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Summary

Against the background of cultural change in the twentieth century this thesis
undertakes an exploration of the changing landscape of third-level media
education in the United Kingdom from the 1960s to 2009. This time span
represents an era when education was regarded as an agent of radical change to
the recent recalibration of education in the service of the knowledge economy.
The histcrical interpretation of media education is brought into sharp focus
through a detailed analysis that tracks change from the 1990s to 2009 through
the corpus analysis of three media-related journals, Screen, Convergence and the
Media Literacy Bulletin.

The analysis of the shifting field of media education integrates theory and
practice within a research framework established by Pierre Bourdieu. The
hermeneutic interpretation of media education draws on Bourdieu’s theory of
education as a field of differentiated power. It is then amalgamated with a
corpus analysis of the main academic journals in the field which represent the
three subject disciplines of media education, Film Studies, Media Studies and
Media Literacy. This combined approach foregrounds the role of cultural capital
in establishing educational disciplines; it also enables a detailed analysis of the
preoccupations of twenty years of Film Studies, and it elucidates why Media
Studies had greater difficulty in accruing esteem within the education system.
The analysis of Media Literacy illustrates government-driven attempts to harness

media communication in the age of the World Wide Web.
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1. Introduction

1.1. Defining the Topic

This Introduction outlines the research questions and aims, the approaches
employed, the contribution made by related research and how this research
addresses some of the research gaps in the field.

The main question in this study refers to radical changes in media education
which occurred at the end of the 20" and the beginning of the 21% century in
response to massive technological innovations, in particular the invention of the
World Wide Web. The specific research question is: how did media education
respond to the new challenges arising from the widespread adoption of the
World Wide Web and the radical transformation of the entire media sector?
These challenges include the interrelated questions of how the field of media
education has dealt with

a) the convergence of media into one digital platform,

b) widening participation in media production and

c¢) the transformation of largely passive audiences into active users.

From an epistemological perspective, the arrival of the World Wide Web not only
disrupted established models of media production and distribution, but it also
affected the interpretational frames and terms of the debate that had
underpinned media education until then. Accordingly, this study focuses on how
the constituent subjects within the field of media education adjusted to this
challenge within the media sphere and to what extent they embraced
widespread media change. In order to examine this question, | adopt firstly a
historical lens that illuminates the development of media education since the

1960s to establish the context for my in-depth analysis of significant shifts in



media education since the 1990s based on an empirical corpus analysis. A
prerequisite for my study is to ascertain what constitutes the field of media
education. A further research question therefore is: what are the constituent
topics associated with media education and how do they relate to each other?
To respond to these research questions, | draw on Pierre Bourdieu’s work on
culture, education and language which offers a valuable interpretive frame for
iluminating the struggles of legitimation that have accompanied the history of
media education since its development in the post-war period. In the words of
David Swartz, Bourdieu “proposes a sociology of symbolic power that addresses
the important topic of relations between culture, social structure, and action”
(Swartz 1997: 6). Power in Bourdieu’s view is not conceptualised as a behavioural
concept as manifest in overt decision-making processes, involving an observable
conflict of interest (see Dahl 1957: 201-15; Lukes 2005: 16-19). Rather it is
conceived in terms that “move beyond the forced choice between constraint (by
forces) and consent (to reasons), between mechanical coercion and voluntary,
free, deliberate, even calculated submission” (Bourdieu 2001[1998]: 37). Power
for Bourdieu is more often enacted through what he calls “symbolic violence”
which is internalised by social actors through habitualised “schemes of
perception, appreciation and action” (Bourdieu 2001[1998]: 37). As Lukes
comments, the effectiveness of power as domination “is enhanced by being
disguised or rendered invisible, by ‘naturalization’, where what is conventional
and position- or class-based appears to the actors as natural and objective”
(Lukes 2005: 141). Bourdieu’s sociology of culture, which was developed and
fine-tuned across several decades, will be discussed in Chapter 2. Education plays
a central role in Bourdieu’s thinking precisely because it acts as a principal

institution, guarding status and privilege in modern western societies and



arguably beyond.' For Bourdieu the education system not only transmits and
advances knowledge but it reinforces social class relations through the unequal
distribution of cultural capital, a term that designates a variety of cultural
dispositions, aesthetic preferences, and educational credentials.

Returning to the field of media education, the relationship between the
education system and the subject areas of media education have occasionally
been fractious and at other times cooperative; it is a relationship that illustrates
how power as domination operates at a critical juncture when media education
was being challenged from within the system and from outside. While pressures
from within concern the status and value of media education, the pressures from
without capture the aforementioned technological innovations as well as the
attendant emergence of the so-called knowledge or network society. Having
adopted the research framework developed by Bourdieu, an empirical analysis
was conducted to generate data about the field of media education from
academic texts. This data reveals internal relationships and shifting intellectual
interests within the corpus at a time of considerable social change.

Bourdieu’s work often reflects his experience of French academia with its elite
third-level institutions creating a “scholastic enclosure” (Bourdieu 2004: 8) and
above all the grandes écoles, which are perceived as the pinnacle of French

higher education.? In this study, the Bourdieusian model is applied to shifts in

! For Bourdieu sociology should “determine the contribution made by the educational
system to the reproduction of the structure of power relationship and symbolic
relationships between social classes” (Bourdieu 1973: 71).

? As Swartz comments, “They are academically more selective than the universities; they
prepare graduates for leadership roles in government and the economy; and they
provide their graduates with values alumni networks that help advance students’
careers” (Swartz 1997: 193). Similar observations could be made with regard to the UK
third level system where Oxford and Cambridge are ranked as unparalleled institutions
with only “a few peers anywhere in the world”. See: ‘About research at Oxford’,
http://www.ox.ac.uk/research/about_research_at_ oxford/ index.html. Accessed 16
March 2013.



media education in the United Kingdom since the 1990s. While the main object
of study is the changing field of media education, my discussion extends to the
associated discipline of British Cultural Studies, which along with Film Studies
became internationally influential since the 1960s. The historical survey of both
areas from the 1960s into the 2000s offers particular insights and generalisable
observations about the development of subject areas in the education system.

By the end of the 20" century, the counter-establishment movements that
arose in education in the 1960s were either defused or incorporated into the
education system. At the same time, in the United Kingdom, universities lost a
considerable degree of academic autonomy, as academic research became
increasingly subject to government metrics, such as the Research Assessment
Exercise (RAE) which was first introduced by the Thatcher Government in 1986
to evaluate the quality of research undertaken by higher education institutions in
the United Kingdom. Rankings are not only published in League Tables but also
used to allocate scarce resources. The RAE has now been replaced by the
Research Excellence Framework (REF), which not only evaluates the quality of
the research outputs but also the social, economic and cultural impact of
research on wider society.?

Since the 1990s, the established media landscape has been disrupted and
transformed by the arrival as the new digital media. How these disruptions and
shifts affected the field of media education will be further developed with

reference to the changes in the subject areas of Film Studies, Media Studies and

* The official website explains the aims of the REF as follows: “The funding bodies intend
to use the assessment outcomes to inform the selective allocation of their research
funding to HEls, with effect from 2015-16. The assessment provides accountability for
public investment in research and produces evidence of the benefits of this investment.
The assessment outcomes provide benchmarking information and establish reputational
yardsticks.” See http://www.ref.ac.uk. There is concern that UK research funding
emphasis may be undervaluing teaching (Fazackerley 2013).



Media Literacy in Chapter 3. My study of education observes the impact of the
digital era and of the knowledge economy on Film Studies, Media Studies and
Media Literacy as the main subjects that comprise the field of media education.

| analyse specifically how Film Studies gained institutional foothold when an
oppositional organisation within Film Studies, the Society for Education in Film
and Television (SEFT), was discarded. This was a historic turning point which
equipped the Film Studies cohort with an opportunity to gain academic prestige
within the system. The interdisciplinary subject of Media Studies, which also
sourced its ideological stance in opposition to established power structures, was
less entrenched. My thesis tracks how and why Media Studies in schools was
restrained, when the academic wing of Media Studies was reconstituted in
changed circumstances after the 1970s and the practical skills area was
sequestered into vocational training for the media industries. | analyse why the
development of Media Literacy is strikingly different from Film Studies and
Media Studies. Media Literacy operates at the lower levels of the educational
hierarchy. It was positioned into the field of media education by the Labour
government in the UK and its function can be interpreted as a response to the
intangible disruptive forces of the digital era.

In addition to the interpretative framework established by Bourdieu, this the-
sis employs the corpus analysis method as an empirical instrument to explore
shifts in media education that occurred from the 1990s. For this part of the study,
a media education corpus was created to devise a map of the field. The Film
Studies sector was then chosen to investigate how various intellectual interests
in Film Studies changed during that period when the knowledge economy and

digital media were prominent in public debate and society.



The analysis of the systemic and historical dynamics between the field, the
education system and the government prepares the ground for the ensuing
empirical analysis of significant shifts in media education. The aim of the
empirical analysis is to create a data-based profile of internal field relationships
and then to narrow the focus to investigate the delineated area of Film Studies.
The corpus chosen for a cross-sectional analysis consists of three journals that
together map the field of media education in a reasonably representative way.*
The Film Studies journal Screen represents the leading discipline-specific journal
with high esteem; Convergence is the principal journal dedicated to the study of
digital media, culture and technology; and the Media Literacy Bulletin is a British
government publication on policy and discussion in this area. The corpus analysis
produces two important outcomes: firstly, a map that illustrates field
relationships; secondly, a record of changing positions of intellectual alignment
in Film Studies. The field map shows that practical expressions and academic
terms are found in different places. An exploration of the Film Studies corpus
produces some noteworthy findings. For example, the Film Studies corpus
showed evidence of shifting ground from its foundation in popular culture
towards a more rarefied interest in film and the avant-garde. An interpretation
of this finding, drawing on Bourdieusian field theory, indicates that greater
academic capital can be gained by shifting from the embattled and exhausted
territory of popular culture towards the more productive terrain of the avant-

garde. As it is based on empirical findings that are filtered through a reflexive

* This selection represents a heuristic assumption based on accumulated knowledge of
the field as a result of my own professional experience in media education in the UK and
Ireland. A heuristic assumption is a hypothesis or an ‘educated opinion’ that serves as a
guide for further investigation. This is precisely the approach taken in this study, which
uses corpus analysis to test these heuristic assumptions. On heuristics as an adaptive
toolkit enabling human beings to make smart decisions with limited knowledge and
within a given time-frame see Peter M. Todd and Gerd Gigerenzer (2000): 727-741.



theoretical lens in Bourdieu’s sense, such interpretations present an innovative
means of gaining a temporal analysis of changing intellectual interests in media
education.

Bourdieu’s analysis of the education system in France in 1968 (Bourdieu
1988a) “shows the utility of his sociological approach for grappling with the
processes of struggle and rapid change” (Calhoun 1990: 503). Arguably, the
communications revolution of the 1990s, which is debated in terms of the
knowledge economy and network society, signals a period of seismic change that
is likely to be more profound than 1968 for all its revolutionary claims. In the
next section | will therefore sketch the debate on the knowledge economy and
network society as it has challenged many post-war assumptions about upward
social mobility, thus illuminating a far-reaching social and not just technological

shift that is affecting the field of education.

1.2. The Knowledge Economy and Network Society

The knowledge economy and network society are two terms that designate the
massive transformation of the economic, social and political spheres in the wake
of the communications revolution of the 1990s. While the term ‘knowledge
economy’ has a history that precedes the arrival of the network society, in
contemporary discourse it is “a widely used metaphor” which captures the
process at work in the transition from an industrial to a post-industrial age that
are facilitated by ICT (Smith 2000: 3). However, as Keith Smith rightly points out
“we should bear in mind that all economic activity rests on knowledge, not only
in our society but in all forms of human society” (Smith 2000: 3). In contrast to

Smith, Peter Drucker argues that “knowledge is now becoming the one factor of



production, sidelining capital and labour” (Drucker 1998: 15). This is echoed by

the OECD which earlier states:

Knowledge, as embodied in human beings (as “human capital”) and in
technology, has always been central to economic development. But only
over the last few years has its relative importance been recognised, just as
that importance is growing. The OECD economies are more strongly
dependent on the production, distribution and use of knowledge than ever
before. (OECD 1996: 9)

While Drucker’s claim that knowledge is sidelining capital has been contested
(see Smith 2000: 4), the term knowledge economy has entered the
contemporary vocabulary to capture knowledge generation and dissemination in
an environment where established knowledge becomes quickly obsolescent.

Walter Powell and Kaisa Snellman define the knowledge economy as follows:

We define the knowledge economy as production and services based on
knowledge-intensive activities that contribute to an accelerated pace of
technological and scientific advance as well as equally rapid obsolescence.
The key components of a knowledge economy include a greater reliance on
intellectual capabilities than on physical inputs or natural resources,
combined with efforts to integrate improvements in every stage of the
production process, from the R&D lab to the factory floor to the interface
with customers. (Powell and Snellman 2004: 201)

Slaughter and Rhoades (2004) emphasise enhanced flexibility in organisations and

amongst workers as a defining feature of the knowledge society:

Knowledge economy or new economy theory addresses the shift from an
industrial economy in which workers in factories characterised by assembly
line production (Fordism) made goods for national consumption to an eco-
nomy in which educated workers in flexible organisations produce goods
and services for global consumption. Colleges and universities play a large
part in this shift because they serve as milieus of innovation. (Slaughter and
Rhoades 2004: 210)

In the year 2000 The European Union proposed that the knowledge economy

was a desirable common goal:

The Union possesses a generally well-educated workforce as well as social
protection systems able to provide, beyond their intrinsic value, the stable



framework required for managing the structural changes involved in

moving towards a knowledge-based society. (European Council 2000)
Much of the debate on the knowledge economy has focused on the role of
innovation and learning. For example, the sociologist Anthony Giddens argues
that the knowledge economy “is not just an empty term, an invention of the
Lisbon Agenda that lost its relevance when the dot.com bubble burst” (Giddens
2007: 22). Giddens is particularly interested in policy measures that enhance
knowledge transmission and generation. In his view, near full employment in the
EU is possible, provided that member states modernise through “investment in
education, the expansion of the universities and the diffusion of ICT” (Giddens
2007: 22). Commenting on growing feelings of insecurity amongst different social
groups and new social rifts in the post-industrial age, he points out that

contemporary society is much more fluid than a generation ago:

There will not be as clear a ‘direction’ to mobility between the generations
as there used to be when many people from working-class backgrounds
moved into white-collar and professional jobs. Structural mobility will
depend upon continuing overall upgrading of knowledge-based jobs at the
expense of less-skilled service occupations. (Giddens 2007: 69)

For Giddens the knowledge economy thus comes with both risks and
opportunities: older workers in manufacturing jobs “risk long spells of
unemployment, or the prospect of never working again” (Giddens 2007: 68).
Employees with poor qualifications are restricted to the cut-price job market,
older women, single mothers and women whose careers are interrupted by
child-care are likely to fare poorly in this new knowledge economy. These risks,
he argues, can be tackled by means of differentiated policy measures that
address the needs of different risk groups in a targeted way (Giddens 2007: 79).
For Giddens a balance between “autonomy, increased social justice and

economic dynamism in the knowledge/service economy” can be struck through



close collaboration between the social partners and the government (Giddens
2007: 88-89). In Giddens’ view EU discussions have been too focused on the

“technological aspects of knowledge creation”:

The ‘knowledge’ in the new economy is certainly in part scientific and

technological — as the very impact of information technology shows. But

even more important are creativity, the testing of new ideas and the

opening up of new markets according to changing patterns of demand.

(Giddens 2007: 179)
Giddens remains, on the whole, optimistic about the opportunities of knowledge
society in the EU to create new flexible forms of employment that respect the
idea of social justice. In sharp contrast, Zygmunt Bauman is far more pessimistic
about the social transformations that are captured under the heading of
‘knowledge society’, the ‘Information Age’, ‘network society’ and ‘globalisation’.
For Bauman the arrival of the Age of Information has not enhanced equality of
opportunity but sharpened the divide between a networked global elite that can
afford to live globally mobile lives (albeit in gated residences) and “the ever more
localized rest” which is left behind is human debris in largely disenfranchised
localities (Baumann 2011 [1998]: 3). Bauman deplores this new “disconnection
of power from obligation” and the attendant asymmetry “between the
extraterritorial nature of power and the continuing territoriality of the ‘whole
life” — which the now unanchored power, able to move at short notice or without
warning, is free to exploit and abandon to the consequences of that
exploitation” (Baumann 2011 [1998]: 9). In his view, modernity has now entered
its “liquid phase” where society is merely perceived as “a matrix of random
connections and disconnections and of an essentially infinite volume of

permutations” (Bauman 2007: 3). For Bauman liquid modernity thus renders

established notions of long-term planning and thinking redundant, as social
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actors need to react instantly to new risks and opportunities. In this volatile

arena,

a swift and thorough forgetting of outdated information and fast ageing
habits can be more important for the next success than the memorization
of past moves and the building of strategies on a foundation laid by
previous learning. (Baumann 2007: 3)

In his seminal The Rise of the Network Society (1996, 2000), the sociologist
Manuel Castells provides a comprehensive analysis of the social, economic and
political dynamics of the Information Age. For Castells, the network is an open
structure that recalibrates all aspects of social organisation (Castells: 2000: 501).

Networks are

appropriate instruments for a capitalist economy based on innovation,
globalization, and decentralized concentration; for work, workers, and firms
based on flexibility, adaptability; for a culture of endless deconstruction and
reconstruction; for a policy geared toward the instant processing of new
values and public moods; and for a social organization aiming at the
supersession of space and the annihilation of time. (Castells 2000: 502)

According to Castells, the new network society is characterised by streams and
confluences in “flows of capital, flows of information, flows of technology, flows
of organizational interaction, flows of images, sounds, and symbols” (Castells
2000: 442). Flows are defined as “purposeful, repetitive, programmable
sequences of exchange and interaction between physically disjointed positions
held by social actors in the economic, political, and symbolic structures of
society” (Castells 2000: 442). Constituted by a circuit of electronic exchanges,
nodes and hubs, the space of flows “refers to the spatial organization of the
dominant, managerial elites (rather than classes) that exercise the directional
functions around which such space is articulated” (Castells 2000: 445). On the

one hand, members of the élite inhabit secluded communities, on the other they
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“project their interest in functional macro networks throughout the global set of
interactions in the space of flows” (Castells 2000: 446).

Castells’ notion of flows of power builds on Bourdieu’s sociology of symbolic
power by linking it to the characteristics and new dynamic of the network society
in the 21 century. Analysing the dramatic effects of the digital era, he argues
that the “network morphology is also a source of dramatic reorganization of
power relationships. Switches connecting the networks (...) are the privileged
instruments of power. Thus, the switchers are the power-holders” (Castells 2000:
502). While this is perhaps a rhetorical over-statement, Castells’ notion of flows
complements Bourdieu’s sociology of symbolic power. Castells introduces a
more dynamic concept into the debate that helps to explain economic and social
volatility after the development of the digital global networks that were enabled
by the World Wide Web in the late 1990s.

The ongoing controversy about the knowledge economy, network society and
globalisation underlines the reach and depth of the transformation of the
economic and social spheres since the early 1990s. Not surprisingly, higher
education is one central arena that has been radically transformed by increasing
marketisation and a new model of contractualism. Mark Olsen and Michael
Peters argue that, in the discourse on the knowledge economy and globalisation,
education is now widely represented as “an input-output system which can be
reduced to an economic production function” (Olsen and Peters 2005: 324)° In
many liberal democracies, including the UK, the traditional public service ethos,
whereby the public service was meant to further the ‘public good’, has been
downscaled by contractual norms, rules and performance criteria. Olsen and

Peters further observe a shift from liberal principles of governance in higher

>The core values in this new system are: flexibility (in relation to contracts), clearly
defined objectives and results orientation (Olsen and Peters 2005: 324).

12



education towards neoliberal governance structures: whereas the former model
delegated authority within the institution downward to lower levels of
organisation such as faculties or subject disciplines, the latter model comes with
line management chains that reinstate hierarchical forms of authority (Olsen and
Peters 2005: 324). This not only produces a shift away from collegial forms of
governance in relatively flat structures towards hierarchical structures, but it also
erodes “traditional professional autonomy over work in relation to both teaching
and research” (Olsen and Peters 2005: 325). Olsen and Peters further comment

that

targets and performance criteria are increasingly applied from outside the
academic role that diminish the sense in which the academic — their
teaching and research — are autonomous. The rising importance of
‘managed research’, and the pressure to obtain ‘funded research’
constitute further evidence that academic freedom, at least in terms of the
academics’ determination over research are concerned, are increasingly
‘compromised’ or at least ‘under pressure’. (Olsen and Peters: 2005: 326).
The encroachment of market principles extends to academic disciplines which
come under pressure to bring their knowledge creation in line with a new value
system that favours market-oriented innovation and relevance. The introduction
of new relations of competition in higher education is an instrument of
increasing accountability and productivity. Writing about the development of a

culture of market competition in the Australian higher education sector,

Marginson comments:

Increased competition is meant to increase responsiveness, flexibility and
rates of innovation (...), increase diversity of what is produced and can be
chosen (...), enhance productive and allocative efficiency (... ), improve the
quality and volume of production (... ) as well as strengthen accountability
to students, employers and government. (Marginson 1997: 5)

Olsen and Peters are concerned that “in this process the values of disinterested

inquiry and respect for the integrity of the subject matter compete with a new
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set of pressures to ‘dumb’ courses down, as well as to demonstrate their
relevance to labour market conditions and prospects” (Olsen and Peters 2005:
326). Clear evidence of the pressure to demonstrate relevance is the 2014
Research Excellence Framework in the United Kingdom which submits all higher
education institutions to a comprehensive assessment of the social, economic
and cultural impact of research alongside an evaluation of the institutional
research environment and the quality of research outputs by the various units of
assessment. The new emphasis on the impact of academic research in particular
demonstrates to what extent universities, faculties, departments and individual
researchers are now forced, as a matter of survival, to comply with the
government strategy to convert their knowledge assets into tangible social and
economic assets. The overarching problem of competition in the knowledge
economy looms in the everyday experience of faculty research staff. Leathwood
and Read (2012) point out that many researchers in the UK are wary of the 2014
Research Excellence Framework, as it is deemed to augur “potential threat to
qualitative, innovative and/or critical research in education and across the social
sciences and humanities” (Leathwood and Read 2012: 4).

Arguably, the current transformation of the higher education sector in the
knowledge economy goes far beyond a mere augmentation of mutual interests
between government and stakeholders in education. If funded research depends
on measurable impact on wider society, external criteria of relevance and on
public engagement, then this inevitably jeopardises research in areas without
apparent or immediate social or economic benefit.

Slaughter and Rhoades make the case for those unconvinced by or opposed to
the argument for the knowledge economy from data gained by comparing

university institutions in the United States and the EU (Slaughter and Rhodes
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2004). Interpreting the knowledge economy through the theory of academic
capitalism, which draws attention to the relationship between the production of
academic goods and their trade in a profit-oriented competitive market system,
they argue that there is no consistent evidence that the knowledge economy

enhances the public good:

Academic capitalism also has an unacknowledged side. The benefits of eco-
nomic growth do not always fall evenly on the population. Treating know-
ledge as a private good may make much of it inaccessible, perhaps
constraining industry and innovation. Conferring decision making power on
institutions rather than faculty may impinge on academic freedom.
(Slaughter and Rhoades 2004: 29)

The various arguments about the risks and opportunities of the knowledge
economy make social cohesion an unlikely outcome. The more persuasive
analysis is that the knowledge economy creates marketisation and competition
to exacerbate disadvantage. Consequently, events never before considered

realistic in academia are now likely; the future prospects for academic

institutions include market failure:

Should the EU focus its energy on competition, it is likely that stratification
among universities will increase, both nationally and within the EU, that
segmentation within universities will be exacerbated, and that many
universities will be more exposed to market failure. (Slaughter and Cantwell
2012: 603)

This marketisation of the university sector in the United Kingdom, as the
knowledge economy, is likely to be observable at the fine grain level of
knowledge creation in areas such as media education. This will be further
explored from a historical perspective in Chapter 3.

So far | have discussed how Bourdieu’s work illustrates power structures at
work in the academic field. Then | proceeded to discuss the knowledge economy
both as a conceptual term as well as a recent force of change in society at large

and within the field of education in the United Kingdom. Next | will turn to the
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cultural analysis of Raymond Williams to explore a particular approach to the
study of culture that is both self-reflexive and empirical. Williams is a pioneering
figure because he too aimed to illuminate “how changes in culture were
intertwined with political transformations” (Calhoun 1990: 502). There is a
strong connection between Williams and Bourdieu that may not be immediately

obvious. In the words of Calhoun:

A feature uniting Williams and Bourdieu is the conviction that culture is neither
the passively accepted, tacitly enveloping whole of old-fashioned anthropology,
nor the specialized, elite preoccupation of ‘highbrow’ students of literature and
the arts. Both of them take up culture as simultaneously ‘ordinary’ (in Williams’
term) the stuff of everyone’s daily life, and as it is manifested in creations of
extraordinary beauty or brilliance. On occasion Bourdieu and Williams seem to
meet at the same object, having approached it within different schemata.
(Calhoun 1990: 502)

Raymond Williams’ Keywords is an early example of an ambitious project of
cultural analysis based on an empirical research method that presents a model of
practice that is complementary to Bourdieu, even though their research styles
and modes of writing were distinctively different. Both Bourdieu and Williams
recognised in their own terms the importance “of analyzing the conditions of
scholarly production themselves, and considering how they shape understanding

and knowledge” (Calhoun 1990: 502).

1.3. A Model and Its Limitations: Raymond
Williams’ Keywords

Raymond Williams, who became prominent in the 1960s, is credited as one of
the main founders of a distinctive approach to the study of culture and mass me-
dia in Great Britain. Williams made a significant contribution to knowledge about
the transformation of post-war Britain, as reflected in the changing use of

language in society. Throughout those decades of rapid social change, his re-
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search method was to locate, gather and track examples of words that seemed
particularly significant of cultural trends. The outcome of his analysis of
contemporary language use in Great Britain from the mid-1950s to the mid-
1970s was published in Keywords: a vocabulary of culture and society (Williams
1976). Keywords is a series of short essays that explore 110 key words in
alphabetical order. Subsequent to its publication in 1976, Keywords reached its
eighth impression in 1981; it was revised and expanded in 1983 and then re-
printed in 1985. Not only did Keywords gain a large number of readers outside
and inside academia at the time, it can still be found on university reading lists in
2012 as a model of research into culture and society.

Since Williams’ main research activity for Keywords took place across two
decades from the mid-1950s, he had little choice of method and limited
technological support. Helped by academic colleagues, students and friends, he
compiled a corpus of what they agreed were contemporary keywords which they
identified by intuition. Williams formed the general definition of keywords as
“significant, indicative words in certain forms of thought” (Williams 1976: 13).
Therefore the Keywords corpus was based on the intuition of Williams and his
associates that certain words were of key cultural importance.

The purpose of Keywords was to illustrate the relationship between general
language use and social change in post-war Britain and to link the past with
contemporary culture. To achieve these aims, Williams required two types of
information, word etymology and word examples of changing language use in
texts such as newspapers, magazines and books. The interpretation of word
origins is philosophically complex in terms of tracing diverse influences, but the
material for the study of language history is easily sourced in archived collections.

The second type of information required for Keywords came from gathered
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contemporary samples of changing word use. The material information to be
collected in this case was unpredictable, since it depended on the unfolding of
language change. The problem with identifying language change is that patterns
are not always clear while looking at diverse sources at the time of publication. It
is therefore difficult to grasp what represents change rather than isolated
novelty. There are also the logistical problems of sorting, filing and archiving
diverse print cuttings over a twenty-year period. Williams, in his view, was not
able to solve many of these severe information problems.

The issue of selection, particularly in the social sciences, concerns the
researcher’s method for gaining some level of objectivity. The interpretation of
content is a research challenge that concerns the process of identifying patterns
of interest to be explored. All projects involving language and culture need to set
criteria for selecting terms to study and, having made that initial selection, to
decide which factors to single out for analysis. These problems suggest research
challenges in common between the 20" century when Williams was working and
our own era. The difference today is that developments in digital technologies
have created means to offer research solutions such as computer-assisted
corpus analysis.

In the Introduction to his book, Williams stated that keywords are
recognisable as “significant, indicative words in certain forms of thought”
(Williams 1976: 13). This is a persuasive argument for how a keyword is ranked
above ordinary words. Williams then emphasised that keyword selection
determined the shape of his study: “The significance, it can be said, is in the
selection. | realize how arbitrary some inclusions and exclusions may seem to
others” (Williams 1976: 12). Indeed, his selection process was quite arbitrary. For

example, in the revised 1983 edition Williams refiects society in language by
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retaining the word class, introducing racial but omits feminist. Williams
acknowledged as much when he stated: “[e]very word which | have included has
at some time, in the course of some argument, virtually forced itself on my
attention” (Williams 1976: 13). While Williams did not claim to seek scientific
rigour, and although the keywords project grew out of a glossary for a different
book, nowadays a more methodical process would be standard. When Williams
pursued his Keywords research in the 1960s and 1970s, there was no World
Wide Web — at that time only scientists used computers and photocopiers were
uncommon. Williams acknowledged that his method of identifying keywords by
soliciting contributions from friends and colleagues was unsystematic, and he
was dissatisfied with the awkward process of archiving and retrieving the store
of publication clippings. Unsurprisingly, Williams complained that the “problems
of information are severe” (Williams 1976: 15). Williams could not resolve the
peculiar research problem that the medium of paper on which publications are
printed is an obstacle to the study of what is printed.

A few decades later at the end of the 20" century, solutions to information
problems that perplexed Williams had begun to emerge. Photocopying, scanning
and storing large amounts of text in computers became commonplace activities.
Networked computers that gather data from libraries and other information
resources are ubiquitous. Software for analysing text, created in the field of
Applied Linguistics, can analyse and present the relationships between words in
a corpus that the researcher can use to generate knowledge. These research
facilities have opened a sphere of research activity in the 21% century that
Williams hoped would become possible. The approach that will be taken in this

study to investigate media education at the turn of the 21° century is somewhat
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similar to Raymond Williams’ project but aims to interpret language more
systematically as a means of observing wider cultural change.

Today the process of word identification in a corpus can be made more
systematic and less reliant on intuition by using corpus analysis software to
identify frequent and distinctive words. Software programmes are designed to
assist the study of language. Indeed, there are strategic approaches to corpus
analysis using software that would have attracted Williams’ attention. Williams’
keywords are subjectively identified, corpus keywords are more objectively
found by comparing word patterns between two corpora (Hunston 2002: 68;
Culpeper 2009: 32). In corpus analysis a keyword has a statistical importance
since “keyness” is the term that denotes the strength of a word’s distinctiveness
based on a statistical log likelihood test (Kilgarriff 1996: 3). This means that
words in a corpus can be ranked by their statistical value, it is a relatively
straightforward procedure to look at the keyness results to select the most
distinctive terms to interpret. From this summary, it is clear that using corpus
analysis with computer applications offers a great advantage to the researcher
investigating language use. Corpus analysis offers an empirical method of
identifying patterns of meaning in text based on statistical processes to indicate
areas for interpretation.

Following from the problem of what information to select and how a
systematic approach might be assisted by the analysis of word distinctiveness,
the second problem of information concerns the format of word representation.
The problem here is of how to interpret meanings that are created in context
when words are necessarily singled out for interpretation. In this regard, Wil-
liams explained in the Introduction to Keywords that he was uneasy about

presenting his word essays alphabetically with the limitations of a dictionary,
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since this involved excising them from their context to locate them on a
semantically arbitrary A-Z scale, thereby invalidating their original

interconnectedness of meaning in the text.

In writing about a field of meanings | have often wished that some form of

presentation could be devised in which it would be clear that the analyses

of particular words are intrinsically connected, sometimes in complex ways.

(Williams 1976: 25)
Williams considered grouping words into themes such as politics or art, but
ended up rejecting the limitations of such categories. He resolved his
predicament by shuttling between the word and its wider meaning in the
expository essay and suggested the reader make additional semantic
connections, not confined by the A-Z format. In this exhortation to the reader,
Williams made the best of circumstances at the time.

The corpus analysis response to this problem of linguistic disconnection, while
not a complete solution, offers progress. For example, most corpus software can
show word collocates to reveal semantic patterns (Tribble 2010: 169).
Researchers in the analogue era could not easily attain this level of observation
about patterns of language use. As | will discuss further in Chapter 4, corpus
software functionality can allow access to words at different levels of context,
from the close locality of a word to how it is situated in a paragraph and expand
to the complete original text. The principle of corpus analysis is founded on re-
presenting text to show patterns of meaning that can be interpreted by the
researcher. The assistance that computer software provides towards the goal of

interpreting patterns of meaning is summarised as follows:

In effect, the chief purpose of the software is to take a pre-existing shape,
the text, then mix it all up and sort it all out, showing it in a quite different
order. The computer does not see any patterns, but the human user does.
(Scott 2008b: 104)
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In this way the corpus analysis process performs the task of contextual word
representation and linguistic patterning that Raymond Williams deemed neces-

sary but was out of reach for his research into language use in society.

1.4. Related Research

Entitled The Field of Higher Education: A sociology of reproduction,
transformation, change and the conditions of emergence for cultural studies, Karl
Maton’s unpublished doctoral thesis addresses a similar topic as the current
study of the decisive shifts in the field of media education (Maton 2005).
Maton’s aim is to explore the field of education to establish how Cultural Studies
emerged at a particular time in British education. His theoretical framework
draws on Pierre Bourdieu’s field theory and on Basil Bernstein’s language code
theory. In his view this theoretical synthesis was required to counterbalance
Bourdieu’s sociological reductionism. Bourdieu and Bernstein both emphasise
the importance of empirical research for theoretical perspectives. Accordingly,
Maton devised an analytic system to map the data he found in historical
documents, course provision, educational reports, debates about education,
empirical information about the universities and the people who established the
field of Cultural Studies. He amassed a great deal of information for his study,
much of which was not required in the foreground, and the empirical approach
was impressive in scope and ambition. However, notwithstanding valuable
insights, arguably the merging of two theoretical approaches within one
theoretical framework hinders rather than assists the synthesis: Maton
acknowledges a lack of systematic analysis as an unresolved issue (Maton 2005:

277). Maton’s study does not provide a systematic analysis of the complex and
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shifting relationships within the field of media education, it is a gap that this
thesis addresses.

