what 
constitutes reflective writing and constructive criticism. They were 
introduced to the concepts of formative and peer assessment. 
Students then worked in pairs to critique each other's work.

Students evaluated the formative feedback process by anonymous 
questionnaires using Likert scales and free text. 

Based on evaluation of Phase 1, for Phase 2 the peer review session 
was increased to a 1.5 hour workshop with smaller groups of 12 
students. In addition to the activities in Phase 1 students were given 
copies of previous (anonymised) summative submissions for the 
module; one had achieved a high mark and the other a fail mark. 
Students worked in pairs to critique these reflective pieces and 
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being the assessment for the 
module.
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feedback to enable students 
to enhance future written work 
(Wingate 2010). Formative 
assessment aims to “guide 
and accelerate students’ 
learning by providing them 
with information about the 
gap between their current 
and the desired” assessment 
performance (Wingate 2010). 
This process enables them 
to act to reduce this gap, 
improving their performance 
and facilitating self-regulated 
learning and development 
(Nicol and Macfarlane-Dick 
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to allocate a provisional mark to each reflection by application of 
the assessment marking criteria. A plenary was used to identify 
and discuss the strengths and weaknesses in each example, the 
provisional marks awarded, and any questions/queries with regards 
to interpreting the marking criteria. The students then worked 
together in pairs to critique each other's work, before identifying 
explicit action points to develop and enhance their own reflections. 

The evaluation was repeated and compared with Phase 1, and both 
years summative assessment results were compared with previous 
cohorts

Results
Phase 1

From ‘free text’ comments (x 35 responses) students liked the clarity 
in structure, format and content of the session and had a greater 
understanding of the difference between reportive and reflective 
writing. They felt they had more understanding of how to improve 
their reflections and highlighted the value of the tutor support 
within the session. However the tutors noted that most students 
had insufficient knowledge of critical reflection to give constructive 
feedback to their peers, meaning that tutors were actively involved 
in providing feedback rather than taking a more facilitatory role in 
the session.  

Likert Scale responses (Phase 1 N=68) indicated that students 
considered the session useful or very useful in clarifying the 
requirements of the assignment (81%), identifying how to improve 
their work (75%) and the process of reflection (59%) (See Tables 
1–3). The summative assignment results showed that this positive 
feedback was reflected in an increase in number of students passing 
(from 84% to 90%) and an increase in cohort mean mark. 

Based upon the session feedback, an action plan was formulated. 
Nicol & MacFarlane-Dick (2006) argue that peer review needs 
defined criteria and standards, and students need to identify 
their own action points at the end of the session so as to better 
understand how to move on from their current performance level. 
The plan was to introduce the use of exemplars of previous student 
performance to provide more guidance to students regarding 
what constitutes effective critical reflection to help mediate lack of 
students’ knowledge and understanding (Nicol & MacFarlane-Dick, 
2006). Tutor contact time would be increased (longer session and 
smaller groups), students would formulate individual action plans at 
the end of the session.

CAROLE WATKINS & VALERIE BALL

Phase 2 

Students reported in ‘free text’ comments (x 42 responses) that they 
liked the clarity provided in understanding the expectations of the 
assignment and how to improve on their current level of performance. 
They valued the process of reading, critiquing and marking previous 
submissions and felt that they had gained a better understanding of 
what was required to achieve a successful submission. Reading these 
previous submissions was also identified as beneficial by making 
the students focus more on the differences between reportive and 
reflective writing, with several students reporting that they now felt 
more able to identify changes required to achieve a more reflective 
submission. However students still expressed concerns about peer 
review being sufficient to identify problems with their work due to 
student inexperience in reviewing assessments, and some students 
requested tutor feedback on their work as well ‘to make sure peer 
review is correct’. Some students also suggested than an additional 
mid-range summative example might help in differentiating the 
quality of a successful submission, and that being able to review the 
summative examples prior to the session might be beneficial. 

The Likert scale responses showed improvement in all areas as 
students found the session useful or very useful in clarifying the 
remit of the assignment (89%), identifying how to improve their 
reflections (85%) and facilitating more thought about the process 
of reflection (84%) (See Tables 1–3). A review of the summative 
assignment results showed that this positive feedback was reflected 
in a further increase in pass rate (91.5%) and cohort mean mark.

Discussion 
There appear to be significant barriers to these physiotherapy 
students being able to effectively reflect; there is a dearth of literature 
on the barriers to reflective writing in first year undergraduate health 
students demonstrating a need for further research in this area. 
A previous study (Wong-Wylie, 2007) suggests that discussing 
reflections may be enhanced by discussion with peers but may also 
be inhibited by non-reflective students in the group. Anecdotally 
all the participating lecturers supported the notion that students in 
their first year struggle with the concept of reflection as a higher 
order critical skill, suggesting that having recently been in further 
education where fact based learning predominates may be a factor in 
this gap. The authors, while accepting these limitations, are keen for 
reflection to remain in the curriculum in year one of the programme 
and suggest using a reflective template or reflective journal guide 
to aid reflection as they have been demonstrated to promote the 
reflective learning process (Kennison 2012, Constantinou and Kuys 
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2013). Indeed if we are to promote using reflective practice for 
lifelong professional development (CSP 2015, HCPC 2012), we need 
to promote reflection from the beginning of the course; using writing 
reflective accounts to promote deeper learning (Shepherd 2010) in 
class, and on placement to nurture student’s confidence to clinically 
reason (Roche and Coote 2008).

Race (2005b) identifies that feedback is a key factor underpinning 
successful learning and should both help the learner make sense of 
their work and enable them to believe they can achieve the intended 
learning outcomes of their assignment. He argues that the added 
benefit of peer review is the chance to review and apply assessment 
criteria to examples of work other than their own (some better, some 
not as good) enabling the learner to place their own work in context. 
By providing feedback by involving students in each other’s work 
also acts to generate deeper thinking than simply receiving feedback 
(Race 2005b). However evaluation from Phase 1 suggested that 
most students had lacked sufficient knowledge of critical reflection 
to be able to provide constructive feedback to their peers without 
significant tutor support. Boud (1986, cited in Nicol and Macfarlane-
Dick 2006) emphasises that self and peer assessment skills require 
students to not only be able to apply standards/criteria to work but 
also be able to make judgements about how work relates to these 
standards. Orsmond et al (2002) argue that the use of ‘exemplars’ 
of performance is a powerful means of clarifying what is required 
within assignments as they provide a defined standard against 
which students can compare their own work. The Phase 2 evaluation 
clearly identified that the addition of the exemplars had not only 
provided students with more knowledge and understanding about 
critical as opposed to reportive writing but had also facilitated 
more understanding of what was required to successfully pass 
the assignment. The process of reading, critiquing, marking and 
discussing these exemplars may have facilitated a more guided 
and objective understanding of expectations, which could then be 
applied to their own and their peers work. This also enabled a change 
of tutor role from ‘expert marker’ in Phase 1 to ‘facilitator’ in Phase 
2; able to help the students develop their understanding/correct 
misunderstandings, but no longer the only source of information and 
guidance. 

Some students in Phase 2 suggested the addition of mid-range 
summative exemplars. Whilst it could be argued that a this would 
benefit strategic learners i.e. those wanting to do the minimum to 
achieve a pass, it could be argued that a mid-range exemplar would 
enable students to more effectively perceive the gaps between poor, 
average and strong academic performance within the assignment. 
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Rushton (2005) and Nicol and Macfarlane-Dick (2006) both 
emphasise that feedback is only effective if it helps students close 
the gap between actual and desired performance. Whilst the use 
of exemplars is one strategy, this is likely to be insufficient without 
students understanding what further actions are required on enhance 
the quality and relevance of their work. One way to facilitate this gap 
closure is to encourage students to identify actions and strategies to 
improve their work (Hounsell 2004, cited in Nicol and Macfarlane-
Dick 2006). The addition in Phase 2 of developing explicit action 
points in the session meant that students had specific actions to 
address which were the end result of a logical process of review 
and critique and so would hopefully be more meaningful for each 
individual.

However, despite peer review having a high efficiency and learning 
payoff (Race 2005b) the ongoing desire by some students for tutor 
feedback for ‘reassurance’ was interesting. Race (2005a) expanding 
on work by Miller and Parlett (1974), suggest that some students 
may be cue-seekers who work hard to determine exactly what is 
required for assessments; that others may be cue-conscious and 
pay attention to ‘tips’ about assessments; and others cue-deaf 
and taking no notice of any ‘cues’ given. Whilst Phase 2 would 
still not benefit cue-deaf students, it may be that it satisfied the 
needs of cue-conscious students, whilst some cue-seekers still felt 
they needed tutor input to align their work most effectively to the 
assignment remit. Cue-seekers are likely to be the most demanding 
of highly critical constructive feedback (Race 2005a), and it may 
be that the emphasis on peer or ‘non-expert’ feedback will never 
provide enough assurance for some.

Finally, the process of peer review formative assessment for 
reflective writing has to be evaluated when the literature largely 
supports the process in fact based assignments (Willey and Gardner 
2010, Eldridge et al, 2013). In the ‘soft’ skills of reflection where there 
are no right and wrong answers the evidence is less supportive. 
Although peer assessment has been demonstrated in this article to 
promote ownership of the learning process, Patton (2012) found that 
students were less convinced of its pedagogical worth perceiving it 
to be a way of reducing tutors workload. However, for year one work 
we argue that tutor support is integral to prevent misconceptions 
being promoted by peers and carried forward to the summative 
assessment (Rourke, 2012)

Conclusions 
This paper has described and explored the use and ongoing 
development of peer review as a formative feedback process for 
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reflective writing within the BSc (Hons) physiotherapy programme 
at Keele University. This research suggests that peer review can 
be a successful approach to providing formative feedback within 
reflective writing, but that a number of pedagogic strategies need 
to be in place to ensure that the learning process is meaningful to 
students and achieves the aim of enabling students to recognise the 
strengths/weaknesses in their reflective writing and understand how 
to develop their work.

The process may be developed by providing a mid-range exemplar 
given that students were able to identify poor and very good 
writing but felt less able to identify mid-range (satisfactory pass) 
requirements. Consideration will also be given to providing these 
exemplars in advance of the session so that students can gain initial 
impressions which can then be discussed in the session. Clarification 
about use of peer review at the outset may enable students to 
understand more explicitly why peer review and not tutor review is 
being used as the formative assessment process. Finally, given the 
need for students to be able to close the gap between actual and 
desired performance, the intention is to revisit the actions identified 
and check students’ ability to follow through on these actions and 
amend their work appropriately to meet the needs of the assessment.
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Tables 1–3: Comparison of Likert Scale data generated 
from Phases 1 & 2
Students were asked to respond to three questions with a Likert 
rating of 1–5, with 5 being the most positive score (Phase 1 N=68; 
Phase 2 N=64)

Table 1

Table 2
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and Road initiative which encourages collaboration between Chinese 
and foreign HE institutions (Wu, 2018). China is currently the largest 
exporter of international students with 15.2% of all students enrolled 
in HE outside their home country (Chen, 2016) and, according to 
Jacob et al. (2017), there is a growing trend for Chinese students to 
study in western countries like the UK, USA, Australia and Canada. 
Indeed, today 55% of Chinese students studying in the UK start their 
studies in a TNE program (UKCISA, 2018).

In the academic year 2015–16, the number of students studying for 
a UK HE qualification outside of the UK reached 701,010 with 65,199 
being in China (UUK, 2016). Thus, the number of Chinese students 
studying for a UK qualification in China increased 14.5% from the 
previous year, and over 80% over the past five years. This makes 
China the fastest growing host country of UK TNE, with 275 approved 
joint programmes and institutes (HESA, 2018b) possibly because the 
UK is the favoured overseas partners for Chinese universities wishing 
to deliver undergraduate TNE programmes (Wilkins, 2016).

A useful working definition of TNE proposed by Blight et al. (1999) 
is “…the provision of a HE degree programme leading to a UK 
qualification for students based in a country other than the one in 
which the awarding institution is located”. As such, TNE may take 
many forms including branch campuses, distance learning, online 
provision, joint and dual degree programme, short courses, or mixed 
models (Hussain, 2007).

TNE has the potential to confer advantages on the sojourner students 
such as, improved intercultural competences and an openness to 
cultural diversity, language proficiency, and personal development 
(Hayden et al., 2003; Morshidi, 2006; Naidoo, 2015; Sirat, 2005). TNE 
may, however, also benefit others including the domestic students, 
the teaching staff, the universities, and even countries and their 
governments (Adam, 2001; McBurnie and Pollock, 2000; McBurnie 
and Ziguras, 2001 and 2006). Indeed, according to Universities UK 
International (UUKI), TNE is now an important component of the 
UK government’s education export strategy and some 82% of UK 
universities now offer TNE with two thirds being at undergraduate 
level and the balance being postgraduate (Boe, 2018). 

In order that TNE provision be properly managed and promoted, 
various authorities on the subject (e.g. Knight, 2015; Tarrant et 
al., 2014; Soria and Troisi, 2014; Altbach, 2015) have recognised a 
need to understand student motivations and expectations. These 
motivations and expectations are summarised in Table 1. Although 
the motives to study abroad may vary from one student to another 
(DuFon and Churchill, 2006) key motivations include the perceived 
high quality of overseas education (Hernández, 2010a), and a desire 
to improve inter-cultural competence (Chirkov et al., 2008; DuFon 
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ARTICLE #4 Abstract
Universities around the 
world are providing 
increased opportunities for 
students to participate in 
international education. It 
is important, however, that 
both the recipient and source 
universities understand the 
motivations and expectations 
of students wishing to study 
abroad in order that they 
may design Trans-National 
Education (TNE) programmes 
that meet the needs of 
the students as well as to 
inform their promotional 
and marketing activities. 
The difficulty, however, is 
that student motivations 
and expectations can and 
do develop and change over 
time and so it is necessary to 
conduct regular research in 
order to ensure that decision 
makers are aware of the latest 
trends. The purpose of this 
paper, therefore, is to report 
the findings of a contemporary 
study that sought to generate 
insight into students’ 
motivations and expectations 
relating to study abroad. The 
study is based on a survey of 
Chinese students registered on 
a TNE programme operated 
by a UK university and a 
Chinese partner university. 
While this study is limited by 
sample size and restricted 
to only one TNE programme 
involving a Chinese partner, 
the findings do provide 
insights into the motivations 
and expectations of students 
currently engaged in TNE. 
The findings indicate that 
experience with other cultures 
and a desire to broaden 

horizons were the primary 
motivations for the students 
to consider study abroad 
while the main expectations 
were that they would develop 
their personal and practical 
skills. The findings confirm the 
importance of the intercultural 
aspects of TNE programmes 
and may be used by university 
administrators and policy 
makers to assist in the design 
of courses and promotional 
campaigns.