Tatiana Heise and Andrew Tudor in their 2007 study ‘Constructing (Film) Art:
Bourdieu’s Field Model in a Comparative Context’ provide a comparative study of
film in Brazil from 1920-1930 in order to test the general applicability of
Bourdieu’s “analyses of consecration, legitimacy and autonomization” (Heise and
Tudor 2007: 166). They explore the contemporary “film as art” campaigns that
aimed to establish film as an esteemed new art form. Data from empirical
surveys are used to chart the field of cinematic art in Great Britain and in Brazil
on a grid based on autonomy and heteronomy. Through an analysis of writing in
specialist film journals and magazines about art film in each country, they
demonstrate that over time the international perspective of the art film
movement in Great Britain broadened, whereas in Brazil the horizons narrowed
due to the rise of nationalism (Heise and Tudor 2007: 181). The survey is
comparable to the present study in how it seeks to apply Bourdieu’s theoretical
approach to the question of how values for culture are determined. A significant
methodological difference between Heise’s and Tudor’s survey and my research
is that Heise and Tudor relied on a hermeneutic interpretation of texts, whereas
my research includes an empirical corpus analysis.

Jane Mulderrig’s doctoral thesis The Language of Education Policy: from
Thatcher to Blair pursues the aim of exploring public language that was used to
frame educational policies during Tony Blair's New Labour era (Mulderrig 2009).
Her strategy is to compare one strongly ideological government with another,
the Thatcher era with the Blair era, to analyse how change in policy is located in
discussions about education. Identifying corpus keyword patterns in public

consultation policy documents, Mulderrig shows that the particular terminology
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used in Thatcher’s era disappeared during John Major’s government only to
return under Blair and increase in prominence (Mulderigg 2009: 192).
Mulderrig’s study provides evidence that both Thatcher and Blair shared
common educational ideologies that link schooling to macroeconomics and
employer interests. Mulderrig’s 2009 study adopts the Critical Discourse Analysis
(CDA) approach made prominent by Fairclough and van Leeuwen. John Sinclair
has criticised the CDA approach for its tendency to allow too much
preconception about the study topic (Sinclair 2004: 120). However, her use of
corpus analysis provides a valuable model because her research is clear,
systematic and explanatory in style. Mulderigg’s focus on the trend towards
creating educational markets by successive UK national governments
complements my thesis. In contrast to Mulderigg, however, my research tracks a
particular field within the UK education system.

Two studies that adopt an historical approach to media education are Terry
Bolas’s Screen Education: from film appreciation to Media Studies (Bolas 2009);
Norma Schulman’s Conditions of their Own Making: An Intellectual History of the
Centre for Contemporary Cultural Studies at the University of Birmingham (Schul-
man 1993). Both accounts identify important phases in media education when
institutions, people and politics shaped the field in particular ways. Schulman fol-
lows developments from the establishment of the Centre for Contemporary Cul-
tural Studies at the University of Birmingham through its idealistic ambitions and
adversarial events to its closure in 2002 and the international dispersal of
Cultural Studies. Bolas takes a much longer timeline, stretching his analysis to
accommodate a panorama of events across almost a century in media education
from the 1930s. Bolas documents how the Society for Education in Film and

Television (SEFT) took control of the Screen journal to prioritise a cultural theory
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of film that ousted teachers’ interest in pedagogy. Taken together, Bolas’ and
Schulman’s studies interpret historical events through personal experience, and
neither author embraces a method of objective data analysis. Schulman is aware
of the intellectual risks entailed in this approach but insists on the integrity of the
use of personal experience in this form of research (Schulman 1993:2). The
approach adopted in my research provides valuable additional insights by
combining systematic empirical work and heuristic analysis in the same broad
field worked on by Schulman and Bolas.

Georgina Born’s study of the BBC, published as Uncertain Vision: Birt, Dyke
and the Reinvention of the BBC (Born 2005), provides a useful comparison for an
interdisciplinary approach in a media institution at a time of change. The period
covered relates to the increasing managerialism in the 1980s under the regime of
Director General John Birt during the Thatcher era. “Birtism” became a neo-
logism for the implementation of Thatcherite neoliberal principles in the British
broadcasting industry. Born’s study drew on anthropology and sociology for her
investigation. She generated data from individual staff interviews and observed
the BBC cohort as an anthropological group in the workplace. While her theo-
retical framework takes inspiration from Bourdieu, she provides a more
subjective interpretation than one would find in Bourdieu’s writings. By means of
skilful integration of objective data and subjective comment (often witty and
sometimes wistful), Born’s thesis crosses over from formal academic into
anecdotal modes. According to Born, the managerialism that was imposed on an
unwieldy and expensive media organisation did in the end produce better
management practices and financial savings. But she also contends that BBC

programme making was stifled and the culture of creativity, which was less
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amenable to economic metrics, was demoted. Born’s survey is of interest to this
study because of its interdisciplinary approaches.

A study that adopts methodological approach of relevance for this study is
Field of Power Anno 2000 (Hjellbrekke, et al. 2007) which applies Bourdieu’s
theories of the reproduction of privilege to Norwegian society. The authors’
Multiple Correspondence Analysis (MCA) illustrates the effective use of such
empirical data. In a similar mode, Williams’ and Filippakou’s Higher Education
and UK Elite Formation in the Twentieth Century (Williams and Filippakou 2010)
demonstrates that Bourdieu’s concept of the symbolic capital of élite universities
continued to prevail in Great Britain, although their dependence on data
collection from Who’s Who was weaker than usual sources for this type of study.

This review highlights a serious gap in theorising the field of media education
as a set of relationships in a shared field. There is a particular scarcity of empiri-
cal findings about educational subject areas and how they have transformed
over time. My ensuing analysis of the transformation of the field of media
education therefore aims to address this deficit by filtering the empirical analysis
through a Boudieusian lens and by combining the analysis of data with an

interpretation of the broader socio-historical context.

1.5. Contribution of Research

There is little evidence of similar work that uses the corpus analysis method to
investigate media education. As a result of the research undertaken in my thesis,
there now exists a media education corpus that invites further analysis.
Furthermore, the creation of the map of media education offers a model for
charting relationships in other subject fields. The research method adopted here

is novel in that it tracks change and identifies patterns of shifting intellectual
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interests. By combining corpus analysis with a Bourdieusian focus on power
relationships between and within fields, it generates knowledge about the
politics of cultural change, while also offering a methodological model for future
research into cognate areas such as the digital humanities. In addition to
providing detailed findings about significant shifts in media education, the
innovative quality of the current study thus derives from the intersection of

theoretical and empirical perspectives in the shifting field of media education.

1.6. The Structure of the Thesis

Chapter 2 introduces and debates key Bourdieusian concepts such as the idea of
symbolic, cultural and social capital and his notion of “thinking tools” which help
to illuminate recent shifts in media education. The chapter also discusses
Bourdieu’s analysis of education as a self-regulating market that allocates status,
often reinforcing existing power relationships by legitimising and consecrating a
particular cultural heritage. The chapter concludes with a discussion of
Bourdieu’s advocacy of a self-reflexive methodology that aims to overcome the
binary division between objectivism and subjectivism and between theory and
empiricism. Drawing on Bourdieu’s framework, Chapter 3 then narrows the line
of analysis by discussing the rise and fall of the Birmingham Centre for
Contemporary Cultural Studies as a paradigmatic example of a conflict between
an ideologically-invested academic centre and the university management that
traded its relative autonomy in the race for government funding. This case study
sets the scene for the ensuing discussion of the changing field of media
education where the battle over institutional legitimacy has produced three
subject areas that are positioned at different levels of prestige: Film Studies,

Media Studies and Media Literacy. The chapter analyses how Film Studies and
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Media Studies struggled to achieve institutional recognition and why they
succeeded or failed in this regard. The more recent government-driven initiative
for Media Literacy is included here because it is strongly associated with media
education and reflects the state’s vested interest in a form of ‘pastoral control’
over the internet.

Chapter 4 then shifts focus by discussing the methodological issues involved in
adopting corpus analysis as a technique for exploring the research questions and
relays the importance of this for establishing trustworthiness. Here | attempt to
open the more narrowly defined methodological concerns and solutions in
Applied Linguistics to a Bourdieusian perspective that interlinks the empirical and
the theoretical. Chapter 4 also offers a detailed discussion of the selection
criteria of the three journals. Chapter 4 prepares the ground for Chapter 5, which
presents the corpus findings within the idiom and from the perspective of the
Corpus Analysis method.

Chapter 6 discusses the research questions in relation to the corpus findings
within the Bourdieu’s framework in the context of socio-political shifts in the
field of education. While direct cause and effect is not claimed, there are striking
patterns in the findings that reflect significant trends that were found in the
wider field of education. For example, there appears to be a connection between
academic research that is judged in terms of the knowledge economy and, in the
same period, the transfer of some intellectual interest in Film Studies from the
depreciated area of popular culture to the respectable study of the avant-garde.

The Conclusion in Chapter 7 provides a reflective commentary on the research
process. | will analyse to what extent the research questions have been
answered, the efficacy and limitations of the method, the possible different

research approach and new research questions that have emerged during the
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research process. In summary, this study provides an innovative perspective that,
by integrating empirical and theoretical perspectives, contributes to knowledge
about the object of analysis and how it may be studied in future. Reflecting on
the Bourdieusian frame, | conclude that, while it is an effective approach, there
are points where Bourdieu’s theoretical analysis should be updated to account
for changed social circumstances. Key participants in the field whom | presented
with the findings of my study, stated that, while it corroborated aspects of their
professional experience, it has also brought to light insightful information about

shifts in the field.
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2. A Bourdieusian Framework

2.1. Introduction

Bourdieu’s work evolved over several decades and in dialogue with a broad
range of intellectual traditions and thinkers, ranging from Marx, Althusser, Lévi-
Strauss and Foucault to Weber and Durkheim, amongst others (see Swartz 1997:
15-51). Straddling sociology, philosophy, ethnography and intellectual history to
analyse areas such as culture, media, and education, Bourdieu’s work presents a
comprehensive theoretical framework for the study of change in media
education. By combining empirical analysis with a self-reflexive theoretical
model for interpreting cultural practice, Bourdieu has refuted the established
opposition between theory and empirical research. As Didier Bigo argues, “what
Bourdieu’s approach to ‘practices’ offers is an attempt to combine empirical
research with political and philosophical reflexivity by trying to overcome
tensions between objectivism and subjectivism” (Bigo 2011: 233).

The conceptual extent of Bourdieu’s work exceeds my study which analyses
the shifting field of media education in the context of the globalised digital media
landscape. This chapter therefore discusses only those Bourdieusian ideas that
will help to illuminate significant adjustments in the media education sector at
the foundation of the digital era. Of particular interest for my study are the
following ideas: Bourdieu’s differentiation between types of capital, his
understanding of education as a self-regulating market, his recommended
thinking tools, and his self-reflexive methodology that aims to overcome the
binary division between objectivism and subjectivism and between theory and

empiricism. The challenge of my research is to pull together various theoretical
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influences to identify their application to empirical findings about media

education in a meaningful way.

2.2. Cultural Capital, Social Capital and Symbolic
Capital

Bourdieu’s analysis of society in terms of fields of power equates power with
capital and differentiates between economic capital, cultural capital, social and
symbolic capital. While for Marx capital exists within the process of economic
exchange, Bourdieu is particularly interested in analysing the role of capital to
understand the dynamic of power relations. As David Swartz comments,
Bourdieu extended “the idea of capital to all forms of power, whether they be
material, cultural, social or symbolic” (Swartz 1997: 73). Cultural capital refers to
a wide range of resources and strategies that social actors acquire and employ to
safeguard and advance their social status. In an early influential article ‘Cultural
Reproduction and Social Reproduction” Bourdieu defined cultural capital with
reference to the “instruments for the appropriation of symbolic wealth worthy of
being sought and possessed” (Bourdieu 1977b: 488). He further argued that the
education system’s reproduction of the social distribution of cultural capital
reflects “the educational norms of those social classes capable of imposing the
(...) criteria of valuation which are the most favourable to their products”
(Bourdieu 1977b: 495). The implication here is that there is a strong connection
between educational norms and standards that are biased towards a particular
set of tastes and styles that represent the norms of the dominant class. While in
Distinction (1984[2010]) Bourdieu documented the discriminating role of taste
for social status in French society, in his article ‘The Forms of Capital’ he provides

a broader definition of cultural capital that recognises that different forms of
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competence can enhance cultural capital as long as they are unevenly distributed
and as such positioned to create “exclusive advantages” (Bourdieu 1986: 49).
Cultural capital includes cultural dispositions, educational credentials, language
usage, life-style choices and aesthetic preferences that, in their totality, shape a
social actor’s position and outlook on society. Cultural capital refers to a range of
cultural dispositions that are internalised by the individual through socialisation
and that constitute schemes of appreciation and achievement. Bourdieu explains
that “in its fundamental state, it is linked to the body (...) and presupposes a
process of embodiment, incorporation, which, insofar as it implies a labor of
inculcation and assimilation, costs time, time which must be invested personally
by the investor” (Bourdieu 1986: 48). In the words of David Swartz, “cultural
capital becomes a value worth struggling for” (Swartz 1997: 259n). Cultural
capital thus involves effort on part of the individual and “cannot be transmitted
instantaneously (unlike money, property rights or even titles of nobility) by gift
or bequest, purchase or exchange” (Bourdieu 1986: 48). While cultural capital
finds objectified expression in “material objects and media, such as writings,
paintings, monuments, instruments”, i.e. assets that can be transferred to
another person materially, cultural capital cannot simply be inherited (Bourdieu
1986: 50). It is above all the education system that provides an instituticnalised
setting for the accumulation of cultural capital through educational credentials

and academic qualifications:

By conferring institutional recognition on the cultural capital possessed by
any given agent, the academic qualification also makes it possible to
compare qualification holders and even to exchange them (by substituting
one for another in succession). Furthermore, it makes it possible to
establish conversion rates between cultural capital and economic capital by
guaranteeing the monetary value of a given academic capital. (Bourdieu
1986: 51)

32



However, since the cultural capital accrued by education depends on scarcity,
this also means that investment in academic capital has a relative value.
Academic commodities such as qualifications and publications in the education
market form a hierarchy of currency. In the words of Simon Marginson: “The
emergence of a unified world market in educational positional goods with
supreme value, led by household names such as Harvard, Stanford, MIT and
Oxford, is a striking feature of the global era” (Marginson 2006: 21).

A practical advantage of striving to move from the lower end to the higher
end of the academic value scale of education is that academic capital can be
converted into economic capital outside the system of education. Bourdieu
argues that literacy gains are low compared with other educational

achievements:

The objectification effects of literacy are nothing in comparison with those
produced by the education system. Without entering into detailed analysis,
it must suffice to point out that academic qualifications are to cultural
capital what money is to economic capital. (Bourdieu and Nice 1977a: 187)

One function of the institution of education, Bourdieu continues, is to
standardise accreditation. As standard units of value, the hierarchy of
qualifications forms a currency of cultural capital in a single education market

place:

It makes possible to relate all qualification-holders (and, also negatively, all
unqualified individuals) to a single standard, thereby setting up a single
market for all cultural capacities and guaranteeing the convertibility of
cultural capital into money. (Bourdieu and Nice 1977: 187)

While cultural capital captures the value of educational credentials in western
societies, social capital “is the aggregate of the actual or potential resources
which are linked to possession of a durable network of more or less

institutionalized relationships of mutual acquaintance and recognition (Bourdieu
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1986: 51). Like cultural capital, social capital depends on considerable effort and
investment because it requires “a continuous series of exchanges in which
recognition is affirmed and reaffirmed” (Bourdieu 1986: 52). However, those
who possess inherited social capital as, for example, symbolised by a great family
name, do not need to make this effort because they are “sought after for their
social capital” (Bourdieu 1986: 52).

The last term requiring elucidation is the notion of symbolic capital. It is a
broad concept that captures the ensemble of symbolic practices through which
the social order reproduces itself. Symbolic capital is a form of symbolic power
that detracts attention from vested advantages of social practices. According to
Bourdieu “symbolic power is that invisible power which can be exercised only
with the complicity of those who do not want to know that they are subject to it
or that they themselves exercise it” (Bourdieu 1991: 164). Symbolic power
requires a certain amount of ‘misrecogniton’, a term that foregrounds the
inability of social actors to see the constructed nature of their social world as a
result of the internalisation of social norms and rules. As Swartz comments,
“activities and resources gain in symbolic power, or legitimacy, to the extent that
they become separated from underlying material interests and hence go
misrecognized as representing disinterested forms of activities and resources”
(Swartz 1997: 90).

Some critics have taken issue with Bourdieu’s approach to the misrecognition
of symbolic capital. According to Michael Burawoy, the problem here is that for
Bourdieu “all social orders reproduce themselves through the inculcation of
habitus and necessary misrecognition. We are all fish in water unable to
comprehend the environment in which we swim — except, of course, Bourdieu

and his feliow sociologists” (Burawoy 2012: 192). However, Bourdieu
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occasionally emphasised that his view of society was neither deterministic nor
negative. In a published interview, he denounced pessimistic functionalism,
emphasising that situations of domination always activate resistance: “The
dominated, in any social discourse, can always exert a certain force” (Bourdieu
1992: 80).' The present discussion highlights Bourdieu’s competitive model of
society: knowledge production is a struggle for legitimacy and implies
competition for different positions of power. This contest is reflected in the
hierarchical system of education which claims a legitimate monopoly of
education that results in competition (Bourdieu and Passeron 1990a: 18). In
order to pursue this further, the next section discusses education as a self-

regulating market.

2.3. Education as a Self-Regulating Market

Bourdieu describes the basic market as one that needs constant intervention to
maintain a profit cycle. He then identifies a modified version, the self-regulating
market that does not require strategies for intervention. Bourdieu argues that
the success of the self-regulating market model is an acquisitive hierarchy that
nurtures its own source of capital creation to sustain its wealth. There is no need

to openly display domination in the self-regulating market:

Domination no longer needs to be exerted in a direct, personal way when it
is entailed in possession of the means (economic or cultural capital) of
appropriating the mechanisms of the field of production and the field of
cultural production which tend to assure their own reproduction by their
very functioning, independently of any deliberate intervention by the
agents. (Bourdieu 1977a: 183-184)

! Interestingly, a footnote in the same interview highlights Bourdieu’s good professional
relationship with the Birmingham CCCS. One is led to assume that Bourdieu was on the side of
those who held radical left-wing views and believed in action for social transformation. See
Bourdieu (1992).
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In Bourdieu’s view, the education system is a self-regulating market, in which the
symbolic capital in the field of education is related to the economic capital of the
economic field. According to Bourdieu, material capital can be converted into
symbolic capital and in turn, symbolic capital is reconvertable into material
resources (Bourdieu 1977a: 180). Drawing on Bourdieu’s analysis, | will later
interpret the education system as an enclosed market that uses and converts its
symbolic capital in the markets of other fields, in particular, the economic field.

Bourdieu’s interpretation of the educational system demonstrates how it
assists the reproduction of social hierarchies. The market analogy explains why
educational assets are competed for and how they can be traded in exchange for
other valuable assets in society. The consequence of this analysis is that inequali-
ties in the education system persist because it is devised to reproduce power
difference.

The forms of capital that are produced in education are particularly valuable,
since they can be converted into different types of resources in other fields. The
accepted principle, the doxa, is that the currency of educational achievement will
secure a better job, higher income and, generally, a better lifestyle. As Michael
Grenfell explains, capital belongs to the field of education, and it is the field that
sets its value. While individuals possess it, its distribution is by definition unequal
(Grenfell 2009a: 20).

Along with many of his peers in the post-war period, “Bourdieu saw that in
education lay the key to building the ‘emancipated’ structures needed in the new
world” (Grenfell and Hardy 2007: 40), but the contrasting reality in Bourdieu’s
view was that the expansion of education in Europe from the mid-20" century
did not achieve greater social equality. In France, for example, technical

education was assigned low status, and the output of higher numbers of
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diplomas ultimately devalued their worth in the job market by “diploma
inflation” (Bourdieu 1984; 2010: 139).” A prescient example Bourdieu used to
illustrate inequalities that persisted through the reconversion value of
educational capital is the industry executive who commands a high company
salary as a more reliable “mode of appropriation” of wealth than risky
investment income (Bourdieu 1984[2010]: 134).

Although Bourdieu’s concept of the symbolic market in a field of power is
effective in locating sources of power in the education system, it is somewhat
limited as an instrument for categorising change after the millennium when the
digital sphere has had a transformative impact on society. Bourdieu’s model has
been credited as strong on the reproduction of the social system and weak on
accounting for transition and social change (Born 2010:179 and Calhoun 1993:
66). For the period of transition in the digital era, it is useful to consider Castelis
concept of flows. As already indicated in Chapter 1, Castells’ notion of flows of
power in the networked society builds on Bourdieu’s concept of the field of
power and market model by linking it to changes that have occurred in the 21%
century. In essence Castells argues that the changing use of space is evidence of

patterns of change in social activity:

Space is the expression of society. Since our societies are undergoing
structural transformation, it is a reasonable hypothesis to suggest that new
spatial forms and processes are currently emerging. (Castells 2000: 440)

Describing this dynamic in terms of the power of flows, he argues that flows can
sway the forces of power (Castells 2000: 500). Analysing the social effects of the

digital era, Castells identifies the impact of social change in the transformation of

o counter-example, however, is the case of Germany where traditional apprenticeships
continue to enjoy social status. The Fachhochschulen, i.e. the Universities of Applied Sciences,
often specialise in technical disciplines, producing graduates that, to this day, are highly
esteemed by employers.
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the globally networked society. This occurred as a consequence of period of
deregulation and privatisation of institutions and companies in the 1980s that
was led by Ronald Regan and Margaret Thatcher (Castells 2000: 138). The largely
unregulated capital flow of the neo-liberal economies led to “the institutions and
rules of globalization in the 1990s” which extended the widespread reduction of
national sovereignty (Castells 2000: 140). In Castells’ view this flow of exchange
occurs across hubs of electronic communications directed by managerial élites
creating new forms of social power (Castells 2000: 442-445). Iin digital networks,

power flows through nation states:

The space of flows is the material organization of time-sharing social
practices that work through flows (..) between physically disjointed
positions held by social actors in the economic, political and symbolic
structures of society. (Castells 2000: 442)
Not all social activities that are connected to the global sphere will move into
that space. Castells emphasises that in this newly configured global space, local
activity is not replaced because “production, employment and firms are and will
remain local” (Castells 2000: 101). The positional choice is now between the local
time and place or in flowing time and place as “an economy whose core
components have the institutional, organizational and technological capacity to
work as a unit in real time, or chosen time on a planetary scale” (Castells 2000:
102). This presents a generalised model of change, indicating how other fields,
such as social communication or education, may transpose certain operations
into in the global sphere. Castells notion of flows reflects the disruption of the
established relationship between the field of education and the state. As
discussed in Chapter 1, the debate on the knowledge economy concerns the

transition from industrial to post-industrial society and the attendant

transformation of the nationally sovereign state into a globalised and networked
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society that is exposed to massive transnational effects. Castells’ concept of
flows is perhaps better suited than Bourdieu’s notion of the self-regulating
market to capture the problem of the sovereign state in the process of
adjustment from its status as an autonomous power in an international world to

a semi-autonomous location of power in the globally networked space.

2.4. Bourdieu’s Thinking Tools

We have already seen that Bourdieu proposed a competitive model of society:
knowledge production is a struggle for legitimacy and implies competition for
different positions of power. This contest is reflected in a hierarchical system,
supported by the institutions of education that offer examinations leading to
increased rewards in career occupations for the highest achievement (Bourdieu
and Passeron 1990a: 144). Some comment that Bourdieu’s work “amounts to
nothing less than an attempt to construct a theory of social practice and society.
It is emphatically not a temporary construct” (Jenkins 1992: 67). However, one
should caution that Bourdieu, reflecting on his own work as a social researcher
across different topics in different cultures, warned against viewing his work in

terms of a totalising theory:

There is no doubt a theory in my work, or better, a set of thinking tools
visible through the results they yield, but it is not built as such (..) The
thread that leads from one of my works to the next is the logic of research,
which in my eyes is inseparably empirical and theoretical. (Bourdieu and
Wacquant 1989: 50)

This comment emphasises the strong bond between the empirical and
theoretical aspects of Bourdieu’s research, which is organised through what he
terms “thinking tools”. Spread across Bourdieu’s publications, these working

methods have been harnessed and summarised by Grenfell as follows:
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The construction of the research object.

A three-level approach to studying the field as the object of research.

Participant objectivation. (Grenfell 2008:220)

Based on this list, Bourdieu’s thinking tools are summarised in Figure 1 below.

1. Construct the
research object.

2. Adopt a

three level
approach to
studying the field
as the object of
research.

Analyse the field of
power.

Map the objective
structure of
relaticns

Map the habitus of
field agents

3. Participant
objectification through
empirical work.

Figure 1: Bourdieu's Thinking Tools

The following sub-sections will introduce the central thinking tools of field,

habitus and participant objectification before turning to a brief discussion of the

entrenched binary between objectivism and subjectivism and, finally, Bourdieu’s

notion of self-reflexivity.

2.4.1. Field

In an interview with Loic Wacquant Bourdieu defined the field as

a network, or a configuration, of objective relations between positions
objectively defined, in their existence and in the determinations they
impose upon their occupants, agents or institutions, by their present and
potential situation (...) in the structure of the distribution of power (or
capital) whose possession commands access to the specific profits that are
at stake in the field, as well as by their objective relation to other positions.
(Bourdieu and Wacquant 1992: 97)
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As “a structured system of social positions” (Jenkins 1992: 85), fields represent
and enact power relations by offering graded access to economic, cultural, social
and symbolic capital. Fields are arenas of social struggle over stakes to different
kinds of capital. For Bourdieu, the field is a “configuration of objective relations”
precisely because the field legitimises the distribution of capital or power in
relation to other field positions. The above quotation shows that Bourdieu does
not distinguish between individuals and institutions in a given field. As Jenkins
comments, “there is in Bourdieu’s social theory a gap (...) between the micro
level of practicing agents and the macro level of fields and the social space”
(Jenkins 1992: 90). He further notes that “his model of field(s) and social space is
essentially one of equilibrium and stability. Social change is peripheral to the
model and difficult to account for” (Jenkins 1992: 90). While this criticism points
to a possible deterministic undercurrent in Bourdieu’s field theory, this danger is
however somewhat harnessed by the dynamic of social struggle which can also
affect the value and make-up of the different kinds of capital. Bourdieu employs

the game metaphor to illustrate the field dynamic:

There is a political space, there is a religious space etc.: | call each of these a

field, that is, an autonomous universe, a kind of arena in which peopie play

a game which has certain rules, rules that are different from those of the

game that is played in the adjacent space. (Bourdieu, Thompson et al. 1991:

215)
For Bourdieu society is composed of different fields of power in which dynamic
networks of power relationships are formed between acquisitional social agents.
Certain people are empowered to allow others into or exclude participants from

their field. Bourdieu proceeds to explain that field boundaries can be found by

analysing the point where they cease to have effect:
The question of the limits of the field is always at stake in the field.

Participants to a field, say economic firms, high fashion designers or
novelists, constantly work to differentiate themselves from their closest
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rivals in order to differentiate themselves from their closest rivals in order
to reduce competition and to establish a monopoly over a particular sub-
sector of the field. Thus the boundaries of the field can only be determined
by empirical investigation. Only rarely do they take the form of juridicial
frontiers, even though they are always marked by more or less
institutionalized “barriers to entry.” The limits of the field are situated at
the point where the effects of the field cease to exist. (Bourdieu and
Wacquant 1989: 39)
According to this model, society includes an array of fields that can be discerned
as distinctive constructs. The borders of any particular field can be measured to
the limits of the zone where its distinctiveness disappears. Thus the field concept
can be used to map relationships within in the confined field of media education.
Tracking changing ideas in the field can then be observed by comparing field

patterns at different times to disclose shifting locations of power. How the

research method links to the field concept will be discussed further in Chapter 4.

2.4.2. Habitus

Habitus is a further important thinking tool in Bourdieu’s conceptual toolkit. Field
and habitus allow Bourdieu to take account of the interrelationship between
individual and society in that both terms are conceived in such a way that they
interweave the subjective experience of an ‘objective’ social reality which is
governed by norms, rules and — as previously explained — by competition over
different kinds of capital. Bourdieu elucidated habitus in many of his works. A

central definition in The Logic of Practice (1990) is:

Systems of durable, transposable dispositions, structured structures
predisposed to function as structuring structures, that is, as principles
which generate and organize practices and representations that can be
objectively adapted to their outcomes without presupposing a conscious
aiming at ends or an express mastery of the operations necessary in order
to attain them. (Bourdieu 1990b: 53)

The emphasis here is on forms of social knowledge that social actors internalise

and apply as unconscious mental scripts which guide social interaction in a given
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field. Bourdieu further explained that people do not strictly know what they are
doing:

The habitus is the universalizing mediation which causes an individual

agent’s practices, without either explicit reason or signifying intent, to be

none the less “sensible” and “reasonable”. (Bourdieu and Nice 1977a: 79)
Habitus can be thought of as a person’s characteristic attitudes and actions that
generally have no need for explanation. If asked to reflect on their own habitus,
most people will assume their behaviour is in keeping with their circumstances
and quite natural. Apart from when it is made explicit in ceremony and ritual,
habitus tends to be implicit and derives from inter-personal experience. Habitus
is steered by social protocols and the people who constitute society devise these
modes of expected behaviour. As David Swartz comments, “habitus emphasizes
the mutually penetrating realities of individual subjectivity and societal
objectivity after the fashion of constructionist theorists (...)” that transcends a
classic dualism (Swartz 1997: 96-97). Maton further explains that the
contribution by habitus to social practice is encapsulated in the formula
[(habitus) (capital)] + field = practice:

This equation can be unpacked by stating: practice results from relations

between ones dispositions (habitus) and one’s position in a field (capital)
within the current state of play of that social arena (field). (Maton 2008: 51)

“Culture is habitus”, stated Eagleton in agreement with Bourdieu, who went
further to emphasise the aspect of self-awareness (Eagleton 2000: 115). Habitus
is a personal disposition people may sometimes seem unaware of, “but it is also,
contradictorily, the most finely self-reflective existence of which we are capable”
(Eagleton 2000: 115).

Thus far, the concepts of capital, field, and habitus have been discussed as

conceptual tools that will enable the analysis of a scale of academic capital value
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in media education. In the next section | will consider Bourdieu’s notion of
objective participation before discussing the issue of objectivism and
subjectivism with reference to Bourdieu’s proposed solution of methodological

self-reflexivity.

2.4.3. Participant Objectification

The language paradox is captured by Bourdieu’s concept of doxa. How can we
think outside the language if we are positioned on the inside? It is not sufficient
to apprehend language as representative of power positions within the field,
since language also incorporates the structures of what is being considered. With
intended dramatic effect, Bourdieu refers to language as a symbolic system of

‘symbolic violence’ to draw attention to its repressive effect:

It is as structured and structuring instruments of communication and know-
ledge that ‘symbolic systems’ fulfil their political function, as instruments
that help to ensure that one class dominates another (symbolic violence) by
bringing their own distinctive power to bear on the relations of power
which underlie them and thus by contributing, in Weber’s terms, to the
‘domestication of the domesticated’. (Bourdieu 1991: 167)

A research paradox consists in the fact that everyone who uses language must
operate within the language structures about the very field one is seeking to
explore from a distance. In Bourdieu’s view this is not always sufficiently

considered in the approach to research:

Because the subjective necessity and self-evidence of the common-sense
world are validated by the objective consensus on the sense of the world,
what is essential goes without saying because it comes without saying: the
tradition is silent, not least about itself as a tradition. (Bourdieu and Nice
1977a: 167)

Faced with the predicament of trying to see the invisible, there is no obvious

solution. The only practicable response to the naturalised relationship between

the researcher and the object of study is for the researcher to create some
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distance from the study material. The choice of method for the empirical
analysis, using corpus analysis as a research instrument, offers some alleviating
effect on the doxa of language. The next section discusses Bourdieu’s attempt to
overcome the binary between subjectivism and objectivism with reference to his
validation of a self-reflexive research method that combines empirical evidence

with theoretical claims.

2.5. From Subjectivism and Objectivism to
Bourdieu’s Methodological Reflexivity

The problem of the relationship between subjectivism and objectivism is
implicated in any study that seeks some claim to truth by drawing upon the
legitimacy of evidence. In spite of a self-reflexive turn in the natural sciences,
they are perceived differently from the humanities in that the scientific method
is assumed to be objective, while a heightened degree of subjective judgement is
attributed to the humanities. The notion of objectivity has been challenged from
within the science community by Thomas S. Kuhn in his influential The Structure
of Scientific Revolutions (1962) which demonstrated that the sciences too
undergo periodic paradigm shifts in which the nature of scientific enquiry
abruptly changes. While in normal periods the non-conformity of a scientific
finding is attributed to a mistake on part of the researcher, when mistakes builds
up the science reaches a crisis point at which point a paradigm change occurs
(Kuhn 1962). The implication of Kuhn’s notion of paradigm change is that
scientific knowledge is not solely anchored in objective criteria but that it also
requires a degree of consensus amongst the scientific community. He further
argued that the adoption of a scientific theory is determined by whether it is a)
accurate, that is based on experimentation and observation, b) internally

consistent, c) broad in scope, d) simple and e) fruitful. However, while these are
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established criteria for the validity of scientific discoveries, Kuhn emphasised
that “two men fully committed to the same list of criteria for choice may
nevertheless reach different conclusions” (Kuhn 1977: 336). Following Kuhn, the
presentation of the systematic method in a scientific experiment, which is
assumed to be the warrant of objectivity, is thus not a sufficient assurance. The
practice of science is exemplified in the laboratory where the standard process is
to create order from disorder by narrativising the findings to construct scientific
facts (Latour and Woolgar 1979: 246). There is a temporal panorama for the
creation of the various cultures of science that produces different scientific
cultures in differing societies, according to patterns of interest. A comparative
analysis of European scientific trends in recent centuries demonstrates that
scientific studies are shaped by three main factors: the customs of the
geographical location, the protocols of the historical era and the hierarchy of
power interests among scientists that assigns scientific merit. Thus, scientific
studies were formulated differently in different countries or regions depending
on local circumstances of “what was investigated, who had the power to make
knowledge, and why certain lines of inquiry were pursued” (Livingstone 2004:
142).

However, in spite of the philosophy of science, positivist principles of
knowledge generation based on ‘objective’ findings continue to inform empirical
scientists and funding agencies to this day. Hoover holds that scientists working
in this mode “fail to address problems of real literary significance, ignore the
subject-specific background, or concentrate too heavily on technology or

software” (Hoover 2008: 21).
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Bourdieu’s work also addresses the entrenched binary between objectivism
and subjectivism which he blames for the inadequacies of much of social science

and anthropological research. In The Logic of Practice (1990b) he writes:

Social Science must not only, as objectivism would have it, break with
native experience and the native representation of that experience,
but also by a second break, must call into question the
presuppositions inherent in the position of the ‘objective’” observer
who, seeking to interpret practices, tends to bring into the object the
principles of his relation to the object (....). (Bourdieu 1990b: 27)

This means that the researcher is likely to mistake his or her own values and
norms for social rules which are then interpreted to govern society. The

researcher must therefore apply constant “epistemological vigilance” to avoid

the reproduction of dogmas that are instruments of established power relations:

The rock-bottom antonymy upon which all the divisions of the social
scientific field are ultimately founded, is namely the opposition between
objectivism and subjectivism. This basic dichotomy parallels a whole set of
other oppositions such as materialism versus idealism, economism versus
culturalism, mechanism versus finalism, causal explanations versus
interpretive understanding (..). Their structuring power is greatest
whenever they stand in close affinity with the fundamental oppositions,
such as individual versus society (or individualism versus socialism), that
organize the ordinary perception of the social and political world. Indeed,
such paired concepts are so deeply ingrained in both lay and scientific
common sense that only by an extraordinary and constant effort of
epistemological vigilance can the sociologist hope to escape these false
alternatives. (Bourdieu 1988b: 778)

As David Swartz comments, “the principal challenge, as he sees it, lies in writing
a theory of symbolic power and an economy of practices — including intellectual
practices — that will transcend this particularly troublesome and persistent
dualism” (Swartz 1997: 52). This requires a reflexive turn that subjects all
categories of analysis to critical enquiry: “The categories that are used to
interpret practices need to be specified, historicized, and analyzed as products of

struggles” (Bigo 2011: 230).
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As an alternative to binary modes of thinking, Bourdieu therefore advocates a
self-reflexive practice that requires the researcher to reflect not only on the
social and intellectual context of their enquiry but also on the terms of the
debate and on personal predispositions (Bourdieu and Wacquant 1992). By
reflecting on personal biases, interests and their social background, the
researcher is more likely to arrive at a self-critical perspective that avoids false
claims to objectivity. The claim of objectivity, Bourdieu argues, is “to assume a
sort of intellectual power over the intellectual world” (Bourdieu and Wacquant
1992: 11). He concedes, however, that there is a struggle for the “researcher
who occupies a position in the world he (sic) describes and especially in the
scientific universe in which scholars struggle over the truth of the social world”
(Bourdieu 1988b: 784). In Bourdieusian terms, the researcher should strive for a
particular type of reflexivity. Swartz explains: “for Bourdieu, then, the problem
addressed by reflexivity is one of how to achieve objectivity without objectivism”
(Swartz 1999: 276). Such self-reflexivity necessarily incorporates the force of
cultural predispositions and structures that Bourdieu calls ‘habitus’, which

pushes them into them to further critical debate and analysis.

2.6. Conclusion: The Need for Empiricism in Film
Studies

Hoover is among those who acknowledge that both the sciences and the
humanities reproduce the established binary of objectivism versus subjectivism.
In the field of humanities, Hoover singles out literary theory for entrenched
distrust of all forms of objectifying modes of enquiry, including empirical

research methodologies:

Literary theory has led critics to turn their attention away from the text and
toward its social, cultural, economic, and political contexts, and to distrust
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any appreach that suggests a scientific or "objective" methodology. (Hoover

2008:21)
Similar observations apply to Film Studies which has tended to prioritise film
theory above empirical work. A probable reason for this is that film researchers
are trained and invested in theory as a means of accumulating symbolic capital
and status within the field of education. According to Stacey, Film Studies has
both shunned empirical studies and avoided debate about its conventional
methodological approach. This distrust may have a basis in widely shared distrust

in the humanities of social science methods:

Film Studies’ allegiance to literary studies (and to the humanities more
generally) may suggest another reason for the absence of methodological
debate: scepticism about the disciplinary origins of methodological
concerns which are often seen to emanate from the more empirical
traditions of the social sciences. (Stacey 1993: 261)
The research methodology adopted in my study of media education therefore
addresses this deficit by meshing interpretive and empirical analysis to create a
bridge between science and humanities research. In order to reconcile these

oppositions an intermediary method needs to be devised. This is the reflective

mode, akin to Bourdieu’s approach, as described by Alveson and Skoldberg:

Empirical research in a reflective mode starts from a sceptical approach to
what appears at a superficial glance as unproblematic replicas of the way
reality functions, while at the same time maintaining the belief that the
study of suitable (well-thought out) excerpts from this reality can provide
an important basis for a generation of knowledge that opens up rather than
closes, and furnishes opportunities for understanding rather than
establishes ‘truths’. (Alvesson and Skéldberg 2009: 7)

This reflective mode can be applied in the corpus linguistics procedure. My
corpus analysis firstly aims to gather a fairly representative corpus, then
objectifies the corpus as empirical data for computer analysis followed by an

informed interpretation of the findings. The methodological steps involved will
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be explained in more detail in Chapter 4. Situated within a Bourdieusian
framework, such empirically based research can provide valuable evidence of
how certain research activities and agendas are misrecognised as representing
disinterested forms of activities and resources, while they also serve to enhance
the symbolic power and legitimacy of a field in relation to other fields. In the
next chapter | will discuss the composition of the field of media education and

how it has developed from an historical perspective.
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3. Cultural Studies and Media
Education in Historical Perspective

“To understand is first to understand the field with which and against which
one has been formed.” (Bourdieu 2004: 4).

3.1. Introduction

This chapter examines how Cultural Studies and Media Studies were constructed
as fields of distinct disciplines within the post-war university sector in the United
Kingdom. A brief discussion about the rise and decline of the Birmingham Centre
for Contemporary Cultural Studies illuminates the dynamic of power
relationships in third-level education in the UK today. Then the historical
developments of the main media education subjects are outlined from the 1950s
to the present to set the context for the later empirical analysis of discursive
shifts in media education from 1990 to 2009. | argue that these shifts are
indicative of a major reorientation within the field of media education in
response to political pressure to create a knowledge economy.

The main question in this study refers to change in media education over
time. | specifically ask: how did media education change after the widespread
adoption of the World Wide Web? The prerequisite to tracking change in the
field is to ascertain what constitutes the field of media education. To define
media education, the second research question is: what are the subjects that are
most closely associated with media education and how do they relate to each
other?

Following Bourdieu, the term field designates a network of relations that is
occupied by stakeholders who share a set of assumptions and beliefs but who

are constrained by power relations. The field metaphor is associated with
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strategies of competitive game play; Bourdieu emphasised that in social fields,

game strategies can seem deceptively natural:

in the social fields, which are the product of a long, slow process of

autonomization, and are therefore, so to speak, games ‘in themselves’ and

not ‘for themselves’, one does not embark on the game by a conscious act

(Bourdieu 1990b: 67)
O’Hara comments, “different fields are relatively autonomous but structurally
homologous: all the fields are subsumed by the social field, which is in turn
subsumed by the field of power” (O’Hara 2000: 43). In education, discipline is “a
term for the ordering of knowledge for the purposes of instruction in schools and
universities” (Stichweh 2001: 13729). Disciplines are normally taught through
subjects with a defined curriculum. However, Pierce’s suggestion to equate
disciplines with academic departments is no longer valid since academic units are
now often cross-disciplinary (Pierce 1991). In the following section, | treat Media
Literacy as analogous to a discipline because it has been placed in media
education and is taught and assessed across diverse subjects.

Section 3.2. focuses on two opposing factions with contested approaches to
studying culture in post-war British academia. It shows that when an influential
school of literary studies still favoured the established cultural canon, others
sought to broaden the scope to include popular cultural experiences. Two
distinct areas of academic investigation gained considerable academic capital in
the 1960s: first Cultural Studies, then Film Studies and associated disciplines to
form media education. Cultural Studies became a discipline in its own right,
which was then also absorbed by other humanities subjects, and media
education comprises three subjects, Film Studies, Media Studies and — more

recently — Media Literacy.
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Section 3.3. discusses the University of Birmingham Centre for Contemporary
Cultural Studies (CCCS) as a force of opposition within the British university
system from the 1960s. While several university centres for the study of culture
were developed at around the same time in the UK, namely in Glasgow, Leeds,
Lancaster and London (Schulman 1993: 11), the CCCS was chosen for the “cen-
trality of Birmingham within the narratives of cultural studies and the mythical
reverence afforded to it” (Gray 2007: 2). The case of the CCCS is touched upon
here because it is “a story that tells us a lot about the University of Birmingham
and the wider British university scene” (Webster 2004: 853).

Sections 3.4. to 3.7. will then present the subjects of media education and
their relationship within the education system and in relation to central
government. These media education subjects, which differ significantly from
Cultural Studies in their narrower remit and more diverse political affiliations, are
presented in the following sections: Film Studies in 3.5., Media Studies in 3.6.

and Media Literacy in 3.7. The chapter ends with concluding comments in 3.8.

3.2. Positioning Culture

Culture is a complex term that has attracted a plurality of definitions and can
refer to diverse areas such as the arts, manners, taste, religion, everyday life and
the history of ideas. Terry Eagleton argues that culture is particularly complex
since it is both conceived as the opposite of nature and as a constituent part of
it. He also contends that culture is a sliding concept that encompasses the whole
scale of high culture and popular culture (Eagleton 2000: 112-114). Reflecting on
the established division between low and highbrow culture, Stuart Hall
explained: “I just never developed the traditional intellectual division between
popular and elite culture” (MacCabe 2008: 18). Hall, like Raymond Williams,

explored the cultural meanings and practices in everyday life by combining a
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Marxist economic perspective with cultural anthropology, gender studies, media
theory and social theory to illuminate how people attribute meaning and value
to their social worlds.

Culture, in this perspective, was no longer the élite concept of human
refinement to be attained through the aesthetic appreciation of high art. In the
English language the idea that high culture exercised a civilising function was
popularised by Matthew Arnold who, in his essay ‘Culture and Anarchy’ defined
culture as “the disinterested endeavour after man’s perfection.” (1869[1999]:
xliv). In the post-war period Intellectuals in the tradition of Arnold, such as F.R.
Leavis, continued to champion high culture as a force of the moral good. At the
same time, however, the symbolic capital and status of high culture was
investigated and disputed by new schools of thought such as the Birmingham
School of Cultural Studies which studied the culture of people’s experience in
everyday life. In his influential book The Interpretation of Cultures (1973), the
anthropologist Clifford Geertz also championed the study of the symbolic
construction of meaning in cultures, espousing cultural analysis as “not an
experimental science in search of law but an interpretive one in search of
meaning” (Geertz 1977: 5), thereby promoting a hermeneutic approach to
cultural study. In addition, Gender Studies and Postcolonial Studies have exposed
the phallo- and Eurocentrism of the seemingly disinterested Arnoldian view of
high culture (see Butier 1990; Bhaba 1994).

It can be gleaned from the above that culture is a contested notion which
involves explicit and implicit value judgements. Traditionalists, such as the
literary academic F.R. Leavis, promoted cultural élitism through the literary
canon. The argument levelled by critics against his approach is that it reproduces

a class-based, largely bourgeois value system that legitimises existing power
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structures. According to Turner, “democratic notions of equality are among the
casualties of the Leavisite approach” (Turner 2002: 44). However, a more
inclusive cultural perspective encounters a similar problem because it too is
faced with the question of how to overcome the socially divisive function of
culture. Bourdieu argued in the introduction to Distinction that “art and cultural
consumption are predisposed, consciously and deliberately or not, to fulfil a
social function of legitimizing differences” (Bourdieu [1979]2012: xxx).

Raymond Williams confronted differentiated cultural value as a problem
when he aimed to highlight the worth of working class culture. His approach was
to eschew all judgement so as not to collude in the prevailing contempt for the
everyday lives of the vast majority of individuals (Turner 2002: 44). The ironic
outcome of Williams’ effort to be egalitarian, Turner argues, was the avoidance
of all explicit evaluation that “may in practice, be a denial of value” (Turner 2002:
44). If the reception of culture inevitably involves judgements of some sort or
another, then the censoring of such judgement only makes such value
assessments covert and implicit. Indeed, as will be seen in section 3.5 on Film
Studies, opinions that are left unchecked can formulate into canonical precepts
that are resistant to challenges.

Arguably, there was some overlap between the two positions sketched above
in that both valued critical awareness. However, a fundamental difference con-
cerned the purpose of knowledge: as will be shown below, for Leavis and his ad-
herents cultural refinement is an intrinsic value that, while being an expression
of civilised virtue, is detached from the political sphere. In sharp contrast, for
Williams and his followers critical awareness and not judgement is an essential

stepping stone towards the social struggle of critical analysis for emancipatory
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action. Not surprisingly, Williams’ approach to cultural analysis was a huge
inspiration for the New Left in the 1960s and 1970s.*

The discussion will now turn to three distinctive positions that were granted
or acquired the power to influence cultural value in post-war Britain. After the
tragedy of two world wars in the early part of the 200 century there was
consensus that the post-war years offered unimagined opportunities for influen-
cing the shape of the future (Kynaston 2007: 27). The first position is represented
by F.R. Leavis, the influential Cambridge Professor of English, who championed
the literary tradition that he had instigated in the 1930s throughout the 1950s. In
the 1950s, the Leavis school of literary studies coincided with the emergence of
the New Left movement, a second position which was instrumental in creating
Cultural Studies, especially the Birmingham CCCS. The third position in the con-
text of this analysis is represented by the British Film Institute (BFI) which
spanned the middle ground: it created Film Studies, led to Media Studies and,
much later, influenced the shape of Media Literacy. Together these three posi-
tions form a set of inter-acting fields that form “a kind of arena in which people
play a game which has certain rules, rules that are different from those of the
game that is played in the adjacent space” (Bourdieu, Thompson et al. 1991:
215).

In 1948 F.R. Leavis proposed the canon of English novels in his influential book
The Great Tradition (Leavis 1950). Leavis’ ambition was to establish an indisput-
able tradition by his own academic discrimination and sensibility. Accordingly, on

the opening page of his Introduction, he declared with confidence:

1 On the New Left, see Stuart Hall’s retrospective account ‘Life and Times of the New
Left’ (Hall 2010: 177-196). Hall explains the dramatic impact of the Soviet suppression of
the Hungary Uprising in 1956 and of the British invasion of the Suez Canal on his
generation. The New Left, a term borrowed from French ncuvelle gauche, stood for “a
third political space” that would “end the political impasses of the Cold War”, making
room for “new socialist project” (Hall 2010: 177).
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The best way to promote profitable discussion is to be as clear as possible

with oneself about what one sees and judges, to try and establish the

essential discriminations in the given field of interest, and to state them as

clearly as one can (for disagreement, if necessary). (Leavis 1950: 1)
Leavis canonised the works of Jane Austen, George Eliot, Henry James, Joseph
Conrad and D.H. Lawrence in particular “for the human awareness they promote,
awareness of the possibilities of life” (Leavis 1950: 2).? According to Anne Sam-
son, Leavis elevated culture “to be the means, above all others, of combating the
ills of a mechanised, constantly changing world and of restoring the heritage of
those dispossessed by the machine” (Samson 1992: 3). The implication here is
that, for Leavis, the great literary tradition could heal the wounds of an alienat-
ing modernity by equipping the reader with moral and aesthetic judgement. It is
precisely this quest for a union between moral and aesthetic judgement in liter-
ary criticism along with the implied negative reaction to the forces of modernity
that make him a conservative theorist in the post-war period. Kynaston
attributes The Great Tradition, a “grandiose, self-serving collective mask to
justify Leavis’s choice of his five favourite novelists”, as an uncontested success
to the fact that it “filled a vacuum while the old left of the 1930s died and the
new left was yet to be born” (Kynaston 2007: 313). The argument levelled by the
New Left against the Leavis school of literary studies was that his aesthetic
judgements and the canonisation of a particular brand of high-brow literature

entailed class-biased opinions about what constitutes good or bad culture, an

2 For Leavis the aesthetic value of a work of literature was inseparable from “moral
significance” (Leavis 1950: 4). He was dismissive of the modern prioritisation of form
and style as exemplified in the work of Flaubert. In the literary disciplines, Leavis’
approach was challenged with the emergence of reception theory and reader response
theory in the 1960s and 1970s. Milestone publications in this regard were Stanley Fish’s
Surprised by Sin: The Reader in Paradise Lost (1967) and Wolfgang lIser’s The Act of
Reading (1978).
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approach which was deemed intrinsically élitist, as it prevented ordinary people
from appreciating culture from alternative authentic perspectives.>

Soper traces the origins of the Cultural Studies project — as formed by
Hoggart, Williams and Hall — to the British Marxist historian E. P. Thompson who
was a founder of the British New Left in the 1950s (Soper 1990: 254). According
to Stuart Hall this first wave of the New Left considered their action timely since
“changes in British society had brought a large number of the new, post-war
social strata within reach of socialist education and propaganda” (Hall 2010:
194). The New Left aimed to create a new socialist project that would overcome
the entrenched confrontations of the Cold War. Their strategy was to work in the
established institutions of society but to engage in work that explicitly addressed
questions of ideology in culture. Stuart Hall, recruited from his post as editor of
the New Left Review to the CCCS, was a key player in the development of Cul-
tural Studies with a New Left ideology. The role of the New Left in the develop-
ment of the CCCS will be discussed further in section 3.3.

The British Film Institute, established in 1933, represents a third position
between the Leavisite and the New Left. Originally, it used its role in film educa-
tion to advocate the appreciation of film as a popular medium. In the post-war
years, the first BFI Education Officer, Paddy Whannel, enthusiastically promoted
film appreciation to be enjoyed by all film viewers, regardless of their class back-
ground. Whannel, influenced by Raymond Williams, had worked with Stuart Hall
of the New Left. He succeeded in shifting the emphasis from film appreciation
favoured by the middle classes in the 1960s to include the working class experi-

ence of popular culture. In addition, he initiated a move towards a more

- However, it should be noted that both Stuart Hall and Paddy Whannel offered a
differentiated evaluation of Leavis’ work: while they applauded Leavis’ for “a real
literary interest in man and civilization”, they criticized the Leavis school for the creation
of mean-spirited orthodoxies. See Hall, S. and and Whannel, P. (1992 [1964]: 27).

58



theoretical approach to the study of film (Whannel 1970). By the 1970s, left-wing
advocates in the British Film Institute (BFI) Education Department and in the So-
ciety for Education in Film and Television (SEFT) had seized significant power,
although the conservative traditionalists among the BFI management and advi-
sors still outnumbered them (Nowell-Smith 2006: 456). In the BFl in 1972,
Nowell-Smith argues that although the conservative establishment won the deci-
sive battle by retaining the organisational system, it lost ground in policy and
education to the progressives. An uneasy tension between the ideological forces
on the left and the right within the BFI was to become a legacy of this conflict.
Despite this conflict, the BFI maintained its esteem as a government funded cul-
tural organisation and, although Paddy Whannel had resigned in the meantime,
it continued the pioneering work for Film Studies that Whannel had initiated
(Nowell-Smith 2006: 459). Raymond Williams was another driving force, influen-
cing those who established the post 1960s version of Film Studies that can be
summarised as a move from film appreciation to the critical analysis of film as a
cultural practice. As has been noted, Williams disapproved of personal aesthetic
judgements as the outcome of the study of film, which he saw as the aim of film
appreciation. For Williams, the study of film in media education should promote

active citizenship, which he viewed in Marxist terms as “social struggle”:

The long-term advantage of this education would not just be critical
awareness. This was the Scrutiny position, that critical awareness in itself
would make a difference. Well, it does to some extent, but it is critical
awareness as a basis for really being able to understand and participate in
the typical social argument and indeed social struggle that the new
institutions would involve. (Williams 1979: 10)

This difference of opinion about the purpose of the study of film caused a split
between film theorists. Some of the SEFT members adopted a Marxist

perspective. According to MacCabe, the approach to film theory that merged
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Marxism, structuralism and psychoanalysis, later became known as Screen
theory (after the journal Screen). Others adopted a Leavisite approach, albeit less
elitist, that integrated personal judgement with film analysis (MacCabe 1985: 12-
15). The theoretical stances that were first formed in the conflict with the BFI in
the 1960s were eventually played out within the Screen constituency in the
1970s. This will be discussed further in section 3.5 in this chapter.

Comparing the three disciplines of Literary Studies, Film Studies and Cultural
Studies, Figure 2 below summarises the main factors that appear to be
significant in framing a study discipiine: an influential person is required
alongside a set of ideas in an institution which is linked to a source of publishing

to distribute knowledge.

New Left British Film The Literary
Institute Tradition
[ [ |
Stuart Hall Paddy Whannell F.R. Leavis
I I |
Birmingham BFI Education The Academic
University Department Literary
Centre for and SEFT the Canon,
Contemporary Society for Judgement of
Cultural Film and Tradition
Studies Education in
Television
I [ [
Working Screen and Scrutiny and
Papers on Screen The Great
Cultural Education Tradition
Studies
1 I |
Cultural Film Literary
Studies Studies Studies

Figure 2 British post-war approaches to the study of culture
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This section has discussed three disciplines and their respective cultural
orientations in post-war Britain: the Leavisite school of literary studies, which
maintained its dominant role throughout the 1950s represents the conservative
position; Cultural Studies situated itself on the political left, and Film Studies
straddled the middle ground but ending up divided. These positions demonstrate
how each subject was perceived from within and externally. While there is some
overlap in approaches to understanding culture, opposing positions reflect fun-
damental ideological differences about the purpose of education. The next sec-
tion turns to the CCCS to provide one prominent example to illuminate the
power dynamic in the field of education before tracking the development of Film

Studies, Media Studies and the emergence of Medial Literacy in the digital era.

3.3. Cheap Hats: The Centre for Contemporary
Cultural Studies at the University of
Birmingham

Bourdieu’s notion of power in a field is of immediate relevance for the analysis of
the rise and fall of the CCCS at the University of Birmingham.? Bourdieu explains
in Homo Academicus that he tends to adopt “an ambivalent, contradictory rela-
tionship towards the academic institution” that he traces back to his “cleft habi-
tus” of high academic consecration and low social origin (Bourdieu 2004: 100).

His argument in Homo Academicus (Bourdieu 1988) is that the system of

= Although Bourdieu censured the emerging discipline of Cultural Studies for its

“irresponsible utopianism” (Bourdieu 2004: 9), he also respected the CCCS group and
entertained “cooperative relations that suggest a complementarity rather than an
opposition between their works” (Bourdieu 1992, f24: 81). It is also interesting to note
that Bourdieu’s work was first published in English by the CCCS (Fowler 2011: 35).
Richard Nice, who was one of Bourdieu’s main translators worked with the Birmingham
group in the 1970s and was active in publishing and promoting Bourdieu’s work in Great
Britain (Bourdieu 1992, f24: 81).
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education is a monopoly that depends upon the hierarchical disbursal of social
capital and its control over the instruments by which it reproduces its own
academic power, especially from the canonical disciplines (Bourdieu 1988: 78).
By creating valuable assets, such as competitive qualifications and promotion
opportunities, the system assures people who work within it that their time and
effort will be rewarded in due course and thereby secures the renewal of the
system (Bourdieu 1988: 87). When educational procedures are challenged, there
is normally enough flexibility in the system to accommodate change.
Occasionally, force of circumstance causes the education system to shift in an
evolutionary move that may be significant which, however, is not as substantive
as a revolutionary break from the past. A social shift of this evolutionary order
occurred in and after 1968 when, among various locations of disruption in
Europe and elsewhere, the Paris universities were sites of highly visible
disruption from student protests. As Bourdieu explicates, even though many
traditions of the university system substantially altered, the purpose of the
education system as a differentiating social practice endured (Bourdieu 1988:
126-127).

The Bourdieusian analysis of systemic power in the French university system,
helps to illuminate two opposing perspectives about the place and role of the
CCCS in the British university system. While the CCCS cohort was resolute that
the power balance in education and in wider society could be challenged and
changed through its own research activities and the promotion of left-wing acti-
vism, the university as an institution needed to hold its power position by
curbing the influence of the CCCS in line with its aim of maintaining a hierarchical

distribution of power.
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Richard Hoggart, professor of English and author of The Uses of Literacy:
Aspects of Working Class Life (Hoggart 1957) proposed the creation of the Centre
for Contemporary Cultural Studies. His book stood in the British Marxist
historical tradition and was written “against the grand narratives” (Soper 1990:
255). According to Webster, “from the start he was regarded with suspicion and
distrust, and so was his brainchild CCCS” (Webster 2004: 854). Hoggart later re-
called how other academics made their objections clear: “There was one pro-
fessor who referred to ‘Hoggart’s nice line in cheap hats’; he meant we were
going to give cheap MA’s or PhD’s” (Hoggart 2009: 279). Despite such opposition,
the CCCS was created as part of the University of Birmingham in 1964 and
survived until 2002 when it was closed by the university management.

While the worldwide reputation of the CCCS underscored its success, it
eventually failed by national standards. At its closure, the Guardian newspaper
reported the high number of applicants: “600 applications last year for 40 pla-
ces”, and “known internationally as the birthplace of cultural studies”, its socio-
logy “rated highest in the Guardian league tables every year they've been
running” (Curtis 2002). Despite these merits the university management justified
the CCCS closure on the grounds of a weak research record. The 2002 Research
Assessment Exercise (RAE) for the UK university sector awarded the CCCS a rela-
tively low ranking of 3a (higher scores were 4, 5 and 5*). This was a shocking
disappointment for the CCCS that was “unchallengeable and nonnegotiable”
(Webster 2004: 849).

From the perspective of the university management the RAE rating reflected
the CCCS’s failure to meet world-class benchmarks. However, it is possible to ex-
plain this apparent failure differently with reference to Bourdieu’s exposition of

the systemic nature of educational institutions. The CCCS represents an entity
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that operated in the field of education according to its independent system of
logic (Bourdieu 1988: 53). As Bourdieu explains, people enter the competition for
academic capital and are constrained by systemic requirements to contribute to
the established system (Bourdieu 1988: 87). The problem was that the CCCS
stood for an ideological interpretation of education; education was not merely
viewed as a means to personal social advancement but as a site of political
action for change (Hall 2010: 13). Accordingly, the relationship between the CCCS
and the establishment was marked by tension and conflict. According to
Schulman, when the CCCS engaged with the university hierarchy, it was “addres-
sing an antagonist” (Schulman 1993: 1). Webster recalls that newly appointed
university academics were instructed that the CCCS was “dauntingly Marxist”, an
“agitators nest” and “left wing troublemakers” (Webster 2004: 9).

Indeed, the CCCS’s aim was to subvert the social structure by striving for
hierarchical position in education and acquire the power to classify knowledge in
the form of the discipline of Cultural Studies. According to Turner, the para-
digmatic approach to cultural analysis was through “institutions, ideologies and
discourses, as well as media products” (Turner 2002: 45). In distinction to the
older German tradition of Kulturwissenschaft, which goes back to the 1900s, the
CCCS was wedded to the theories of the New Left, but not to hard-line Marxism.
Stuart Hall, one of the key proponents of the New Left who opened up the Mar-
xist paradigm to include issues of race, ethnicity and gender, summarised the

New Left’s approach to culture as follows:

The discourse of culture seemed to us fundamentally necessary to any
language in which socialism could be redescribed. The New Left therefore
took the first faltering steps of putting questions of cultural analysis and
cultural politics at the centre of its politics. (Hall 2010: 187)
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Hall secured the directorship in 1968 on Hoggart’s retirement and steered the
CCCS until 1979 (Schulman 1993: 18). Adopting an ideological position on the
left, the CCCS represented a conflicting force within a system it opposed. Fur-
thermore, it did not comply with a process of adjustment to the system over
time as will be elucidated next.

According to Bourdieu, a temporal strategy is one means of reproducing
power in the education system. Although Bourdieu elaborated this with refe-
rence to the French university system in Homo Academicus (Bourdieu 1988: 87),
the British university system embodies similar characteristics. Institutions enact
power by sequencing events such as career progression over time and restricting
the acquisition of academic capital. For example, professional progression in the
university is dependent on a specific temporal matrix, which includes obstacles
to be overcome at each stage of the competition, a normal age for progression
and the notion of the ideal career. It takes predictable amounts of time to ac-
quire sufficient academic capital to progress from an assistant lectureship
through a succession of increasingly senior positions to the higher ranks within
the system. Revolutionary action is thus restrained within the system, since
people must comply with the established rules to win. Once they have achieved
their career goals, they are likely to replicate the order of things. As Bourdieu
notes, academic personnel must “have the competitive dispositions both
required and reinforced by the race, contribute by its own logic to the repro-
duction of the order as a system of temporal distances” (Bourdieu 1988: 87).

The CCCS did not succeed in advancing its status within the University of
Birmingham across the years. In 2004 Frank Webster, from his insight as the
former head of the Department of Cultural Studies and Sociology at the

University of Birmingham, reflected that the CCCS never fitted in. It was first
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aligned with English, it then became a stand-alone institute before it was moved

to Sociology and finally closed down. Webster comments:

Cultural Studies is now destroyed at Birmingham and though the sort of
sociology being developed there around 2000 has been abandoned —
Cultural Studies and a culturally oriented sociology continue to prosper
elsewhere. (Webster 2004: 2)

While for Stuart Hall the CCCS closure was “arbitrary” (Hall 2007: 10), from the
perspective of the education system as a self-sustaining entity, its dissolution
was neither arbitrary nor unsurprising. The established aim of the university was
to maintain its power over time by incorporating incomers into its system (Bour-
dieu, 1998). Since the CCCS was unwilling to relinquish its independence, its
closure was an entirely logical outcome.

Three forces obstructed the strength of the CCCS: internal battles within the
disciplinary group, external pressures from the education system that
materialised within the University and external pressures on the university sector
in the UK to become more accountable. Webster recalls fierce internal battles at
CCCS meetings, “the combativeness of these occasions, and the anxiety induced
in those unfortunate enough to be ‘savaged’” (Webster 2004: 10). As Bourdieu
observed in relation to the issue of freedom of speech: “We forget in fact that
freedom of speech (...) is always freedom from the speech of others, or rather
control of their silence” (Bourdieu 1988: 192). According to Webster, the
contortion of free speech into ideological coercion was one factor that hampered
the CCCS (Webster 2004: 11). Furthermore, Webster emphasises the
interventional role of government ministers to shape education for personal and
political preference. In his view it was the supervening force of the national

government that caused the CCCS to close, “the ideological climate of the
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Thatcher era and disparagement of sociology by the likes of the then Minister Sir
Keith Joseph, resulted in a dramatic closure of sociology” (Webster 2004: 855).
Bourdieu stated that no matter how prestigious the research of a university
centre may be, its power of self-determination is lower than the education
system that prioritises its continued existence (Bourdieu 1988: 79). In all likeli-
hood, the CCCS misjudged the power accrued from its accumulation of know-
ledge by mistaking the potency of politics and culture to change the system.
Bourdieu states that of the kinds of power are found in the university, the more
powerful type is the “control of the instruments of reproduction of the profes-
sorial body” through awards and jobs and the less powerful type is the “authority
displayed through the direction of a research team” (Bourdieu 1988: 79). The
CCCS did not manage to accrue sufficient symbolic capital in the struggle for
legitimacy. In the next section | will address how confrontational subject areas of
media education survived either by becoming subsumed into educational

institutions or by being transformed to suit the needs of the educational system.

3.4. Media Education

In this section, Media Education refers to the field of study that comprises the
subject areas of Film Studies, Media Studies and Media Literacy. According to
Lusted, after initial uncertainty about what name best describes the educational
domain of the mass media and popular culture, “many commentators have
opted for ‘media education’” and that seems to have acquired broad assent”
(Lusted 1992: 30). The media education subject areas were developed in the
latter part of the 20" century when advocates campaigned for their formal
acceptance within the system. Campaign tactics were necessary, as Bourdieu

argued, since innovation demands concessions:
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The fact remains that every new position in asserting itself as such, de-

termines a displacement of the whole structure and that, by the logic of

action, and reaction, it leads to all sorts of changes in the position-takings

of the occupants of the other positions. (Bourdieu and Johnson 1993: 58)
Various campaigns to establish media education aimed to gain consent from the
established system to concede ground. A problem for media education
campaigners was that this proposed new field had great potential to introduce
dissent through the education system. Bourdieu argued that acceptance in a
field is based on the participant’s likely contribution “to the reproduction of the
social order. ‘Logical’ integration is the precondition of ‘moral’ integration”
(Bourdieu, Thompson et al. 1991: 166). The case of the CCCS at the University of
Birmingham highlighted a miscalculation by the education system to admit an
overly dissenting entity.

In the case of media education, the authorising bodies would need to be per-
suaded that any level of dissent would be manageable within the institutions of
education and amenable to the wider field of social governance. The subject
areas of media education that are discussed in the following sections demon-
strate that legitimisation is more likely if the following conditions are met: a) the
prepesal has a source of authorisation, b) the innovation can generate cuitural
capital, and c) the entity is likely to support the system.