Content and Objectives
Since the 1970s, the number 
of students studying abroad 
has increased considerably 
worldwide (Altbach et al., 
2009). In 2017, approximately 
five million HE students were 
enrolled in studies outside 
their home country (ICEF, 
2017). The Organisation for 
Economic Co-operation 
and Development (OECD) 
has estimated that the total 
number of international 
students will reach eight 
million by 2025 (Mok et al., 
2017).

In the UK, official figures 
(HESA, 2018a) reveal that 
442,375 students, some 19% of 
the total number of students 
studying in UK universities in 
2016–17, were international. 
Chinese students account 
for almost a third of the non-
EU international students 
attending UK universities. The 
trend for Chinese students to 
study abroad has developed 
over several decades but 
recently received fresh 
impetus when the Chinese 
government adopted the Belt 
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and Churchill, 2006; Allen and Herron, 2003) while key expectations 
are personal growth and development, including self-confidence 
(Anderson et al., 2006), adaptability and flexibility (Wilkinson, 1998), 
and the attainment of practical skills and abilities, for example, 
foreign language proficiency (Presley et al., 2010).

Table 1: Motivations and expectations of study abroad

TIANTIAN LIU, KEITH WALLEY,
PAUL ADKINS, GEOFF PUGH, SANDRA TURNER, & FENG TAN 

(Table 1 continued)

Student expectations regarding studying abroad are often closely 
linked to their motivations and the expected benefits and learning 
outcomes. These expectations not only influence the decision to 
study abroad but also the choice of destination and post-study 
evaluations of their experience abroad as well as the TNE programme 
with which the students engage (Kim and Goldstein, 2005).

Knowledge and understanding of motivations and expectations is 
key to operating successful TNE programmes. However, motivations 
and expectations are dynamic and change over time, which means 
that there is a need for regular and ongoing research in this area. 
Thus, the aim of the research underpinning this paper was to generate 
data and contemporary insight into the motives and expectations of 
a group of students engaged in a TNE programme offered by a UK 
university and a partner institution in China.

Methodology
The study reported here was part of a larger project based on 
students enrolled in the TNE programme operated by Harper Adams 
University (HAU) and Beijing University of Agriculture (BUA). This 
TNE collaboration is based on a 3+1 model, with three years delivered 
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Categories Factors Sources

Motivations

Academic High quality of overseas education Hernández, 2010b; Morshidi, 2006

Desire to improve global competence Chirkov et al., 2008

Cultural experiences Desire for understanding foreign culture DuFon and Churchill, 2006

Interest in different cultures Miller-Idriss and Hanauer, 2011

Travel to other countries Wilkins and Huisman, 2012

Experience something new Allen and Herron, 2003

Personal growth Personal development Kauffmann, 1992

Environment conditions Freed, 1990

Career development Broader career opportunities Isabelli-García, 2006

Future job prospects Chirkov et al., 2007

Entertainment Personal pleasure DuFon and Churchill, 2006

Language skills Language acquisition Van der Wende, 2003

Developing English language skills Dwyer, 2004

Expectations

Personal growth 
and development

Self-confidence Anderson et al., 2006

Adaptability and flexibility Wilkinson, 1998

Creativity Martin, et al., 1995

Independence McLeod and Wainwright, 2009

Responsibility Burns et al., 2018

Crisis and resource management Salisbury et al., 2009

Patience Petzold and Moog, 2018

Enthusiasm Burney et al., 2017

Initiative Schmidt and Pardo, 2017

Perseverance Suutari and Brewster, 2003

Increased cultural tolerance Dwyer, 2004

Categories Factors Sources

Expectations

Practical skills and 
abilities

Foreign language proficiency Presley et al., 2010; Anderson, 
2007

Time management McKeown, 2009

Enhanced employment opportunities Anderson, 2007

Capability to handle stress and difficult 
situations

Carlson, 1990

Capacity to learn quickly in new 
situations

Cushner and Karim, 2004

Appreciation of differences and cultures Engle and Engle, 2003

Increased understanding of global, 
economic, and political matters

Badstbner and Ecke, 2009

Advanced knowledge and skills DeKeyser, 2007

Problem-solving skill Williams, 2005

Improve career prospects Anderson, 2007

Educational achievement Salisbury et al., 2009
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in China and the final year delivered in the UK (Walley et al., 2017). 
Ethical approval was obtained from the HAU Ethics Committee prior 
to data collection.

The survey questions were developed from the literature on student 
motivations and expectations regarding study abroad and presented 
to the students in English. Prior to use, the research instrument was 
pilot tested and the data used to test for validity, reliability and 
normality. Content validity was determined by the comprehensive 
literature review and face validity via the questionnaire being piloted 
with a group of academics with substantial international experience.

The fieldwork took place in September 2016 with a total of 72 
students who had just arrived in the UK to complete the final year 
of their TNE programme. The questionnaire was presented to the 
students in an online format (Google Forms) and the purpose of 
the study was made clear at the outset. Participants were asked to 
indicate their motivations and expectations with regard to a range of 
statements using five-point Likert-scales with a sixth point for Don’t 
Know responses.

Analysis of the data was undertaken with SPSS version 24. The 
completed questionnaires were examined and those with missing 
values excluded from the analysis. In total there were 60 (83.3%) 
fully completed questionnaires used for the subsequent analysis. 
Cronbach’s Alpha (CA) model of reliability was used to measure 
internal consistency. All the data had CA scores of 0.7 or above and 
so internal consistency was deemed to be good (Bonett and Wright, 
2015).

The sample comprised 36 females and 24 males with a mean age 
of 21. It is believed that this profile is typical of Chinese students 
registered on undergraduate TNE programmes in the UK (CCG, 2016; 
Bolton, 2018). According to CCG (2016), there were 60% female 
compared with 40% male Chinese undergraduate students enrolled 
in UK TNE 2015/16, with an average age of 21.

Results 
The data relating to motivations for studying abroad are shown 
in Table 2. The most important motives for studying abroad were 
“I wanted to broaden my horizons” and “I wanted to experience 
different cultures”, followed by the desire “to improve my foreign 
language skills” and “improve the chances of getting a good job”. 
The statements with which the respondents agreed the least were “I 
particularly wanted to study in the UK”, “I particularly wanted to study 
at an institution with an international reputation”, and “I thought 
that my preferred course is better quality in foreign countries”. The 

TIANTIAN LIU, KEITH WALLEY,
PAUL ADKINS, GEOFF PUGH, SANDRA TURNER, & FENG TAN 

ratings confirm the importance of cultural experience in the study 
abroad decision-making process which indicate that non-academic 
reasons are primary motives driving Chinese students to study 
abroad. Moreover, it appears that the international students from this 
study consider course type or subject area first, institution second 
and country third. These results suggest that they may not have a 
particular overseas study destination or particular institution in mind 
before they make the decision to study abroad.

Table 2: Motivation; Reasons for study abroad

The data relating to expectations of study abroad are shown in Table 
3. According to Table 3, participants expected to develop a variety 
of personal traits ranging from social development to emotional 
development. The expectation was highest for “problem-solving 
ability”, followed by “control over my own actions”. The lowest ratings 
were for “willingness to take risks” and “developing a social network”. 
It is interesting to note that the mean value of all the variables is 
more than three (on a five-point scale) which indicates the perceived 
importance of all the factors measured.

In terms of practical skills, the respondents indicated that those 
they most expected to develop while on the TNE programme were 
“advanced knowledge and skills” and “foreign languages”. The least 
useful practical skill that they expected to develop was “knowledge 
of different cultures”. However, all the practical skills listed in the 
survey scored more than three which, again, suggests that the 
students perceive them all to be important. 
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Variable Frequency Percentage

1. Broaden my horizons 43 71.7%

2. Experience different cultures 43 71.7%

3. Improve my foreign language skills 39 65.0%

4. Improve the chances of getting a good job 36 60.0%

5. Better English for better employment opportunities 24 40.0%

6. Become more independent 18 30.0%

7. A better-quality education than offered in my home country 17 28.3%

8. Make a change in my life 16 26.7%

9. My preferred course is better quality in foreign countries 14 23.3%

10. Study at an institution with an international reputation 14 23.3%

11. Study in the UK 12 20.0%
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It is apparent that in this study most of the expectations rated more 
highly by the students were a direct reflection of the factors that 
motivate them to choose to study abroad in the first place. This 
then appears to confirm the relationship between motivations and 
expectations identified in the literature.

Table 3: Expectations; Personal traits

Discussion
While the machinations of validation panels may well imply that the 
main reason that students from overseas wish to study in the UK 
is for the UK qualification, and the oft-repeated mantra of the Vice 
Chancellors is that they are here because of institutional reputation, 
this study suggests that other, student-centered factors are at play. 
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Table 3: Expectations; Practical skills

Indeed, the findings of this study suggest that the most important 
motivations for Chinese students to study in the UK are a desire for 
cultural experience and a broadened perspective. These findings are 
not out of line with the findings of previous studies. For instance, an 
investigation of TNE provision in France by Allen and Herron (2003) 
found that the most frequently reported reasons for participating 
in study abroad were all culturally related. They found that students 
considered motives such as meeting people from a different culture 
and getting to know the foreign country are the most important 
motives for study abroad participation, while receiving an education 
or earning an overseas degree were considered less important.  

As a result, in designing and promoting TNE programmes, university 
administrators and policy makers are advised to stress the 
intercultural aspects of their courses and demonstrate what the TNE 
programme can offer in terms of cultural experiences and field trip 
opportunities, in addition to the academic content.

Furthermore, while clearly prioritised, the findings of this 
study actually suggest that the main expectations of overseas 
education are that it involves personal, academic and professional 
development. Participants reported the main expectation of joining 
a TNE programme is to enhance their problem-solving ability and 
gain advanced knowledge and skills. This is probably because these 
skills are highly valued by employers in today’s globalized workplace. 
Indeed, DeKeyser (2007) suggests that advanced knowledge 
and skills will enable students to see the ways in which theory 
can be applied in practice while Williams (2005) concluded that 
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Variable Not useful 
at all

Slightly 
useful

Moderately 
useful

Very 
useful

Extremely 
useful

Don’t 
know

Mean

1. Advanced knowledge
   and skills

1 3 8 20 28 0 4.18

1.7% 5% 13.3% 33.3% 46.7% 0

2. Foreign languages 2 4 5 24 25 0 4.10

3.3% 6.7% 8.3% 40% 41.7% 0

3. Broadened mind 2 4 9 13 31 1 4.07

3.3% 6.7% 15% 21.7% 51.7% 1.7%

4. Widened social network 1 5 12 19 23 0 3.97

1.7% 8.3% 20% 31.7% 38.3% 0

5. Knowledge of different
   cultures

2 3 13 21 20 1 3.85

3.3% 5% 21.7% 35% 33.3% 1.7%

Variable No 
influence

Slight 
influence

Moderate 
influence

Strong 
influence

Very strong 
influence

Don't 
know

Mean

1. Problem-solving ability 1 4 9 20 26 0 4.10

1.7% 6.7% 15% 33.3% 43.3% 0

2. Control over my own
    actions

2 3 9 23 23 0 4.03

3.3% 5% 15% 38.3% 38.3% 0

3. Independence 1 5 4 21 26 3 3.95

1.7% 8.3% 6.7% 35% 43.3% 5%

4. Decision-making 3 2 9 24 21 1 3.92

5% 3.3% 15% 40% 30% 1.7%

5. Confidence 1 5 12 25 17 0 3.87

1.7% 8.3% 20% 41.7% 28.3% 0

6. Determination 1 3 18 21 17 0 3.83

1.7% 5% 30% 35% 28.3% 0

7. Flexibility 2 3 16 25 14 0 3.77

3.3% 5% 26.7% 41.7% 23.3% 0

8. Creativity 2 6 18 17 16 1 3.60

3.3% 10% 30% 28.3% 26.7% 1.7%

9. Develop a social network 1 14 19 11 15 0 3.42

1.7% 23.3% 31.7% 18.3% 25% 0

10. Willingness to take risks 4 9 15 21 10 1 3.35

6.7% 15% 25% 35% 16.7% 1.7%
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problem-solving skills are an important personal quality, which will 
improve productivity and give a competitive edge in the job market. 
The findings of this study also concur with Anderson’s (2007) 
research on study abroad choice, expectations and experiences, 
which suggests that educational achievement, social environment, 
personal growth, cultural exposure and language development are 
what students expect when studying abroad. In particular, students 
deciding to study abroad largely expect to improve their career 
prospects. Consequently, university administrators should not 
forget that students expect TNE programmes to improve their job 
prospects and so it is important to both the students and the future 
success of TNE programmes themselves that these student priorities 
are included within the design of such programmes.

Conclusion
The fact that this study was based on just one TNE programme 
operated by a UK university and a Chinese partner means that the 
findings cannot be generalized to all TNE programmes. However, 
the TNE programme at the centre of this study is not untypical, 
especially in terms of undergraduate TNE programmes with Chinese 
partners, and so the findings do appear useful. 

The goal of this study was to explore Chinese students’ motivations 
and expectations of study abroad. The respondents in this study 
expressed clear expectations regarding personal development with 
respect to educational, social, and professional matters as well as 
a desire to better understand culture. The findings from this study 
also suggest that students prioritize factors with cross-cultural 
experience the most important factor and destination country the 
least important factor.

These findings have clear implications for UK HE institutions. It is 
readily apparent that universities do need to understand international 
students’ motivations and expectations. This is imperative if they 
are to design, promote and manage effective TNE programmes 
that will deliver genuine value to the students. Learning outcomes 
should concentrate on personal development and gaining advanced 
knowledge and skills and promotion of the TNE programmes should 
also focus on these factors.

While these findings clearly confirm that non-academic factors are 
very important motivators for study abroad, the fact that quality 
of education and institutional reputation are lower in the list is 
somewhat unexpected given the efforts that UK universities put 
into promoting these factors and the actual recruitment of overseas 
students. While the discrepancy might be explained in terms of 
quality of education and institutional reputation being promoted to 
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a different audience (e.g. other Vice Chancellors or researchers) or 
possibly that these factors will mean more to students when they 
become alumni, there is also the possibility that their importance is 
underestimated because of the communicative research techniques 
used in this study, Subsequently, it would seem appropriate that 
further research be undertaken into students’ motivations and 
expectations regarding study abroad and that these studies use 
a different methodology to that used here as well as embracing a 
larger sample of TNE programmes.
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UK. They are forward looking and encompass a range of existing 
and upcoming sectors. It was also important that the research 
focused upon the national picture and then related other sources 
to this. Keele serves a national market, so its potential higher-level 
apprenticeship and CPD provision needs to respond to both national 
and local skills needs.  

This provision would need to be demand-led and procured through 
employer partners. This would necessitate different and flexible 
models of delivery that would have the capacity to resolve any 
issues of distance. 