The following discussion of media education will explore the strategy for each
of the main subjects and their different attempts to integrate into the education
system. Film Studies integrated into the academic profession after a phase of
ideological resistance, Media Studies was reformulated to prioritise its creative
vocational area, and Media Literacy was founded by government legislation. Film
Studies is considered in section 3.5., Media Studies is presented in section 3.6,
and Media Literacy, as the most recent addition, is discussed in section 3.7. The

chapter concludes in 3.8 with summary comments.
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3.5. Film Studies

The film medium can be studied as art film, film within popular culture, film as an
industrial product or, indeed, combined as a popular industrial art form. In a
university, the subject Film Studies is driven by academic purpose compared with
the practical role of Film Studies in a film school. Further, since the aim of the
university system is perceived differently in different countries, British Film
Studies has a different provenance and character from Film Studies elsewhere.
Ellis identifies a longstanding weakness due to the tradition of literary studies
approach that Film Studies adopted in the British university. According to Ellis,
the importance of film as an industrial art form is eclipsed when films are treated
as analogous to novels for the appreciation of style and content (Ellis 1980: 32).
Further, this aesthetic approach to inculcating good taste meant that, from the
1950s, the remit of English extended into film appreciation in schools. The belief
that intelligent film choices would produce better citizens obscured the impor-
tance of the film-making process (Bolas 2011: 44). A different model for Film
Studies was to emerge in the 1960s and in the context of the social and political
debates of 1968.° Drawing on a hotchpotch of left-wing ideas that extended
from Marx, Lenin, and Althusser to Gramsci and others, the 1968 radicals chal-
lenged institutionalised elitism through new forms of protest, such as teach-ins
“to generate a critical public in egalitarian discussions” (Klimke and Scharloth
2008: 5). Their cognitive and emotional reorientation led to an engagement with
working class culture and popular culture. While the study of film was transfor-
med as a result of 1968, nonetheless the neglect of film as an industrial art form

persisted as a limitation. As will be demonstrated next, Film Studies was first

> For a discussion of the political and cultural significance of 1968 see Sandbrook 2007,
Hobsbawm 1994 and, on the generational dimension, Nora 1996. For a European
perspective see Klimke and Scharloth 2008.
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instigated by a cohort of the 1968 generation but it became later a site for
polemic theoreticians to struggle for power.

Edmunds and Turner define a generation as “an age cohort that comes to
have social significance by virtue of constituting itself as a cultural identity” (Ed-
munds and Turner 2002: 7). They emphasise that generations are not just de-
fined by a shared birth date because individuals can choose to associate them-
selves with a particular generational position, such as the 1960s generation
(Edmunds and Turner 2002: 16). While Bourdieu did not specifically deal with
generational aspect, he nevertheless referred to the impact of the student pro-
tests. For Bourdieu the events beginning in May 1968 created a symbolic revolu-
tion and a “spiritual conversion” that transformed everyday life (Bourdieu 1988:
193) and in education “introduced politico-intellectual contestation into the uni-
versity field” (Bourdieu 2007: 76). A shared generational outlook, Edmunds and
Turner argue, gives a “greater mobility to mobilize its members around political
issues or social causes” (Edmunds and Turner 2002: 16). The generation of 1968
celebrated their youthful rebellion in vivid declarations such as “It is not by
chance that all the revolutions we know of have been made by young people and
young parties” (Magri 1969: 53).

A cohort of the student generation of 1968 regarded Film Studies as having
the revolutionary potential to transform society. From Bourdieu’s perspective
students “play a decisive role in the internal struggles of which the university
field is a site”; they provide avant-garde movements and a following, especially
for "the new disciplines of the arts faculties” (Bourdieu 1988: 119). According to
Sylvia Harvey, “because the world could not be changed immediately, one tried

to change the cinema or, rather, the way we view the cinema” (Harvey 1978:
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127). For Harvey the “wave which swept our educational structures” led to the

creation of Film Studies in France:

For the first time in France film criticism forcibly entered the Universities
(...). Marxism-Leninism, in a way, became our kind of yard-stick, an
indispensible reference upon which was erected, if not a scientific mode of
criticism, at least a more methodological criticism”. (Harvey 1978: 127)
In Great Britain, along with many cultural changes after 1968, the academic
journal Screen that had been established by the British Film Institute as the
vehicle for British Film Studies was now being transformed. Screen represented a
cohort of that generation of 1968 that successfully forced the reconsideration of
film as a complex medium to be approached with serious intent. Britton

summarises the subsequent impact of Screen as a driver of British Film Studies

that could be differentiated from film appreciation as follows:

Screen intervened at a moment when the question as to what Film Studies
should be had scarcely been asked (indeed the answer had been felt to be
self-evident) and operated henceforth, as far as confronting the serious
issues was concerned, within a film culture characterised by the journalistic,
the complacent and the trivial. That is to say, Screen had to deal with
resistance rather than criticism. (Britton 2009: 423)

As mentioned in section 3.2, Paddy Whannel, the Head of the BFI Education
Department, was one of the motivators of change from within the BFI. Reviewing
Film Studies from 1960 to 1970, he identified three important transformational
shifts: the emergence of the auteur theory, debates about popular culture and
an interest in new theories such as structuralism (Whannel 1970: 49). Whannel
made two particularly decisive recommendations that shaped the future of Film
Studies: firstly, considering the direction of the first National Film School (NFS),
he suggested that the NFS (the NFTS now incorporates television) should be the
place for artists and filmmakers. Secondly, he argued that it was “crucial at this

stage to make every effort to establish film study as a distinct discipline at key
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points within the university” (Whannel 1970: 52). Therefore, he separated practi-
cal filmmaking from academic study and prioritised the university for academic
Film Studies. His strategy was to influence Film Studies in formal education from
the university downwards by firstly developing a body of research that would
attract academic prestige.

Following Whannel’s strategic proposals for the development of Film Studies
in the university sector, the BFI created a three-year grant to finance three
university lectureships in 1972. In the same year the first O-Level in Film Studies
was introduced into secondary level schools (Bolas 2009: 200). The first BFI Film
lecturers were Robin Wood in the University of Warwick (1973), Richard Dyer in
the University of Keele (1974) and Peter Wolien in the University of Essex (1975).
By 1976 they all reported that Film Studies was becoming incorporated into their
universities (Wood, Dyer and Wollen 1976: 51-60).

As Nowell-Smith outlined, this was also a time when the BFI factions of con-
servatives and progressives were implicated in several conflicts, including the
education department’s involvement in seminars on Marxist ideology and
semiotics. Although Whannel resigned his post amid these rifts in 1971, Nowell-
Smith concludes that Whannel’s recommendations were largely implemented
which ultimately created a progressive BFI as it emerged from the crisis of 1970
(Nowell-Smith 2006: 458).

The BFI through SEFT funded the Screen journal. In 1974, as the result of a
split between film theorists and secondary level teachers, Screen separated into
two journals, Screen and Screen Education: while the first was dedicated to film
theory, the latter focused on film and television education (Bolas 2009: 167).

Leaving teachers to their pedagogical interests, during the 1970s Screen pursued
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a strong theoretical trajectory, such as the French auteur theory. As Cook

comments:

The ‘Cahiers’ approach allowed for the possibility of progressive texts to be

found in Hollywood cinema, and it was this position that had most effect on

the theoretical work of Screen. Auteur criticism in Britain began to look at

the films of certain Hollywood directors in terms of the way they resisted

dominant ideology laying bare its operations. (Cook 1985: 173)
Within this rubric Alfred Hitchcock from American popular cinema, Jean-Luc Go-
dard from independent cinema and the Russian Sergei Eisenstein with his
montage film, represented the eminence and iconicity of the auteur approach
(Cook 1985: 114-206). These and other auteur films from Italian, French and Ger-
man cinema were studied avidly. Rather than merely fostering film appreciation,
debates about approaches to understanding film, such as the auteur theory,
enabled intellectual exploration of film cultures and film semiotics thereby
establishing a post-1968 canon for Film Studies.

Across the 1970s, SEFT drove a new orthodoxy of Film Studies through the
journal Screen that ultimately split the field. The core questions of the film
experience concerned auteurship, realism, spectatorship and the gendered gaze.
Clifford Manlove has traced how, following the publication of Laura Mulvey’s
influential essay ‘Visual Pleasure and Narrative Cinema’, published in Screen in
1975, psychoanalysis established itself as the “methodology of choice for a good
deal of film criticism and theory” (Manlove 2007: 86). Ideologies of class, race
and gender were theorised through the prism of film. Lovell, editor of Screen in
the early 1970s, conceded that the theoretical effort was a formidable task from
the outset: “the production of theory is not as easy as we first thought, not so
much a matter of pulling rabbits our of hats, as perhaps, we have made it seem”

(Lovell 1972: 2). Hall attempted to capture the strengths and weaknesses of

Screen Theory, which extended from its early adoption of Saussurian structural
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linguistics to the psychoanalytical theories by Lacan and Kristeva. While he found
it an “ambitious theoretical construct”, in his view it did not manage to resolve
the central problem of theorising the “relations between texts, subjects and
readers/viewers” and became an approach that was hampered by overly
“abstract formulations” (Hall 1980: 162).

Teachers and filmmakers became increasingly alienated from this type of film
theory in the 1970s. In 1976, four of the Screen board members resigned
because Screen was at that time “unnecessarily obscure”, “intellectually unsound
and unproductive”, with “no serious interest in educational matters” and the
dominant editorial group dismissed dissent as “liberalism” (Buscome and Gledhill
et al. 1976). Williamson was one of the teachers who complained about the
impossibility of using the Screen approach to film teaching (Williamson 1985).
Bolas, an ex-editor, refers to the theory of the 1970s as “intellectual terrorism”
(Bolas 2009: 233). MacCabe, another former editor, concluded that Screen’s
effect on the independent filmmaking sector was “catastrophic, linking banal
formalism to political didacticism in a formula that had nothing to recommend
it” (MacCabe 1985: 15).

Theoretical contradictions became evident. While Britton praised Screen for
placing film in the academy, he noted its contempt for empiricism and a sus-
pension of logic when it came to matters of judgement (Britton 2009: first
published 1976). Thus a Screen article could attack the film theorist Robin Wood
for his “Leavisite inflection of liberal humanism” and proceed to claim that know-
ledge is separate from value: “Screen sees theory not as a system for providing
values but as a system for providing knowledge” (Neal 1976: 118).

Screen began to change from the end of the 1980s. The certainties of the

post-war era shifted dramaticaily when the Berlin Wall came down in 1989.
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Mulvey comments: “the impact of rightwing neoliberalism and the collapse of
communism confused and derailed any sense of continuity with socialist aspi-
ration across the twentieth century and beyond” (Mulvey 2004: 144). By this
time, an increasing number of film academics had moved into tenured jobs in
across the university sector (MacCabe 1985: 12). In 1989 SEFT was dissolved by
the BFI, and Screen moved to the auspices of the University of Glasgow and was
subsequently published by Oxford University Press. Screen’s move from the BFI
into academia, and the increasing cohort of film lecturers, confirmed a power
base for Film Studies through publishing and research scholarship in the
university establishment.

There followed, in the 1990s, a theme of conciliation for Film and Media
Studies within the academic sphere. Harvey was a key motivator in this

rapprochement,

Many of us have been on the long march from formalism to discourse
theory, via feminism, psychoanalysis and semiotics. We have introduced
our Students to the CRG triplets (Class, Race and Gender), and ensuing
relationships have been by turns abstract and reified, or deeply personal
political and transformative. We have suffered from a lengthy and
damaging detour designed both to avoid and to establish distinctive
superiority over literary studies, sociology and history. We can perhaps now
ease ourselves into a period of productive and peaceful co-existence with
our fellow disciplines, no longer trapped in those exhausting moments of
Oedipal or feminist rage at the elite of the Academy. (Harvey 1992: 27)

The 1990s were viewed in the 2000 Screen editorial as the “coming of age”
period of screen studies, both in scholarship and pedagogy. The editors noted
that graduate and undergraduate provision in Film Studies had “increased
exponentially”, but they were ambivalent about the recent New Labour
government which, in their eyes, appeared to continue the Thatcherite emphasis
on film as an industry. They feared in particular that film training rather than film

scholarship would be supported (Screen Editorial 2000: 4).
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The 2009 Screen editorial was published on the occasion of its fiftieth anniver-
sary. The editors therefore took the opportunity to trace the historical lines of
British Film Studies from 1959 to the ‘post-cinema’ era of 2009 (Kuhn 2009: 7).
By 2009, 75 universities in the United Kingdom offered Film Studies courses at
undergraduate and postgraduate level, and academic journals for Film Studies
and related studies had also become numerous. Annette Kuhn now referred to
1970s Screen Theory as a totalising theory, a direction that was no longer
required. She suggested that theorising screen cultures could be more diverse
and playful rather than anxiousiy foliowing orthodoxies (Kuhn 2009: 5). Film as
the object of study in the digital era, the editorial suggested, has changed
fundamentally to warrant the term ‘post-cinema’. The editorial emphasised that
screen theorising need not be confined to academic scholars, but should be open
to other input such as from industry practitioners. Kuhn argued that theoretical
approaches should adjust to changed production modes and people’s use of film
and television. In summary, the editorial invited academics in the post-cinema
era to address different types of immersive experiences, revisit the work of
theorists such as Metz and Bazin to augment the standard psychoanalytical
approach, explore the role of the filmmaker as artist and debate the role of film
in the art gallery because of new links between cinema and art.

Although the 2009 Screen editorial aims to formulate a forward-looking re-
orientation, it is remarkable how little attention it paid to the affiliation between
film, video art and digital media, particularly since this interrelationship was
evident from the late 1980s (Cubitt 1989; Furier 1995; Spielmann 1999).° Against

the backdrop of an international conference in 1996, which was held “to discuss

® The peer reviewed journal Convergence was launched in 1995 as an alternative
response to the area of digital media in film and media studies which has now become
interdisciplinary in relevance and sub-divided into discreet areas such as game studies
(Doherty 2011b).
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the future of cinema studies as it faces changes brought on by new digital tech-
nologies and newly global media”, a weak interest in digital media is striking
(Peterson and Stewart 1997: 3). The digital media of the World Wide Web re-
mained largely neglected by theorists in Screen until digital production was con-
nected with avant-garde film and digital work in the art gallery space (Balsom
2009; Cowie 2009; Nielssen 2011).

This exploration of Film Studies has highlighted the development of Film
Studies as a theoretical discipline and the mechanisms by which this subject was
established within the university system. The early struggle over the theoretical
shape of Film Studies took little cognizance of practical filmmaking because it
concerned the issue of academic authorisation and prestige. In 2012 a network
of practical film academies in the UK was established: these ‘centres of
excellence’ are the National Film and Television School, the London Film School
and the Screen Academy Scotland (Skillset 2012). Whannel’s original strategic
decision to separate Film Studies from the practical discipline of filmmaking was
thus consolidated.

This exploration of how Film Studies became established in the UK indicates
that several factors were key to securing its place in the system. The most
effective strategy, it could be argued, was to position the BFI lectureships in uni-
versities at a time of prosperity so that Film Studies could gain authority in the

framework of academia.® From this protective shelter, Film Studies was tested

’ Kuhn notes this is a recent development, since art gallery curators have begun to
address how to present avant-garde film and digital work in the gallery space (Doherty
2011a).

£ However, this embedding did not filter down to second-level provision. Although the
first Film Studies A Level was introduced in schools and colleges of further Education in
1972 (Bolas 2009:212), UK universities cannot require A Level Film Studies as a
prerequisite for undergraduate Film Studies, as it is not uniformly available across the
UK regions (Caprio 2011). Bazalgette, who worked with the education department of the
BFI “for 27 years trying to get film established”, regards UK provision for Film Studies in
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over time through and after the conflicts and resolutions of the 1968 era. The BFlI
support for the Screen journal until its transition to academia and the seed
funding for lectureships undoubtedly anchored both Screen and Film Studies in

the university sector.

3.6. Media Studies

This section compares Media Studies and Film Studies to discuss the obstacles
faced by Media Studies when it sought to secure a position in the education
system. As was shown in section 3.5., the BFI strategicaily targeted the university
sector, awarded Film Studies lectureships and supported the Screen journal.
From this core, a network of university Film Studies departments developed
which established a body of research. The strategy for Film Studies in higher
education can be considered successful on the basis of Film Studies being
provided by 73 UK universities in 2009.

The Media Studies discipline in the UK university sector is less well defined. Its
measure of success in the university sector depends on course aims and pro-
vision. In the 1980s when the BFI was lobbying the government for Media
Studies, its education department had a staff of three advisers: two were devo-
ted to secondary education at a time when about 200 schools offered Media
Studies (Simpson 1982). Their combined effort and force could not establish
Media Studies at the core of the secondary curriculum. What Durant referred to
as “the hubris of a period in which the self-image of Media Studies was that of a
vanguard discipline” (Durant 2000: 15) amounted to less power in the secondary
system than the power held by the government and conservative educa-

tionalists.

the primary and secondary sectors as “a lamentable patchwork of unrelated schemes
and funded bodies with different agendas” (Lipsett 2008).
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The positioning of Media Studies in the education system concerns three lines
of argumentation. Firstly, the definition and purpose of Media Studies remained
unclear which led to considerable uncertainty among teachers about the delivery
of the curriculum. Secondly, the insufficient endorsement from an agency meant
that its reputation had less defence against attack. Thirdly, the practical skills
aspect of Media Studies could be easily transformed into a vocational subject
separate from its ideological purpose for social critique.

The core aim of Film Studies was to study film cultures. The aim of Media
Studies, which grew out of Film Studies in the 1970s, was more broadly to
demystify the media, especially television as a popular medium. A conservative
approach could be “about inoculating young people against the media” and in
particular against the dangers of television in order to cultivate good taste in the
Leavisite mode (Hall and Whannel 1992, 1964: 24). However, according to
Bazalgette, most Media Studies teachers approached the subject from positions
on the political left: “media teachers saw themselves as chiselling away at the
smug assumptions and neat certainties of capitalism” (Bazalgette 1992: 141).
Accordingly, one of the aims of Media Studies was to politicise students to “find
a voice in which they can express themselves in truly authentic ways” (Bucking-
ham 1998: 4).

This emancipatory cause in education has a lineage of internationally re-
nowned educationalists, including Paulo Freire, Henry Giroux, Raymond Williams
and Hoggart, who passionately believed that education could bring democratic
reform to society (Freire 1972; Giroux 1983, Williams 1979, Hoggart 1998). In
line with this emancipatory ethos, the first and highly influential handbook for
Media Studies teachers, Teaching about Television (Masterman 1980), emphasi-

ses the aim to demystify the media and an activist purpose:
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Because the educational system is precisely the point at which mystification

and alienation are woven most closely into the experience of students, it

follows that the content of any course aiming at demystification must

include an examination of the educational process itself. (Masterman 1980:

26)
The teaching method in Media Studies was twofold: firstly, it involved the study
of television as a medium from various approaches (programme production,
image representations and industry processes). Secondly, practical work re-
quired the student to produce videos with a view to offering further insights
about media forms as cultural constructions (Buckingham 1987: 66). Corner
argues that Television Studies in particular was hampered by the unwillingness to
engage in judgemental criticism (Corner 2007: 367; Lury 2007: 371). In light of
sections 3.2. and 3.3. the tendency towards a cultural critique that evaded a
reductive judgement (good or bad) was largely Williams’ legacy.

Media Studies did not gain the full support of a cultural agency such as the BFI
that assisted the development of Film Studies. Media Studies was considered a
formal area of study for the first time in 1976 when, at the BFI/SEFT conference,
the BFI was asked to support a Media Studies initiative. Initially the BFI refused
to extend its remit beyond Film Studies into Media Studies; nevertheless it
extended support through the BFI Education Department to the Media Studies
movement (Bolas 2009: 231). Despite that initial rebuff, the BFI then occasionally
collaborated with other agencies to create ad hoc Media Studies initiatives in the
1980s and the 1990s. In 1983 the BFI and the London University Institute of Edu-
cation jointly organised a Television and Schooling conference; in 1989 the BFI
offered its first three-day event to advise A-Level Media Studies teachers. In

1992 the BFI jointly designed a MA programme in Film and TV Studies with

Birkbeck College of London University (Bolas 2009: 368-369).
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From the outset in the 1970s the definition of Media Studies was unclear until
the vocational emphasis was established. Some promoted Media Studies as a
stand-alone subject, “a specific discipline with its own spot in the school time-
table” (Clarke 1986: 76). Bazalgette affiliated the subject with English for practi-
cal purposes, since English teachers already taught Media Studies (Bazalgette
1986). Corner argues that the Media Studies subject is an amalgam, “a non-
unified field in which the very different modes of criticism and sociology have
been brought together but, in general, not integrated” (Corner 1995: 149). In
2002, the major proponents continued to question whether they should be
“trying to refocus advocacy for media education on the moving image media (...)
or continuing to insist that all media education must address all media” (Bazal-
gette 2002: 2). While the Media Studies remit remained poorly defined, its ideo-
logical credentials were controversial but clear. Beyond its thematic focus on film
and television, Media Studies consistently emphasised a left-leaning perspective.

Corner comments:

How the media worked to achieve an effective level of ideological closure
on contemporary consciousness in a situation of capitalist development
where direct control at the point of production and/or consumption was
admitted to be far from total. (Corner 1995: 150)
Although the Media Studies definition remained fuzzy, the provenance and
direction of Media Studies were clear to outsiders. Because the aim was to teach
school pupils about the media so that they could change society, Media Studies
met with considerable resistance from government.
The effort to push Media Studies to the core of the national curriculum was
hampered by lack of endorsement (Marland 1991). While the BFI provided spon-

sorship for Film Studies in its early phase, on the whole, the BFI proved ambi-

valent towards Media Studies from the late 1970s (Bolas 2009: 231). Colin
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MacCabe, a former board member of Screen who had ousted the educationalists
during the ‘theory wars’, remained antagonistic towards media education in his
later position in the production department of the BFI in 1995. Although
MacCabe had supported the joint BFI/Goldsmiths BA in Film and Television

Studies, he made clear his entrenched opposition to Media Studies:

I was always opposed to the development of Media Studies, which | saw as

inteliectually without any rigour and destined for every kind of academic

side line. (MacCabe 2000: 58)
The peculiar mix of opposition and support from the BFI, compounded by
government suspicion left the subject vulnerable to attack. According to Bazal-
gette, regardless of whether the Tories or Labour ruled, each national govern-
ment opposed progressive education such as Media Studies from the late 1970s
(in interview with Doherty, 2007). In 1976 the Labour Prime Minister Callaghan
created a “Great Debate” in which he argued for a core curriculum and proper
national standards to boost the state economy. Radicals on the left saw this as
the end of Labour’s egalitarianism, since it brought education closer to state
control and put the individual at the service of a capitalist state (Finn, Grant et al.
1977: 194). Ever since this point in the 1970s, British governments have con-
tinued to direct education more centrally. Conservative think tanks such as The
Social Affairs Unit expressed disdain for teachers who were perceived to be too
left-wing, as in Palmer’s summation “there are woolly romantics who consider
any form of teaching to be interfering with the ‘child’ and Marxistant (sic)
ideologues whose appetite for outrage is boundless (Palmer 1986: 43).

When the National Curriculum was instituted in UK state schools in 1988, the

government ended the funding of teacher training in non-national curriculum
subjects. This closed this option for teachers because Media Studies was not a

core subject. As discussed in the previous section, from the 1970s onwards the

82



Screen journal Screen Education split had already downgraded teachers’
interests.” The removal of specialist training provision support by governments
seemed to have an impact from the 1990s onwards. Lusted reports that UK
teachers needed more guidance on how to teach Media Studies at A-Level
(Lusted 1992: 30). Hart’s analysis of media education teaching in England showed
that although secondary level enthusiasm remained, Media Studies teachers
floundered without a support infrastructure (Hart 2001: 11).

The third-level university sector remained more autonomous than second
level schools, but nonetheless it too suffered a backlash against Media Studies.
By 1993, due to the exponential rise of Media Studies courses in schools and
universities, it was regarded as “the boom subject of the nineties” (MaclLeod
1993). However, constant ridiculing of Media Studies in the print media caused
universities to respond. A typical example was the University of Westminster
that had been the first to offer Media Studies at degree level. According to
Feldman, the university’s response to the perceived softness of the subject was
to bury the title Media Studies (Feldman 2008). Instead of a degree in Media
Studies they offered a BA in Film and Television Production or a BA in Con-
temporary Media Practice. Controversy continued to haunt Media Studies, the
Russell group of universities decided that such subjects with a vocational bias
were un-academic A-Levels (Shepherd 2011). Others respond that the metrics
used by the Qualifications and Curriculum Authority used to assess traditional
subjects, were misapplied and practical work not accounted for in the analyses
(Lipsett 2008). In the meantime, Media Studies courses continue to attract
students. Media Studies was easily detached from its provenance in radical

pedagogical theory and reformed as a vocational subject. The skills aspect of

° One exception is the special issue on pedagogy. See Screen 27(5) 1986.
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Media Studies informs contemporary vocational training courses for the creative
industries.

The World Wide Web was launched in 1991 and grew exponentially (Berners-
Lee 1999). It did not at first seem a creative visual medium since access was via a
computer screen; the visual quality was poor and software experts controlled
content creation. As information exchange and commercial services migrated to
the Web, its functionality developed, audio-visual capabilities met expectations
and it increasingly appealed to users and the creative media professions. At first

the Web highlighted some deficiencies in Media Studies:

By the end of the twentieth century, Media Studies research within de-
veloped Western societies had entered a middle-aged, stodgy period and
wasn't really sure what it could say about things any more. Thank goodness
the Web came along. (Gauntlett 2000: 3)

Then the Web became a game changer for Media Studies. From the end of the
1990s, academic textbooks began to reflect the changing media landscape in
transition from analogue to digital media (Mackay and O'Sullivan 1999; Fleming
2000; Morley 2009). Unlike the analogue media that are always technically
separate, digital media are inter-operative as they have digital technologies in
common. This means that shared content creation technologies developed,
distribution channels were converging and the artistic creators such as
animators, graphic designers and photographers, could work in collaborative
teams with technical experts. American academics took a lead when they gave
weight to digital media artists, scientists and media theorists (Lunenfeld 2000;
Manovich 2001; Wardrip-Fruin and Montfort 2003).

Various media industries were affected by digital convergence and the Web,
for example in music recording and television broadcast production, prior to the

widespread adoption of digital communications, had different forms of
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monopolies such as over recorded music distribution or by state regulated
broadcasting. Due to the open circulation of digital media after the World Wide
Web, business sectors were compelled to explore new market models to
reinstate their capitalist momentum (Anderson 2006). Many professionals who
had enjoyed a monopoly within their own fields now faced a crisis of identity
when their materials and techniques were made freely available to amateurs on
the Web. For example, the debate brought about by the digital era affects the
graphic design trade, which flourished as an art and craft profession from the
early 20" century but is now faced with a D.LY. design culture (Lupton 2006;
Beegan and Atkinson 2008). In summary, the digital technologies and the Web
disrupted commercial production models and offered opportunities to creative
producers, it altered distribution modes and enabled public participation in the
media sphere. Regardless of whether these constituted opportunities or threats
to the established media order, the digital media opened a new era for media
education.

This section has discussed how at first Media Studies lacked definition and
institutional endorsement but survived in post-compulsory levels of education
when converted into vocational subjects and renamed. The digital era revitalised
Media Studies in various ways that did not necessitate a return to its ideological
origins. The openness in the media sphere also affected governance. As has been
noted, various governments took action to confine the activities of state schools
by including and excluding educational subjects for a national curriculum.
Another method for governance was required with regard to social engagement
in the borderless openness of the Web sphere. In the next section | will explore

how governments have attempted to regulate everyday web communications by
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associating Web participation with learning through the promotion of Media

Literacy.

3.7. Media Literacy

The discussion so far points to significant factors that determine whether media
education initiatives succeed in securing support in the education system. The
three success factors can be summarised as: a guarantor of authority, an ability
to generate social capital and the contribution to stability of the system. As
previously shown, the success of Film Studies was established on the backing of
the BFl. Undergraduate and postgraduate degrees were then developed to
produce institutional capital, and the BFI lectureships contributed to the running
of the university system. Compared with Film Studies, the Media Studies strategy
was relatively unsuccessful. Media Studies lacked the security of a sponsor
agency, its institutional capital was devalued, and governments opposed its
widespread establishment. Media Literacy differs from both Film Studies and
Media Studies, since it was an initiative created by government statute. This
section will discuss the rationale for government sponsored Media Literacy, its
purpose and role in the field of media education. The positioning of Media
Literacy can be viewed through the changing modes of governance from the
modern to the late modern western society.

In the 18" century there was common belief in the direct power of literacy to
produce judicious citizens. As Porter notes, “The reading eye can never be
blinkered” (Porter 2001: 74). The responsibility of the British state for education
was debated until the 20" century. Before this time universal education was
opposed, “based on fear of an educated populace and suspicion of the motives
of educators” (Lawson and Silver 1973: 235). In the 19 century education

provision was haphazard and the need for literacy became pressing: “in a literate
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society the illiterate is by definition inferior, and has a strong incentive to remove
that inferiority, at least from his or her children” (Hobsbawm 2000: 226).
Government intervention to create an education system was supported by the
populace at the end of the 19" century. Educational reform was built on
arguments for national wellbeing such as egalitarianism, health campaigns and
economic prosperity.'°

Towards the end of the 20" century the nation state appeared to be receding
from its prominent role in society (Grenfell 2004: 149). Since the 1970s there has
been a marked decline in the legitimacy of the state. Citizens are no longer
willing to submit in obedience to the ruling authorities (Hobsbawm 2007: 37).
Consequently, when the World Wide Web was released into the public domain,
the predisposition of citizens in western countries was to grasp individual
opportunities without recourse to the rules of and obligations to their nation
state. Indeed, its inventor Timothy Berners-Lee insisted that the Web was
designed to be universal, individual and unregulated as “control was the wrong
perspective (...) its being ‘out of control’ was very important” (Berners-Lee 1999:
106). By the end of the 20" century, national governments in the UK, as in many
other countries internationally, had the ability to regulate social communication
among the populace. However, at the end of the 20" century, citizens who
communicated through the networks of the World Wide Web were no longer

subject to national regulations since the Web was a stateless sphere of activity.

19 The type of power found in the state education system, Foucault argues, can be
considered a form of pastoral power. The pastoral role was gradually adopted by the
state as church institutions conceded their authority from the eighteenth century era of
rationalism onwards. Modern governments now delegate pastoral power to state insti-
tutions that provide wellbeing and protection. The application of legal rules that would
represent a raw and violent form of power is less preferable than power by mutual
consent in modern liberal societies. The effect of pastoral power is to create an
individualised society in which individuals give universal consent to discreet rather than
overt governance (Foucault 1982).
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The recourse to recover power for the nation state in the early part of the 21%
century, it seemed, was the creation of state partnerships to collectively protect
their territories. The European Union could act to reinstate national safeguards

in exchange for some loss of individual national sovereignty:

The paradox is that, in the contemporary world, nationalist or isolationist

thinking can be the worst enemy of the nation or its interests. The EU is an

arena where formal sovereignty can be exchanged for real power, national

cultures nurtured and economic success improved. (Giddens 2007:232)
However in the long-term, this clustering of interests may not be a workable
solution for the problem of governance faced by the nation state in the 21%
century era of globalisation, since global networks are not confined within geo-
political clusters. As Castells explains, networks are the “new morphology of our
societies” and their communication flows have no boundaries (Castells 2000:
441-443). It is precisely the apparent disempowerment of the nation state as a
result of the World Wide Web that sets the scene for the development of Media

Literacy.

The definition of Media Literacy from the European Commission is as follows:

Media Literacy is generally defined as the ability to access the media, to
understand and to critically evaluate different aspects of the media and
media contents and to create communications in a variety of contexts. (EU
Commission 2007)

The European Parliament subsequently adopted this core definition to guide its
measures on citizenship, culture and empowerment in the digital era (EU Parlia-
ment 2008). In the United Kingdom, the remit for Media Literacy was imposed
on Ofcom, the communications regulator, through the Communications Act of
2003 (UK Government 2003). Ofcom’s definition of Media Literacy for the UK

differs from the European Commission’s definition in three respects. Ofcom
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places more emphasis on skills, on protection from risks, and the reference to
‘critically evaluate’ is missing:

Media Literacy enables people to have the skills, knowledge and under-

standing to make full use of the opportunities presented by both traditional

and new communications services. Media Literacy also helps people to

manage content and communications, and protect themselves and their

families from the potential risks associated with using these services.

(Ofcom 2011)
The positioning of Media Literacy in a regulatory framework in the UK and its
particular definition indicates the ideological expectations for Media Literacy.
Although literacy is a longstanding tradition in the education system, Media Lite-
racy development has become the responsibility of a regulator. Therefore, Media
Literacy is to be found in diverse areas of society as part of citizenship skills in
schools (anti cyber-bullying), in community education (Silver Surfers), in public
service aspects of the media (BBC WebWise), and it is sponsored by commercial
organisations (Media Smart). These various examples indicate that the stake-
holders in Media Literacy are schools, communities, parents, businesses and
agencies of governance. The profile of Media Literacy in society suggests that the
tradition of ‘literacy’ is an unnecessary adjunct; it confines literacy to mere skills
and acculturation to social customs. There is concern that, as a new subject in
education, Media Literacy and the associated digital media is an area of
increasing commercial interest that is being requisitioned for vocational training,
thereby failing to address the cultural impact of the media on young people’s
lives (Buckingham 2007: 17).

At the end of the 1990s, the British government instigated a number of

enquiries into the perceived problem of representations of sex and gratuitous

violence in the media. Advisors in the BFI, through their consultation work, were

reliably informed that the government response would be a Media Literacy
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section in the forthcoming Communications Act. Since there was a tradition of
government hostility towards Media Studies in Britain, the prevailing approach in
the United States to use Media Literacy to protect people from media harm was
seized upon.’! Bazalgette saw this as a return back to the conservative ‘inocu-
lation” approach that had been successfully replaced by the more progressive
critical analysis decades ago. In her view, because the education system was
sidestepped in favour of the regulatory body, Media Literacy “had to be re-
written into regulator-speak” that controls the media and protects citizens in the
nation state (in interview with Doherty 2007).

Although established media educationalists represented Media Literacy as a
means of empowerment and critical analysis, the core of the project had already
been reoriented towards the protectionist agenda. Further, Ofcom has no remit
for culture and its only metrics of achievement are consumer statistics. In this
regard Ofcom and the European Commission are similar agencies that aspire to
develop national prosperity through industry (Harvey 2006). Digital Britain was

one such initiative that bound the national economy to a modern view of

1 The EU and the United States have different approaches to culture and media in
education. Kubey argues that in the United States education system there is a lower
tolerance for left-wing oriented themes (Kubey 2003: 360). For example, Cultural
Studies was brought from Great Britain to the US higher education system. At first the
discipline carried over the influence of the New Left from the Centre for Contemporary
Cultural Studies. Subsequently, the left-wing ideology was muted and marginalised so
that only a tempered form of the British school of Cultural Studies could survive
(Schulman 1993). A comparison of media education in the school system in the United
States with provisions in the United Kingdom shows that in the US the politics of local
schools, disempowerment of teachers and a disinclination to take popular media
seriously inhibit the range of approaches to media education (Kubey 2003: 357). Jenkins
is the major exponent of empowerment (Jenkins 2007). Hobbs argues that Media
Literacy in the United States has tended tends towards the conservative risk and
protection agenda and that parents do not what happens in education for social
empowerment (Hobbs 1998:21). While there have been attempts to reconcile
protectionist and empowerment wings of the movement {(Hobbs and Jensen 2009), the
debate continues about whether an ideological pull has taken Media Literacy to the
conservative right or the centre left (Potter 2010; Hobbs 2011).
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citizenship for “a new level of participation, for a competitive digital knowledge
economy and a modern democratic and fair 21*" century society” (Government
UK 2009: 28). In light of this, the Media Literacy project in Great Britain can be
interpreted as a government initiative to establish a universalising form of gover-
nance. Backed by the government as the supervening field of power, Media
Literacy presented as pastoral care offers the promise of the new public good by

means of the right to participate responsibly in the digital domain.

3.8. Conclusion

This discussion has noted that across the decades as the academic sphere settled
after 1968, British governments became increasingly intolerant of Marxism or
overt left-wing activities in schools and universities. An organisation such as the
CCCS might have survived since its research output suggested the likelihood of
better research ratings. Arguably, the University of Birmingham could have
enhanced its international reputation through the esteem accrued by the
particular brand of British Cultural Studies. However, the university’s response to
the RAE judgement was surprisingly harsh as the CCCS was extinguished by, what
Webster called, an “inexperienced ‘macho management’” (Webster 2004: 2). In
retrospect, Stuart Hall doubted that a settlement between the CCCS and the
university could have been reached because of the ideological incongruence. By
the end of the 20% century increased marketisation of education and the
demands of research exercises to conform to conventional specifications
excluded unconventional activities in education. Hall’s retrospective analysis was
that the university system had been forced into change by the larger and much

more powerful field of government. He stated the case with great emphasis:

The university has become so much more marketised and entrepren-
eurialised, and graduate research — which at the time was very under-
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developed and un-regulated — has become almost intolerably bureaucratic,

in ways which are structurally hostile to the open, interrogative, inquisitive

kind of intellectual environment which the Centre attempted for a time to

create and sustain. (Hall 2007: xiv)
Although the CCCS was shutdown, Cultural Studies subsequently expanded
across the world in various universities, mainly through its postgraduates occu-
pying academic positions. It became notable particularly in the United States
that, when Cuitural Studies migrated, its left-wing rationale was toned-down
(Schulman 1993). The principles demonstrated by the creation of Cultural Studies
as the formation of a new subject in the education system will link to how other
subject areas were managed in the British education system.

The discussion of the media education subjects of Film Studies, Media Studies
and Media Literacy explored different levels of legitimisation within the edu-
cation system. In Great Britain, the study of film in education began with the self-
assured idea that film could be an extension of arts appreciation and literary
education to produce better citizens. The disruptive events of 1968 provided an
opportunity for the university student generation to incorporate film and cinema
into education in new ways. Their revolutionary approach drew from European
thinkers in the ambition to formulate a theory for the discipline of Film Study.
This was also a period of faction fighting and the alienation of key constituencies
within the field. The main vehicle for the formulation and dissemination of theo-
retical approaches was the journal Screen, which was directed by the SEFT group
and financed by the BFI. It was observed that the BFI was a committed but partial
benefactor, as it deployed conservative forces to oppose the SEFT group for its
involvement with Marxism and Semiotics, while also funding lectureships to
foster Film Studies in British universities. The incorporation of Film Studies was
fully realised after SEFT was disbanded by the BFI in the 1990s. By this time many

SEFT members had moved into professional roles in education and Screen was
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now published under the auspices of the University of Glasgow and Oxford
University Press. Screen continued to be the driver that directed the field of Film
Studies. Its editorial board and associates considered the 1990s to be a time of
reconciliation within the education system.

Whereas Film Studies succeeded to claim a place of academic esteem in the
field of media education, Media Studies was less successful. Most of the effort to
position Media Studies was aimed at the secondary education system. As was
discussed in the previous section, the insecure existence of Media Studies was
derived from the combination of its unclear curriculum focus, its exclusion from
the compulsory core subject areas and its prevarication about whether to remain
a single subject. While Media Studies was a thriving subject in Higher Education
in the 1990s, it was strongly opposed by conservatives through satirical criticism
in the public media. By the millennium, the Media Studies title was self-censured
in universities, and the practical dimension for vocational training in Media
Studies was picked up to support the creative industries. The outcome was that
Media Studies bifurcated into a cohort in the University sector and a different
part into government-funded and industry-sponsored vocational training
provision.

Media Literacy is the most recent constituent in the media education sphere.
At first consideration, the aims of Media Literacy to provide functional skills and
a working understanding of the digital media seem straightforward in compa-
rison with the other aspects of media education discussed in this chapter. How-
ever, there are different and opposing, ideological approaches to its purpose.
The main debates within Media Literacy discussions concentrate on empower-
ment or protection. One view is that the Media Literacy initiative should enable

people to use the digital sphere however they wish. The contrasting view is that
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Media Literacy is a means of protecting vulnerable sectors of the population that
are at risk in the networks of digital communications. This debate can also be
observed as a tension between those cultures of education in the EU, which tend
towards a liberal approach, and the United States which veers towards conser-
vatism. Moreover, the most prominent feature of Media Literacy in the UK is the
anomalous situation in which the national communications regulator has a statu-
tory responsibility to develop the educational initiative Media Literacy. As this
model has been adopted in other EU countries, such as Ireland, it can be argued
that there is a trend towards Media Literacy that establishes a new template for

governance in education.
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4. Methodology

Historians will be able to track the development of opinions and ideas
through study of the words and phrases that refer to them. (Atkins et. al
1992: 2)

4.1. Question, Method and Material

Using corpus analysis as the empirical technique, this study provides in-depth
analysis of media education within a Bourdieusian framework. Although his
concepts have had significant impact on Cultural Studies, the empirical method
that, according to Bourdieu, should underpin the research process has not been
widely adopted. My study therefore adopts and integrates the empirical
approach of corpus analysis within Bourdieu’s framework of social systems to
formulate an innovative model of research in the field of media education.

The research procedure adopted for the purposes of this study incorporates a
mixed method of qualitative and quantitative analysis. In the pursuit of the most
effective enquiry into changes within media education, | developed a cohesive
approach from a number of options. Although the decision-making process is, in
reality, iterative rather than linear, the methodological process can be separated
into three steps: the formulation of the research question, the combination of a
suitable theoretical and empirical approach; and the application of the method
to a corpus by means of systematic data analysis and interpretation.

The use of the word text will occur in three different modes in this chapter.
First, there is the common designation of books and journals as text. A second
meaning derives from Bourdieu’s understanding of published text as authorised
mode of expression in society’s value system. The third type of text consists in

the formation of a corpus as the object of empirical analysis for my study.
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The term value is also discussed in different ways; the two broad meanings
differentiate between theoretical value and empirical value. In the theoretical
framework, derived from Bourdieu, value relates to various forms of cultural
capital, including academic capital. In this approach, the value of an academic
journal is related to a system of capital based on its power to create meaning in
publication. In contrast, value also has a level of factual measurement, which is
produced by a mathematical calculation. Since in all cases symbolic value has a
socially agreed significance, the worth of any value is subject to change.’

This study aims to systematically observe the changing values in media
education over time. Norbert Elias’ definition of time as a means of orienteering

the space between positions is apposite to this study:

Time is an expression of the fact that people try to define positions, the
duration of intervals, the speed of changes and suchlike in this flow for the
purpose of orientation. (Elias, 1992:36)
The unit of measurement is a temporal interval: in this study a year is taken to be
“what counts as a criterion of meaning change” (Teichmann, 1995: 96).

Section 4.1. demonstrates how the research question was generated and out-
lines the type of text selected for study. Secticn 4.2. discusses how the
theoretical framework will be used to interpret the corpus findings. Section 4.3.
outlines the Bourdieusian concept of capital. The chapter ends, in section 4.4.
with reflections on the limitations and advantages of the methodological design.
Findings from the empirical analysis will be presented in Chapter 5 and discussed

in Chapter 6.

! Bourdieu presented the social working of this dynamic in his esteemed publication
Distinction (Bourdieu 1984).
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This section presents how the topic is considered and the means by which
problems of method are resolved. Section 4.1.1. situates the research question
and section 4.1.2. indicates various methodological choices. Section 4.1.3.
determines why text is a suitable format for the study; and section 4.1.4. outlines
the corpus analysis method. Having specified the method, section 4.1.5. analyses
forms of text that may be suitable for study. Those considered are interviews in
4.1.5.1.; curriculum documents and policy papers in 4.1.5.2. and books and
journalsin 4.1.5.3.

Figure 3 shows how the research question is linked to a theoretical framework
which motivates the empirical method. This structure is the foundation for a
systematic procedure geared to analyse study findings in a discussion informed

by theoretical concepts.

2. selection of materials

3. observe and discuss
findings informed by the
theoretical framework

1. research question,
istudy material an

Figure 3 Research Process: Three-Stage Structure

4.1.1. The Research Question

This study analyses substantial change in media education over time. |
investigate how media education responded to the widespread adoption of the
World Wide Web. The first stage of the research method was to establish this

research question.
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This research refers to a period of social change at the turn of the 20" and
21% centuries. As observed in Chapter 3, the standard curriculum for media
education established in the 1970s was founded on a Marxist-oriented approach
to theorising the popular media of film and television. Towards the end of the
20" century in Europe, the ascendancy of neo-liberal politics thwarted Marxist
and left-wing ambitions. At the same time, the emergence of digital media
disrupted the established role of mass media in industry and popular culture.
The World Wide Web was devised as an unregulated space based on “arranging
ideas in an unconstrained, weblike way” (Berners Lee 1999: 3). This innovative
communications space offered a contrary approach to the regulated conventions
for published and broadcast media. Thus, from an early stage academics were
speculating on its promise of a new communications revolution. The
communications sociologist Manuel Castells suggested that the impact of the

Web could be compared with the invention of an alphabet for writing:

A technological transformation of similar historic dimensions is taking place
2,700 vyears later, namely the integration of wvarious modes of
communication into an interactive network. (Castells 2000: 356)

Situated in this socio-historical context of the Web media space as a new place
for communication, my research question is: how did media education deal with
and respond to the widespread adoption of the World Wide Web? As there is no
evidence of research that analyses change in media education at this time, this
study takes up the challenge to generate knowledge about change in this
particular field. The establishment of this research question generates a question
about finding a method to define and analyse change in media education within
a suitable study timeframe.

This study is a response to the social impact of new modes of communication

that manifested itself towards the end of the 20" century. Evidence that altered
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communication systems are having a significant impact can be found in
discussions and statements in the public domain. Teubert explains the value of

observing society through the symbolic acts of language:

Society becomes an object of observation and reflection at the very
moment when people’s interaction becomes symbolic, when acts carried
out have acquired a meaning, a meaning which has been discussed,
interpreted and reflected upon by the people and a certain consensus
(which may not be comprehensive) has been reached. (Teubert 2010: 122)
The medium of text is a more reliable form of evidence than oral discussions;
when meaning is expressed in oral language it disappears unless it is recorded. In
contrast, when social exchange is published in written text, the documentary
evidence is preserved in its original form. A symbolically important indication of
change in society is the UK Communications Act of 2003, which was the first
statute in the UK to require the development of (digital) Media Literacy. Thus,
the year 2003 indicates a symbolic stage within the digital era time frame that
contains evidence of the relationship between media education and digital
media in wider society. Finding another point that relates to a rift of social
change connected with digital media will guide the duration to be studied. The
year 1991 when the World Wide Web was launched into the public sphere is
another significant marker of social change. It is therefore reasonable to locate
research into the widespread impact of digital media in British society that
includes the Web launch in 1991 and the UK Communications Act of 2003.
Having identified a span that will contain the social impact of digital media,
the next stage will be to consider the material and a method suited to my

analysis of change in media education.
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4.1.2. A Suitable Method

This section gives an overview of selected approaches to research, the decision
to choose text as the study medium and corpus analysis as a method of analysing
text. It is rational to assume that it is not possible to find a position of complete
objectivity. Further, some personal experience can help to illuminate the object
of study. As Widdowson states: “All enquiry is partial, and each partiality has
things of interest to reveal” (Widdowson 2000: 23).

While the corpus is subjectively chosen, the corpus analysis is an empirical
process. In this rubric, the corpus is perceived as a text object that is processed
as data by a computer software programme. The software programme | have
chosen is Wordsmith Tools, Version 5 (Scott 2008a) for finding word patterns in
corpus text. After the data patterns have been identified, a hermeneutic analysis
of the empirical findings will be undertaken. Thornbury explains the difference
between the empirical findings that constitute a description of data patterns and

the personal understanding required to interpret and explain those findings:

The descriptive findings are generated by searching for particular discourse
features in a corpus — typically a collection of texts of a specific register, but
possibly a single extended text, such as a textbook or a novel — using
computational means. Explaining the frequency, significance and use of
these features generally involves reference to context, either the
immediate co-textual environment or to other texts or corpora of texts.
(Thornbury 2010: 271)
Having established the research question, the study timeframe and the broad
purpose of analysing text, while contemplating the specifics of the analytical
method, an outline of the research design can be sketched. At this stage it is
useful to gather the most pertinent aspects of the planned method using a

modified version of Creswell’s schematic overview of research design as shown

in Figure 4 below (Creswell 2009: 5).
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Figure 4 Creswell’s Framework for Research Design

With reference to Creswell’s model, this research will adopt a Philosophical
Worldview about social systems from Pierre Bourdieu; the Selected Strategies of
Enquiry and Research Design will be drawn from the mixed methods of
theoretical and empirical procedures that blend qualitative and quantitative
analysis. The Research Method that seems suited to the proposed study using
text as the symbolic material is corpus analysis. A rationale for why corpus
analysis seems suitable is that text is the evidence of social communication and
new tools have been developed to analyse text when it is formatted as a study
corpus.

It is relevant to the formulation of the method for this study that Creswell
draws attention to the relationship between technological advances, the
material for study and methods used. As new techniques become practicable,
strategies of enquiry for this study can take different directions from previous

academic research. As Creswell notes:
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The strategies available to the researcher have grown over the years as
computer technology has pushed forward our data analysis and ability to
analyse complex models and as individuals have articulated new
procedures for conducting social science research. (Creswell 2009: 11)

Towards the end of the 20" century computer software was devised to
empirically analyse vast quantities of text compared with the pre-digital
analogue era. The corpus research method uses the new capabilities of
computer technologies that enabie the storage and retrieval of large amounts of
language data. As a result of this, recent studies have used computer assisted
corpus analysis to research topics such as language acquisition, grammar and
ideology (O'Keeffe 2010).> However, to date there is no study that applies the
empirical method of corpus analysis to media education. My study thus offers an
original contribution to knowledge about media education using corpus

research.

4.1.3. Text and Meaning

This section addresses the methodological approach to text as a medium for ob-
serving and interpreting meaning. The aim of the study is to analyse changing
patterns of meaning over time. Meaning is apprehended in and through text,
meaning is negotiated in the process of reading and in the context of other texts;
as such meaning is not fixed solely by the intention of the author. Studying social
communication is more systematic when the symbolic medium is preserved in
the form of printed text rather than referring to oral communication, which is

transient and ephemeral. However, it is important to note for the work of inter-

2 A list of theses and other research using corpus analysis is archived on the WordSmith
Tools website. See

http://www.lexically.net/wordsmith/corpus_linguistics_links/theses_using_wordsmith.h
tm
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preting corpus findings about text that meaning is not something locked in the
text to be released mechanistically. Teubert and Krishnamurthy emphasise three
characteristics of the relationship between text and meaning that are insightful
for this research method. Foremost, meaning is not fixed in text but renegotiated
upon reading. Since meaning is renegotiated with each new reading, text is
independent of the author’s intention. Thirdly, a text always exists in a

relationship to other texts. As Teubert and Krishnamurthy argue:

A written text is not a mirror of what we jointly experience, nor is it the

expression of a speaker’s intentions. The content of a text is its meaning.

This meaning is the ways in which the text is like, or different from, all other

texts. (Teubert 2007: 155)
The basis of corpus analysis is the analysis of written text to interpret meaning
and this research method applied to a humanities subject requires some
resolution of the uneasy relationship between the cultures of the sciences and
the humanities.

In the standard corpus linguistics procedure text is first objectified as

empirical data and then re-approached in the more subjective mode to interpret

the data. Hunston observes:

This differentiates a corpus from a library or an electronic archive. The
corpus is stored in such a way that it can be studied non-linearly, and both
quantitatively and qualitatively. (Hunston 2002: 2)

As corpus analysis is a method for analysing text as the material for empirical

analysis, the next section outlines how the text is approached.

4.1.4. Corpus Analysis
A corpus is a compilation of text that is derived from naturally occurring
language that is selected for study. Clear summarises why corpus analysis can be

advantageous:
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“The essential benefit from a corpus for all language study is the access to

many instances of words in their natural context. Consequently, the

essential methodology of corpus linguists is to observe, to describe and to

make generalisations about language in use. (Clear 1993: 171)
Corpus study can be traced from the manual analysis of the Bible as corpus in the
3% century to computer based corpus analysis in the present (O'Keeffe and
McCarthy 2010: 3). In the 20" century “computer corpora began to be collected
during the 1960s when the emerging technology made such as venture possible”
(Clear 1993: 164) The word corpus is now almost exclusively “reserved for
collections of texts (or parts of text) that are stored and accessed electronically”
(Hunston 2002: 2). Computerisation presents an opportunity to analyse
increasingly large amounts of textual data using customised software systems.
Present-day corpus analysis could be understood as the study of language in the
form of text using computer software to observe patterns of use. In the 1990s
when the use of computers had become commonly available, it was considered
that this method constituted a “computer corpus linguistics” (Leech 1992: 106)
to systematically generate empirical data for qualitative and quantitative

analysis. Delany and Landow claimed that this new computer assisted corpus

analysis could lead to new avenues of knowledge about texts:

The manipulability of the scholarly text, which derives from the ability of
computers to search databases with enormous speed, also permits full-text
searches, printed and dynamic concordances, and other kinds of processing
that allow scholars in the humanities to ask new kinds of questions. (Delany
and Landow 1992: 13)

Regardless of whether the analysis of the corpus involves a computer or not,
Chapman correctly reasons: “The unwritten assumption here is that, for the
corpus linguist, facts about the corpus data are ‘facts about the language’”
(Chapman 2008: 165). This specialisation has led to a differentiation of the

function of the corpus and the role of the text. Sinclair compares them as
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follows: “The essence of the corpus as against the text is that you do not observe
it directly; instead you use tools of indirect observation” (Sinclair 2004: 189). This
means that the corpus is first analysed by computer software as data and then
the researcher is needed to interpret the findings.

Computers are capable of processing large amounts of data, and the amount
of text needed for pattern recognition is indeed large. Hunston explains,
“subtlety of usage is difficult to intuit, and is observable only when a lot of
evidence is seen together so that the pattern emerges” (Hunston 2002: 12). As a
result, corpus analysis offers a method that is suited to investigating a large
amount of text and is particularly useful for discovering patterns of meaning in a
corpus that might otherwise go undetected.

Researchers use corpus analysis for a wide variety of purposes, from a
theoretical interest in language structures to forensic linguistics for language
profiling that is admissible as evidence in courts of law. Closer in theme to this
investigative brief are important research studies that have used corpus analysis
to address topics such as media discourse (O'Keeffe 2006) and education policy
(Mulderrig 2009). However, the aim of this research study is unique, as it uses
the corpus analysis method to investigate media education.

Prior to selecting text for the corpus, there is the question of corpus
representativeness. In Biber’s view the corpus ought to be as representative as
possible, since “representativeness refers to the extent to which a sample
includes the full range of variability in a population” (Biber 1993: 135). The
logical problem with Biber’s statement is that it suggests the gathering of a
complete set of variables. The problem of representativeness cannot be
completely overcome. There is general agreement that complete

representativeness is not possible, in the words of Sue Atkins:
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All samples are biased in some way. Indeed the sampling problem is
precisely that a corpus is inevitably biased in some respects (...) collection of
a representative sample of total language production is not feasible”
(Atkins et. al. 1992: 5).

One approach to the impasse of representativeness is from Williams who flips

the angle of approach. He argues that we need demonstrate what the corpus

represents to know the object of study:

It is generally accepted that true representativeness is illusory (...). What is
being sought is not so much the ability to claim that a specialist corpus is
representative but to demonstrate what it represents. (Williams 2002: 326-
327)

Nelson adds that although the corpus will be biased to a greater or lesser extent,
corpus building decisions are still to be taken “despite the difficulties, sampling is
still necessary. We need to determine how many samples will be representative,
how big the samples should be, and what kind of samples to use (full text or
extracts)” (Nelson 2010: 57). Atkins and Rundell propose a practical solution,
they suggest that, in order to break out of a circular mode of confirming patterns
that have been subjectively selected by the researcher’s own criteria, “the more
usual corpus design model, therefore, is based on external design criteria”
(Atkins and Rundell 2008: 68). In this study of media education my selection of
journals is based on editorial claims about expertise in the broad field of media
education. The articles contained in these journals reflect a process of selection
by editors and peer reviewers whose role is to shape the field.

While we can know what a corpus represents retrospectively, decisions are
required before and during the building process to judge when the corpus is
sufficiently complete and the study can begin. Hoffman’s mirror analogy suggests
that building a corpus requires the skills to recognise what it mirrors and the

ability to adjust its angle to reflect most clearly upon the topic:
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Although a corpus is only a (potentially quite small) subset of what it is sup-

posed to represent, its function is to mirror the whole in such a way that

linguists can use it to say something about the language variety that was

sampled: observations on the basis of corpus data are generalized back to

the whole from which the corpus was originally selected. (Hoffmann 2008:

13-14)
The corpus content for my study should be sufficiently representative to reflect
the field as the text selection criteria are based on significant external factors:
the time frame of digital communications innovation in society, a suitably limited
choice of UK specialist journals and the journal text that is contributed by many
authors based on editorial selection according to the journal’s approach to
media education.

As a result of this exploration of the problem of representativeness, the
strategy for this study, that will be covered in the next section 4.1.5., is that
academic journals will be sought that are broadly representative of the cross-
section of subjects of media education in the timeframe from before the launch
of the Web to after the establishment of media literacy. At the outset the aim
will be to gather sufficient text for the purpose of analysis within the timeframe
rather than deciding in advance to aim for a large mass of data. McCarthy and
Carter recommend the integration of quantitative and qualitative analysis
through “a qualitative analysis, a process that can mean a lot of detailed screen-
by-screen, context-by-context study and evaluation, should complement the
broader quantitative analysis generated by larger corpora and statistical
programmes (McCarthy and Carter 2001: 338).

Having decided upon corpus analysis as the empirical method, chosen the
reflective research mode to interpret media education text, establishing a time
frame and finding material that is to a large extent the result of external
selection, the next stage presents how the decision to select journals was

formed.
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4.1.5. Selecting Study Material

The following sections present an overview of the text sources explored to
identify representative text for the media education corpus. These are interviews
and questionnaires in 4.1.5.1. curriculum documents and policy papers in 4.1.5.2
and published books and academic journals in 4.1.5.3. Section 4.2. follows with a
discussion of how the Bourdieusian framework will inform the interpretation of

the empirical analysis of the selected text corpus.

4.1.5.1. Interviews

| conducted personal interviews with a number of expert commentators and
media educationalists to source information for this study.’ The rationale for
deciding not to use the interview method was based on the problem of achieving
consistency of input from different sources. Although the interviews produced
useful insights, and interviewees were generous with time and information,
some of the interviewees did not wish to have their discussions put on record.
Gathering source information from people by means of interviews proved not to

be a suitable basis of obtaining research material for this study.

4.1.5.2. Curriculum and Policy

Turning to published text considered for analysis, one category is curriculum
documents and policy papers. From these, one could investigate course content
and the subsequent learning experience as educational intention and practice.

However, such a research strategy would require analysis of the practicalities of

*Interviewees were Cary Bazalgette of the (British Film Institute), the late Michael Green
of the (Birmingham Centre for Contemporary Cultural Studies), Jacky Stacey and
Annette Kuhn (Screen), Julia Knight (Convergence), Fiona Lennox (Ofcom, Media Literacy
Bulletin), media literacy experts (Media Literacy Expert Group, European Union) and
international independent broadcast producers (INPUT).
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change through curriculum statements compared with actual learning
experience. This would seem to require incorporating some variables that are
not directly related to the research question.

Educational policy papers are often written or mediated by government
officials. In this case, policy text authored by media educationalists would need
to be identified and separated out for analysis, which would be an unreliable

method of identifying source material for the study of change in the field.

4.1.5.3. Books and Journals

A likely source of text for corpus analysis is published books. An advantage of the
book format is that its subject material should remain relevant over a long period
of time. However, regarding this research, the problem with the book is the long
interval between the author’s research and writing phase for the standard 150-
page text and consequently its publication years later. As this research is
undertaken with contemporary text, the temporal reference points in books are
not sufficiently up-to-date.

Having investigated different types of published text that could form a corpus,
academic journals now seem a likely source of data. While an edited journal
should be as authoritative as the academic book, the advantage of journals over
books for research linked to contemporary events is that journal content is more
recent. Moreover, the dominant book form is the monograph whereas, for this
study, journal text has the advantage of representing a community in dialogue
rather than single subject authorship. The outcome of this survey of text has
established that the journal is a good source of evidence for changing trends in
the field of media education. Journals are particularly meaningful as evidence of

symbolic discussions among a community of media educationalists whose
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various contributions combine to shape the field of interest to my research
question about change in media education.

Surveying the specialist academic journals in media education, Screen has the
strongest claim to being the source of film and media education, as it has been
continuously published for more than fifty years. Its publishing credentials are
persuasive from a lineage with the British Film Institute and its current publisher
Oxford Journals (Oxford University Press) is a prestige publisher. Screen provides
gravitas, but Screen text would be insufficient as a corpus on its own, as its scope
is weighted towards film and television study. Another journal is required to
establish relationships in the field. Screen is a UK based journal and, so that
language and expression does not become a variable in the analysis, other
journals should originate in the United Kingdom. Digital media is the recent non-
traditional aspect of media education that should provide comparison for
relationship positions. The journal Convergence, which has been published since
1995, by the esteemed publisher Sage Journals, is dedicated to the academic
research of new media technologies in social, political and pedagogic aspects.
Consequently journal text from Screen and Convergence can strongly contribute
to a corpus analysis of media education. However, an overview of these two
journals reveals an underrepresentation in the sampling from a lack of
representation of the most recent media education topic, which is Media
Literacy. Media Literacy became an important feature of the media education
landscape as a statutory requirement in the United Kingdom in 2003. To
compensate for a deficit in this area, the most relevant publication available at
the time of research was the Media Literacy Bulletin.

While its source is in the UK, Media Literacy Bulletin differs from the

traditional academic journal because it is published and edited by Ofcom, which
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is the communications and broadcast industry regulator for the British
government. Its content for information listings and regulatory information
differs from the academic register; however, there are also feature articles and
discussions by media education academics. This links to interests common to the
academic journals that have already been chosen. Although there are arguments
for and against on the basis of academic similarity, Media Literacy Bulletin is
chosen to augment the media education corpus as the only consistently
published Media Literacy periodical of comparable standing with academic
journals available for the study.

Therefore, the study corpus of media education comprises text from Screen,
Convergence and the Media Literacy Bulletin. The importance of the corpus
content sourced from UK publications is discussed as part of the corpus building
process in section 4.3.4.

The previous sections presented how the research question was formulated
to direct an investigation of change in media education after the digital media
era. The investigative method of corpus analysis was summarised and the
problem of representativeness recognised and somewhat resolved. Having
instigated a search for suitable text format it was concluded that academic
journals are the preferred text type. The first selection of Screen and
Convergence seemed an ideal set for investigating relationships and change
within the media education covering the areas of film, television and digital
media. Having found a clear deficit in the area of media literacy, the Media
Literacy Bulletin was incorporated into the corpus to complete what the corpus
should broadly contain. Findings from the corpus analysis will be interpreted

within a Bourdieusian framework.
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4.2. Selecting the Framework

My brief is to investigate change in media education. The method selected
should be the most suited to analyse change in that chosen sector. In this
section, three different approaches are summarised to establish contiguous
methodological choices. The hermeneutic method does not offer a complete
solution to interpreting a text objectively, the social experience analysis would
be hampered by interpersonal conflict and the Critical Discourse Analysis
approach (CDA) requires the prior diagnosis of a social problem. In the light of
this, a Bourdieusian framework offers the best methodological response to the
research question.

Film Studies in media education has developed a tradition in the hermeneutic
method of analysis that is not suited to this research. In Film Studies, a film
production is considered the equivalent of a printed text to be read and
interpreted in the context of other film texts and film theory. The analysis may
be formulated with reference to broader theoretical perspectives, social
philosophies (such as Marxism and the Frankfurt School) that informed the
Birmingham School. Another theoretical approach adopts recent philosophical
theories, often from European thinkers, such as Deleuze, on film as a symbolic
system in society (Deleuze 1985). On occasion when film theorists do adopt a
Bourdieusian method, the tendency is to prioritise the theoretical analysis over
the empirical aspects (Heise and Tudor 2007). In overview, the hermeneutic
method from Film Studies and Media Studies does not offer a self-reflective
objectivity about media education texts as the object of study.

A contrasting approach from media research is to analyse people’s media
experience, based on a social sciences approach to data gathering. This method
is exemplified by the research led by Sonia Livingstone (Livingstone 2005). In this

method, empirical findings are often generated as guidance for directing public
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policy. Here there is a strong motivating connection between academic activity
and public policy.

Critical discourse analysis (CDA) seems a closer match to the requirements of
the research question. CDA commonly uses corpus analysis as a social science
research method to gather data about social trends from documented evidence.
CDA is driven to expose social bias inscribed in the ideological traits of language
use, such as in political discourse (Fairclough 2000). However, this method of
research is incompatible with the open-ended question of change in media
education. Sinclair and Carter argue that the problem with CDA is that its claim
to objectivity is counteracted by a prior judgement about the research topic
problem that brings an ideological bias to the interpretation of evidence (Sinclair
2004: 120).

Three different approaches have been chosen to illustrate research methods
in the media sphere and to indicate the shortcomings of some of these methods
in relation to the research question. Chapter 2 argued that a Bourdieusian
framework seems more suited to the requirements of the research question. It
offers a theoretical framework for investigating change in media education
based on empirical work (a corpus analysis of journals). Bourdieu’s strength, in
Jenkin’s words, is that “his epistemological critique informs and is informed by
his theoretical emphasis upon practice, on the one hand, and his choices of
method and experience of research, on the other” (Jenkins 1992: 61).

As the aim of this research is to observe the field dynamic in the symbolic
communication system materialised in text, the next section deals with text and

its role in publishing.
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4.2.1. Language, Text and Journal

Having decided to conceptualise the study object as a field of power, the next
stage was to identify journals through which systems of power can be analysed
and observed. This section discusses the function of language as symbolic power
in the form of published text in the domain of academic journal publishing.

Bourdieu used the term ‘misrecognition’ for the inability to see social reality as
construction. This is particularly evident in the assumption that language as
natural so that in Bourdieu’s view, language presents “the most radical form of
misrecognition” (Bourdieu 1977: 170). Founded on this theoretical principle,
different types of language value can be understood as the creation of value in
the social system.

As a communications medium, text is a system of symbols formed from a
typographic medium to store language for interpretative reading at another
time. Text also has a social value. Published text tends to acquire authority in the
social sphere. Since some publications are considered more authoritative than
others, it is important to analyse how this hierarchy is established to understand
the valuation mechanisms that apply to other cases. Bourdieu emphasises that
the source of authority acquired by certain publications does not derive from
intrinsic content but from a level of authority granted to it as agreed by
authoritative field participants. It follows that if a publication has a high level of

value in any field then it has been authorised to rise to that value level:
Because any language that can command attention is an “authorised
language”, invested with the authority of a group, the things it designates

are not simply expressed but also authorized and legitimated. (Bourdieu
1991: 170)

In Bourdieu’s view, this act of authorisation has to be maintained as a continuous

process since there other agents in the same field contesting for power
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positions. Once a form of language has been legitimised by publication it must

either persist or perish. As Bourdieu explains:

The legitimate language no more contains within itself the power to ensure

its own perpetuation in time than it has the power to define its extension in

space. Only the process of continuous creation, which occurs through the

unceasing struggles between the different authorities who compete within

the field of specialized production for the monopolistic power to impose

the legitimate mode of expression, can ensure the permanence of the

legitimate language and of its value, that is, of the recognition accorded to

it. (Bourdieu 1991: 58)
The strategic actions of power positioning such as authors writing, publishers
publishing and scholars citing published content, direct the value of particular
publications in a competitive field. Consequently, the number of publications and
citations can be taken as units of measurement to evaluate any academic field. In
time, the statistics of publication and citation, even if not be universally agreed,
become naturalised measurements of academic achievement.