Each of the four Grand Challenges were considered in their 
own section of the final report. The sections included: 1) A brief 
introduction to the 'Grand Challenge' to give an idea of its scope, 
2) An overview of the sectors which would be/are able to respond 
to the 'Grand Challenge', 3) An overview of the skills that will be 
needed to respond to the 'Grand Challenge'. The next section then 
considered what the local skills needs are, including an indication 
of how local priority growth sectors link to the 'Grand Challenges’. 
The local areas considered were: Stoke-on-Trent and Staffordshire, 
Cheshire and Warrington and The Marches (including Shropshire, 
Telford and Wrekin, and Herefordshire). Finally, the report made 
some recommendations upon how to develop future provision that 
would respond to existing skills gaps as well as some opportunity 
areas relating to current Keele University provision. 

Because the research focused upon sector needs relating to the 
four 'Grand Challenges', it is possible that other more niche skills 
needs were missed. In the same vein, not all professions that see 
opportunities and growth moving forward were considered. Further 
research would therefore need to look specifically at local and 
national employment trends and growth in niche sectors. There is 
also variation in the extent to which sectors understand future skills 
needs and thus, the depth to which they are able to conceptualise 
them. Due to this and other dependencies in the predictions, the 
skills needs should be periodically reviewed in line with technological 
development and market sectoral change.  

Research Context 
Skills Needs: National Context

The Industrial Strategy (2017) asserts that modern society needs to 
be built on the firm foundations of ‘the skills of its workers, the quality 
of the infrastructure, and a fair and predictable business environment’ 
(p.4). It sets four ‘Grand Challenges’ for government and the wider 
economy as: 1) artificial intelligence and data revolution, 2) clean 
growth, 3) the future of mobility, and 4) an ageing society (Ibid., 
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ARTICLE #5 Introduction
Between January and March 
2018, research was carried 
out by a team from the 
Directorate of Research, 
Innovation and Engagement 
at Keele University into 
Higher Level Skills needs both 
nationally and in Staffordshire 
and the surrounding area. 
It was planned that this 
research would be used to 
inform the development of 
future higher-level apprentice 
provision, standard degrees 
and continuing professional 
development (CPD) 
opportunities by the university. 

This research paper gives 
an overview of the research 
process and an insight into 
some of its findings. It will 
provide a methodology for 
the research, discussion of the 
local and national higher skills 
needs picture and an overview 
of skills needs relating to 
government National Strategy 
areas of focus. 

This insight into the research 
process may be useful to other 
Further Education and Higher 
Education providers that are 
looking to expand their course 
provision in response to local 
and national skills needs. The 
paper will also be relevant to 
HE and FE careers advice and 
support professionals and 
lecturers that help students 
to make decisions about their 
future careers.  

1. Higher Education Funding Council for England (closed at the end of 
March 2018 with many functions continued by the Office for Students, the 
new regulator of higher education in England, and Research England, the 
new council within UK Research and Innovation). 

Research Project 
Methodology
The first stage of the research 
was to complete a literature 
review. This included reading 
through the government's 
recently published 'Industrial 
Strategy' (2017), sector 
specific reports and relevant 
local policy documents 
and reports. These gave a 
picture of recruitment trends, 
existing businesses and future 
opportunities as well as skills 
needs. The literature review 
also involved reading through 
information on degree level 
apprenticeships from HEFCE1 
and looking at examples of the 
new apprenticeship standards 
from level four upwards. This 
gave the research team an 
up-to-date knowledge of 
issues surrounding higher 
level apprenticeships, skills 
needs, the government's 
'Industrial Strategy' and the 
economic growth plans of 
Local Enterprise Partnerships 
(LEPs). 

After the literature review, 
it was decided that the final 
report would focus upon 
the four 'Grand Challenges' 
that were identified by the 
'Industrial Strategy' (2017): 
'AI and the Data Economy', 
'Clean Growth', 'The Future 
of Mobility' and 'An Ageing 
Society'. The four Grand 
Challenges were selected as a 
framing device because these 
presented significant areas 
of economic growth for the 
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p.10), where ‘Britain can lead the global technological revolution’ 
supported by government and commercial investment (Ibid., p.30). 

Business, academia and civil society are invited to collaborate on 
the innovation and development of new technologies and industries 
in ‘areas of strategic importance to our country’ (Ibid., p.23). In its 
Industrial Strategy Challenge Fund2, funding has been allocated to 6 
key areas to drive progress and innovation for creating opportunities 
for businesses and sectors across the UK. The fund is part of the 
government’s £4.7 billion increase in research and development over 
four years and the six key areas are:

• healthcare and medicine

• robotics and artificial intelligence

• batteries for clean and flexible energy storage

• self-driving vehicles

• manufacturing and materials of the future

• satellites and space technology

To achieve this ambition and to position Britain as a world leader, 
existing and emerging sectors of the economy will require new skills 
and roles fit for the future. In its Strategy, the government set out 
its commitment to developing vocational skills, with a high value 
placed on apprenticeships for extending opportunity, diversifying 
participation and increasing work-place productivity. The Strategy 
explains that:

Apprenticeships are a vital UK-wide vehicle for employer investment 
in their workforce, enabling employers to develop the skills and 
behaviours that they need, as well as offering opportunities for those 
already in work and those entering it for the first time. (‘Industrial 
Strategy’, 2017, p.120)

‘Research predicts around 1.8 million new jobs will be created 
between 2014 and 2024, and 70 per cent of them will be in the 
occupations most likely to employ graduates’ (Ibid., p.101). Higher 
education institutions therefore have an important role to play in 
providing the higher-level skills required for future growth, which 
can be achieved through degree apprenticeships and collaborative 
working with local employers on specific skills needs.  

The government aims to increase the quantity and quality of 
apprenticeships and has set a target of 3 million people starting 
apprenticeships by 2020. The Apprenticeship Levy (made under 
Section 6 of the Finance Act 2016) came into force in April 2017 to 
support productivity growth by increasing investment in employee 
training. Government strategy is committed to improving the quality 

2. Published 8 May 2017.
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and reputation of technical education, ‘establishing a technical 
education system that rivals the best in the world, to stand alongside 
our world-class higher education system’ (Ibid., p.94).

Skills Needs: Local Context 

For the final report, research into the local skills needs focused on 
Keele University’s immediate market area covered by Stoke-on-Trent 
and Staffordshire, Cheshire and Warrington, and The Marches Local 
Enterprise Partnerships(LEP). For this summary report, only the 
Stoke-on-Trent and Staffordshire LEP area has been considered, 
which includes the local authority areas of Newcastle-under-
Lyme, South Staffordshire, Stafford, Staffordshire Moorlands and 
Stoke-on-Trent.

The Department for Education’s publication, 'Social Mobility - Stoke 
on Trent Opportunity Area, 2017–2020', states that ‘Stoke-on-Trent is 
leading the way in innovative practice in engineering, manufacturing 
and digital technologies and was recently recognised as one of the 
best cities in the UK to start a business’ (p.5). Science, Technology, 
Engineering and Maths (STEM) skills-related opportunities exist 
across Stoke-on-Trent, in partnership with Cheshire, in the rail, civil 
engineering and construction industries and supported through the 
Constellation Partnership3 (p.11).

Investment in the LEP area of £100m secured ‘Growth Deal’ funding, 
can facilitate the development and expansion of ‘high-value priority 
industries’, resulting in more skilled jobs in the area, ‘particularly in 
advanced manufacturing and technology, but also in logistics and 
business & professional services’ (p.29).

In its January 2016 'Skills Action Plan - Priority Sectors Evidence 
Summary', Stoke-on-Trent and Staffordshire Enterprise Partnership 
identified advanced manufacturing as having ‘the greatest growth 
potential locally’ (p.3), as follows:

• Applied Materials: exploiting opportunities in applied uses for 
polymers, ceramics, glasses and composites with local ceramic 
and metal industries such as Steelite International, Wedgwood, 
Bostik Fuchs Lubricants Michelin; 

• Auto-Aero: supply-chain opportunities emerging from global 
businesses such as JCB, Michelin, Jaguar Land Rover, Moog, and 
Zytek;

3. Ministerial backed partnership between Stoke-on-Trent and Staffordshire and 
Cheshire Local Enterprise Partnerships and their seven Local Authorities, for 
plan-led economic development including the delivery of 100,000 new homes 
and 120,000 new jobs by 2040, and related investment opportunity linked to 
government investment in High Speed 2 (HS2). http://constellationpartnership.
co.uk.
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• Medical Technologies: ‘in which Keele University and its 
Science Park are internationally recognised leaders’. Medical 
technology and healthcare companies include TRB Chemedica, 
Biocomposites, Cobra Biologics and Intelligent Orthopaedics;  

• Agri-Tech: increasing the existing ‘global focus on food security 
and the agri-plant capacity at JCB’ and nearby Harper Adams 
University;

• Energy generation:  through diversification into geothermal, 
anaerobic digestion, biomass and energy from-waste – Alstom, 
ABB, Siemens Wind Power, GE Power Conversion.

('Strategic Economic Plan Part 1 – Strategy', March 2014, p.2)

In addition, for achieving diversity in the local economy, locally 
important ‘barometer’ industries also exist and include tourism and 
leisure, digital and creative, and professional and business services, 
('Skills Action Plan - Priority Sectors Evidence Summary', January 
2016, p.4).

With an ambition to grow the Stoke-on-Trent and Staffordshire 
economy by 50 per cent over ten years, generating 50,000 new 
jobs, the LEP acknowledges the importance of developing ‘a modern 
and flexible skills offer which enables all people to accessibly up-skill 
and re-skill’ and ‘match the growing needs of Stoke-on-Trent and 
Staffordshire’s priority sectors’ (Stoke-on-Trent and Staffordshire 
Enterprise Partnership, 'Strategic Economic Plan Part 1 – Strategy', 
March 2014, p.33).

The LEP’s aim of achieving a skilled workforce includes the 
development of higher level skills through initiatives for a wider 
use of higher apprenticeships; internships and placement schemes 
for graduates in local businesses; progression pathways to raise 
aspirations of residents to go to University; and by developing career 
colleges/University Technical Colleges linked to the local priority 
sectors and a leadership & management centre at Keele University 
(Ibid., p.35).

In terms of skills gaps, the December 2016 Stoke-on-Trent and 
Staffordshire Enterprise Partnership publication entitled 'Skills 
Demand and The Labour Market', noted that ‘the Education, Human 
Health & Social Work, Manufacturing, Transportation & Storage, 
and Professional, Scientific & Technical services industrial sections 
stood out as being of significant importance to the Staffordshire & 
Stoke-on-Trent economy’ (p.4) and more than half of the skills-needs 
referenced by employers are linked to STEM subjects (p.6).  The effect 
on the area of an ageing society is expected to further strengthen 
the ‘human health and social work’ sector, with a potential increase in 
demand due to ‘low healthy life expectancies and a growing elderly 
population’ in the LEP area (Ibid.).
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Findings Overview
AI and the Data Economy

The government's 'Industrial Strategy' sees Artificial Intelligence 
(AI) as being a 'fourth industrial revolution' – one of a 'scale, speed 
and complexity that is unprecedented'. It is characterised by a 
'fusion of technologies that [… are] blurring the lines between the 
physical, digital and biological worlds' (2017, p.32). It is expected that 
it will have an impact upon nearly every UK sector. However, the 
government anticipates that six key business areas will be involved 
in the meeting of this grand challenge: cyber security, life sciences, 
construction, manufacturing, energy and agricultural technology 
(p.40).

Traditionally taught subjects related to this 'grand challenge' are: 
mathematics, computer science, ethics and linguists (p.37). The 
government plans to invest in maths, digital and technology skills 
to help with the achievement of this 'grand challenge' (p.40). To 
partially meet this challenge, the government also plan to introduce 
technology qualifications called 'T Levels' (p.102). The first post-16 T 
levels will be introduced in 2020 and will include Digital, Construction 
and Education and Childcare. 

The 'Industrial Strategy' establishes three core development areas 
that will help the UK to meet this 'grand challenge': 1) Artificial 
Intelligence and Machine learning, 2) The Data Revolution and 3) 
Digital Technologies and Investment in the Digital Infrastructure. 

The area of artificial intelligence [AI] and machine learning will be 
used as a brief example of application and skills needs. According 
to the 'Growing the Artificial Intelligence Industry in the UK' report 
(2017), AI has a range of applications which will support UK economic 
growth. Examples include: 

• Communicating with computers in natural language

• Deriving new insights from transport data

• Operating autonomous and adaptive robotic systems

• Managing supply chains

• Designing more life-like video games 

• Applied AI is already changing business practices across financial 
services, law, medicine, accounting, tax, audit, architecture, 
consulting, customer service, manufacturing and transport. (p.8)

Priority skills that will be needed within this area to meet these 
applications will include: Research and development in artificial 
intelligence and virtual reality, Development of virtual reality gaming 
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and applications, development of health tech and edutech, cyber 
security and robotics. 

Clean Growth

The government plans to make significant investments in 'Low 
Carbon technologies and efficient use of resources' which will 
revolutionise 'power, transport, heating and cooling, industrial 
process and agriculture' ('The Industrial Strategy', 2017, p.36). These 
investments plan to build upon what the government sees as strong 
'automotive, aerospace and construction industries', as well as 
the new markets of 'smart energy and the "bio-economy"' (p.43.). 
Further, the UK has 'world-leading capabilities in: 'electrical vehicle 
manufacture, offshore wind, smart energy systems, sustainable 
construction, precision agriculture and green finance' (Ibid.). 

The government has recently published its 'Clean Growth Strategy' 
(2017).  Within the report, 'clean growth' is seen as a 'duty' which is 
owed to the next generation, commenting that, 'economic growth 
has to go hand-in-hand with greater protection for our forests and 
beaches, clean air and places of outstanding natural beauty' (p.1). The 
low carbon sector is considered to have 'high value jobs, industries 
and companies' and is judged to be 'high growth and high value' 
(p.7). As of 2017, there were '430,000' jobs in low carbon businesses 
and their supply chains (Ibid.). 

A commitment to clean growth is also necessary as part of the 
actions and investments that are necessary to meet Paris Agreement 
commitments. It is estimated that '$13.5 trillion of public and private 
investment in the global energy sector alone will be required 
between 2015 and 2030 if the signatories to the Paris Agreement 
are to meet their national target' (p.8). This kind of investment brings 
with it considerable economic opportunities. 

Future investment and innovation in clean technologies is highly 
likely to bring down their costs, thus 'nurturing better products, 
processes and systems' (p.11).  To work towards achieving this, the 
government have pledged to invest '£2.5 billion […] to support low 
carbon innovation from 2015-2021' (Ibid.). A further '4.7 billion' will 
be invested into 'science, research and innovation' through the 
'Productivity Investment Fund'.  The UK is also a core member of 
'Mission Innovation' - a 'group of leading counties which aims to 
drive forward clean energy innovation on a global scale' (Ibid.). The 
'Industrial Strategy' (2017) also announced an ' Industrial Strategy 
Challenge Fund' which will promote research and innovation in areas 
such as 'Driverless Vehicles', 'Prospering from the Energy Revolution', 
'Transforming Food Production' and 'Transforming Construction' 
('Industrial Strategy', 2017, p.45-46).
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The UK low carbon economy can be considered to consist of 
activities such as: 'the design and building of low carbon power and 
heat projects, the manufacture of electric vehicles, the development 
of energy efficient products and systems for buildings, and green 
finance'. It also encompasses expertise is 'technologies such as 
'offshore wind and power electronics for low carbon vehicles and 
electric motors' ('Clean Growth Strategy', 2017, p.25). 