Publishing activity contains a legitimising principle that is evident in the genre
of academic journals. Academic journals, published by a publisher of esteem,
have an implied authority and the assurance of continued or increased value in
their field if they conform to academic publishing protocols. The activities of
selecting, editing, approving and writing authoritative text for a journal
differentiates the role of its text from everyday language. Indeed, academic
journal editors are high-ranking academics, appreciative of the authority to
shape their field through academic journal content. This power compensates for
what they perceive to be the declining power of academics in university policy
and management (Nixon and Wellington 2005). Hence, from a number of

vantage points, text in academic journals signifies a source of significant

authority of meaning in any subject field.
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4.2.2. Digital Publishing

The English edition of Bourdieu’s Language and Symbolic Power (Bourdieu,
Thompson et al. 1991) was published in the same year that Tim Berners-Lee
launched the World Wide Web into the public domain in 1991 (Berners Lee
1999: 81). The difference between publications using the traditional printing
press and online publishing is the use of technology for distribution. At the same
time a line of continuity can be observed in the power relationships that place
different forms of printed text such as the academic journal on a hierarchy of
value. Castells draws attention to the more innovative aspects of digital
communications by depicting an epochal arc from 700BC at the development of
writing for recording and sharing communications to the World Wide Web as a

global communications network. Compared to the innovation of the alphabet:

A technological transformation of similar historical dimensions is taking
place 2,700 years later, namely the integration of various modes of
communication into an interactive network (..) we <can hardly
underestimate its significance. (Castells 2000: 356)

A question after the invention of the Web is whether the published text as
system of authority is still relevant. The historical tradition of publishing,
especially academic publishing, is that it is aimed at a limited market at high cost
to specialised outlets; traditionally a limited market that is highly regulated. In
the digital era there is a perceived limitless extent of text that can be published
by anyone, at any time, at little cost and distributed through global networks. It
is essentially a new unlimited market with little or no regulation. Has the
tradition of authorisation been ruptured by digital media and replaced by a
reconfigured system?

The Web’s founder, Tim Berners Lee had a vision of a flatter democratic

model of knowledge sharing in society as opposed to power elites determining a
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hierarchy of knowledge. Democracy was a principle to be encouraged by the
Web: “we have to be careful that it allows for a just and fair society” (Berners
Lee 1999: 178). This hope seems to have been borne out by examples of the
democratising power of social networks using the Web. The Arab Spring, in
reference to civil revolution in Arab countries from 2011 onwards, was attributed
to the immediacy of communication using trusted information sources
distributed through the Web and mobile networks (Howard, Duffy et al. 2011).
However, a differentiated hierarchy in the academic sphere in which people
strive to compete for reward is not equitable with dictatorships that disrespect
human rights and torture dissenters. There is currently not enough evidence to
argue that digital publishing has overturned the legitimising power of traditional
publishing. Esteemed publishers have enacted a smooth evolution to incorporate
cyber space. Most academic publishers have extended their activities from the
analogue world to the sphere of Web publication, where necessary using
different formats for the same content. All issues of Screen journal are accessible
online from 1969 and can be accessed by subscription. Business benefits of
publishing online include secure online payment to charge individuals per article
and showcasing the archived catalogue which leads to the opportunity of a
‘longtail” of catalogue sales (Anderson 2006). At present almost all publishers will
trade in text in both the digital and bound paper formats. The difference in the
digital era for traditional text publishing is more a matter of distribution than any
aspect of its activity. There is no evidence that the imprimatur of an esteemed
publisher in the digital era carries less legitimising power than in previous
analogue times. The system of conferring authority on published texts remains

intact.
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In the next section the concept of habitus, as dispositions of the people
involved in publishing academic journals, is linked with cultural capital and

academic capital that such journals accrue.

4.2.3. Editorial Habitus

The Bourdieusian term habitus, which refers to a person’s disposition, is related
to the cultural capital of an object, since some of the perceived value of the
object is connected to people associated with it. Academic capital is a type of
cultural capital that can be found in objects valued by the academy, an example
being the academic journal. The connection between habitus and academic
capital is the reciprocal relationship between the habitus of the editorial
personnel and the academic value of the journal. In the following | discuss the
relevance of habitus, cultural capital and the academic capital value for the study
texts.

As previously explained in Chapter 2, habitus can be thought of as a person’s
characteristic attitudes and actions that generally have no need for explanation.
If asked to reflect on their own habitus, most people will assume their behaviour
is in keeping with their circumstances and quite natural. Habitus is steered by
social protocols and the people who constitute society devise these modes of ex-
pected behaviour.

In publishing habitus is evident in the status of the person or the people with
editorial responsibility. In the academic field it has been demonstrated that
journal editors are aware of their conferred authority to direct the field (Nixon
and Wellington 2005). Editors acknowledge that they define epistemological
practice in their subject fields, as they select or reject article proposals, set

discussion agendas and themes for debate.
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This section discusses habitus through editorial dispositions that can be
inferred from information about editors’ biographies. The habitus of the editor
forms an association between the university and the academic journal to create
a source of academic capital that is mutually beneficial to the university and the
journal. Information that has been made available for the professional habitus of
editors and editorial advisors, presented in Table 1, shows that Screen and
Convergence share similar academic traits.* In Screen, the editor and all editorial
board members are professors from UK universities. Screen is predominantly a
UK based journal, its international remit is evident at the level of the advisory
board of university academics — fifteen based in the United Kingdom, six in
Anglophone countries and one each based in India and Brazil.

The editorial team for Convergence also presents a traditional academic and
UK based profile. However Convergence is less homogenous in professorial rank
than Screen. It can be seen that the co-editors of Convergence are both
professors, the four associate editors comprise two professors, an associate
professor and an associate lecturer. Unlike Screen, which confines its editorial
expertise to film and television studies (with more emphasis on film), in
Convergence the editorial expertise is drawn from a wider remit that extends to
interactive computing and journalism. The international remit of Convergence is
somewhat stronger than Screen. On the editorial advisory board for
Convergence, there are thirty academics: five are in the UK, seventeen are based
in the Anglophone countries (of the USA, Australia and Canada) one is based in

Singapore and seven come from European countries.

* Names of editors and editorial advisers are available on the publisher’s web sites. An
academic’s professional status is obtainable from their university’s website. Regarding
Ofcom, employees that are assigned to an editorial role may vary and their names are
not published - information given to the thesis author in discussion at Ofcom, London in
20009.
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The Media Literacy Bulletin is an anomaly since there is no publicly available

information about the individuals involved in the editorial process.

Consequently, it may be assumed that the Media Literacy Bulletin is compiled by
civil servants, whose habitus serves the institutional ethos of a government

agency. Accordingly, the Media Literacy Bulletin will be explored from the

vantage point of its cultural and institutional capital in the sections that follow.

Publication Habitus Field Role
Editor (current 2013) Positioned as the
Screen Professor Annette Kuhn, Film Studies, Queen Mary, leading international
University of London, UK journal of academic
film and television
Editorial Board studies.
5 university professors Published by Oxford
representing: film, television studies, theatre, cul- Journals celebrated its
tural studies and drama, all based in the UK 50" anniversary in
2009.
Editorial Advisory Board
32 university academics based in: 15 UK, 2 USA, 2
Australia, 2 Canadia, 1 India and 1 Brazil
Editors (current 2013) Positioned as an
Convergence Professor Julia Knight, Moving Image, University of international journal

Sunderland, UK
Professor Alexis Weedon, Research Institute for
Media Art and Design, University of Bedfordshire, UK

Associate Editors

4 university academics: 2 professors, 1 associate
professor and 1 associate lecturer from the UK
Representing: interactive computing, media studies,
digital journalism and media and communications

Editorial Advisory Board

30 academics, most based in universities (1 with the
National Broadcasting Council of Poland): 12 USA, 5
UK, 4 Australia, 2 Norway, 1 Canada, 1 Finland, 1
Germany, 1 Ireland, 1 Poland, 1 Serbia and 1
Singapore

of research into new
media technologies.
Published by Sage
Journals from 1995

Media Literacy
eBulletin

Editor (current 2013)

No formal editor (staff sub-edit contributions and
may not include content if necessary)

No editorial board

Positioned as the first
regular media literacy
publication in the UK
in 2005. Published for
the UK by Ofcom

Table 1 Habitus and Publications (current 2013)
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The editorial personnel in Screen and Convergence share a similar habitus which

is shaped by the professorial rank within the UK university establishment as can

be seen in Figure 5 and Figure 6 below. This analysis of habitus demonstrates the

relationship between high-ranking academic habitus of editorship and the

journal as a practice of academic scholarship.

Editor
1 university professor

Editorial Board
5 university professors

I

Editorial Advisory
Board, 32 university
academics

Figure 5 Habitus, Screen

Editors

2 university professors

Associate Editors

4 university academics: 2
professors, 1 associate
professor and 1 associate
lecturer

Editorial Advisory Board,
30 academics: 29
university and 1 non-
university

Figure 6 Habitus, Convergence
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4.2.4. Capital

The general principle, described by Bourdieu, is that social practice is the result
of habitus operating in association with cultural capital in a particular field.
Previous sections discussed the power of authorised published text and the value
of the editorial habitus for the academic journal. This section will address
cultural capital and academic capital. The relationship between strongly
contrasting types of education demonstrates a range of difference in the field of
education. For this purpose, the role of literacy will be positioned in relation to
the traditional academic canon to establish a scale of difference. The
Bourdieusian concept of capital offers a suitable method to apply to the field of
education to gauge a scale of relationships based on academic capital.
Subsequently, the empirical data that is gathered from corpus texts can be
interpreted with reference to relationships between different types of academic

capital.

4.2.4.1. Cultural Capital
Bourdieu identified three forms of cultural capital: objectified capital, embodied
capital and institutionalised capital (Bourdieu 1986: 47). A journal is a cultural
object in the category of objectified capital. Two types of embodied capital are
associated with an academic journal; these are the publishers (including the
authors and editors) and the readers. A journal also generates value through
institutionalised capital, since an esteemed university publisher (such as Oxford
or Cambridge universities) will bestow high institutional value on its journal
titles.

Turning to the selected texts and their cultural capital, Table 2 shows that
Screen and Convergence draw on similar sources of objectified capital in the form

of the academic journal. Screen and Convergence also share a similar type of

1:2:2



embodied capital through the professorial status of their academic editors and
their academic readership. Their institutionalised capital is also comparable, as
both are published by established academic publishers, Oxford Journals (Screen)
and SAGE Journals (Convergence). The information in Table 2 also shows that the
Media Literacy Bulletin is different from both Screen and Convergence in every
category. Unlike the academic journal, Media Literacy Bulletin is published as a
virtual object in the form of an online ‘eBulletin’ that is accompanied by a small
print run and both formats are free of charge. As it is a freely available
publication that costs nothing to access, the Media Literacy Bulletin has a lower
objectified capital value compared with Screen or Convergence which are
produced in the comparatively expensive traditional print format foremost,
thereafter stored online for access by subscription. Since Media Literacy Bulletin
has no publicly credited editors (as is common for civil service publications), this
places the embodied capital in a cohort of unnamed regulators and its
readership, which is a diverse mix of academics, social researchers, community
workers and general readers who have an interest in Media Literacy education.
However, there is a degree of similarity with the traditional academic journals,
since the Media Literacy Bulletin is intended to inform academics and policy
makers, it shares an interest in academic matters with the conventional

academic journals Screen and Convergence.
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Cultural Capital & Publication | Objectified Embodied capital | Institutionalised
capital capital
Screen academic academic editors | Oxford Journals
journal
academic
readership
Convergence academic academic editors | SAGE Journals
journal
academic
readership
Media Literacy Bulletin education, academic and civil | Ofcom by statutory
research & society duty
information
readers and
resource contributors

Table 2 Forms of Cultural Capital in the Media Education Corpus

4.2.4.2. Academic Capital
Having identified how cultural capital is configured in the texts in relation to
education, in the publication format, through their editors and/or readers, and
under the auspices of their institutions, cultural capital can now be considered
more specifically as academic capital. Narrowing the scope accordingly will
provide a useful lens to observe these corpus texts, which are manifestations of
social practice from the actions of habitus and capital in the field of education.
The university system can be taken as an exemplar within the field of
education. Although a national government may count the cost of publicly
funded education, there is no commonly accepted gauge that can be used to
measure the value of academic assets. Therefore, a theoretical construct must
be used to articulate assumptions about academic value. The values selected by
the university that are commonly taken for granted as forms of academic capital
can be analysed to reveal the differentiated forms of capital distribution in

education in general.
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The institution of the university perpetuates itself by replicating its own
values and practices through the generations. Having acquired this authority,
selected choices within the university system are taken for granted as accepted
practice. Ideas that are not contested are more easily reproduced. Bourdieu sees

this as the process of institutional reproduction by indoctrination:

The structure of the university field reflects the structure of the field of

power, while its own activity of selection and indoctrination contributes to

the reproduction of that structure. (Bourdieu 1988: 40)
Inside the field of education, universities have a greater experience judging aca-
demic value than the institutions of government. Within academia, Oxford
Journals may have a higher perceived value than SAGE Journals based on the
historical association of Oxford Journals with the institution of Oxford University.
In the academic publication cycle, cultural objects, such as journals, are created

in the context of already established criteria of esteemed value.

4.2.4.3. Measuring Academic Capital

From the previous analysis of cultural capital, it can be estimated that Screen
displays symbols of high academic value from publishing links to the Oxford
University Press and its location in the University of Glasgow, its editor and
editorial team are UK university professors, its content is aimed at academic
readers and Screen’s fiftieth anniversary in 2009 was marked by lectures and an

exhibition of Screen journals in the Bodleian Library of Oxford University.” These

> Screen’s overview of the events, “Throughout 2009, Screen has hosted special events
and celebrations to mark the journal’s 50th birthday, including a special Anniversary
Screen Studies Conference in July, a bumper issue of the journal and Screen-sponsored
postgraduate research events.”
http://www.oxfordjournals.org/our_journals/screen/fifty.html
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factors justify Screen’s placement at the high-status end of the scale of academic
publishing.

An educational practice at the other end of the academic value scale will
establish a relationship difference. Bourdieu proposed that educational
difference could be measured by assessing the distance of the learning journey
from the point that could be gained in an informal family setting to the point that

could be gained in a formal institution of education. He explains:

Indeed, one can put forward the hypothesis that the specific productivity of

all pedagogic work other than the pedagogic work accomplished by the

family is a function of the distance between the habitus it tends to inculcate

(in this case scholarly mastery of scholarly language) and the habitus

inculcated by all previous forms of pedagogic work and, ultimately, by the

family. (Bourdieu 1990: 72)
From the texts selected for the study of the field of media education, the
journals Screen and Convergence represent the furthest distance travelled from
the educational remit of the family, since their journals derive from the academic
values of the university. In comparison, the Media Literacy Bulletin, though it
may be thoroughly researched and written to rigorous academic standards, is
situated outside the walls of the university in civil society. Further, the Media
Literacy Bulletin is published by an agency which has the statutory responsibility
to develop Media Literacy in the UK. In this case the Media Literacy Bulletin must
address the interests of Media Literacy educators who have a considerable
responsibility to replace the standard family that is unable to deliver the
pedagogy for Media Literacy. Here it is emphasised that literacy has a very high
value by different measures as it is a vital, indeed, an emancipatory skill in
society. It is due to a comparative analysis on the chosen scale of academic

capital that pushes literacy to the lower end of that scale. Bourdieu argues that

literacy is a basic asset in the context of formal education:
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(Literacy) enables a society to accumulate culture hitherto preserved in em-
bodied form, and correlatively enables particular groups to practice
primitive accumulation of cultural capital...but the objectification effects of
literacy are nothing in comparison with those produced by the education
system (Bourdieu 1977a: 187)
It has now been established that by setting the scale by academic capital value,
university scholarship can be positioned on one end of the education scale and

literacy as a rudimentary skill is at the opposite pole. This scale is shown in Figure

7 below.

high cultural capital low cultural capital
university & higher education | family & diffused education

university accreditation | literacy acquisition

Figure 7 Scale of Academic Capital Value in Education

Using Bourdieu’s concepts of field, habitus and capital, Screen and Convergence
can now be located within the educational institution and the Media Literacy

Bulletin largely positioned in civil society as shown in Figure 8 below.

Institutional Education Civil Society Education

Screen Convergence M d|a Literacy

gt

Figure 8 Media Education Texts in Social Structures

Thus far differentiated educational value has been constructed on a scale based
on relative values of academic capital, which is assured by the institutional
academic status. This perception of confidence in the traditional university to set

and maintain its own standards may be subject to future adjustment. Towards
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the end of the 20" century there was emerging evidence that marketplace
economics are superimposed on academic values. This trend towards

marketisation of university output is presented in overview in the next section.

4.2.4.4. Academic Capital and Economic Capital

Qualifications and publications in the education market, form a system of
currency in which the most highly valued are the most difficult to achieve. A
practical advantage of striving to move from the lower end to the higher end of
the academic value scale of education is that academic capital can be converted
into economic capital outside the system of education. Bourdieu argues that
there are considerable financial gains to be made from educational
achievements, that “academic qualifications are to cultural capital what money is
to economic capital” (Bourdieu, 1977a: 187). One function of the institution of
education, Bourdieu continues, is to standardise accreditation. As standard units
of value, the hierarchy of qualifications forms a currency of cultural capital in a

single education market place:

It makes possible to relate all qualification-holders (and, also negatively, all
unqualified individuals) to a single standard, thereby setting up a single
market for all cultural capacities and guaranteeing the convertibility of
cultural capital into money. (Bourdieu, 1977a: 187)

Until late into the 20™ century, the university was a relatively independent
arbiter of academic capital value. Then, from the Thatcher era in the United
Kingdom, social sectors were obliged to consent to the imposition of free market
economics that previously had their own cultures of practice and value (Harvey
2007: 65). Education has become a new prospect for converting knowledge
(especially where knowledge is represented by research publications and

patents) into value for the knowledge economy:
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In the new economy, knowledge is a critical raw material to be mined and
extracted from any unprotected site: patented, copyrighted, trademarked
or held as a trade secret; then sold in the marketplace for a profit.
(Slaughter 2004: 4)
In the humanities the prominent form of academic capital that has currency is
publishing output. Academics who want to maintain their own habitus and
institutions of power have a stake in maintaining the asset value of their
publishing. Hence this study’s focus on what they publish about, the
epistemological trends, and how much of it is available in the marketplace. In the
discussion of the empirical findings, an understanding of this trend in education
towards the knowledge economy will have a bearing on data interpretation.
Thus far Bourdieu’s ideas of field, habitus and capital have enabled the
construction of a scale of academic capital value on which to place the values of

the texts that have been chosen for the study corpus. The next section discusses

the method for the empirical study that will generate data about the texts.

4.3. Empirical Analysis: the Corpus Analysis

At the beginning of this chapter | articulated how | generated the research
guestion and formulated the study method in the context of the wider research
landscape. | discussed text, meaning and power to develop an insight into the
authority of published text. | then formulated a rationale for selecting journal
text and using corpus analysis as the technique for the empirical study. The
preliminary disquisition was followed by a presentation of the Bourdieusian
framework, which focused on the concepts of field, habitus and capital. |
demonstrated that the education field is differentiated by habitus and academic
capital that can be gauged by comparing the difference between university
accreditation and literacy acquisition. My theoretical analysis was presented in

schematic form to show a scale of difference from education in academia to civil
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society. The outcome of this process is a theoretical construct that will be used
to interpret the study findings. At this point, the need for a more precise

measurement system is manifest, as summarised by Zipf:

Until some means has been devised for measuring the phenomena of a

given field, one can neither make of that field an exact science not study

the dynamics of the field with any mentionable degree of precision. (Zipf

1965: 9)
In the next sections, | discuss corpus analysis as the method of measurement
that has been chosen to identify patterns of change in the field of media
education. Section 4.3.1. will explain how a theoretical field can be mapped using
corpus analysis. The study strategy has been divided into two separate analyses,
section 4.3.2. presents the cross-sectional analysis which will investigate the field
across its breadth, and section 4.3.3. will discuss the longitudinal analysis that
will explore patterns of change over time. Section 4.3.4. covers the corpus
building processes and specifies the corpus configuration when the texts are
incorporated. Section 4.3.5. provides an overview of the corpus provenance and
content; 4.3.6. discusses timeframes, corpus types and word count; 4.3.7.
introduces the British National Corpus as a standard reference for corpus
analysis while also discussing stop lists and lemma lists. Section 4.3.8. concerns
word units, frequencies and keywords; 4.3.9. explains concordances and
collocations. The chapter concludes in 4.4. with a discussion of limitations and

advantages of the chosen method.

4.3.1. Mapping a Theoretical Field: The Corpus Analysis
Procedure

In the previous sections, text was considered in terms of academic capital. Now
the relationship between text and statistical data will be discussed with

reference to the corpus analysis method. Within this rubric, text is composed of
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words that have symbolic positions in relation to each other within a corpus. The
corpus text is formed from content largely chosen by external people whose
purpose is to shape the field. The positional relationships of distinctive corpus
terms can therefore be mapped to delineate the field. Time can then be used to
measure change, for “if everything were at a standstill one could not speak of
‘time’” (Elias 1992: 71). Following the principle that “Historians will be able to
track the development of opinions and ideas through study of the words and
phrases that refer to them” (Atkins et. al 1992), this study will proceed to track
patterns of longitudinal change to trace shifting ideas in the field of media
education.

The use of computer hardware and specialist software can assist in finding

corpus patterns. Indeed, as Hunston explains:

A corpus by itself can do nothing at all, being nothing other than a store of
used language. Corpus access software, however, can re-arrange that store
so that observations of various kinds can be made (...). A corpus does not
contain new information about language, but the software offers us a new
perspective on the familiar. (Hunston 2002: 3)

The basis for analysing words in a corpus is the statistical proof that “language
users never choose words randomiy” (Kilgarriff 2005: 263). Given this assurance,
language can be approached as arrangements of data that can be related back to
their original meaning. Therefore, statistical findings generated by software
applications can offer the opportunity to gain new observations about patterns
and meaning in the corpus.

The first stage of a corpus analysis is to sort the data by the most frequent
words. The second stage is to use this frequency information to find the most
distinctive words. The outcome will be a list of keywords that differentiate the
study corpus from everyday language use. In a keyword analysis, distinctiveness

is a measure of the relative frequency of words in the study corpus compared to
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a reference corpus. The most distinctive corpus patterns will be of particular
interest when they confirm or, more interestingly, add to knowledge about the
corpus. While preconceptions about the corpus must be assumed, a keyword

analysis can stimulate the development of a new hypothesis. Baker observes:

A keywords approach is therefore corpus-driven as the technique drives the

analyst to account for patterns that he/she had not considered, rather than

the analyst deciding in advance which hypothesis to investigate. (Baker

2012: Note 1, p. 9)
In most cases, a keyword will not constitute enough semantic material to
understand its meaning in the context of the original text. For example, the word
film does not reveal as much about the original meaning as much as a broader
range of words Hollywood film or art gallery film. To extend the word count into
a meaningful semantic bundle, a keyword will be combined with the words that
occur on either side of it to form word clusters. Using Wordsmith Tools (v5) the
default number is three words on either side of the central keyword. Thus,
keyword analysis is broader than a single word instance and can be used to
disclose new information about patterns of meaning to create new knowledge
about the corpus.

Evidently, in this method, much store is set by the veracity of the keyword,
which requires an initial explanatory note. This topic will be expanded in the
statistical analysis briefing in section 4.3.8. The leading characteristic of a
keyword is that its incidence is unexpected compared to standard language use;
a keyword is thus a surprising occurrence. The advised algorithm for finding
corpus keywords is the log-likelihood analysis, which is “the most accurate
measure of how surprising an event is even where it has occurred only once”

(Kilgarriff 1996: 2). The resulting keyword list is ranked into a hierarchical
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relationship determined by keyness values. Every keyword will be more or less
distinctive of the corpus than another keyword.

Keyword positions are assigned by a systematic mathematical calculation and
words are never random. The positions words occupy in the differentiated space
and their relative ranked values can be interpreted as a system of social practice
in a field of power derived from habitus and differentiated cultural capital. By
these means — and from a Bourdieusian perspective — the empirical method of
corpus analysis can be used to interpret corpus patterns alongside the
theoretical analysis of text as cultural practice.

The methodological procedure of corpus analysis for mapping differentiated
relational data can be applied to find temporal patterns. Since field data can be
plotted as a relational entity at a particular time the relative position changes of
the data points can be tracked across intervals of time. Using this method, shifts
of keyword position can be plotted to reveal patterns of change over time. Since
words signify meaning, changing word patterns will indicate shifts of interest in
ideas and cultural values over time. The tracks of keyword change across this
scale of measurement provided by the software will show strengthening or
weakening interests. This method will offer information in response to the
research question which seeks to find changes in the field of media education.
The next section will describe the procedure for the analysis of the media
education corpus in a two-stage study.

This section has explained how corpus data metrics can be applied to map the
field using the corpus analysis method. The following section will present the
two-stage process, the cross-sectional analysis in 4.3.2. and the longitudinal
analysis in 4.3.3. The first stage will verify the field of media education as a

distinctive entity and find the internal relationships. When the field of media
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education is identified and mapped, the second stage will undertake a

longitudinal analysis of a section of the field over time.

4.3.2. Cross-Sectional Analysis

The media education corpus is composed of three sub-corpora, Screen,
Convergence and Media Literacy Bulletin, which offer contrasting positions in the
field of media education. The cross-sectional analysis will be an investigation of
the relationships within and between these texts. A frequency word list and a
keyword list will be analysed. The greatest distance between keywords will
indicate corpus boundaries. Charting points of difference is a means to find the

shape of the material that is being studied. As Deleuze and Patton note:

Contrariety alone expresses the capacity of a subject to bear opposites
while remaining substantially the same (in matter or genus) (...). Thus only a
contrariety in the essence or in the form gives us the concept of difference
that is itself essential. (Deleuze 1994: 30)

Differing relationships in the cross-section will illustrate differences and
boundaries while closer keyword relationships will indicate similarities and core
values. The Media Literacy Bulletin was launched in 2005 as a marker for the
beginning of a study frame and the fifitieth anniversary of Screen in 2009
suggests an end-point for the timespan and Convergence was published
throughout this period. Hence the selection of the five-year interval 2005-2009
for a cross-sectional study. The next section outlines the longitudinal analysis of a

section of the corpus over time.

4.3.3. Longitudinal Analysis
The aim of the longitudinal analysis is to study a section of the field over time.
The narrowest timeframe for the longitudinal analysis would be from 1991 to

2003 to account for the impact of digital media in society and could be extended
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on both sides. The only publication that covers this required interval length is the
Screen journal. Choosing 1990 as the start of the interval will capture the launch
of the World Wide Web. Taking Screen’s fiftieth anniversary in 2009 as the end
point also intersects with the cross-sectional analysis 2005-2009. The corpus text
covering two decades from the Screen corpus 1990-2009 is therefore selected
for the longitudinal study.

Unlike the contrastive corpus for the cross-sectional analysis, the longitudinal
corpus will be a single corpus sample of all of Screen’s content 1990-2009.
Analysis of word frequency and keywords will be the standard procedure. While
the corpus analysis method is a process that can find word frequencies and rank
keywords, it stops short of categorising words by semantic groups. To find
change of behaviour associated with meaning, a device for semantic
classification is required that can be incorporated into the corpus analysis
process. Biber’s work on the vocabulary distribution of university language is
useful since the language register is in keeping with Screen as an academic
publication (Biber 2006: 248). For the purposes of this study, Biber’s model of
semantic categories of word classes in university language has been adapted to
encompass the conceptual categories of media education. The allocation of
findings into these categories can be seen in the next chapter in the categories
adapted from Biber’s original schematic (see Appendix 24).

As a first observation of comparative word location in the cross-section,
keywords will be compared in the top ten ranks at the beginning and top ten
ranks at the end of the interval. The tracks of these, which could amount to
twenty keywords, will be traced through the interval to find words that are
strong throughout, the words that disappear by the end and any that emerge in

the course of the study period.
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Having observed the words that follow the trends, of consistent, exiting or
emerging behaviour, and to manage the research effectively, one word will be
selected as an exemplar of each pattern. As a result, three words will be
investigated in depth across a number of the sample years. The years 1990, 2000
and 2009 have been chosen as regular interval samples and times of particular
self-reflection and declaration within the Screen corpus. The year 1990 marks
Screen’s split from the government funded British Film Institute and its move
into the academic field with Oxford Journals. The 2000 millennium year marks
the first decade of Screen in academia. In 2009 Screen’s fiftieth anniversary was a
time of celebration with reflection on the past and preparation for the future.
This method of keyword pattern analysis of semantic clusters across the interval
has been devised to disclose what ideas endure and which concepts shifts out of
place or into place in the Screen corpus over time.

This section presented how corpus analysis will be used to map the field of
media education in a two-stage study and the rationale for the selected study
intervals. The strategy is to profile the field in cross-section and then to analyse a
field section along the axis of time. The next section of this chapter will proceed

to an overview of the corpus building processes.

4.3.4. Corpus Building

The methodological design for this research study includes empirical data
gathering from a corpus analysis. This section describes how the corpus was
built. The corpus building stages are iterative: build, review, discard and adjust
until the text is assembled. Nelson observes that the various difficulties involved
in creating a corpus from written text are “the choosing of texts, gaining access
to the texts you require and dealing with the process of turning text into a

computer-readable format, followed by storage and analysis” (Nelson 2010: 53).
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The corpus building and process tests involved three stages which required a
file management system to record the file type, volume number, issue number,
calendar year and publication title. Stage one of the corpus building for this
study involved downloading in the Portable Document Format (.pdf) and file
formatting. The number of files downloaded for twenty years for Screen 1990-
2009 were 770 .pdf files, (the cross sectional study that included Screen 2005-
2009 used 214 of these.pdf files) Convergence 2005-2009 comprises 200 .pdf
files and Media Literacy Bulletin 2005-2009 60 .pdf files. Each .pdf formatted file
was then converted to the Rich Text Format (.txt) as the compatible format type
for processing with Wordsmith Tools (v5) software. These 1,030 original files
were saved to an archive and copies were batched into one file per year per
publication. At the end of the downloading, converting, classifying and archiving
process, it was possible to track a file from anywhere in the corpus (as a .txt or
Wordsmith file) by its batch year in any format to read its original file. The corpus
text was split into the five-year corpus compiled from Screen, Convergence and
Media Literacy Bulletin and the twenty-year Screen corpus. Ensuring that a
corpus based on 1,300 files can be managed requires pre-planning to decide file-
naming conventions, organisation of systematic data back-up processes and
suitable archiving procedures.

Stage two of the corpus building involves corpus cleaning and testing. A newly
compiled corpus requires the removal of non-semantic typographical data. A
clutter of erratic marks is generated in the scanning process and other
extraneous items of text ‘noise’ (such as numbers and symbols in footnotes and
headings) need to be removed manually. In a large corpus such as | have created
for this study, some residual marks are likely to remain after several cleaning

reiterations since, “in practice, it is likely that some slight noise will always be
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present” (Scott 2010: 146). In addition, affiliations and publication names are
removed so that, for example, the titles Screen, Convergence and Media Literacy
Bulletin that occur hundreds of times will not bias the statistical analysis or
misrepresent the level of interest in the topics of media convergence or literacy.

The third stage of building a corpus is to undertake preliminary tests to ensure
that the software functions as required with the amount of data to be processed.
The preliminary tests demonstrated that the software effectively and speedily
processed the smaller five-year corpus of approximately 2.5 million words.
However, the software strained to cope with the larger twenty-year corpus of
approximately 4.5 million words. For example, processing word frequencies
needed to be repeated a number of times until an effective outcome was
achieved. (Subsequent versions from Wordsmith v6 onwards may have greater
capacity). In this third stage the lemma list and the stop list were tested to
ensure that word families were clustered together as instructed and that words
on the stop list words were not assessed (further detail about the stop list and
lemma list is found in section 4.3.7).

Copyright is not normally an issue when discussing the copyright material of
others, although there are concerns that this type of work involving electronic
texts could face legal disputes in future (Delany and Landow 1993: 17). In this
case the corpus analysis method does not infringe the rights of copyright
holders, as the corpus analysis process does not materially affect their work. The

next section provides an overview of the corpus provenance and content.

4.3.5. Publications: Provenance and Characteristics
Aiming to study the ideas that media educationalists hold foremost, publications
are chosen that are largely authored by UK media educationalists. Although

media education journals originate in various countries, UK publications are most
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likely to offer consistency of register and cultural foundation. The coherence of
media education in the United Kingdom is largely the influence of the BFI from
the 1970s and 1980s (Bolas 2009: 304). The lineage is traceable further back to
the British school of Cultural Studies in the post-war decades (Turner 2002: 33-
38). Consequently, a congruity of language use is more likely in UK publications
than in texts that are socio-geographically disparate. The BNC will be used as the
reference corpus, as will be discussed in 4.3.7., to compare with the target
corpus in the log-likelihood analysis. An additional reason for aligning the target
corpus to UK media education is to ensure that it is closest to the language of the
BNC. Culpeper emphasises that contiguity between the target and reference
corpora produces a better focus on the target: “The closer the relationship
between the target corpus and the reference corpus, the more likely the
resultant keywords will reflect something specific to the target corpus” (Culpeper
2009: 35). The characteristics of the target corpus are provided in Table 3. It
shows that all publications share a media education brief and the differences of

publishing history, type of format, topics covered and readership.

Screen Convergence Media Literacy Bulletin
Publisher Oxford University Press SAGE Publications Ofcom
First Published | 1959 1995 2005
and Frequency | quarterly quarterly monthly

Format academic journal, academic journal, eBulletin online and
published quarterly published quarterly print, monthly
digital literacy
articles, conference reports, | articles, conference reports, initiatives, policy
debates and book reviews debates and book reviews updates, research
articles
Topics film, television and screen impact of new media media literacy research
cultures technologies on culture and developments
Readership educationalists

academic lecturers and
researchers at university
level

academic lecturers and
researchers at university level

(teachers and
academics) and social
researchers

Table 3 Characteristics: press, history, format, topics and readership
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4.3.6. Timeframes, Corpus Types and Word Count
The aim of this study is to gather corpus data across a particular time
transformation from the traditional mass media to global digital media. As
discussed in sections 4.3.2. and 4.3.3, the cross-sectional corpus requires a five-
year duration of 2005-2009 and the longitudinal timeframe accounts for twenty
years 1990-2009 to capture the field profile and explore a section in depth. The
longitudinal start is fixed prior to the World Wide Web and the cross-sectional
interval is set at the first Media Literacy Bulletin in 2005. Both studies end in
2009. The interconnecting timeframes for the two studies and corpus reference
years are shown in Figure 9 below.