The Future of Mobility

The government’s 'Industrial Strategy' (2017) highlights the 
opportunity for the UK to become a ‘world leader in shaping the 
future of mobility’ through early engagement and by drawing on 
its transport innovation history, strengths in engineering, artificial 
intelligence and research and development, delivering different 
mobility solutions in future years (p.49). It identifies four early 
priorities as:

1. Establishment of a flexible regulatory framework to encourage 
new modes of transport and new business models, for example 
connected and autonomous vehicles and Smart Ticketing. This 
will be necessary to ‘support the emergence of new technologies 
and new business models’ (p.50).

2. Support for the transition from hydrocarbon to zero emission 
vehicles, with the introduction of a £400m Charging Infrastructure 
Investment Fund and publication of a government support 
strategy to ensure ‘the UK continues to be a world leader in the 
development, manufacture and use of these vehicles’ (p.50).

3. Preparation for ‘a future of new mobility services, increased 
autonomy, journey sharing and a blurring of the distinctions 
between private and public transport’. Measures include the 
planned publication of a government strategy on the Future 
of Urban Mobility, £5m investment in a 5G Testbeds and Trials 
programme (starting in 2018), and the National Infrastructure 
Commission’s launch of a future roadbuilding innovation prize 
(p.51).

4. Exploration of data for accelerating the development of new 
mobility services and more effective transport system operations. 
Continued investment in connected and autonomous vehicle 
research and development (R&D) and testbed infrastructure. 

The government’s ambition to create a ‘more reliable, less congested 
and better-connected transport network’ ('Transport Investment 
Strategy - Moving Britain Ahead', p.137) relies on the ‘emergence of 
new technologies, with smart motorways and the Digital Railway’ 
(Ibid. p.7). The operation and maintenance of a ‘more technically 
advanced and data rich infrastructure’ will necessitate different 
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skills and capabilities for the future (p.7). A proactive approach 
is therefore needed to address the wider skills shortages, with an 
estimated shortfall of more than 55,000 in transport infrastructure 
by 2020 (Ibid., p.12), and to meet the new technological challenges 
in the industry, for example, new emerging markets for Intelligent 
Mobility (Ibid., p.42). 

The 'Industrial Strategy' highlights the government’s commitment to 
improving the skills of the current and future workforce to deliver its 
ambition to become a ‘world leader in shaping the future of mobility’ 
(p.49). The 'Transport Investment Strategy – Moving Britain Ahead' 
explains the need to ‘improve technical education, training and 
qualifications, particularly in key sectors such as infrastructure, and in 
Science, Technology, Engineering and Maths (STEM) subjects’ (p.66) 
and refers to the 2016 'Transport Infrastructure Skills Strategy', which 
sets out priorities for developing industry-related skills. Government 
plans to invest an additional £406m in digital, technical and maths 
education is expected to help address the shortage of skills in these 
areas ('Industrial Strategy'. p.15). 

Since 2009, motor vehicle manufacturers’ expenditure in research 
and development has increased year on year, with a 20% growth 
between 2015 and 2016, reaching £3.4bn in 2016 ('Automotive 
Sector Deal', p.6). The ‘Automotive Sector Deal’ (2018) aims to build 
on the strengths of the UK automotive sector and further develop 
the 2009 collaborative partnership established between government 
and industry, securing joint investment and long-term commitments 
in areas including the design and development of connected and 
autonomous vehicles (CAV), the research and development of 
battery technology and accelerating the manufacture of ultra-low 
and zero emission vehicles.  New challenges facing this sector 
include: remaining competitive by adapting to changes in the way 
‘cars are built, powered and driven’; the modernisation of existing 
infrastructure to ensure accessibility in the future; and preparing for 
the impact on the sector post Brexit with a current 50% reliance on 
exports to the EU (Ibid., p.6).

Engineering accounts for a significant proportion of the overall 
UK workforce. The Office for National Statistics analysed the 
engineering sector on Engineering UK’s behalf and found that some 
‘5.66 million people worked in UK engineering enterprises in 2016’. 
This represents 18.9% of the UK’s total workforce ('Engineering UK 
2018 – State of Engineering', p.175). Demand for high-skilled jobs in 
this sector is rising due to technological advancement. 

In the Industrial Strategy, the government refers to ‘the essential 
attributes of every successful economy’ as the five foundations of 
productivity, with infrastructure being one of these (p.14). To build the 
skills needed for the future, the deal with the construction industry 
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commits the sector to adopting a new strategic approach to skills 
development, involving a government and industry collaboratively 
produced skills strategy and government ambition for a ‘a major 
upgrade to the UK’s infrastructure’ (p.13) and key infrastructure 
related priorities (p.11).

An Ageing Society

The ageing society 'Grand Challenge’ is built on forecasts which 
suggest that, ‘by 2040, one in eight people in the UK will be aged 
over 75 – an increase from one in 12 today’ (Industrial Challenge. 2017, 
p.77). With an increasing number of older citizens, Britain needs to 
create the right kind of environment to facilitate independent living 
for longer. This can be achieved with innovative practice and the 
production and facilitation of age-related products and services, for 
example:

• new technology such as smart home technologies, wearable 
devices and tech enabled health and care services (p.53)

• opportunities for older citizens to continue to contribute through 
the re-design of jobs and workplaces to better use older workers’ 
skills and experience (Ibid.)

• employer investment in career long learning for their workforce 
(p.94)

• worker flexibility to help balance work with caring responsibilities 
(p.53)

• new housing models (p.52)

• innovative savings products for retirement and retirement 
planning (Ibid)

In addition, there are increasing caring demands on those of working 
age and increased health and social care costs, which necessitate 
innovative thinking and a strategic approach. The Strategy states 
that ‘without action, an ageing population could reduce the size 
of our workforce and lead to lower productivity’ (Ibid., p.53) and 
employers will need to play a vital role by adopting new ways of 
working in relation to the retention, retraining and recruitment of 
older workers.

On 12 March 2018, a government press release'4 announced a £300m 
competitive fund through the Industrial Strategy Challenge Fund. 
This is to fund research and business development of innovations 
and new technologies, with £98 million of the fund committed 

4. 'Government Announces 300 Million for Landmark Ageing Society Grand 
Challenge', March 2018. https://www.gov.uk/government/news/government-
announces-300-million-for-landmark-ageing-society-grand-challenge. 
[Accessed on 16th March 2018].
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to a ‘healthy ageing programme’ and £210 million for making 
improvements to the diagnosis of disease and the development of 
new medical treatments and technologies through a ‘data to early 
diagnosis and precision medicine programme’. An extra £40m is 
provided for the UK Dementia Research Institute for creating a new 
research hub in partnership with University College London that will 
host 350 leading scientists and research into new treatments. 

The 'Life Sciences Sector Deal' has been developed through 
collaborative working between government and the life sciences 
sector, involving more than 25 organisations ‘across biopharma, 
medtech and diagnostics, charities and academia’ (p.6). To support 
the ambition of making the UK a ‘top tier global hub for biomedical 
and clinical research and medical innovation’, (Ibid., p.6) public and 
private investment up to £80bn could be realised for research and 
development (R&D) over next ten years. 

The pharmaceuticals manufacturing sector accounts for 22% of 
all business R&D and exists within growing global health and life 
science markets, which are predicted to grow up to 10% per year 
over the next ten years. This creates the need for skills, including 
highly skilled research and development skills, for the sector to fully 
achieve its potential and ‘maintain the UK’s position at the forefront 
of life sciences’ ('Bridging the Skills Gap in the Biopharmaceutical 
Industry - Maintaining the UK’s leading position in life sciences', 
2015, p.3). The 'Life Sciences' strategy suggests that sectors should 
collaborate on ‘a skills action plan across the NHS, commercial and 
academic sectors’, which would be based on a ‘gap analysis that 
identifies the key skill areas for future focus’ and is ‘expected to 
include clinical pharmacology, clinical trials, manufacturing, data 
science, clinical science, engineering and biosciences ('Life Sciences 
Industrial Strategy'. 2017, p.62).

Other skills relevant to this sector (‘across industry, the NHS, 
academia and regulators’) will be regulatory skills, for ‘medicines 
development, regulation and delivery to patients’ and ‘to develop 
standards for emerging technologies and methodologies’(Ibid.).

The strategy points to ‘an acute shortage of well-trained individuals’ 
with data and digital skills (Ibid., p.63).

Conclusions/Moving Forwards
To build and sustain the aspirational modern society that is discussed 
in the Industrial Strategy, with its thriving economy, prosperous 
communities and greater earning power, firm foundations are 
needed. The skills of the workers represent one of these foundations. 
What has become evident in this study is that there is a consensus 
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that up-skilling, conversion, continuing professional development 
and retraining for existing workers is critical to keep up with the data 
revolution and ensure future productivity in an ageing society. 

Apprenticeships, updating standard degrees and CPD have been 
identified as mechanisms for providing universities and employers 
with an opportunity to invest in the existing and future workforce by 
developing the required industry-specific skills in the years to come.  
Government has identified four Grand Challenges for businesses, 
academia and civil society to work together on to innovate and 
develop new technologies and industries in areas seen as strategically 
important to Britain. In considering these four Grand Challenges: 1) 
artificial intelligence and data revolution, 2) clean growth, 3) the 
future of mobility, and 4) an ageing society, it has become clear 
that future skills needs traverse all sectors – and in the case of Keele 
University, across all disciplines – particularly in relation to innovation 
and new technology, the promotion of digital and STEM skills and 
investment in AI and clean growth. 

In order for it to respond with an integrated whole systems 
approach, one of the report's recommendations was that Keele 
University could use a collaborative approach amongst faculties 
and industry to develop higher level apprenticeships, degrees and 
CPD opportunities which respond to local and national skills needs. 
This would involve being future facing by, for instance, developing 
non-tradition standard degree courses alongside industry partners 
and short CPD courses which specifically respond to a high-need 
local skills gap.  For instance, Keele Management School could 
choose to work with the Department of Geography, Geology and 
the Environment and industry partners to create a Green Finance 
master's course.
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2018 should be understood as digital natives who display an almost 
exclusive preference for digital reading (Prensky, 2001). Second, 
we must adapt and alter our teaching techniques in order to meet 
the digital native on ground that they feel comfortable as well as 
expose them to reading on paper. Our main conclusion is that we 
need to focus on our students’ development of their reading skills as 
a craft that necessitates different tools for different spaces: screen 
or typographical (paper).

The Problem
As lecturers we unwittingly adopt an assumption that everyone 
coming to study is in possession of a comprehensive set of reading 
skills (Hermida 2009). This assumption is rooted in two factors. 
First our own experience of reading shapes the way we expect 
others to read. As academics reading is staple. We spend hours 
at a time examining books and articles. Consequently we assume 
that anyone entering our world should have an equal propensity for 
reading. Second our assumption is based on othering the students, 
“us and them”. “Us” being the generation that on the whole began 
their education reading and writing; “them” being the generation 
that began their education swiping and typing. An exponential 
acceleration of technology in the past decade has seen the smart 
phone become the primary source of ICT (Ofcom 2015). With 90% 
of sixteen to twenty-four year olds owning one, it has become 
unrealistic, and regretfully short sighted, to believe that those born 
into this digital world have not experienced alterations to the way 
they read (Ofcom 2015).

The Texts
It is unfair to suggest a reading deficit among current students 
(Colgan et al 2017). They do continue to read. But the manner in 
which they read is no longer the same as past generations. A 
book, once the primary platform, is now taking a back seat to the 
different ways people, and particularly current students, read in 
their everyday lives (Jewitt 2005). While reading still takes place it 
is often a form of hyper or express reading. The volume of research 
on reading practices focuses on web-based texts or hypertexts 
rather than academic texts (Rose, 2011). Hypertexts are ubiquitous 
in our daily lives from web content to app content from mundane 
tasks to entertainment. Carusi explains 'that the reading practices 
of hypertext readers become increasingly fragmentary, that they are 
easily distracted by surface features: their response to the text is 
more general, less specific and emotionally engaged than that of 
linear readers' (2006 cit in Rose, 2011: 516). 
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ARTICLE #6 Abstract
In this paper we draw on 
our reflective experiences of 
introducing and facilitating 
reading development 
exercises in a first year 
Administrative Law module. 
We argue that students of 
2018 can be understood as 
digital natives who display an 
almost exclusive preference 
for digital reading. We build 
on the emerging literature that 
challenges the assumption that 
(law) students do not need 
support with their reading 
skills. Our main conclusion is 
that we should support our 
students’ development of their 
reading skills as a craft that 
necessitates different tools 
for different spaces: screen 
or typographical (paper). We 
propose that this entails a 
three stage approach: first, 
to have conversations with 
students about reading in 
different spaces, the particular 
nature of screen space versus 
typographical space and 
the type of texts that lend 
themselves to the digital or 
the physical environment. 
Second, to help students 
develop their skills in working 
with and take ownership of 
academic texts in paper form. 
To achieve this we will further 
develop collective effort 
reading sessions combined 
with a paper reading pack of 
the key readings that each 
student will own. And finally, 
we aim to continue to engage 
students on their platform in 
digital social technology.  

Twitter is a great example of a 
modern technology platform 

readily accessible from any 
smart phone, which provides 
its users with text-based 
information in no more detail 
than 140 or 280 characters. 
Instagram similarly focuses 
on few words, placing 
pictographic information at 
the forefront of the apparatus. 
These two prominent 
technologies are just the tip of 
the digital iceberg and many 
more exist to influence the 
way people in their everyday 
lives engage in reading. Where 
students are concerned this 
appears to affect their ability 
to deep read.

Introduction
We draw on our reflective 
experiences of introducing 
and facilitating reading 
development exercises in a 
first year administrative law 
module. A reading orientated 
module, we have begun to 
reflect on our experiences in 
the classroom with a focus 
on students’ reading skills and 
their attitudes towards reading 
academic texts. Our initial 
reflection is that over the past 
three academic years many of 
our students have begun to 
retreat from reading. This is of 
course a terrifying given the 
nature of higher education, 
and particularly law, as reading 
centric. 

In this paper we build and 
expand on research that 
challenges the assumption 
that (law) students do not 
need support with their 
reading skills (Taylor et 
al. 2001). The argument is 
twofold: first, the students of 
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The particular format or presentation of text seems to encourage an 
adapted form of processing information with a focus on immediacy 
and speed of information retrieval. The text is in flux, multi-layered 
and connected. Through its interactive nature readers make 
decisions on the depth and/or direction they take their reading. 
When revisiting a site it will invariably have changed, as sites are 
continuously updated. Rose (2011) mentions that the word reading 
may not properly capture this type of information processing. Rather 
they are swiping, scanning, and filtering; it involves split second 
decision-making and pathway selection.

But these reading skills designed for hypertexts are ineffective in the 
academic context where deep reading in crucial. To students deep 
reading may appear intimidating. A 1000 page textbook is surely 
a daunting prospect when one is used to thumbing through short, 
rapid information dispensing tweets. And if Roskos and Neuman 
(2014) are correct in their assertion that word knowledge is linked to 
reading ability then it stands to reason that hyper reading, designed 
to be accessible, is beginning to inhibit our students ability to read a 
slow burn text or article.

The Students
Prensky (2001) devised the term ‘digital native’, based on the finding 
that by the time students graduate university they will have spent 
20,000 hours watching television, 10,000 hours playing video games, 
and less than 5,000 hours reading (Prensky 2001). Importantly 
Prensky does not specify how much less than 5,000 hours reading 
takes place; it could be very much less. It is also important that 
Prensky’s initial study predated the advent of the smart phone.1  
Assuming Prensky is correct and the situation has only proliferated 
with the rise of technology, then we are predominantly dealing with 
students that while not averse to reading are certainly less practiced 
in the habit of deep reading. Speed and interactivity are crucial 
factors in how digital natives like to receive information, anything 
too slow is laborious, and anything too static is uninteresting. Their 
ability to deep read is therefore a key skill that should be supported 
as part of studying for a (law) degree.

Deep reading requires an ability that is not a matter of disposition 
but of practice (Hermida 2009). Gregor et al. (2008) make the point 
that not all digital natives have the same skill sets and as such it 
is incorrect to assume a uniform level of digital engagement; this 
means a focus should remain on traditional learning techniques akin 
to the digital immigrant.2 However if we as digital immigrants remain 

1. Had this been included the results may have been even more one-sided.
2. It is important to note that if you are born before 1980 the International 
Education Advisory Board suggests that you are a digital immigrant.
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steadfastly arrogant in the virtues of how we did things, then it is 
very likely we will alienate the digital native and encourage a divisive 
culture. Any successful learning method will be built around the 
expectation of both those teaching and those learning (Spencer and 
Seymour 2013). It therefore appears clear that when we sit down to 
design our modules we must take into consideration the manner and 
form of reading that digital natives typically engage. 

Thinking about the Way Forward: Structured Reading 
in Administrative Law
Together with Angela Rhead, a learning developer at Keele University 
who specialises in supporting and structuring students’ reading 
practices, we created three hours of dedicated structured reading 
as part of the 2017/18 administrative law module.3 In week 4 we 
converted a double lecture slot into a structured reading workshop 
led by Angela Rhead. This was coupled with a structured reading 
tutorial in week 5. Both sessions were designed to encourage 
students to reflect on their reading practices, to think about possible 
barriers to reading and most importantly to read in a group.4 The 
piece of reading we chose was a short public law judgment. We 
asked students to bring to the reading workshop a single-sided print 
out of the judgment prepared as a scroll. We brought along copies of 
a worksheet prepared by Angela Rhead that encouraged students to 
analyse the overall document structure of the judgment (date, type 
of court, name of the judge, area of public law, summary of facts and 
key rulings), the context in which it was written, and the structure, 
internal coherence and persuasiveness of the material judgment. 

We applied a reflective teaching methodology to explore our 
collaborative experiences with our students during these 3 hours of 
dedicated structured reading (Rogers, 2001). We took an inductive 
approach in order to learn more about our students’ reading practices. 
We noted down our general reflections after the sessions.5 We then 
discussed our reflections and started to explore questions about the 
reading practices of digital natives within the wider context of the 
shift towards onscreen reading, the particular nature of screen space 
and the differential reading practices that it produces. 

From our reflections we noticed two main puzzles: first, the 
majority of students did not bring along to the reading workshop 

3. For more information on Angela Rhead, see www.keele.ac.uk/
studentlearning/aboutus/angelarhead.
4. This was part of a wider effort to focus on academic and legal skills 
development. The reading bloc was followed by a lecture/tutorial combination 
on writing.
5. No reference to individual students was made.
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or the tutorial a print out of the judgment. There had been specific 
instructions to do so. And second, after we gave them a paper copy 
of the case headnote (a one page summary of the key facts and 
rulings) the majority of students were reluctant to work with the 
paper copy.

First puzzle: in our teaching we noticed that an increasing number 
of students clearly demonstrate a preference for digital or screen 
reading. This may be for various reasons: from ease of access to 
digital texts through electronic reading lists to the cost of printing 
for students as well as for the environment. We have also observed 
a significant move from students reading on laptops to exclusively 
using smartphones as a one-stop shop device for researching, 
reading and note taking. 

Long academic texts, judgments, articles or books are designed 
with paper in mind. Rose (2011) focuses on the experiences of screen 
reading texts designed for paper.  E-books and .pdf documents’ 
page structures are experienced as inhibitive and irritating. The page 
that is so functional and integral to the experience of typographical 
space, on screen breaks up the text and disrupts the flow.

Rose (2011) also finds that focus or getting in focus is straightforward 
when reading paper texts. But when reading digitally focus is 
a continual effort. There are a number of things that divert our 
attention. For instance digital reading requires us to swipe or scroll, 
so part of our brain function is diverted to co-ordination. Moreover 
the reader has to locate the change of the line after the scrolling of 
the page (Rose, 2011).6 Other research has suggested that students 
tire more easily when reading on screen and complain of eye fatigue 
which may lead to gaps in comprehension (Jeong, 2010). 

This waterfall effect of digital space works well for apps, but it makes 
it difficult for readers to produce “effective cognitive maps” of texts, 
particularly long academic texts (Li et al., 2012). Readers experience 
an increased sense of dislocation, problems with identifying sequence 
in narratives and remembering details (Mangen and Kuiken, 2014). 
Students’ focus on the screen first as a multiple platform and second 
for reading long academic texts, we argue, may be creating barriers 
to reading. To address this we need to encourage students to 
engage with paper and to support students to develop reading skills 
for typographical space. For typographic space is structured and 
framed by the static page (Rose, 2011). This creates the physicality of 
the text rich in contextual information, a physicality that stimulates 
the senses (feel of the paper, the smell of old books) and reinforces a 
connectedness to a scholarly community through the traces of other 

6. Moreover the functionality of the screen presents a variety of distractions 
that need to be consciously ignored or disabled (for instance notifications).
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readers in the text (e.g. annotations in library books). 

This connects to our second puzzle: the students’ reluctance to take 
ownership of the paper text. During the reading workshop students 
had two separate pieces of paper, the case headnote and their 
worksheet. We found students would read the headnote and then 
write on the worksheet. We also noticed that many students had 
difficulty in understanding the facts of the case summarised in the 
headnote. Many of them did not annotate or mark the paper text of 
the headnote in any way to assist or enable their comprehension. They 
kept the two documents separate. Yet, taking ownership of the text 
is a key experience of reading on paper (Rose, 2011). We then used 
this insight to guide our approach during the subsequent tutorial to 
demonstrate the ways in which students could annotate and take 
ownership of the text. Angela Rhead had prepared annotated scrolls 
of the entire judgment that we brought along to the tutorial. We also 
sat with students in small groups to demonstrate how to map texts.

The reading exercises were also an attempt to introduce students 
to collective effort reading. The purpose of collective effort reading 
is to create an environment of collective support where all those 
participating do not feel isolated to the task (Murray, 2015). Each 
student is encouraged and motivated to read, because the burden 
appears to be shared. An added benefit is that students can also 
discuss the reading and work through difficult concepts as a group. 
On reflection collective effort reading was not as easy to sell to the 
students as we thought. Encouraging proactive attitudes within the 
student groups was challenging because the benefit of collective 
effort reading was not immediately obvious to students. Yet, when 
groups did manage to participate in the exercise the feedback was 
generally one of surprised positivity. Reflecting on this it appears 
vital to further develop and integrate more collective effort reading 
into the module and to encourage students to meet outside of the 
classroom.

Conclusion: Finding a Common Ground
We find that by maintaining the traditional model of teaching law we 
are asking students to betray the world they were born into. It seems 
that for many students the gap between the experiences of hypertext 
reading to academic reading on screen or on paper is too big to 
cross unsupported. Our reflections of our own reading practices 
have shown that we adapt to particular reading environments: we 
are fragmentary, easily distracted and superficial readers when 
swiping, scanning and filtering web-based texts; yet, we work with, 
annotate, mark, place spatial memory markers on paper texts. We 
take ownership of the paper copy.
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Our main conclusion is that we should focus on our students’ 
development of their reading skills as a craft that necessitates different 
tools for different spaces: screen or typographical. We propose that 
this entails a three stage approach: first, to have conversations with 
students about reading in different spaces, the particular nature 
of screen space versus typographical space and the type of texts 
that lend themselves to the digital or the physical environment. 
Second, to help students develop their skills in working with and 
take ownership of academic texts in paper form. To achieve this we 
will further develop collective effort reading sessions combined with 
a paper reading pack of the key readings that each student will own.7 
And finally, we aim to continue to engage students on their platform, 
the digital social technology platform. Experimenting with Twitterfall 
and discussing ways to introduce Instagram we are meeting the 
students half way. It is our hope that in collaboration we can support 
students to develop their reading skills and they can support us to 
develop our teaching techniques.
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ARTICLE #7 Introduction
The Universal Declaration on 
Cultural Diversity states that 
‘[diversity is] the common 
heritage of humanity…
[a source of] exchange, 
innovation and creativity’ 
(Silverman and Ruggles, 2007, 
p. 36). Cultural diversity in this 
sense refers to the positive 
valuation of the interaction of 
differing social groups, and 
contemporary characteristics 
of diversity are based on 
characteristics pertaining to 
ability, class, ethnicity, gender, 
language, nationality, religion, 
race, and sexuality. Diversity 
also implies a non-hierarchical 
relationship of mutual 
inclusion between individuals 
with differing characteristics.1  
Within the context of Higher 
Education (HE), diversity is 
also a key strategic aim for the 
internationalization agenda 
of the Higher Education 
Academy: ‘a vision to promote 
a high quality, equitable and 
global learning experience for 
all students studying UK HE 
programmes, irrespective of 
their geographical location 
or background’ (HEA). A 
focus on diversity has come 
to signify a range of policies, 
goals, and practices in HE for 

1. The arguments around the potential for diversity as a policy or strategy 
to re-entrench notions of a normative inside and a ‘diverse’, non-
normative outside merit consideration, but are beyond the scope of this 
paper. It is worth noting that Maria Scott’s definition of inclusive practice 
as it relates to diversity in education emphasizes that a focus on diversity 
is not about making diverse students ‘fit’ a particular normative category: 
‘Inclusive practice does not assume that the student body is white, middle 
class, aged 18 or label them as “different” if they do not possess these 
characteristics. Nor does it make the assumption that, if they do not 
match this stereotype, they somehow need to “fit in” or “integrate” with 
the majority’ (Smith, 2010, p. 215).
2. We use to word ‘text’ to signify an cultural object of study in the 
classroom: films, books, music, academic articles and books, art, poetry, 
etc.

example: the Race Equality 
Charter which aims to drive 
racial equality in terms of 
access and outcomes in HE; 
pedagogical research on 
racism in HE and inclusive 
practice in the classroom; 
promoting diversity in 
terms of staff employment; 
outreach programmes 
targeting students from 
non-traditional backgrounds; 
student and staff-focused 
welfare campaigns around 
discrimination; and student-
led initiatives regarding 
the ‘decolonization of the 
curriculum’ through the 
introduction of texts and 
practices that recognize 
the historical and structural 
inequalities that underscore 
pedagogy in the present day. 

In this article, I focus on diversity 
of curricula in the university, 
through a consideration of 
the challenges of working 
with diverse cultural texts 
in the Humanities.2 I offer 
potential solutions and 
practices that can enrich the 
student experience when 
encountering diverse texts for 
the first time. In considering 
diverse curricula, I identify 
two intersecting issues: the 
level of the text itself, which 
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Sometimes going more 
digital feels like straying into 
regions of the map marked 
‘here be dragons’; it’s a place 
you really want to go but you 
also know that it might not be 
the smoothest journey and 
you may well end up in a bit 
of trouble. The 2018 Digital 
Festival was a three day tour 
of some of those regions of 
the map, given by some very 
capable tour guides. 

https ://www.kee le .ac .uk/
a c a d e m i c d eve l o p m e n t /
l e a r n i n g t e a c h i n g /
keeledigitalfestival

The highlights for me were 
varied. I enjoyed hearing about 
some shiny new technology 
such as the holo lens to include 
augmented reality to enhance 
teaching.  I enjoyed virtually 
decorating the exhibition 
suite with molecules. It was 
also really useful to hear 
more about different apps 
and features of our Google 
accounts, particularly G 
Suite for education and the 
tools readily available to 
us such as GoogleForms, 
and the upgrades to Gmail 
that are coming soon. I’m 
looking forward to trying 
Google Classroom in the new 
academic year, and working 
smarter not harder with 
technology in general. 

There are dragons as Cat 
Hallam showed us very clearly. 
Technology is only as good 
as the uses to which it is 
put, and may act as a lens to 
magnify unconscious bias and 
privilege. Cat provided us with 
a succinct reminder that we 
must take care to ensure that 

we critically engage with the 
outputs of digital tools and 
ensure that they are respectful 
and representive, not just of 
ourselves, but of those in our 
audiences and of broader 
society. Relying on the top 
few images in an image search 
to illustrate our teaching 
materials, particularly when 
representations of people 
are required is insufficient to 
ensure that the images are 
truely reflective of the culture 
from which the people come, 
or the culture we wish to 
create in our classrooms. The 
underlying theme of inclusivity 
continued with discussions 
on lecture capture around 
enhancing the experience 
of students who struggle to 
take notes, with Blackboard 
being present to talk about 
Blackboard Ally, a tool that 
can check uploaded material 
for accessibility, and on 
various talks using technology 
to enhance feedback or 
opportunities for formative 
assessment. 
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challenges social exclusions, and the level of policy and practice, 
that is, how assessments and teaching styles cater to students from 
diverse backgrounds. I focus primarily on the first issue, in order 
to address currents gaps in the literature, through a consideration 
of practice in the classroom. The methodological approach in 
this article departs from a thinking of intersectional diversity. 
Intersectional practice recognizes that ability, class, ethnicity, gender, 
language, nationality, religion, race, and sexuality are not isolated 
aspects of the individual’s experience of the social environment, 
but instead interact and intersect in multiple ways. As Patricia Hill 
Collins notes, intersectionality is ‘analysis claiming that systems of 
race, social class, gender, sexuality, ethnicity, nation, and age form 
mutually constructing features of social organization, which shape 
[individuals’] experiences and, in turn, are shaped by [individuals]’ 
(Hill Collins: 2000, p. 299).  I will focus on a film and a television series 
that treat diversity with reference to race, but our conclusions are 
applicable to other categories of diversity and beyond Film Studies.