The study corpora are of two types for different purposes. The cross-sectional
study is a contrastive corpus and the longitudinal study is homogenous. As
Tognini Bonelli comments, the practical use of a contrastive corpus is to disclose

contrastive difference:

Sometimes a corpus is built with the specific purpose of making contrasts
within itself and declares at the outset that certain of its major components
are expected to contrast sharply. (Tognini Bonelli 2010: 21)
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Cross Sectional Corpus 2005-2009
Screen Convergence Media Literacy Bulletin
2009 2009 2009
2008 2008 2008
2007 2007 2007
2006 2006 2006
2005 2005 2005
Longitudinal Corpus 1990-2009
Screen
2009
2008
2007
2006
2005
2004
2003
2002
2001
2000
1999
1998
1997
1996
1995
1994
1993
1992
1991
1990

Figure 9 Corpus Per Year: Cross-Sectional and Longitudinal

In line with this, the cross-sectional contrastive corpus is to illustrate this field
which has “the capacity of a subject to bear opposites while remaining
substantially the same” (Deleuze 1994: 30). The cross-sectional contrastive
corpus analysis of the three publications will depict corpus boundaries through
the greatest difference between data positions within the corpus.

Using the same analytical method from a different approach, the longitudinal
study aims to identify the behaviour of the most significant keywords within in
the homogenous Screen corpus. If selected keywords are found to change their
semantic associations in the interval, such patterns will indicate changing
epistemological values across time.

Regarding word count, the publications Screen and Convergence contain
approximately one million words each. The Media Literacy Bulletin word count is

significantly lower than Screen and Convergence at approximately 138,000
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words. This word count difference, as discussed in the next section, does not
skew the keyword analysis since keywords are compared on their measure of
distinctiveness (in Wordsmith terminology, the “Keyness”) not pure word

frequency. The corpora word counts, as shown in Table 4 below, show some

variation.

Corpus Screen Convergence Media Literacy Word Tokens

Bulletin Total

5 year 20 issues 20 issues 30 issues 2,454,861
. 1,210,245words 1,105,773words | 138,843words
sectional
20 year 80 issues 4,413,412
longitudinal | 4,413,412words

Table 4 Corpus Word-Count

4.3.7. British National Corpus, Stop List and Lemma List

In Bakers words, “comparing a smaller corpus or set of texts to a larger set of
texts or reference corpus, is therefore a useful way of determining key concepts
across the smaller corpus as a whole” (Baker 2006: 139). The British National

Corpus (BNC, 2007) is a standard reference corpus for corpus analysis.

The British National Corpus was created to be a balanced reference corpus
of late 20™ century British English. It was compiled by a team of people
representing a number of research institutions, publishers and libraries. The
aim was to create a very large, carefully planned corpus of contemporary
British English (with an end date in the early 1990s). (Hoffmann 2008: 27-
28)

The BNC contains over 4,000 files and aims to represent standard British English.
Its content ranges from transcribed spoken conversation to newspapers, scripts
for broadcast and business reports. It contains approximately 100 million words,
90% written and 10% orthographically transcribed

spoken text (BNC:

http://www. natcorp.ox.ac.uk/corpus/index.xml).
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Choosing the BNC as the reference corpus establishes a benchmark for the
general use of British English as a whole since the BNC is compiled from various
genres and represents both written and spoken forms of contemporary language
use. The BNC consortium, formed in 1989, comprised academic publishers,
computing service providers, language researchers and the British Library with
the purpose of collecting a corpus of “at least one hundred million words, to add
linguistic annotation (...) and to make the resulting corpus available to the
research community in industry and academia” (Clear 1993: 167). According to
Jeremy Clear, a founding member of the consortium, their major tasks were
typical: to overcome the problems of representativeness, manage the extent of
data gathering and, in addition as this was to be a retail product, to clear
copyright. They resolved to create this large corpus restricted to British English
only and to incorporate both written and oral language from imaginative and
informative content in highbrow, intermediate and popular language levels that
would be gathered from extant sources as well as recording new samples (Clear
1993: 168). The BNC initiative resolved two problems for people interested in
studying language by providing a large study corpus of modern British English
(largely post-1975) for the first time and by removing the need to undertake the
time-consuming corpus compilation task. The BNC is a corpus of modern British
English spoken language. It was devised to assist the analysis of British English
corpora:

As indicated in 4.3.4., noise from typographical marks and words not
necessary for the analysis are removed. Creating a stop list of unnecessary
words/marks exciudes those items from analysis. The commonly agreed Zipfian
law of language distribution states that “a few words occur with very high

frequency while many words occur rarely” (Zipf, 1965: 40-41). Since highly
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frequent words such as ‘of’, ‘and’ ‘because’ are rendered invisible to the results
in this corpus study cannot be related to the Zipfian standard. A sample of the

286 word stop list for this analysis is shown in Figure 10 below.

P Stop Wordlist_2010.1xt - Notepad

AMONG
AN

AND
ANOTHER
ANY

ARE

AS

AT

B

BACK

BE
BECAME
BECAUSE
BECOME

Figure 10 Stop List

A lemma is a word that stands for the variations of that word in its word family
for example the headword “film” stands for “films”, “film’s”, “filmed” and
“filming”. A sample of the 44,345 word lemma file compiled for this study is
shown in Figure 11.° It can be deduced therefore that a lemma is a unit of

meaning.

® A basic lemma list available from WordSmith Tools, complied by Yasumasa Someya in
1998, consists of 14,762 lemma groups but does not account for terms relevant to this
research. For this study, 26 new lemma groups such as ‘digital’ and ‘web’ were added to
create a customised lemma list.
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P Lemma File List - Notepad =] 3

Fle Edt Format View Help

filling -> fillings &
fillip -> filiips

filly -> fillies

film -> films film, whilming filmed, film's
filmmaker-> filmmakers filmmaking
film-strip -> film-strips

filmy -> filmier filmiest

fiter -> filters fittering filtered

filthy -> filthier fitthiest

fin -> fins

final -> finals

finale -> finales

finalist -> finalists

finalize -> finalizes finalizing finalized
finance -> finances financing financed
financier -> financiers

finch -> finches

find -> finds finding found

finder -> finders

finding -> findings

fine -> finer finest fines fining fined
finger -> fingers fingering fingered
fingermark -> fingermarks

fingernail -> fingemnails

fingerprint -> fingerprints fingerprinting fingerprinted
fingertip -> fingertips

finish -> finishes finishing finished

fink -> finks

Finn -> Finns

fir -> firs|

Figure 11 Lemma List

The lemmatising function minimises the misrepresentation of the significance of
corpus themes. However, the drawback is that lemmatising also collapses forms
into the headword which can lead to the disappearance of keywords that should
be intuitively the headword (Wordsmith v5 does not seem to have a solution for
this). For example, medium is the headword for the family that includes media,
which awkwardly creates medium as the representative word for media when
the reference in the original text is to the signature term mass media.

When looking at pure word frequencies, if there are many variations of one
word and few of another, then a frequency count could be misleading. As
Adolphs states, “different forms of the same lemma tend to vary significantly in
terms of their overall frequency, with one particular form being more frequent
than others” (Adolphs 2006: 41). If the words film N600 and films N350 were
positioned by frequency on graph, their significance would appear less indi-
vidually than rounded under the lemma film N950. While the lemma solution dis-
penses immediate detail about individual words, its use is to point more clearly

to metadata about topic strengths in the corpus.
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4.3.8. Word Units, Frequencies and Keywords

In this study a word can be a statistical unit or a unit of meaning. Considering
words as meaning, Sinclair refers to a common but problematic division of
language into word varieties as either grammatical or lexical words. This simple
classification system is “intuitively satisfying though difficult to support with
objective criteria” (Sinclair 2007: 232). Sinclair’s preferred system of classification
is to describe the smallest unit of meaning as the lexical word. | adopt Sinclair’s
approach with the proviso, for the purpose of interpretative analysis, that lexical
word clusters are preferable to discern meaning patterns than the isolated word.

When the log-likelihood algorithm is applied, lexical content becomes
temporarily unimportant, as the word has value only as a statistical unit in its
relationship with other individual words that are also statistical units. Meaning
becomes important again when the data findings are to be interpreted.

As discussed in the last section, words are not random. Kilgarriff explains:
“since words in a text are not random, we know that our corpora are not
randomly generated” (Kilgarriff 1996: 2). It follows that frequent words are more
significant than others (when the stop list is applied): “A term is more likely to be
important in a document the more times it occurs in it” (Kilgarriff, 1996: 4). For
this reason the word frequency analysis is the first step towards assessing what is
distinctive about the study corpus.

When a target corpus such as the media education corpus is compared against
the BNC, what is brought into statistical relief is the range of words that are
unusually frequent compared with ordinarily frequent words. Thornbury
observes that “a list of the words that are key in the texts may be more revealing
than a simple frequency list” (Thornbury 2010: 273). These conspicuous words
are the key to understanding patterns of meaning in the corpus content; they are

keywords. Words that are distinctive are key words. The higher a keyword’s
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keyness value, the more strongly distinctive the word is of the corpus. Kilgarrif
argues that the log-likelihood formula (G2) is the most accurate means of finding
keywords:

Finding the most surprisingly frequent words in a corpus without looking at

the internal structure of the corpus, G2 is a mathematically well-grounded

and accurate measure of surprisingness (...) it corresponds reasonably well

to human judgements of distinctiveness. (Kilgarriff 1996: 3)
In addition to its veracity of analysis, log-likelihood is judged best for comparing
corpora of unequal size (Adolphs 2006: 44). Therefore a log-likelihood analysis is
set as the formula for the corpus analysis in this study.” Although the arguments
are persuasive, there is the possibility that a finding will be delivered by chance.

Some level of tolerance must be accepted as the uncertainty of statistical

significance. As McEnery states there is a standard level of toleration of risk:

While we cannot be 100 per cent sure, the closer the likelihood is to 100
per cent, the more confident we can be. By convention, the general
practice is that a hypothesis can be accepted only when the level of
significance is less than 0.05 (i.e. p<0.05). In other words, one must be more
than 95 per cent confident that the observed differences have not arisen by
chance. (McEnery 2006: 55)
In Baker’s words, “in order to address the problem of over focussing on
differences at the expense of similarities, it is recommended that the corpus
being analysed is used in the creation of more than one keyword list” (Baker
2006: 139). In this study several keyword lists will be generated and negative

keywords, those at the lower end of distinctiveness, are considered less

important for the analysis of dominant trends.

’ The G2 log-likelihood formula is:
G2 =2(alog(a) + b log(b) + c log(c) + d log(d) - (a + b)log(a + b) — (a + c)log(a + )
- (b +d)log(b +d)—(c+d)log(c+d)+(a+b+c+d)log(a+b+c+d))
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4.3.9. Concordances and Collocations

Exploring words in context is the main process for exploring the corpus text after
frequency words have been observed. Using this approach, semantic cluster pat-
terns can be observed to detect ideological concepts as “the set of ideas which
arise from a given set of material interests or, more broadly from a definite class
or group” (McEnery 2006: 85). Collocates are the words that have a strong
tendency to co-occur together. This associative preference can be used to
identify prevalent ideas in a particular corpus. In this study, selected keywords
and the collocates that form semantic clusters will be explored for pattern
change over time. Concordancing is a deceptively simple technique that can yield

important insights and indicate general principles, in Evison’s words:

Concordancing is a valuable analytical technique because it allows a large
number of examples of an item to be brought together in one place, in their
original context. It is useful for both hypothesis testing and for hypothesis
generation. (Evison 2010: 129)

Software programmes can present the keyword in context with the target
keyword as a node in the centre of a span of words on either side as shown in
Figure 12 below. This shows the most common format for concordance
presentation “in which a single node or search term (this can be a word-form or
phrase) is looked for in all its contexts across a text” (Tribble 2010: 171). Usefully
for analysis, the keyword can be interpreted from the immediate location to the

full extent of original text.
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N|Concordance

1 research in the pioneering field of 2w media technologies. When we

2 is, they demonstrate the impact that new media technologies have had on

3 is the need for those working with nevw media technologies to approach

4 productive ways of understanding the new medium. Tuming to the field of new
5| the new medium. Tuming to the field of new media art Michael Punt, in his

B| established forum for the exchange of new ideas - the festival celebrated its

7 and a willingness to consider new approaches that inform the debates
B| Angeles, USA, as an example of how new media technologies can transform
9 can emerge from game play and 'the new forms of playfulness that sustain
10| Technologies Journal of Research into New Media Convergence: The

1 by courts as a way to understand the new medium. As a result, the metaphor
12 metaphors for understanding the new medium. Metaphors, the That

13 It is natural, when confronted with a new technology, to law draw

14| which one is more familiar, so that the new subject is more approachable

15 are useful in popular discourse about new technologies, they are equally at
16 The following example shows how new technologies can present difficulty
17 in drawing parallels between what is new and what has come before: If the
18| This example shows that, in completely new situations, judges must resort more
19 to metaphor in order to see how the new concept fits within the existing legal
20| the freedoms that would be afforded the new medium. While the internet can

Figure 12 Concordance of ‘new’ from Convergence 2005-2009

Tracking changing ideas in media education is the main purpose of this study,

keywords and their collocates will be the main instrument for analysis.

4.4. Limitations and Advantages of the Study

Corpus analysis is a research method that could be deployed as empirical

evidence disassociated from theoretical concepts. As summarised by Charles:

The focus on surface features can give corpus approaches an ‘ad hoc’ feel,
and it can appear that research of this kind lacks the consistent theoretical
underpinning of much discourse-based work. (Charles 2009: 3)

Allowing the research to be driven by computer technology could also be

limiting, as Widdowson points out:
The computer can only cope with the material products of what people do
when they use language (...) it cannot account for the complex interplay of

linguistic and contextual factors whereby discourse is enacted. (Widdowson
2000: 7)

Widdowson adds that computing methods could offer the false certainty by
creating “an analytic construct which then effectively produces reality in its own

image” (Widdowson 2000: 23).
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The computer analysis is not 100% accurate; there should be some doubt
about the accuracy of the findings. The persistence of ambiguity is based on the
level of probability that the statistical analysis is accurate to a probability of P
Value.01 which is a 1% danger of being wrong in claiming a relationship between
words.

These notes of caution emphasise that corpus driven or technology dependent
research methods are insufficient. Such views compel the researcher to follow
standard scholarship practice to integrate empirical and theoretical process
within the research framework to create new knowiedge from the data.

The selected publications for the corpus share a strong interest in media
education. Although the difference in word count does not present a statistical
problem for comparative analysis, the Media Literacy Bulletin is evidently
different from both Screen and Convergence as it is not an academic journal. It
has been noted that the cross-sectional corpus was selected to be contrastive.
However, there remains a disparity of language register. At the time of the
research process, the Media Literacy Bulletin was the only extant UK publication
for debates and issues about Media Literacy. Subsequently the Media Education
Research Journal, first published in 2010 (Gray 2007), has become the academic
journal that highlights Media Literacy topics.

The BNC was distributed prior to the release of the World Wide Web: “The
first general release of the corpus for European researchers was announced in
February 1995” (BNC 2007). Since the vocabulary does not represent present day
involvement in digital cultures, some academics view this as a problem
(Hoffmann 2008). The research interval is set to a period following the World
Wide Web and a contrastive analysis using the BNC would pick up digital media

references as all the more distinctive compared to general language use.
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Consequently, the BNC limitations are not material to the findings for internal
field variation and the change over time.

Most corpus analysis software programmes link to output data on other pro-
grammes in which the data can be re-sorted for different ways of viewing data
patterns. Excel is an example of a useful programme for re-sorting and compiling
charts for data but limited in the visualisation functionality. Text may be read in a
linear sequence but the patterns that language generates are more diverse. The
limited use of data visualisation suggests the next stage of development for
corpus analyses is to develop visual representation formats.

Since a media education corpus had not previously been created, this study
required its formation; the media education corpus remains available for further
study. As discussed in section 4.1.5. on selecting the study material, considering
the broad range of text that could be studied, the decision was made to collect
publications written by educationalists in the UK. This decision led to the
production of the specialist media education corpus that contains a
representative selection of approaches in the field during the interval studied.
The cross-sectional corpus is a repository that will continue to have significant
historical value. The Screen corpus is a somewhat different specialist corpus from
a single text source consisting of all the Screen text published from 1990 to 2009.
At another time, a different research brief may necessitate the construction of
the companion corpus Screen 1970-1989 to compare two distinctively different
eras of socio-historical and educational change. However, further corpus
development is not required since the exiting corpora developed for this
investigation offer researchers an archive of data rich text for further study.

The design for this study is a distinctive construct that has proved to be robust

for the requirements of the investigation. As an example of research practice the
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method stands as a model for similar studies. The particular attribute that this
design offers is the integration of theory with practice so that one would be
insufficient without the other. Researchers are often asked if their work is
quantitative or qualitative, but the adopted method demonstrates that such
binary oppositions can be false. The framework devised by Bourdieu, as applied
in this study, requires an astute interpretative analysis of sometimes quite small
language patterns to construe underpinning human motivation. In contrast, the
empirical approach entails acquiring large amounts of data to sift for those
disclosing language patterns. As such, this research is neither quantitative nor
qualitative, as it is necessarily engaged in both.

The knowledge supports that are required to interlock this methodological
construct are three-fold: sociological theories from Bourdieu, Applied Linguistics
through corpus analytics, and the subject-specific understanding of media and
media education. Others may adopt this methodological design as an effective
method for further research.

This study of media in education is distinctive: to date no other study has been
published that combines theoretical analysis with corpus analysis. Indeed, | have
established that there is a history of empirical neglect in this subject area. By
placing the empirical research into a theoretical frame, the present study thus

offers new insights into the field of power within education and broader society.

4.5. Establishing Trustworthiness

Appropriate criteria for establishing the trustworthiness of qualitative research
have been debated by several writers on research methods. For example, Lincoln
and Guba comment that “the basic issue in relation to trustworthiness is simple:

how can an inquirer persuade his or her audiences (including self) that the
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findings of an inquiry are worth paying attention to, worth taking account of?”
(Lincoln and Guba 1985: 290). They argue that one of the most important factors
determining trustworthiness is the credibility of the research undertaken (Lincoln
and Guba 1985: 296). Subsequently Andrew Shenton demonstrated how Guba’s
four criteria of trustworthiness — credibility, transferability, dependability and
confirmability (Guba 1981: 80) — can provide a rigorous framework for the
qualitative researcher who needs to ensure the validity of his or her research
findings. Following Shenton | will now address the means by which the research
methods used in my study conform to each of Guba’s criteria.

The notion of credibility concerns operational steps that ensure that the
“study actually measures or tests what is actually intended” (Shenton 2004: 64).
In the first instance, credibility needs to be demonstrated by adopting well-
established and tested research procedures “that have been successfully utilised
in previous comparable projects” (Shenton 2004: 64). Furthermore, supporting
material should be used to establish the context for understanding the behaviour
of the groups or organisations under scrutiny (Shenton 2004: 64-66). My study
meets the criterion of credibility by using corpus analysis as a well-established
research method that enables the capture and analysis of vast amounts of data
from a particular field, in my case the field of media education. In order to
establish credibility | therefore first assessed related research in 1.4. before
profiling corpus analysis in 4.1.4. and outlining the standard procedural stages in
4.3. The broader context for understanding the particular “culture of
participating organisations” (Shenton 2004: 65) studied here was the specific
subject of Chapter Three, which offers an historical perspective on the evoiving

field of media education in the United Kingdom.
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The criterion of transferability “is concerned with the extent to which the
findings of one study can be applied to other situations” (Merriam 1998: 39).
However, for this category a note of caution is warranted since qualitative work
often relies on unique contexts that cannot easily be transferred to other
situations. Without minimising the importance of specific contextual factors,
Shenton suggests that “it is the responsibility of the investigator to ensure that
sufficient contextual information about the fieldwork sites is provided to enable
the reader to make such a transfer” (Shenton 2004: 69-70). Since my research
situates the corpus analysis of the core academic journais about Film and Media
Studies in a particular socio-historical context in the United Kingdom, it allows
the reader to determine “how far they can be confident in transferring to other
situations the results and conclusions presented” (Shenton 2004: 70). Arguably,
the methodological procedure and research findings presented in this study can
transfer to other humanities subjects that also had to respond to the arrival of
the knowledge economy and the ensuing reconfiguration of third-level
education. Readers can make an informed judgment to what extent and how my
results and conclusions as presented in Chapter Five and Chapter Six might
transfer across to other subject areas and possibly to different contexts.

The criterion of dependability requires that “if the work were repeated, in the
same contexts, with the same methods and with the same participants, similar
results would be obtained” (Shenton 2004: 71). My research approach fulfils this
requirement by recording the corpus building process in procedural stages so
that the method described should be replicable. Consequently matching
outcomes should be achieved by using the same corpus text and process of

analysis to perform the tasks described in sections 4.3.1. to 4.3.9.

154



Finally, the criterion of confirmability refers to the researcher’s concern for
objectivity. Even though the “intrusion of the researcher’s biases is inevitable”
(Shenton 2004: 72), she or he should aim to find an approach that, as far as
possible, represents the experiences and ideas of the organisation or study group
under scrutiny rather than the investigator’s preconceived ideas. My selection of
some journals over others as explained in section 4.1. may be viewed as a bias
based on my predispositions and professional experience in media education
across a time span of thirty years. On the other hand, my selection was tested
against the proclamations of the journal editors and publishers who assert a
representative or even leading position for their journals in their field. A data
audit trail that “allows any observer to trace the course of the research step-by-
step” (Shenton 2004: 72) is accounted for through most of Chapters Four and
Five. A theoretical audit trail, which tracks “the manner in which the concepts
inherent in the research question gave rise to the work” (Shenton 2004: 72) is
presented in Chapter Two which establishes the Bourdieusian framework. |
showed that Bourdieu was very much aware of the multi-faceted challenges of
field analysis, in particular the predicament of making invisible assumptions
about our social worlds visible from within. The researcher’s attempt to
understand a field is hampered by naturalised assumptions about the social
world that often remain hidden under the umbrella of social consensus and
common sense (Bourdieu and Nice 1977a: 167).

Faced with this dilemma, Bourdieu proposed a mode of reflexivity that “calls
less for intellectual introspection than for permanent sociological analysis and
control of practice” (Bourdieu & Wacquant 1992: 40). He explicated that this
entailed the exploration of “unthought categories of thought which delimit the

thinkable and predetermine the thought” (ibid.), that is the vigilant interrogation
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of the researcher’s own intellectual predispositions and unconscious
assumptions. As Wacquant further explains, Bourdieu’s notion of self-reflexivity
demands an examination of the very epistemes and conventions that structure a
field (Bourdieu and Wacquant 1992: 36). While the analysis of the collective
unconscious in its totality is arguably an unreachable goal, the researcher can
nevertheless strive towards a robust level of trustworthiness by adopting the

criteria as discussed in this chapter and applied throughout in practice.
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5. Findings

One exciting prospect arising from computational analysis of very
large corpora is the potential to see entirely new patterns and
features of language by means of statistical methods (Clear 1993:
185)

5.1. Introduction: Presenting Findings

The analysis of the media education corpus involves two stages. The cross-
sectional analysis charts keyword relationships within the media education
corpus to create a corpus map of relationships between the corpus constituents.
The second study is a longitudinal analysis that tracks keywords and their
collocated words in the Screen journal across the duration 1990-2009. Findings
from this analysis show strong evidence of shifting changes in the Screen corpus.
The keywords that were studied in depth as corpus exemplars were film, popular
and media.

As discussed in Chapter 4, the in-depth investigation of the transformation of
media education subjects in the era of the World Wide Web requires firstly a
description of the field of media education and then the scrutiny of patterns of
change in a particular section of that field. In order to achieve these aims, | have
undertaken a cross-sectional analysis of a media education corpus to capture the
content created by specialists writing in academic journals that claim to
represent Film Studies, Media Studies and Media Literacy. This means that the
authors of the corpus text have been involved in establishing what is meaningful
for participants in the field. | then selected the Screen corpus to explore changing
patterns over the long-term since the launch of the World Wide Web.
Accordingly, there will be a cross-sectional analysis followed by a longitudinal

analysis of the corpus.
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The language patterns found in the corpus analysis are interpreted in terms of
Bourdieu’s theory of language and power, as discussed in Chapter 2. Bourdieu
argued that social power and power within fields can be observed in language.
The authorised language of academic publications is a site of contestation where
power can be won, sustained or lost and advantages gained. My interpretation
of the media education corpus findings will be based on the Bourdieusian notion
of the authority of published text as a means of legitimating ideas and claiming
social advancement.

Moving to the principles of corpus analysis from the stance of Applied
Linguistics, Zipf demonstrated that common grammatical words have the highest
frequency, unusual words have the lowest frequency, and words that contain the
most representative lexical content are found in the middle. This implies that the
middle usually holds the most interesting words for a lexical study (Zipf 1965: 40-
46). My analysis concerns lexical words but uses a different method as discussed
in section 4.3. of the previous chapter. While the raw data correlates with the
Zipfian pattern, the method applied here departs from Zipf’s model when the
data are filtered to find the most distinctive terms — the keywords.
Consequently, the words that will be investigated are not in the middle set, but
the keywords which are defined as words “which occurs with unusual frequency
in a given text” (Scott 197: 236).

The words analysed in this study will have one of two characteristics. A
frequent word is derived from a count of how frequently it occurs in the corpus.
Word frequency is the required basis for finding keywords. A keyword is one that
is found by statistical analysis to be particularly distinctive of the corpus. This is
achieved by comparing the study corpus with reference corpus such as the

British National Corpus (BNC). The calculation of difference between the
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standard and the study corpus generates patterns of word distinctiveness. As a
result, some keywords are more distinctive than others, the keyword ranks are
presented accordingly and the most distinctive are selected for analysis.

As discussed in Chapter 4, the veracity of the statistical method for finding
keywords is based on the log-likelihood algorithm. Here it should be noted that
the probability value (P Value) is set at 0.000001, giving a probability of one in
one million risk of the algorithm mistaking the relationship between words. The
number (N) of keywords per list will be presented as N1-N500 and word
distinctiveness is presented as keyness (K). To narrow the scope of such a large
amount of corpus data and to retain a manageable amount in focus, the analysis
of keywords will be limited to keywords of K5,000 and above. This constraint
produces twenty-seven keywords from the whole corpus for the cross-sectional
analysis. To control the longitudinal analysis, a keyword will be selected from
each category type (exiting, consistent and emerging) for an in-depth exploration
of the keywords and their collocates over a twenty-year period.

This chapter presents the findings from the corpus analysis as follows: while
section 5.2. deals with the cross-sectional analysis, 5.3. addresses findings from
the longitudinal analysis. Initial observations are presented in section 5.4.
Chapter 6 will then discuss the findings in relation to the theoretical framework

and the overriding research questions.

5.2. Cross-Sectional Analysis: A Field Map

The aim of the cross-sectional analysis is to find the distinguishing features of
media education in the five-year interval 2005-2009 (see Appendices 1-3). This
corpus contains approximately 2.5 million words. First, a frequency analysis is

undertaken and then a keyword analysis is conducted. The whole corpus is
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looked at in overview to gain preview of corpus content. Then different word
positions within the corpus are plotted from the corpora data of Screen,
Convergence and Media Literacy Bulletin. At the end of this procedure, a set of
word positions and word relationships will be used to create a map of the

corpus.

5.2.1. Frequent Words

A first indication of the whole corpus can be observed in Table 5 below which
shows the top ten most frequent corpus words. The dominant topics are media
related: film (N1), media (N2) new [media] (N3) cinema (N4) television (N7),

image (N8) and internet (N10); culture (N5), and history (N9) are also highly

frequent.

N | Word Freq.

1 | Film 12,829
2 | Media 10,007
3 New 7,945
4 | Cinema 5,540
5 | Culture 5,411
6 | Digital 4,021
7 | Television 3,853
8 | Image 3,163
9 | History 3,056
10 | Internet 2,799

Table 5 Frequent Words, Corpus

The most frequent words in Screen, 2005-2009, are shown in Table 6. This shows
that the dominant topics are the media forms of film (N1), cinema (N2), new
media (N3), image (N5), television (N7) and the press (N10). The dominant
medium is film and the media are linked with culture (N4), history (N6) and
screen (N8). The word screen (N8) refers to the screen media and world (N9) is a

reference to the World Wide Web.
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N | Word Freq.

1 | Film 12,225
2 | Cinema 5,014
3 | New 2,679
4 | Culture 2,514
5 | Image 2,218
6 | History 2217
7 | Television 2,084
8 | Screen 1,664
9 | World 1,524
10 | Press 1,406

Table 6 Frequent Words, Screen

The most frequent words in Convergence are shown in Table 7. Here, the digital
media relationships dominate: new (N2), digital (N4), game (N5), mobile (N6),
internet (N8), and online (N10). Other frequent words, media (N1), culture (N3)

and news (N7) refer to the wider media and public (N9) connects the media and

society.
Word Freq.
Media 5,867
New 4,726

Culture | 2,792
Digital 2,734
Game 2,280
Mobile 2,233
News 1,961
Internet | 1,894
Public 1,836
Online 1,737

Sleje|v|a|uns|w|nikiZ

Table 7 Frequent Words, Convergence

The most frequent terms in the Media Literacy Bulletin are presented in Table 8.
This list shows the words media (N1) and literacy (N2) at the highest level of
interest and digital media terms follow: online (N3), digital (N4) and internet
(N5). This demonstrates an interest in digital media literacy. The remaining
words, Ofcom (N6), UK (N7), people (N8), information (N9), and children (N10)
indicate an important interest in the nation state, society and children as a

specified group with attention to “the changing risks to children as a result of an
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increased use of information and communications technology” (Media Literacy

Bulletin Issue 4, December 2005:9).

N | Word Freg.
1 | Media 2,189
2 | Literacy 1,503
3 | Online 930
4 | Digital 926
5 | Internet 826
6 | Ofcom 825
7 | UK 765
8 | People 733
9 | Information 611

10 | Children 569

Table 8 Frequent Words, Media Literacy Bulletin

The most frequent words, in the complete corpus and the individual corpora
confirm a prior conjecture that the traditional popular media and the digital
media are the most frequent interests in media education.

When the three publications are compared types of media are differently dis-
tributed. Screen is most interested in the topics of film, cinema and television
(see footnote 1). In contrast, the dominant topics in Convergence tend towards
digital games, mobile devices and the internet. There is a common approach to
media linked with culture in both Convergence and Screen, but there is no
frequent interest in culture in the Media Literacy Bulletin. Some of the most
frequent words in the Media Literacy Bulletin are similar to Convergence, so that
digital media, the internet and online communications appear to be joint
interests. The Media Literacy Bulletin is different from Convergence: it is more
frequently interested in Ofcom, the United Kingdom, information and children.

These frequency trends confirm that the popular media of film and television
are the most frequent interests in the corpus. Initial conclusions can be drawn
from this overview. The word frequency findings suggest that Screen and

Convergence are connected by their interest in culture. A relationship between
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Convergence and Media Literacy Bulletin is indicated in digital media. Media
Literacy Bulletin is set apart by the absence of a dominant interest in culture. The
next stage in the cross-sectional analysis is to find the keywords that are
distinctive of the corpus. This is achieved by applying the log-likelihood algorithm
to analyse the patterns of words frequencies in the study corpus in comparison
with a reference corpus. The BNC has been chosen as the reference corpus of
standard language for the comparative analysis of difference. The next section

presents findings from the keyword analysis.

5.2.2. Keywords

Keywords can be used to define the corpus profile more precisely than is
illustrated by raw frequencies, since keyword patterns demonstrate how this
particular corpus is set apart by its distinct difference from everyday interests.
Keyness values also indicate position differences that can be used as a
measurement system to map the corpus.

As indicated, the log likelihood algorithm generates a wide range of keyness
values. To focus this study, a limitation has been set to select the keywords that
have a keyness value of K5,000 and over. Keyword lists are presented in order of
rank, keywords are presented by rank number (N), the highest is number one
(N1) and keyness values (K) in thousands. When the Keyness value limitation of
K5,000 and over is applied, the overall corpus data range is (N1:K63,350) to
(N27:K5,009). In the separate sub-corpora, Screen has a range of (N1:K76,778) to
(N12:K5,035); Convergence ranges from (N1:K42,886) to (N11:K7,086) and the
Media Literacy Bulletin has a range of (N1:K20,371) to (N7:K7,459). These figures
show that in comparison with interests expressed in everyday language, Screen is

the most distinctive publication in the corpus, Convergence is moderately
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distinctive and the Media Literacy Bulletin is the least distinctive of the corpus
publications.

The next sections present keyword findings for the complete corpus of 2.5
million words in 5.2.2.1. and then by individual sub-corpora as follows: Screen in

5.2.2.2., Convergence in 5.2.2.3. and Media Literacy Bulletin 5.2.2.4.

5.2.2.1. Corpus Keywords

The complete corpus keywords for the keyness value K5,000 and above, are

ranked N1-N27, these are presented in Table 9.

Keyword Keyword

N Corpus Keyness | N Corpus Keyness
1 | Film 63,350 | 15 | Ofcom 8,201
2 | Medium 56,854 | 16 | Broadcast 7,675
3 | Cinema 32,515 | 17 | bVDb 6,925
4 | Digital 22,240 | 18 | Content 6,712
5 | Culture 21,852 | 19 | Filmmaker 6,688
6 | Internet 19,788 | 20 | Website 6,431
7 | Online 16,942 | 21 | Convergence 5,991
8 | Mobile 13,024 | 22 | History 5,585
9 | Television 12,643 | 23 | Communication 5,437
10 | Image 10,651 | 24 | Screen 5,373
11 | URL 9,669 | 25 | Game 5,146
12 | Audience 9,367 | 26 | Access 5,062
13 | Narrative 9,098 | 27 | BBC 5,009
14 | Literacy 8,330

Table 9 Keywords, Corpus

To gain an impression of emerging themes, | have sorted keywords as they
cluster under the headings: General Terms, Media Forms, Distribution Modes and

People & Society, these are presented in Table 10 as follows:

* General Terms: culture (N5) narrative (N13), literacy (N14), content (N18),
history (N22), communication (N23), screen and (N24)

* Media Forms: film (N1), medium (N2), digital (N4), television (N9), image
(N10), website (N20) and game (N25).