Diverse Curricula and the Humanities
If we return to the definition of diversity as a ‘heritage of humanity’, 
and a source of ‘exchange, innovation and creativity’, the Humanities 
can be seen as a privileged site for a consideration of diverse 
curricula in the university. Humanities subjects involve the study 
of people and topics that are often distant from the student’s 
lived experience: from different time periods, different countries, 
in different languages, treating topics and themes that may be 
entirely new to the student. Moreover, as a discipline that is largely 
discussion-based in the classroom, the Humanities offers particular 
opportunities and challenges when it comes to what is termed the 
hidden curriculum: the ‘lessons that are learned but not openly 
intended’ (Martin, 1983, p. 122), by transmitting values and norms 
through the social environment of the classroom. How the teacher 
manages classroom discussions, whose voices are heard, and how 
particular opinions are emphasized or challenged participate in the 
hidden curriculum, implicitly transmitting particular values. A quote 
from queer feminist philosopher Judith Butler (placed in the meeting 
area outside the School of Humanities in Keele) sums up succinctly 
the role that the Humanities can play in fostering diversity and 
inclusion in higher education environments: 

‘[The humanities allow us] … to find ways of living, thinking, acting, 
and reflecting that belong to times and spaces we have never 
known. The humanities give us a chance to read across languages 
and cultural differences in order to understand the vast range of 
perspectives in and on this world. How else can we imagine living 
together without this ability to see beyond where we are, to find 
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ourselves linked with others we have never directly known, and 
to understand that, in some abiding and urgent sense, we share a 
world?’ [my italics] (Butler, 2013).

Butler highlights the elements of distance, difference, and novelty 
that are promoted by a study of the Humanities; we study texts that 
take us beyond ourselves into different worlds, places, spaces, and 
time periods, encountering new lives and new people through the 
texts we study. Butler adds that ‘we have to shake off what we think 
we know’ (Butler, 2013) in order to relate to subjects and individuals 
beyond our ken. She also evokes the humanitarian and civic potential 
of study in this field. Indeed, the word ‘Humanities’ itself comes 
from the Latin humanitas, meaning ‘kindness’, where ‘kind’ evokes 
compassion as well as of ‘one’s own kind’. Thus, to echo Butler, the 
study of the Humanities allows us to see that others are also ‘of one’s 
own kind’ (relatable, not so different after all) as well as evoking 
positive feelings of togetherness and kinship – what we might call 
kindness towards others. Kevin K. Kumashiro further argues that 
‘anti-oppressive’, diverse curricula disrupt the ‘harmful repetitions 
of certain privileged knowledge and practices’ but he also admits 
that as an educator he has missed opportunities to engage in this 
kind of teaching because it can lead students to ‘emotional crisis’ 
(Kumashiro, 2002, p. 67). This points towards some of the challenges 
that delivering a curriculum based on texts by minority artists or 
dealing with non-normative subjects can pose. Below, Maria outlines 
the approach she adopts in class and some of the key challenges she 
has identified in delivering a diverse curriculum.

Diverse Curricula: Definitions and Challenges
A diverse curriculum can broadly be defined texts by or about 
non-normative individuals. Within the context of Film Studies, 
a diverse curricula can mean: films/texts created by diverse 
filmmakers/authors; films/texts starring diverse actors; films/texts 
treating themes about minorities and social exclusion; films/texts 
with diverse fans/readers; films/texts with ‘diverse’, non-normative 
aesthetic practices; re-examining old classics to look for repressed 
and hidden elements (e.g. Alfred Hitchcock’s Rope); inclusive 
practice, e.g. recognising diversity in assessment protocols. Film 
Studies offers great opportunity for the study of other cultures 
and diversity, because as a primarily visual rather than a verbal 
or written medium, subtitles allow audiences around the world 
to enjoy films from different cultural contexts. Indeed, the Quality 
Assurance Agency for Higher Education guidelines for Film Studies 
as a discipline recognizes that ‘people's lives are shaped in part by a 
great variety of communicative, cultural and aesthetic systems and 
practices’ (QAA, 2016, p. 6). However, the fact remains that creating 
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a diverse curriculum is not always easy to implement. Below I outline 
a series of challenges that have been identified in implementing a 
diverse curriculum.

Challenges
1. Relatability and relevance: Following on from the previous point, 

works by minority artists can seem distant from the student’s 
personal experience. They may struggle to identify with the 
characters or to see the relevance of the topic to their own lives. 
While I in no way wish to suggest that relatability is a necessary 
or even desirable characteristic in an object of study, the fact 
remains that works that appear to be immediately relevant to 
the student’s already constituted frameworks of knowledge can 
be more easily communicated. A number of theorists argue 
that barriers to learning around relatability and relevance are 
inevitable: students like texts that they understand quickly and 
they are invested in their thoughts and beliefs about the world, 
and it is easier when these values are repeated in the texts that 
they study (Britzman, 1998; Felman, 1995; Luhmann, 1998).

2. Cultural and historical context: Works that examine non-
normative topics and individuals can require greater historical, 
social or political contextualization and knowledge in order for 
the student to fully engage with work. For example, teaching 
Stephen Daldy’s film Billy Elliot to a group of students in Keele 
requires very little cultural explanation: the film is about a young 
boy who grows up to be a ballet dancer, and it is set against the 
backdrop of the miner’s strike of 1984-85. Most, if not all, British 
students have studied the strike in secondary school, and many 
have personal anecdotes to tell and can comment on the class 
structures in the past and the present in the UK. By contrast, a 
film like Gillo Pontecorvo’s The Battle of Algiers, a film about the 
bloody decolonization of Algeria from the French in the 1950s 
and 1960s, necessitates a historical overview of colonialism (in 
general and in Algeria), the war, and the terrorist tactics of the 
Algerians in order for the film to be fully understood. 

3. Emotional challenges: Teaching diverse curricula can pose 
emotional challenges to both students and teachers. Feelings 
of discomfort and vulnerability may arise: minority students 
may feel they are put in the position of spokesperson or ‘expert’ 
because of their identity, and that they are pressured to speak, 
or indeed, not to speak. Non-minority students may feel that 
these topics are ‘not for them’, and may feel unwilling to voice 
opinions on issues that do not touch them directly. In contrast 
to students in Cornell, who felt comfortable drawing attention 
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to their racial and ethnic background in their interpretation 
of texts, students in Keele are less inclined to bring their own 
identities to bear on the topic in a group discussion. Disgust and 
anger may be expressed at the material presented in the films, 
which may examine social injustice and inequality and can be a 
difficult and sometimes eye-opening experience for students, 
leading to the kinds of ‘emotional crisis’ Kumashiro references. 
They may also feel hostility towards these texts, because of the 
negative or uncomfortable feelings that arise. They may also 
have to challenge their own prejudices or discover that they 
have prejudices in the first place, ‘influencing not only how they 
think and feel and relate to others, but also how they think and 
feel about themselves’ (Kumashiro, 2002, p. 70).

4. Accessibility: Some films made in non-Western cultural contexts 
can be expensive and tricky to source or find in libraries. They can 
also be troublesome to watch online, and nowadays, students 
often expect material to be easily accessible for purchase or 
streaming on the internet. 

5. Desire to study the canon: Many students, irrespective of their 
own race or gender, are used to studying canonical works, 
the majority of which are created by Euro-American men. 
This is because these works are more easily legible, because 
they are part of a dominant cultural language, and they often 
confirm ideas students already have about the world they live 
in and the identities they encounter. Texts by minority artists or 
authors can be perceived as ‘minor’, and not ‘worthy’ of study. 
Moreover, there is a risk that particular diverse texts in a core or 
general curriculum can be perceived as distractions from the 
more ‘culturally significant’, i.e. normative, works of the ‘canon’. 
However, increasing diversity in HE and a number of student 
groups such as the ‘decolonizing the curriculum’ movement 
actively call for a re-thinking of the canon. Moreover, depending 
on the institution, the canon as a concept may not exist for 
certain students. Keele, as a university with a 94.5% intake from 
comprehensive schools, has a high number of students who 
have not been formed with a clear idea of ‘normative’ curricula. 
What constitutes the ‘canon’ in this case may simply be what 
they are taught. For example, I was surprised when only two 
out of forty in a second year group of film students has seen an 
Alfred Hitchcock film. My reaction betrayed my own repetition 
of what I assumed a canon was, and what I assumed students 
‘should’ have seen before coming to university. Indeed, with 
the increasing relevance of Netflix and the Internet to students 
viewing habits, the very notion of a pre-formed canon is rapidly 
deteriorating. Students may have seen and been influenced by 
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an obscure independent film from a non-Western country that 
they have happened upon on Netflix, while older, ‘canonical’ 
works may be eschewed because of their lack of availability on 
online platforms.

In the following four examples, I consider factors one to three cited 
above, as I consider them to be most relevant to the Keele and wider 
HE context.

Example 1: Boyz N the Hood, dir. John Singleton, 1991

John Singleton’s Boyz N the Hood was the first American and 
Hollywood film to feature not only a full black cast, but also a black 
director and majority black production crew. The film examines 
the lives of a group of African American male teenagers as they 
navigate the challenges of growing up in South Central Los Angeles 
(the ‘hood’ of the title) in the 1980s and early 1990s. The film is the 
first film taught on the third-year course ‘Race and Sexuality on 
Screen’ and as such, the students were ‘self-selecting’. Students thus 
chose to do a module that explicitly deals with issues of diversity, 
rather than a course where diversity issues are part of the ‘hidden 
curriculum’, or one strand of a broader theme. As self-selecting in 
this sense, most of the students (unless they chose the module for 
lack of other options) had some interest in the topic. 
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The film proved to be an extremely popular choice, with all students 
writing one of their assignments on it. I will assess the factors that 
contributed to the film’s popularity, with reference to factors 1-3 
cited above.

1. Relatability and relevance 

The film adopts a conventional Hollywood narrative of order, disorder, 
and order restored. The story is told in a linear and chronological 
fashion, and the principal protagonists are likeable. The director also 
adopts a didactic point of view, in that he assumes little knowledge 
on the part of the spectator and aims to inform. There is also a 
clear and unambiguous moral message at the end of the film. It is 
a Bildunsroman, a coming of age story, which is a familiar narrative 
structure that appeals to young people because of its relevance to 
their own stage in life. These formal techniques and story-telling 
choices make the film relatively easy to understand and interpret.

2. Cultural and Historical Context

Some contextualization of the film was required: the LA riots of the 
1990s, following the shooting of Rodney King by a police officer, 
form an important piece of cultural and social context. However, 
the political backdrop of the film, including racial tensions, poverty, 
police brutality and gang conflict in the ‘hood’, are social issues that 
are familiar to students. All students will have familiarity with African 
American culture, through popular music principally, and many will 
be aware of the prominent social justice movement ‘Black Lives 
Matter’ through social media. Therefore, the cultural and historical 
context required to understand the film was limited: we were building 
on previous knowledge.

3. Emotional Challenges

The film presented a number of emotional challenges. One of 
the central characters, a young football player who dreams of a 
scholarship that will enable him to leave the neighbourhood, is 
caught in the crossfire of gang conflict and dies at the end of the film. 
Students were saddened by this scene, and by the cycle of violence 
in which the characters are trapped. They were also angered by 
the injustices experienced by African Americans, including racism, 
ghettoization, government drug policy, and economic inequality. 
However, as mentioned above, it is worth noting that these issues 
were not new to the students, and in many ways, the film confirmed 
their preconceived ideas about the situation of African Americans 
in terms of inequality, police injustice, and urban segregation. 
Therefore, the emotional challenges the film presented were not 
insignificant, but tempered by the fact that the film confirmed, rather 
than challenged, previously held assumptions about the social and 
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economic conditions of African Americans. This confirms Britzman’s 
suggestion that ‘students, at least subconsciously, want learning that 
affirms their identities, experiences, perspectives and values’ (1998, 
p. 12).

Example 2: Dear White People, Season 1, creator Justin 
Simeon, 2017

Dear White People is a recent Netflix series based of the film of the 
same title by African American director and screenwriter Justin 
Simeon. The series examines the lives of a group of African American 
students at a fictional Ivy League college in the North East of the 
United States in the present day. The series deals with contemporary 
racism on American campuses, looking at issues around blackface, 
cultural appropriation, histories of slavery, divergent responses to 
injustice within the African American community, light-skinned 
privilege, mixed-race individuals, stereotyping, and social class in the 
African American community. The series was generally well received 
in the liberal press in the United States, but it launched the alt-right 
hash tag #BoycottNetflix on Twitter. Before the series was even 
released, this hash tag called for the boycotting of the streaming 
service based on the title of the show and two minute trailer. The film 
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is taught on the third-year course ‘Race and Sexuality on Screen’ and 
as such, the students were ‘self-selecting’. 

The series was not a particularly popular choice in class, but many 
students wrote essays about it, suggesting that some did not 
perhaps feel comfortable expressing opinions about the show in 
a public context. I will assess the factors that contributed to the 
student’s differing engagements with the series, with reference to 
factors one to three cited above.

1. Relatability and relevance 

The question of intersectionality may help explain why some students 
found the series difficult to engage with. Many of the students in 
the class were from working class backgrounds, and some found 
the elite university context alienating and pretentious. Many of the 
characters express themselves in extremely sophisticated prose, 
while also employing a lot of terminology that is specific to the 
context of an elite American college. The series is also a satire, a 
form which is often not very familiar to students and which relies on 
a certain amount of knowledge of the social context that is being 
lampooned, a context that as shown below, was not always clear to 
students.

2. Cultural and Historical Context

Although the show is titled Dear White People, the creator has 
stated that this is misleading: he wants the series to speak principally 
to a black community. As such, many of the references in the series 
speak to African American cultural contexts, both pop culture as 
well as intellectual histories of Blackness and histories of Black 
resistance. As such, white British students did not understand some 
of the jokes and cultural references that the series employs, and a full 
exploration of the numerous and nuanced cultural expressions that 
the series evokes would certainly be beyond the scope of one class. 
Moreover, the student’s lacked familiarity not only with the context 
of elite American educational institutions, but also with the African 
American upper class. 

3. Emotional challenges 

The series addresses not only ‘visible’ racism among far right groups 
but also white liberal racism, which can be an uncomfortable topic 
for white audiences. Issues around identity politics, reverse racism, 
white or black ‘only’ spaces, cultural appropriation and institutional 
racism are highly contemporary debates that are evolving rapidly. 

The discomfort generated by these topics may have been increased 
by the fact that the show does not attempt to ‘translate’ black 
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culture for a white audience, leading to the kinds of confusion and 
lack of context for jokes and references discussed above. In class, 
the students noted that they were not accustomed to watching 
an obviously popular show on Netflix where so many of the jokes 
passed them by. We discussed the fact that many cultural products, 
even those made by non-white artists, are modified to make their 
language and imagery legible to white audiences. 

While the social context of Boyz N the Hood was largely familiar, 
middle and upper class African Americans are much less visible in 
the kind of popular culture products available to British students. 
There is also the possibility that ‘unconscious bias’ or latent prejudice 
played a role. Considering racism in relation to wealthy and socially 
privileged African Americans poses greater emotional challenges 
than the condemnation of the self-evidently morally unambiguous 
discrimination that is depicted in Boyz N the Hood (a film which 
appealed to audiences across racial and liberal/conservative 
boundaries). Many students unconsciously assume that racism 
particularly affects lower class African Americans, and these 
assumptions are disturbed when they confront the idea that racism 
(while experienced and expressed in different ways by different 
social groups) exists separately from class. Kumashiro notes, many 
students think that ‘society is meritocratic but learn that it is racist’ 
and this uncoupling of race and class can be ‘emotionally upsetting’ 
(Kumashiro, 2002, p. 72).

Suggested Approaches
I would like to offer two distinct but interconnecting approaches to 
creating diverse curricula in the Humanities. In the opening sessions 
of a course that adopts a diverse curriculum, I suggest that teachers 
adopt a ‘make it relatable’ model. Students often cite the factor 
of ‘relatability’ in class and in evaluations when encountering new 
objects of study. Texts like Boyz N the Hood offer some level of 
familiarity, in terms of the age and life stage of the characters, and the 
cultural and historical context (African American popular culture). 
With sufficient preparation, including hand-outs, lectures, readings, 
and internet resources (such as YouTube videos or blogs), students 
can draw and expand on previously held knowledge. The lecturer 
can also invite the students to encounter the texts on an emotional 
level, asking ‘how might this character feel?’, rather than ‘what do 
you think of the film?’. By engaging feeling, the element of ‘right 
or wrong’ is removed from student response. Some films will lend 
themselves more easily or obviously to a feeling-centred approach 
than others; Boyz N the Hood, for example, has an extremely emotive 
ending. This feeling-centred approach serves to invite student 
identification with the characters on screen, where identification 
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is defined as ‘the becoming or making oneself one with another in 
feeling, interest or action’ (OED 2003: 89). By aligning their feelings 
and experience with those of the characters on screen, the lecturer 
invites all students to encounter the topic on an emotional common 
ground. 

The second model of teaching a diverse curriculum is ultimately 
more ethically engaged and productive of societal change in the 
long-term. This approach asks student to disrupt the desire for 
relatability, and invites them to explore what it feels like to not fully 
understand a cultural context. I would argue that this approach is 
best adopted after the students have encountered some more 
familiar, relatable texts. The teacher has therefore laid the emotional 
groundwork for a pedagogical encounter that is not based on 
identification, but rather on a potentially radical non-identification: 
what does it mean, particularly for a white/non-diverse student, to 
not see themselves reflected in a text, and to not understand the 
cultural contexts portrayed? As Kumashiro notes, ‘students need 
to disrupt their desire to see their identifications, perspectives, and 
values repeated’ (Kumashiro, 2002: 70). If we only show students 
lives, experiences, and cultural and social contexts that are familiar to 
them, they are deprived of learning opportunities provided by having 
to question and challenge their own previously held assumptions. 
Blackburn and Buckley argue that this process is nothing less than 
the origin of wisdom: ‘wisdom, after all, is the accumulation and 
application of knowledge(s) or differing cultural “truths;” that is, the 
ability to learn and grow’ (2005: 204). Texts like Dear White People 
can generate fear, discomfort, and even anger. Yet these ‘unpleasant’ 
reactions and emotions can lead to conversations that work against 
the reiteration of damaging stereotypes, if we consider ‘oppression 
in society as being characterized by harmful repetitions of certain 
privileged knowledge and practices’ (Kumashiro 2002: 67).

Thus, we can read the desire for relatability and identification, and 
the disruption of relatability, as part of a spectrum. When teaching 
diverse curricula, it is useful to ground the ideas presented in the 
opening sections of the course in emotionally accessible texts. The 
students can then be lead to encounter more challenging works that 
disrupt deeply held assumptions, and may also invite re-readings 
of earlier texts. For example, in ‘Race and Sexuality on Screen’, we 
return to Boyz N the Hood at the end of the course to think about the 
potentially problematic ways that the film isolates its characters in 
the ghetto, and that suggests that the only way to reform the ghetto 
is to escape it; no internal change is possible. Indeed, considering 
relatability/identification and disruption/non-identification as part 
of a spectrum is a fundamental principle of practice in interpreting 
cultural texts in the Humanities. As Nicholas Harrison points out, ‘the 
pleasure we gain from reading, even where it may appear to hinge on 
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our being “involved” through a process we might call “identification”, 
clearly depends on a fundamental separateness and distinctness of 
perspective—a prior, radical “non-identification”, as it were’ (Harrison 
2003: 89). Our ability to perceive ourselves as separate from the text 
allows us to engage more fully—if we are too close, intellectual or 
emotional engagement can be difficult or overwhelming. To be able 
to sympathise or understand a character or their actions we must 
feel ourselves in some way to be distanced from their situation; it is 
not our condition, but one we can understand. 

Conclusions
In this article, I have focused primarily on the challenges for students 
when introducing them to diverse curricula. I have also chiefly 
presented students as largely undifferentiated, but of course, an 
individual’s identity and profile will alter their encounter with a text. 
Moreover, the challenges for teachers are also highly significant, 
particularly given that the majority of staff working in HE in the UK 
are from racially and ethnically non-diverse backgrounds. Some 
teaching staff may not feel comfortable teaching works that do 
not speak to their own identities, knowledge, or experience. These 
absences thus point to very fruitful avenues for further study.  

Ultimately, teaching is not a rational, predictable or easily controlled 
process. There remains what Ellsworth calls a ‘space between’: 
between the teacher teaching and the learner learning, as well as 
between what the teachers thinks the text is saying, and how the 
student brings their own intellectual insights and lived experience to 
bear on their interpretations (Ellsworth 1997: 32). Perhaps one of the 
most rewarding aspects of teaching and learning through diverse, 
non-canonical curricula is that this ‘space between’ is consistently 
foregrounded. Rather than ‘repeating the status quo or utopian 
visions’ (Kumashiro 2002: 79), diverse curricula open a shifting and 
fluid space between students and teachers, between the canon 
and its outside, between relatability/identification and disruption/
non-identification, and between harmful societal stereotypes and 
challenging new ways of understanding social and cultural difference. 
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HIGHLIGHT #2 The term “lecture capture 
technology” has been used in 
the literature to encompass a 
range of different technologies, 
ranging from pre-recording 
lectures in a separate 
environment to the recording 
of live lectures and their later 
distribution to students.[1-4] 
Currently, the system at Keele, 
PlayBack, allows the audio and 
the screen of a live lecture to 
be recorded a later released to 
students.[5] Lecture capture is 
a particularly inclusive tool, as 
it not only especially supports 
students who have genuine 
reasons for missing sessions 
(illness, caring responsibilities, 
work), but also students 
learning in a language that is 
not their own.[1, 6] The ability 
to re-live a lecture, to pause it 
and go at their own speed, is 
incredibly helpful for learners 
that are not studying in their 
native tongue. For many of the 
same factors, it is also helpful 
for students with particular 
learning disabilities.[1]

Lecture capture generates an 
extensive collection of learning 
resources, which can be used 
to support learning in various 
ways. However, although it has 
become commonplace, there 
are fewer examples of lecture 
recordings being edited to 
create shorter clips.[7] Here 
we report initial findings into 
the generation of “Lecture 
Highlights”, learning resources 
created from editing lecture 
capture recordings by student 
editors, we also comment on 
the features that we included 
and how these were received 
and used by two related 
cohorts of students.

Implementation
The choice of topics for 
production of Lecture 
Highlights, was mainly 
based on the fact that in the 
2017/2018 academic year, 
the first cohort of students 
from a 3+1 joint degree with 
Nanjing Xiaozhuang University 
joined the 3rd year chemistry 
students at Keele for the first 
time. As the two cohorts have 
not had the same prior learning 
experiences, we are dealing 
with a very diverse cohort in 
many ways. Providing these 
resources takes advantage of 
the benefits of lecture capture 
for diverse student cohorts, 
allowing students to access 
the material multiple times, 
independent of time and 
location, at a speed that suits 
them.

Through the support of a 
Keele Teaching Innovation 
Project the Lecture Highlights 
were created. These consisted 
of short, interactive resources, 
created from previously 
recorded lecture content, 
along with accompanying 
slides for note-taking. All 
resources have a clear title, 
along with a concise one 
sentence summary of the 
key concept discussed, and 
a final slide with a handful of 
bullet points answering the 
statement “you should now 
be able to…”. One additional 
important feature is that 
these Lecture Highlights were 
fully captioned (subtitled 
in English). They are not 
necessarily of the polished 
quality of a standalone 
screencast, but require 
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significantly less time and effort to produce. 

The Lecture Highlights were produced by students who had 
previously taken the modules from which the lectures were taken. 
Some direction was provided by staff, such as guidance on the 
software to be used (Camtasia), the length of videos to be produced 
(5-10 min), the need for captioning and accompanying edited lecture 
notes to be provided. The students were mainly allowed complete 
freedom over the videos, which produced some interesting results, 
such as the introduction of the final “you should now be able to…” 
slide.

Lecture Highlights were provided to Level 6 Keele Chemistry 
students in various Semester 1 modules of the 2017–2018 academic 
year. The topics on which they were produced and made available 
were selected by asking colleagues what they wanted/thought 
was relevant for the cohort. They were then provided to the staff 
member, or put directly on the appropriate module virtual learning 
environment, and it was left to them to make the resources available 
to the students or signpost them.

Methodology
Level 6 chemistry students were asked to complete paper 
questionnaires anonymously and voluntarily; these were available to 
the students over a series of timetabled laboratory sessions towards 
the end of the 2017/2018 academic year. A little over a third of the 
cohort (26 students, 36%) completed the questionnaires; within that 
the students on the 3+1 joint-degree programme were somewhat 
over represented (42% as opposed to 27%), and thus results are 
considered both on average across the full Keele Chemistry cohort 
and per individual cohort (labelled throughout as “Joint cohort”, for 
students on the 3+1 degree, and “Keele cohort”, for students who 
have studied at Keele throughout their degree). Students were 
informed that data collected could be used for publication. Ethical 
approval was obtained through the LPDC Student Project Ethics 
Committee.

Evaluation
The first observation from the questionnaires was that approximately 
a third of those that answered reported having no knowledge of the 
availability of Lecture Highlights as learning resources; and even 
those that did were not necessarily aware of the breath of resources 
available (individual topics were known by a range varying from 36 
to 62% of the students). 
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“Didn't know they were available/where they were. Sound quite useful.”
Chemistry Student

“I wasn't aware they were available for anything other than Laura's stuff”
Chemistry Student

When asked about whether the various resources were used, 
23 to 50% of students reported using them in various topics. To 
contextualise this, lecture capture and screencasts have been used 
extensively in chemistry at Keele for a number of years and previous 
studies show that the majority of students use them, preferring short 
videos on single topics.[8] In particular, 80% of third year chemistry 
students in the 2014–2015 academic year used recordings, when 
available, for example.[8] This would have led us to anticipate a high 
uptake of Lecture Highlights by the students. To look at this in a 
little more detail, usage only by students who were aware of the 
availability of Lecture Highlights was extracted, showing that over 
two thirds of these students did in fact use them, i.e. the majority of 
students who knew about the resources used them. This highlights 
the importance of signposting of available learning resources to 
students and the necessity of proper guidance on their use. 

Students reported a variety of uses for Lecture Highlights as 
learning resources, as shown in Figure 1. Most students used them 
for revision before exams, although a significant number used them 
for clarification after lectures and/or as aid in doing associated 
coursework; this last category was particularly prevalent amongst 
the Joint cohort. Overall, there was more familiarity with the 
resources by the students on the joint programme when compared 
to the Keele cohort (>25% difference), which translated into higher 
usage of the Lecture Highlights by the Joint cohort. This can be 
explained in two ways: the need of the Joint cohort to review or 
learn more about aspects of chemistry covered in previous years or 
better signposting by staff members to the Joint cohort compared 
to the Keele cohort; it was, after all, part of the aim of the project to 
produce resources which would help minimise differences in prior 
learning experiences.

A large majority of the students (>70%) stated that they found 
Lecture Highlights generally useful, and provided various reasons for 
this, as shown by selected quotes:

“They are useful to find quick information on something” 
Chemistry Student

“I think more people should do them … as pre-session work”
Chemistry Student

LAURA M. HANCOCK, GRAEME R. JONES, & DANIELA PLANA

Figure 1: Reported use of Lecture Highlights by students, on average and 
separating the two cohorts.

Figure 2: Percentage of students that found captions useful. The percentage 
of students who reported not being native English speakers is also shown 

for comparison.
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Students were specifically asked whether they found the captions 
useful, with an overwhelming majority being in favour, as shown in 
Figure 2. Although we initially introduced subtitles thinking mainly 
of students whose native tongue was not English, particularly those 
on the joint programme, it is clear from the students’ responses 
that they were useful to most students, independent of language 
barriers; less than half of the students responding being non-native 
English speakers (purple bar in graph), whilst over 80% found 
subtitles helpful. A range of reasons were provided, from aiding the 
“clear understanding of terminology” to allowing them to “pause 
the video to write notes”, with captions found particularly useful in 
environments where the students could not have the volume on (e.g. 
in the library) or, in contrast, were there was a lot of background 
noise.

Summary
With the help of students we have created a new learning resource, 
Lecture Highlights, from lecture capture recordings, which included 
the following features: clear topic titles for ease of searching, short 
length (5–10 mins), accompanying edited lecture notes, a final “you 
should now be able to…” slide and English captions.

Student feedback has been generally positive, describing Lecture 
Highlights as “the vital information of the lecture but extracted 
and shortened for a quick review when you need to be reminded 
of key concepts”, mentioning that they are “concise and easy to 
understand”. Although students from both cohorts (Keele cohort and 
Joint cohort) used the resources, we believe that better signposting 
could have increased take-up.
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HIGHLIGHT #3 Background
It has long been acknowledged 
that stories from the 
healthcare arena can be 
powerful and therapeutic for 
practitioners, patients and 
for their carers (Carwford 
et al, 2004; Guntaratnam 
& Oliviere, 2009). Indeed, 
Gallo (2016) maintains that 
we are all storytellers (Gallo, 
2016). Service user and carer 
experience of their illness 
trajectory and the health 
care services they receive, 
in particular, are integral 
to health care professional 
programme delivery and are 
integral to the development 
of an empathetic workforce. 
It is acknowledged, however, 
that certain patient groups are 
harder to reach due to their 
demographics, location and 
illness experience. 

The District Nursing (DN) 
service is changing. The 
delivery of healthcare per se 
has undergone rapid change 
since the inception of the 
NHS in 1948. Patients are 
living longer with male life 
expectancy increased from 
65 to 79 years and female 
from 70 to 83 years over 
the last 60 years (Office of 
National Statistics (ONS), 
2014). With such longevity 
comes increasing complexity 
and dependency (Department 
of Health (DH), 2014). Along 
with shorter in-patient stays 
and early hospital discharges, 
these factors all impact on 
community nursing.

Alongside both changes to 
demographics and healthcare 
delivery, the delivery of 

nursing care within the 
community has undergone 
quite dramatic ‘modernisation’ 
which has expanded the 
remit of DN teams to 
include the responsibility for 
patients with greater acuity; 
resulting busier schedules 
and competing demands on 
the service (Queen’s Nursing 
Institute (QNI), 2009; DH, 
2014, Royal College of Nursing 
(RCN), 2013). Balancing 
the competing demands 
presented, often accompanied 
by diminishing staff numbers, 
presents every DN team with 
daily challenges (QNI, 2013). 
In such a dynamic but testing 
environment, it is essential that 
our pre-registration student 
nurses gain relevant up-to-
date experience of service 
delivery, the pressures within 
the community workforce 
and the impact of striving to 
maintain the provision of best 
quality care.

In 2006, ‘Our health, our care, 
our say’ (DH) emphasised 
the need for a national move 
of non-acute healthcare 
delivery to the community 
environment. This requirement 
has been the focus of many 
subsequent papers (National 
Health Service (NHS), 2014; 
2017), however, over 10 years 
on, the reality of this shift 
remains a ‘work in progress’, 
with the move of patient 
care, funding and service 
delivery being patchy at best. 
Increasing work force issues, 
austerity measures and patient 
demographics are placing 
untold pressures on the NHS, 
not least, the DN workforce 
(Maybin et al, 2016).
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Abstract

Background: Service user and carer 
experience of their illness trajectory 
and the health care services they 
receive are integral to programme 
delivery and key to the development 
of an empathetic future nursing 
workforce.

Methods: This project was 
developed to provide an insight 
into patient and carer experiences 
of their District Nursing Services. 
Patient stories, known to be an 
extremely valuable resource, 
have been gathered from a group 
previously not accessed for their 
stories. Stories have been collated, 
illustrated and will be formed into 
a ‘book’ which will be utilised to 
enhance pre- and post-registration 
health care programme delivery.

Results: To date, 16 stories have 
been collected from a variety of 
patients and carers who have had 
contact, often during extreme 
circumstances, with their District 
Nursing Service. Professional notes 
accompanying the stories are 
aimed at focusing students on key 
aspects of the narrative where best 
practice is highlighted or where 
improvements to care could have 
been implemented.
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The aim of the project was to develop a well-constructed, illustrated 
paper and online learning resource for student ‘case study’ use, 
focusing on care of the patient in their home environment, ensuring 
the resource includes the range and complexity of service delivery 
and is suitably challenging for student learning. As a first national 
collection of stories related to patients who are cared for at home, 
the ‘book’ will be a useful resource to share the lived story of DN 
services with other HEIs and key stakeholders including the RCN, 
QNI and Health Education England (HEE).

Healthcare Education
In response to this proposed ‘shift’ of healthcare delivery to the 
provision of care ‘closer to home’ (NHS, 2017), the Nursing and 
Midwifery Council (NMC) (2010) requires that all pre-registration 
nursing students experience and understand the challenges of 
healthcare delivery across these contrasting areas of service delivery. 
The NMC require that all students are fully equipped to provide 
care in both hospital and home environments. In response to this 
requirement, this project was developed to provide an insight into 
patient and carer experiences, specifically of the DN Service. The 
proposal aimed to collect patient stories from a group previously 
not accessed for their stories, which have then been illustrated and 
collated into a ‘book’ for use to enhance programme delivery.

The need for such a personal insight into care at home is especially 
important as pressures on placement availability and a healthcare 
workforce under pressure, often means that student experiences 
are limited whilst on placement in the community in terms of the 
breadth of their experiences. Many Higher Education Institutions 
(HEIs) have found it necessary to re-badge their out of hospital care 
as ‘home nursing’, which serves to limit student access specifically to 
DN placements since, since, in effect, these are replaced by chronic 
and long-term conditions services. Whilst it can be argued that 
these ‘home nursing’ experiences are also community based, they 
provide a very different insight to care at home compared to a full 
DN placement.

Patient stories of the care delivered by DNs, along with their 
community teams, and the experiences of the patients and carers 
that receive their support, aims to provide students with an insight 
into the lived experience of those who receive these services. This 
resource may be invaluable to many students, but more specifically 
for those who have not been able to experience a ‘full’ placement 
with the DN Service. 
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Method
Once project approval and funding had been secured, project 
information leaflets were designed to encourage engagement from 
community nurses, patients and their carers. The local Community 
Trust already actively collated stories of care so an early meeting 
provided an insight into established processes. The project required 
that stories were voluntarily submitted by nurses, patients and their 
carers, with contact made via several support groups. The voluntary 
submission of stories, negates the need for ethical approval, with 
participants made fully aware of the purpose and use of their 
anonymised stories. 

Submitted stories were initially screened for inclusion by the project 
team. Screening of stories focused on the learning available within 
each story rather than screening in terms of the quality of service 
provision outlined within the story. The team agreed that whether 
stories were positive or negative in terms of the care received, they 
may still present an opportunity for learning and enhancement of 
future service provision. In the event of the team being inundated 
with too many submissions for publication, it was agreed that a 
range covering patient, carer and staff stories would be included, 
with additional stories stored for a further edition. The learning 
available within each story would be fundamental to the decision for 
inclusion. Stories would be excluded if they did not allude to care at 
home or have any contemporary learning points, for example stories 
that were so dated that care delivery had significantly changed.

At the end of the project, the book is intended to form an educational 
resource for case-based learning for future cohorts of pre- and 
post-registration students to explore the impact and experiences of 
patients and carers in receipt of care in their home. The concept 
is that, once the resource is available, students will be ‘set’ a story 
to consider in their small group work, with discussions and debate 
centred on the experiences of the people involved. Notes and 
discussions would then be fed back to the larger group, with stories 
providing students with a rich insight into the experiences of ‘care 
at home’ from the perspective of the patient and their loved ones.

Pedagogy
The development of ‘professional competence’ is complex. More 
recently, there has been a move from traditional didactic approaches 
to the ‘delivery’ of education to more collaborative construction of 
learner knowledge through a range of active learning approaches 
(Williams, 2005; Yoo & Park, 2014). These active learning approaches 
require the student to combine their skills, knowledge and attitudes 

JULIE GREEN & PAULA WOOD

and apply these to problem solving, critical thinking and self- and 
peer-assessment (Srisawasdi, 2012). 

The adoption of case-based learning approaches, for which this 
‘Collected Stories’ resource will predominantly be used, embraces 
the principles of patient centred care within an action learning 
approach. Case-based learning is interactive and student-centred, 
drawing on real-life situations to initiate, stimulate and promote 
authentic learning (Williams, 2005). This approach encourages 
students, presented with diverse case-based problems based 
on real life scenarios, to apply abstract knowledge to suggest 
practical applications (Srisawasdi, 2012). These experiences provide 
an excellent method for students to consider how to plan and 
deliver care to community-based patients and to reflect these 
complex situations within a safe environment. Case-based learning 
encourages students to identify their own knowledge requirements 
and actively seek out solutions which promote the development of 
their problem-solving ability (Yoo & Park, 2014) and autonomy (Gray 
& Aspland, 2011).

The case-based learning approach meets many learning needs; 
for students who are inductive reasoners, these collated stories 
will provide them with a means to learn from examples (Meehan-
Andrews, 2009). Indeed, evaluations of case-based learning include 
reflections from students that such learning is ‘exhilarating, inspiring 
and fun’ (Case Centre, 2017). In addition, Dutra (2013) stated ‘the 
implementation of unfolding scenario-based case studies in the 
didactic classroom is associated with learner-centred education’.

Project detail
This project accessed a number of patients and their carers who had 
received community services. Names and locations within the stories 
have been changed to ensure anonymity for all involved. Patients 
and their carers have been supported, if necessary, to write the story 
of their experiences of DN services. The book will be professionally 
printed, illustrated and also available online to support student 
learning. 

Within nursing, the resource developed will be used within our post-
registration programmes, with a clear and immediate fit with the 
long-term conditions and specialist practice programmes. Use of a 
single case or the resource may challenge students to review the care 
they deliver—these again will be evaluated on a session by session 
basis. Further uptake of the book will be within clinical practice as a 
resource for continued professional development for qualified staff. 
Finally, the resource will be shared with any other areas who may 
potentially learn from it including other interested HEIs, our providers 
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of both community and acute nursing services, the Queen’s Nursing 
Institute, Health Education England and Royal College of Nursing. 
With the aim of the book to enhance student knowledge of the 
care delivered in the home environment, this booklet presents an 
innovative, reusable resource which is not available elsewhere across 
the United Kingdom. 

Conclusion
The use of patient stories is known to bring the reality of the patient 
experience, good or bad, to students and to enable learning by 
applying case-study methods. Patient stories are an excellent 
technique to embed student learning in the reality of experiences 
of the end recipient of care and to raise awareness of the impact 
of ‘simple things’ on their experience. It is hoped that this resource 
will serve to enhance student awareness of the experiences of 
District Nurses and their teams, providing learning situated in the 
recollections of the patient users and carers.

The production of a resource that is professional in appearance 
will enhance its use and provide a resource that can be shared. The 
Queen’s Nursing Institute and Royal College of Nursing are keen 
to ‘evidence’ the impact of District Nurses and their teams—this 
resource may also go some way to evidencing the impact of this 
‘Cinderella service’.
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Supporting the community
The day before Christmas Eve last year, my colleague had problems 
with her car. As a result, I needed to collect her from her local garage, 
prior to work, to bring her in to the clinic where she was the office 
coordinator for the day. After collecting her from the garage, as we 
were driving to work, we pulled up behind a stationary ambulance 
that was partially blocking the road. The ambulance crew were 
dealing with an unconscious man who was lying on the pavement. 

We stopped and went over to offer assistance to the ambulance crew 
who were doing Cardio Pulmonary Resuscitation on the gentleman. 
Apparently, he had been walking his dog and had collapsed. At the 
request of the ambulance crew, we took the dog and knocked on 
doors in the vicinity to see if we could identify the gentleman.

We knocked on a few doors and then a neighbour recognised the 
dog and directed us to his house. We knocked on the gentleman’s 
door; however, his partner was in bed and didn’t answer. We located 
the keys in the gentleman’s pocket, let ourselves into the front door 
of the property and shouted upstairs to the man’s partner. We woke 
her and told her the sad news and returned her dog. The lady was 
understandably extremely stressed and upset so we rang her family 
to come over and provide some support for her. We also assisted her 
to get ready, so she could accompany her partner in the ambulance 
to the local Accident and Emergency Department. 

The lady was extremely grateful for our support; however, the 
gentleman sadly died in A&E.
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Welcome to this true benchmark issue of JADE… 
our 10th Edition.

That means the JADE initiative has been going strong for five 
years—let that sink in—five years! That means that JADE is now 
older than Inside Out, Wreck-It Ralph and Deadpool.

Awesome movies aside, what started as a modest venture to 
help develop pedagogic research locally has grown steadily into what 
you see before you; a peer-reviewed educational journal with a solid five-
year track record of excellent published work and educational insights 
that is read internationally.

When I was soliciting for articles for this special tenth edition, I wanted to 
have a general theme to tie it together, so decided in consultation with 
the JADE team to go for “Inclusive Practice” as a broad umbrella to place 
over our decennial issue.

I'm a stickler for clear definitions and as such, “inclusive practice” 
refers to a wide range of teaching approaches, all with the common 
goal of supporting learners with a diverse range of learning needs and 
preferences. If nothing else, the contents of this issue, and indeed this 
editorial, will hopefully re-introduce the concept of inclusive teaching as 
something higher education research is exploring in a range of exciting 
contexts. Dissemination forums such as JADE thus provide one type 
of space to share experiences and explore inclusive teaching towards 
creating an equitable learning environment for all students.

There is almost an embarrassment of riches in the literature around hints, 
tips, and case studies of effective inclusive practice but my own go-to 
resource outside Keele is from Cornell University’s Centre for Teaching 
Innovation because it includes what is, in my opinion, a solid approach 
to applying an “inclusivity lens” to a range of aspects of learning and 
teaching such as classroom design, digital provision and best practice 
using a central ethos of actively celebrating and encouraging diversity 
in the classroom:

https://www.cte.cornell.edu/teaching-ideas/building-inclusive-
classrooms/inclusive-teaching-strategies.html

They also provide a whole spin-out web-link to a bedrock (and personal 
favourite of mine!) of inclusive curriculum design theory; Universal 
Design. Again, using their definition, Universal Design is “a teaching 
approach that works to accommodate the needs and abilities of all 
learners and eliminate unnecessary hurdles in the learning process”:

https://www.cte.cornell.edu/teaching-ideas/designing-your-course/
universal-design.html
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I just love that! How great is it to approach curriculum design from the 
standpoint of eliminating hurdles first? That would mean that rather than 
dogmatic adherence to “the way it's always been done” or even worse, 
lathering technology over everything for its own sake, we would instead 
be looking from the learner perspective as a first principal, imagining 
(or, dare I say it, researching!) the obstacles to that learning and only 
then intervening. From a higher education research perspective, this is 
win-win because it not only resembles an action research pedagogic 
approach to learning, it also all but guarantees that your evaluation 
will show measurable positive impact so long as we adopt a theory-
informed rationale as our starting point. 

Wrapping up, if this issue has made you think more or differently about 
inclusive practice, then it has accomplished its intent and I would urge 
us all to periodically stop and reflect from the perspective of obstacle 
removal: be they physical, digital, logistical, or pedagogical. 

There has quite literally never been a better time to contribute to JADE 
as an author, reviewer, and associate editor, or even a regular columnist! 
(it's never been done so far, so why not be the first?) 

With the JADE family growing each year and 2019 potentially looking 
to add another novel variation on the JADE approach (I'm being 
intentionally vague here to build mystery—go with it!), why not think 
of a novel way to get involved by getting in touch with your ideas to 
discuss them.

Enjoy the remainder of your 2018, enjoy the excellent content our JADE 
authors have offered us all to mull over, and as always... get writing!

Dr. Russell Crawford
Managing Editor of JADE

r.crawford@keele.ac.uk or JADE@keele.ac.uk
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Open Call for Submissions
The Learning and Professional Development 
Centre is pleased to announce an open call 
for submissions on any aspect of teaching, 
learning or assessment for the next issue of 
J.A.D.E. 

For those interested in publishing their 
educational research in J.A.D.E there is a 
short video introduction to the journal and 
full instructions for authors available at: 

http://jadekeele.wordpress.com
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