* Distribution Systems: cinema (N3), internet (N6), online (N7), mobile (N8),
URL (N11), broadcast (N16), DVD (N17), convergence (N21) BBC (N27) and
access (N26).

* People & Society: audience (N12), Ofcom (N15) and filmmaker (N19)

164



General Media Distribution People &
N Terms N Forms N Systems N Society
5 | Culture 1 Film 3 Cinema 12 | Audience
13 | Narrative 2 | Medium 6 | Internet 15 | Ofcom
14 | Literacy 4 Digital 7k Online 19 | Filmmaker
18 | Content 9 | Television 8 Mobile 26 | Access
22 | History 10 | Image 11 | URL
23 | Communication 20 | Website 16 | Broadcast
24 | Screen 25 | Game 17 | bVD
21 | Convergence
27 | BBC

Table 10 Keywords by Category, Corpus

General terms include words such as culture and narrative which suggest a
scholarly interest in areas such as textual analysis, aesthetics, ideology and
philosophy. The less obviously connected words Ofcom and access indicate
interests in communications regulation and participation in the public media
sphere. The category of Media Forms indicates that the traditional popular
media prevail in the cross-sectional corpus over the digital media 2005-2009.
Words that refer to digital topics fluctuate and are difficult to categorise, terms
such as mobile and internet are in the category Distribution Systems as they refer
to distribution and also media content. Here old and new systems of media
distribution are found together, while terms such as URL and DVD are becoming
less common. The category People & Society shows that the field is divided into
distinctively different sectors for people who use the media, people who make
the media, and people who govern the media.

The overview of interests represented in the cross-sectional corpus shows
that it is distinguished by a high level of interest in the traditional media of film
and television and to a lesser extent by the digital media. The preliminary
markers demonstrate that each publication contributes differently to what
distinguishes the corpus; Screen is the strongest identifier. Modes of articulating

the media are disclosed as culture, narrative, history and communication.
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Overall, the relationship of people to the media is divided into users or makers.
Already by 2005 certain digital terminology such as URL had fallen out of use.
The next three sections present corpus findings separately by publication:

Screen, Convergence and Media Literacy Bulletin.

5.2.2.2. Screen Keywords

Screen’s keywords with value of K5,000 and above rank N1-N12, these are
presented in Table 11. The keyword film (N1 K76,778) is the most distinctive
media type for study, as accentuated by the following quotation: “studies of the
film attest to the rich potential of reexamining ‘classic’ texts” (Street 2005:3).
After a sizable drop in keyness the keyword cinema (N2 K36,041) is ranked
second. It is notable that the medium television (N6 K7,525) is five ranks lower
than film (N1 K76,778) with a wide keyness difference (rounded up to the
nearest thousand) of K77,000 for film dropping to K8,000 for television. Screen
most values the concept culture (N3 K10,546) followed by the media term image

(N4 K9,188) and the people who make film filmmaker (N5 K7,540).

N | Keyword Keyness
Screen
ll Film 76,778
2 Cinema 36,041
3 Culture 10,546
4 Image 9,188
5 Filmmaker 7,540
6 Television 7,525
74 Screen 7,164
8 Narrative 6,878
9 Medium 6,266
10 | History 5,630
11 | Viewer 5,161
12 | Audience 5,053

Table 11 Keywords, Screen

Other distinctive keywords in the Screen corpus are common terms in film

analysis, these are screen (N7 K7,164), narrative (N8 K6,878) and medium (N9
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K6,266). The top-ten ranked position of history (N10 K5,630) shows that the
historical tradition of film remains important for Screen, as underlined by the
following statement: “Britain’s screen history is far richer and open to more
interpretations than is generally understood” (Russell 2005: 111). Film
spectatorship is a topic of interest which is indicated by the keywords viewer
(N11 K5,161) and audience (N12 K5,053). Keyword patterns show that in Screen,
the media of film, cinema and television are interpreted through cultural
narratives, history and spectatorship. For example, an historical approach to the
study of a particular film would be “the various discourses — aesthetic, cultural,
political — that circulated around the film upon the occasion of its initial release”
(Chapman 2005:33). In the top keywords for Screen, there is no obvious

indication of an interest in digital media.

5.2.2.3. Convergence Keywords
The Convergence keywords that have a keyness value of over K5,000 rank N1-

N18, these are presented in Table 12 below.

N | Keyword Keyness
Convergence
1 | Medium 42,886
2 | Digital 18,109
3 | Internet 16121
4 | Mobile 14,612
5 | Online 12,861
6 | Culture 12,546
7 | URL 10,470
8 | Technology 9,813
9 | Game 7,402
10 | Convergence 7,107
11 | Broadcast 7,086
12 | DVD 6,792
13 | Content 6,193
14 | News 5.791
15 | Communication 5,502
16 | Radio 5,475
17 | Television 5,319
18 | Website 5,275

Table 12 Keywords, Convergence
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The Convergence corpus contains a higher number of keywords (N1-N18) within
this keyness range than Screen (N1-N12) or the Media Literacy Bulletin (N1-N7)
which indicates that Convergence has the broader spread of distinctive interests.
A stated priority in Convergence is “the impact that new media technologies
have had on how we experience our culture and how we communicate with one
another” (Knight et al. 2005: 5). This is corroborated by the Convergence
keywords that show digital media themes and digital technologies to have the
strongest presence in this corpus. The keywords medium (N1 K42,886) and
digital (N2 K18,109) link to digital media. Others in Convergence are culture (N6
K12,546), technology (N8 K9,813), convergence (N10 K7,107) and communication
(N15 K5,502). When the word convergence is used as a journal title it has been
removed from the corpus; the discussion topic of media convergence, combining
previously separate media in the new digital systems, emerges as a strong topic
of cultural interest in Convergence, as well as convergence policy such as the EU
Audiovisual Media Services Directive of 2007 that “goes beyond the scope of TV
alone and is expected to set convergence appropriate European standards for
content regulation” (Latzer 2009 :421). The keyword website (N18 K5,275) has a
surprisingly low keyness value (N18 K5,275) in this corpus compared with the
higher ranked internet (N3 K16,121). This suggests that the internet is a
multipurpose term, used for topics about media convergence, games distribution
and the location for websites. There is an interest in digital distribution in the
keywords: mobile (N4 K14,612), online (N5 K12,861), URL (N7 K10,470) and DVD
(N12 K6,792).

The digital media phraseology is in transition in the Convergence sample
2005-2009. The words website and mobile can both refer to media content and

to distribution operations, as exemplified in the following quote by a BBC media
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editor who “blamed the mobile operator’s inflexible tariff structures for failing to
produce low cost content” (Perryman 2008: 33). Other digital media terms such
as URL and DVD are phasing out. From the list of Convergence keywords, one can
glean that its interest in the digital media is different from Screen’s interest in
the popular screen media of film and television. Convergence has a more
inclusive range of media from traditional radio and television to digital games
and mobile media. This wide range of interests is facilitated by the digital era
since the convergence of all media forms in the digital format occurs as a
consequence of digital technologies. Screen does not display any significant
interest in media convergence. By contrast, Convergence shows an apparent lack

of interest in film.

5.2.2.4. Media Literacy Bulletin Keywords

The keywords in Media Literacy Bulletin with a keyness value above K5,000 are
ranked N1-N7, as presented in Table 13 below. The two top ranked and
distinctive words are medium (N1:K20,371) and literacy (N2:K16,210). The other
keywords that cluster together are Ofcom (N3:K10,685), internet (N4:K10,068),
online (N5:K10,001) digital (N6:K8,393) and website (N7:K7,459). Since medium
is the lemma headword for the word family that contains media, these findings
confirm the assumption, as conveyed in the publication title, that media literacy
is the strongest topic in the Media Literacy Bulletin. The keyword ranks also show
that digital media are more important than traditional mass media. None of the
traditional media (such as film, television or radio) are found in the top ranks nor

is culture ranked in the top keywords in Media Literacy Bulletin.
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Keyword

N MLB Keyness
1 | Medium 20,371
2 | Literacy 16,210
3 | Ofcom 10,685
4 | Internet 10,068
5 | Online 10,001
6 | Digital 8,394
7

Website 7,459

Table 13 Keywords, Media Literacy Bulletin

5.2.3. Map of Objective Relationships

The keyword metrics enable the construction of the corpus map. This stage will
implement the procedure for charting word positions as directed by the data.
The corpus map will be structured from the systematically measured
relationships of word positions that represent the ranked interests of the corpus
authors. The previous overview of the whole corpus and the details of the
individual sections indicated that media forms — traditional mass media and
newer digital media — are the most distinguishing corpus features. The strong
presence of ancillary terms such as culture, narrative, history and literacy
indicate differences of approach to the shared media topics. The keywords that
match will share the same space, those that are similar will be placed beside
each other and those that are different can be set apart. This charting process
uses graphical language in the map format to show shared, close and distant
relationships that have emerged from the findings. The creation of a map
resolves the underlying research question of what topics constitute the field of
media education within a specific timeframe based on the interests of self-
determining field experts. A field map of the cross-section 2005-2009 will include
locations that could be prospected to study field shifts in media education in the

longitudinal timeframe 1999-2009.
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Initially the data from the individual corpora were placed contiguously to

observe positional relationships within the cross-section as shown in Table 14.

N Screen Keyness N Convergence Keyness N| Media Literacy | Keyness
Bulletin

1 Film 76,778 | 1 | Medium 42,886 1 Mediuml 20,371
2 Cinema 36,041 | 2 | Digital 18,109 2 | Literacy 16,210
3 Culturel 10,546 | 3 | Internet 16,121 3 | Ofcom 10,685
4 Image 9,188 | 4 | Mobile 14,612 4 | Internet 10,068
5 Filmmaker 7,540 | 5 | Online 12,861 5| Online 10,001
6 | Television § 7,525 | 6 | Culture 12,546 | 6/ Digital 8,394
7 Screen 7,164 [ URL 10,470 7 | Website 7,459
8 Narrative 6,878 | 8 | Technology 9,813
9 [ Medium 6,266 | 9 | Game 7,402
10 History 5,630 | 1 | Convergence 7,107

0
11 Viewer 5,161 | 1 | Broadcast 7,086

3
12 Audience 5,053 [ DVD 6,792

2

1 | Content 6,193

3

1 | News 5,791

4

3 Communication 5,502

5

1 | Radio 5,475

6

1 | Television ¥ 5,319

74

1 | website || 5,275

o]

Keywords across the whole corpus

Keywords connecting Screen and Convergence
Keywords connecting Convergence and Media Literacy Bulletin

Table 14 Cross-Sectional Data Comparison

Table 14 above shows that medium is the only keyword common to all corpora.

Two keywords, culture and television, are shared only in Screen and Convergence

and not in Media Literacy Bulletin. There are four keywords, digital, internet,

online and website, which appear in Convergence and the Media Literacy Bulletin

that are not found in Screen. These configurations show that Convergence and

Media Literacy Bulletin have common interests that are different from shared

interests in Screen and Convergence. A striking difference between Screen and
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Media Literacy Bulletin is that they share only a general interest in the media and
not in media forms (film versus digital media). And while Screen favours the
cultural approach to film, the Media Literacy Bulletin prioritises skills in digital
media. In contrast, topics covered by Convergence intersect interests in Screen
and Media Literacy Bulletin so that Convergence can be seen to function as a link
that bridges the extent of the field.

Since the data has now been analysed and a set of relationships had been
observed from the findings, the cross-section of the corpus can now be visualised
as map of objective word iocations. To graphically represent relative corpus
values and positions mapped in the form of a Venn diagram, the font sizes are

presented in proportion to keyness values of the keywords as follows:

5,000 < K < 10,000 = 10pt
10,000 < K < 20,000 = 20pt
20,000 < K < 30,000 = 30pt
30,000 < K < 40,000 = 40pt
40,000 < K < 50,000 = 50pt
50,000 < K < 60,000 = 60pt
60,000 < K < 70,000+= 70pt

In the map of the media education corpus in Figure 13 keyword values in an
intersection are averaged, colour coding is used to highlight keyword inter-
sections and, for practicality, at the higher and lower ends have been restricted

to within 10-70 point font size.
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Figure 13 A Map of the Media Education Corpus
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Figure 13 illustrates that the generic term medium connects the whole corpus.
Identifying distinctiveness by sector, the keyword film is found only in Screen. It can
be deduced that film is what most differentiates Screen and separates it from the
rest of the corpus; film is also the most prominent interest in the study corpus. In
Convergence the keywords are more diffused across media forms from television
and radio to mobile and game interests. Screen contains marginally fewer keywords
than Convergence but Screen’s keywords have a much higher level of keyness so that
Screen can be considered the most distinctive corpus publication in the set. Conver-
gence contains the most keywords. The most differentiating keywords in Conver-
gence are digital technology oriented (digital, internet, mobile, technology and
online). However, since digital technologies are explored through their role in
culture, Convergence can be understood as a media culture journal that specialises in
the digital media and is interested in a wider range of media forms than Screen. As
the Media Literacy Bulletin contains the least keywords it can be considered as closer
to everyday interests than the other publications. The most distinctive keyword in
Media Literacy Bulletin is literacy which links digital media to the wider society linked
through the statutory communications regulator Ofcom.

Turning to the overlapping sectors, Screen and Convergence are linked by the
keywords culture and television. Convergence overlaps with the Media Literacy
Bulletin though digital, internet and online. Other than medium, which is the
common corpus keyword, no keyword is shared between Screen and the Media
Literacy Bulletin.

Furthermore, the map of the media education corpus in Figure 13 above shows
that the traditional media and the comparatively new digital media are found in
different sectors of the media education corpus. Screen does not connect media with
literacy or digital culture. While Convergence does not connect media with literacy,

the Media Literacy Bulletin connects media with literacy. But unlike Convergence and
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Screen, Media Literacy Bulletin does not connect media with culture. This suggests
that the Media Literacy Bulletin is an anomaly in the corpus.

These sections have presented the cross-sectional corpus analysis from word
frequency gathering to keyword analysis and map making. The next section will
present findings from the longitudinal analysis. The Screen corpus is selected as the
corpus area to explore over a longer term shifting interests in the field since the
launch of the World Wide Web. The cross-sectional analysis illustrated that Screen is
the most distinctive publication in the field and its traditional media interests in film
and cinema suggest that Screen is more likely to have enacted shifts during the

period of change in the media landscape 1990-2009.

5.3. Longitudinal Analysis: Tracks and Traces

Findings from the analysis of the cross-sectional corpus that were presented in the
previous sections demonstrated how the data were used to map objective relations
in the corpus. This section presents the longitudinal analysis as the second stage of
the empirical study. Having charted the corpus, the aim of the longitudinal analysis is
to observe changes in one sector across an extended interval. The Screen corpus
1990-2009 was selected for the longitudinal analysis (see Appendices 4-23 for
keyword data). The longitudinal study will track keywords and collocated words
across time. It is expected that change of meaning will be observed in pattern
variations.

The process begins with an analysis of frequencies in the twenty-year corpus of
Screen and processing that data for keywords using the BNC reference file for
comparison. Keyword patterns and their changing points of reference will be the
important indicators of change. To identify broad temporal shifts, the ten top-ranked
keywords will be tracked from 1990 across the timeline in annual stages to 2009 and
keywords in the equivalent ranks in 2009 will be tracked in annual stages back to

1990. By these means, each keyword will be identified as beionging to one of three
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categories: consistent, exiting or emerging. Having established the keywords by
category, one representative keyword will be selected to investigate its lexical
activity further. Since all keywords in the top ranks are distinctive of the corpus,
keyword selection for further exploration relies on a subjective judgment about
which keyword is more productive for this research. The collocational patterns of
these selected keywords will be tracked across the corpus interval to find evidence
of change. Having summarised the stages of the longitudinal analysis, the next
sections present the findings from the implementation of this procedure, beginning

with the analysis of word frequencies.

5.3.1. Frequent Words

Word frequency analysis is the first stage towards finding the keywords that are
distinctive of the corpus. In Screen 1990, the top ten most frequent words, as pre-
sented in Table 15 below, are: film(N1), culture (N2), woman(N3), television(N4),

cinema(N5), history(N6), genre(N7), study(N8), American(N9) and popular(N10).

N Screen 1990 | Fregq. N Screen 2009 Freq.
1 FILM 2280 1 FILM 1874
2 CULTURE 1047 2 CINEMA 1172
3 WOMAN 849 3 SCREEN 594
4 TELEVISION 791 4 TELEVISION 505
5 CINEMA 754 5, WORLD 441
6 HISTORY 624 6 MEDIA 424
7 GENRE 557 7 HISTORY 418
8 STUDY 461 8 ART 302
9 AMERICAN 408 9 COLOUR 289
10 POPULAR 371 10 | UNIVERSITY 279

Table 15 Top 10 Frequent Words: 1990 & 2009

By the end of 2009, after an interval of twenty years, the top ten most frequent
words, as shown in Table 15 above, are: film(N1), cinema(N2), screen(N3), televi-

sion(N4), world (N5), media(N6), history(N7), art(N8), colour(N9) and university(N10).
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Comparing word frequency data in Screen 1990 with Screen 2009 gives a first
indication of the constant and the changeable themes across the interval. At either
end of the interval the four words that are most frequent in 1990 and 2009, are:
film(N1), cinema(N2), television(N4), and history(N7). There are six words that were
present in Screen 1990 that exit Screen by 2009, these exiting words are: culture(N2),
woman(N3), genre(N7), study(N8), American(N9) and popular(N10). There are six
words that were not present in 1990 which emerge in the corpus text by 2009, these
emerging words are: screen(N3), world(N5), media(N6), art(N8), colour(N9) and
university(N10). As an initial impression of corpus behaviour, the word frequency
patterns show a decline in the topics of American film and women and film. This
indicates that interest in the study of film from the theoretical genre approach has
declined alongside a move away from the study of popular culture as typified in
Hollywood film. A comparison of word frequency patterns in Screen 1990 and 2009
indicates an increased interest in screen studies, world cinema, digital media, and
film art.

The word frequency patterns thus suggest a move away from the 1970s era of
film theory, which was founded on the study of popular media through class, race
and gender, towards themes such as world cinema, the cinematic image and art film.
However, evidence from a word frequency analysis does not warrant an assured
interpretation at this stage. In the next step, the word frequencies will therefore be
analysed in comparison with the BNC to produce a list of the most distinctive
keywords ranked by their keyness value. This will produce further data that can be
used to identify pattern change in the corpus across time. The keyword findings are

presented in the next section.

5.3.2. Keywords
Keywords are found by comparing word frequencies in the study corpus with the

British National Corpus to find the most distinctive corpus words. They are ranked by

177



keyness values; the most distinctive keywords are placed in the top ranks. A means
of identifying how a particular keyword changes over time is to mark and track its
rank position along intervals on the timeline. The trends that are of interest will fall
into three general categories: consistent, exiting and emerging. While a consistent
keyword might vary somewhat, it remains relatively consistent across the term. An
exiting keyword will be strongly present at the beginning and clearly drop out before
the interval end. An emerging keyword will not be highly ranked at the start but
enter into the higher ranks at some point within the interval. These distinctive
patterns illustrate a keyword choreography that will indicate changing interests and
concepts in the corpus over the study duration. In all likelihood there will be an
overabundance of keywords in pattern sets. To limit the scope and enable better
focus on shifting interests in the most distinctive areas, one keyword from each
category will be selected for in-depth exploration from the sampled years: the start
year 1990, the middle year 2000 and at the end of the interval in 2009. Keywords are
found by their particular attributes of frequency in comparison with a reference
corpus. Any keyword is also typical of any word use in language, as it needs to be
attached to other words to create meaning; keywords can be observed as the
nucleus of semantic word clusters. The contextual meaning of keywords can thus be
construed from the collocational relationships of clustering words. Changes in the
typical collocates of a keyword indicate how the semantic role of that keyword
changes over time.

Keyword behaviour in the consistent, exiting and emerging categories is shown in

Table 16 below.
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Screen 1990 Screen 2009

N | Keyword Keyness | N | Keyword Keyness
1 | FILM =| 8,762 1 FILM = | 8,285
2 CINEMA =| 4,794 2 CINEMA = | 8,092
3 TELEVISION = | 3,506 3 SCREEN |+ | 2,624
4 GENRE X | 2,391 4 TELEVISION =| 2,154
5 CULTURE l X |0 2,151 5 MEDIA g |+ | 1,833
6 | womMAN'S | B [ x| 1,648 |6 | IMAGE ® |+ | 1,606
7 BFI l X | 1,371 7 DELEUZE g |+ | 1,251
8 NARRATIVE I =1 1,283 8 SPECTATOR B |+ | 1,142
9 POPULAR ' x | 1,188 9 CINEPHILIA ® |+ 1,034
10 | CASTRATION ] x | 1,099 10 | NARRATIVE I = | 892

Table 16 Keywords: 1990 and 2009

consistent =
Key: exiting

X
emerging +

When the keywords in 1990 are compared with 2009, the consistent keywords found
are: film, cinema, television and narrative; exiting keywords are genre, culture,
woman’s, BFl, popular and castration; emerging keywords are screen, media, image,
Deleuze, spectator, and cinephilia. Patterns of change emerge that are sufficiently
significant for further exploration. The next stage in analysing semantic change will
begin with identifying representative keywords for further exploration. As presented
in section 5.3.3.1., the consistent keyword film is selected for further study as it is
the most distinctive word in the corpus; the exiting keyword popular is explored in
section 5.3.4. and has been chosen as a catchword in Film Studies after the 1960s;
and the emerging keyword media is presented in 5.3.5. as a likely expression of

interest in the digital media that have emerged between 1990-2009.

5.3.3. Consistent Keywords

Four consistent keywords were found in the top ten ranks when the 1990 data were
compared with 2009, as highlighted in Table 16 above. This section presents findings
for the consistent keyword film. The investigation of its rank position and patterns of

collocates in the sample years of 1990, 2000 and 2009, established that, while film
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remained a stable keyword by the measure of its consistent rank, the collocational
associations of film changed. This indicates that in the meaning system of the corpus,
the role of film in the discourse of screen studies changes, although it appears stable
as a statistically consistent feature of interest.

The set of consistent keywords comprises film, cinema, television and narrative.
Comparing data from 1990 with 2009, some variations in rank and keyness surface.
The keyword film holds rank and displays a relatively small decrease of keyness value
from 1990 film (N1,K8,762) to 2009 film (N1,K8,285). The keyword cinema maintains
the second rank position and from 1990 moves closer towards film by keyness value
from 1990 cinema (N2,K4,794) to 2009 cinema (N2,K8,092). The keyword television
drops one rank and its keyness value reduces from 1990 television (N3,K3,506) to
2009 television (N4,K2,154). The keyword narrative falls by two ranks and in keyness
value from 1990 (N8,K1,283) to narrative 2009 (N10,K 892).

The annual keyness positions of consistent keywords are depicted in Figure 14
below. This confirms that film is consistently the most highly positioned keyword
throughout the duration. An upward spike in film in 2004 is due to two special issues
on film, Michael Powell’s films and children’s film. There is no obvious indication for
the spike in 2007. This diagram also iilustrates how cinema closely trails film

throughout, while television and narrative trail among the lower top ten ranks.
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Consistent Key Words: N1-
N10,1990-2009
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Figure 14 Consistent Keywords 1990-2009

In addition to the data that shows the distinctiveness of film in the period 1990-
2009, with reference to the discussion of media education in Chapter 3 it is also
known that film study had a foundational role in UK media education from before
the 1960s. Therefore, film is selected from the category of consistent keywords for
further study. An exploration of film through associated collocates is presented in

the next section.

5.3.3.1. Consistent Keyword: film

The keyword and its closely collocated words form a lexical bundle to show how
words create meaning in context.! Here the collocates of film are surveyed in the
sample years 1990, 2000 and 2009. Table 17 below shows the closest lexical
collocate that occurs in the original text to the left (L1) of the keyword film shown in
the centre and the closest collocates that occurs to its right (R1) to compare patterns

across 1990, 2000 and 2009.

! Biber and Conrad are credited with coining the term lexical bundle to indicate a sequence
of collocational words that are probably not a complete structural unit and will commonly
occur in a particular register. Thus, lexical bundles can be regarded as three or more words
that are “the most frequent recurring lexical sequences” in a corpus (Biber and Conrad 1999:
183).
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Constant Keyword: film

Collocates
L1 L1 L1 R1 R1 R1
1990 2000 2009 Keyword 2009 2000 1990
woman'’s british british film studies industry studies
british american yiddish theory studies institute
horror german psychoanalytic institute policy history
american uk feminist history music industry
feminist us colour exhibition production noir
hollywood silent fiction production institute censorship
war contemporary feature industry theory culture
girl national national reader culture theory
independent fiction (avant)garde historians history music
narrative new silent television style musical
feature hindi gallery performance franchises makers
proletarian horror us festival cognition television
detective hitchcock's structural criticism text criticism
national early early viewing television texts
entertainment french scholarship scholars
hindi game theorists scholars
contemporary reframing theatre production
art adaptation viewing
american distribution version
cinema experience analysis
inventing culture critical
contemporary scholars genre
print scholarship
policy

Table 17 Constant Keyword film: collocates 1990, 2000 & 2009

Although some clarity has emerged in selecting the sample comparison, it can be
seen that the keyword film is a highly frequent word in the corpus and therefore has
a large number of collocates which poses a difficulty for identifying patterns in the
data set. To find patterns from an additional process, film’s collocates will be
categorised into cognate themes which are adapted from Biber’s model for the
classification of academic language (Biber 2006: 248; see Appendix 24). The original
eight categories can be refined to four headings and linked to the keyword film and

its collocates as follows:

* People, Group & Place: film directors, types of film and countries of film
origin

* Cognitive, Academic & Abstract: intellectual approaches, academic methods
and epistemological terms

* Concrete & Technical Concrete: tangible media items

* Industry & Institution: institutional systems and organisational aspects of the
film sector.
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The collocates of film that have been sorted by semantic category are presented in
the following tables: Table 18 for 1990; Table 19 for 2000; and Table 20 for 2009.
The patterns that emerge show that some collocates are steadfastly attached to film,
some disappear, some return after an interval, and others transpire as new
associations.

In the presentation of collocated words for film in 1990 in Table 18, words that
occur again in 2000 are represented in normal font; collocates that will not occur in
any of the other sample years are shown in grey font; collocates with an asterisk will
disappear in 2000 and return in 2009.

The People, Group & Place category in Table 18 shows that the collocates that
become detached from film between 1990 and 2000 relate to ideology, popular
culture and the independent film-making sector. The discontinuation of woman’s
and proletarian during the 1990s shows a decline of interest in the cognate areas of
feminist film studies and social and class analysis of film. Occasionally, the analysis of
women’s and proletariat film topics coincide, for example in an article by Haralovich
who discusses “the proletarian woman’s film (...) tied to the social relations of
power” (Haralovich 1990: 173).

The collocates that disappear from the People, Group & Place category, between
1990 and 2000 illustrate a separation of film from popular culture. There is the
discontinuation of musical, even though, as Rowe argues, “few forms embody the
utopian impulse of popular culture more insistently than the musical” (Rowe 1990:
418), the detective film, which is “dominated by the devices of suspense, narrative
digression and hermeneutic delay” (Neale 1990: 66), declines, and at the same time
the association between film and Hollywood weakens. In the same decade one can
observe a termination of the collocates independent and makers, a disappearance
that coincides with the cessation of public funding for independent film production

as film and broadcasting become deregulated industries.
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Turning to the category Cognitive, Academic & Abstract in 1990 in Table 18, the
grey font shows collocates that will have disappeared by the next sample year 2000,
the asterisks show recurring collocates that are absent in 2000 but return in 2009. In
this category, the number of collocates overall is reduced in 2000. The collocate
genre is especially notable for its disappearance because of the high value placed on
genre study in 1970s. In 1990, Neale emphasised the importance of genre study:
“Genre is of course an important ingredient in any film’s narrative image (...)
institutionalized in public discourses” (Neale 1990: 49), but genre has dropped from

the top keyword ranks and exited the orthodoxy of film study by 2000.

Consistent Keyword FILM
1990 Collocations

Peopleiaroup & Place Cognitive,  Academic & | Concrete & Technical joidinstry Ran=titation
Abstract Concrete
american I production industry
british l television institute
contemporary
criticism*
culture
feminist*
hindi
5 history
horror music
narrative
scholars
scholarship*
national studies
T texts
theory*
viewing*

Table 18 Collocations by category: film 1990

The collocates that occur in the sample year 2000 for the keyword film are shown in
Table 19. The new collocates that have not occurred in the previous sample year
1990 are shown in bold font. In the year 2000 the new collocates German and
Hitchcock’s in the People, Group & Place category refer to the study of film by
director and by country of origin. In this year, an historical theme appears: the

collocates early and silent suggest an increased tendency to link film with its history.
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Moving to the Cognitive, Academic & Abstract category in 2000, new is an
introduced collocate. Without further information, new is an ambiguous word that
could signal an interest in digital media in media education. Therefore, it is
important to disambiguate new to discover whether the collocate new creates a link
between film and new media or new technologies.

The collocates of new in 2000 are in the order of their frequency: York (75), Latin
American (30), German (25), media (19), Munich (8), technologies (8), film (7),
economics (6), forms (5) and Hollywood (5). The collocates of new in association with
film thus show that film is considerably more likely to be linked with New York (75)
than new media (19). When in the sample year 2000 the collocate new is found with
film, the association with new media is of little significance in Screen.

In the Concrete & Technical Concrete category, there is no change between 1990
and 2000. However, in the adjacent category of Industry & Institution in 2000, the
word policy is newly introduced. This is an ambiguous collocate as the word policy
has several potential associations. Observing the collocates of policy next will clarify
its role in relation to film.

The collocates of policy positioned to the left (L) or the right (R) are: L1, film (40),
competitiveness (14) competition (7) and R1, review (9). Thus, when film is linked to
policy in 2000, there is no indication of any association with cultural policy. Rather,
policy links film more often with competitiveness (14) and competition (7). This is
reflected in the millenium editorial of Screen which argues that, as a result of the
policies of Thatcherism, New Labour and the global developments in media
technologies, “one consequence for film and television has been a confusion of
cultural and economic policy” (Screen 41/1: 3). The Screen editorial of the same issue
also expresses concern about EU and UK film policies that incorporate film as

economic products rather than as cultural expressions.
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Consistent Keyword FILM
2000 Collocations

People, Group & Place »lc\zi:rl:cvte, el 4 (C:Z:z::;z 5 fechiti Industry & Institution
american cognition production industry
british culture television institute
contemporary history policy
early music

fiction new

franchises studies

german style

hindi text

hitchcock's theory

horror

national

silent

uk

us

Table 19 Collocations by category: film 2000

Moving from 2000 to the sample year 2009 and the collocates of film at the end of
the study interval, three types of collocates can now be identified. The first type is
the consistent collocate found in each previous sample year, which is shown in
standard font in Table 20. The second type is the newly introduced collocate of film
in 2009 compared with the previous sample years 1990 and 2000, which is shown in
bold font. The third type of recurring collocates are indicated with an asterisk, these
were found in 1990, absent in 2000 and return in 2009.

In the People, Group & Place category in 2009, the two new collocates are
adaptation and Yiddish, both refer to standard Film Studies methods: while the for-
mer refers to a type of film, the second usage concerns films from a cultural or
national origin. In the same category in 2009, there is evidence of academic film
researchers formulating their own academic identity as scholars and historians. A
further new theme in the People, Group & Place category of 2009 is a link created
between the keyword contemporary and art with film with a cluster. Given the prior
observation that, between 1990 and 2009, popular culture collocates of film dis-
appear, it would seem that the collocates art and avant-garde may be replacing an
interest in studying film as popular culture.

Moving to the Cognitive, Academic & Abstract category in 2009, two recurring

collocates criticism and scholarship are standard within the academic sphere, and
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the collocate viewing is a customary reference in Film Studies. As the reappearance
of feminist is unexpected in 2009, it requires further analysis.

The 1990 collocates of feminist were: L1 post (22) and R1 film (21), theory (9),
criticism (8), studies (7), and political (6). In 1990 the discussions were about post-
feminist discourse and post-feminist ontology. Two decades later in 2009, two
collocates for feminist surface, which are R1 film (11) and R2 theory (9). Thus, it can
be assumed that the post-feminist discussions of the 1990s signal the demise of
feminist Film Studies, although the validity of this assumption would need to be
further tested. The source text shows that feminist film theory is part of Screen’s
fiftieth anniversary editorial retrospective with reference to out-dated trends.

Moving to other aspects of collocation in 2009, there is no change in the Industry
& Institution category. However, the Concrete & Technical Concrete category con-
tains numerous and diverse new collocates; in fact the collocate list increases from
two to twelve between 2000 and 2009. Many of the collocates concern diverse
matters, such as chemical processes of colour and the technology of the film print.
The collocate game is a reference to ‘mind-game’ films rather than video games. In
the Concrete & Technical Concrete category of 2009, film is now a system of
associated activities that comprise: production, distribution, exhibition, cinema,
theatre and festival. Together, these related collocates situates film within a
production system.

A further theme that has emerged in the Concrete & Technical Concrete category
of 2009 derives from the collocate gallery that can be linked across to the
emergence of art and avant-garde in the People, Group & Place category in the
same vyear. This combination suggests film, having moved away from popular
culture, has a new association with art, the avant-garde and the art gallery in which,

as Kim explains, the gallery film can “inherit and expand a strategy of avant-garde
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filmmaking practice (...) in order to question the constructed nature of narrative

forms and the materiality of the film medium” (Kim 2009: 118).

Consistent Keyword FILM
2009 Collocations

People, Group & Place i::rl:cvte' Aslmis & Ez:z:;: 2 fechnica Industry & Institution
(avant)garde criticism* cinema industry
adaptation culture colour institute
american experience distribution policy
art feminist* exhibition

british inventing festival

contemporary psychoanalytic gallery

early reader game

feature reframing performance

fiction scholarship* print

french structural production

national studies television

historians theorists theatre

scholars theory

silent viewing*

us

yiddish

Table 20 Collocations by category: film 2009

5.3.3.2. Collocates to Collocates: film
The previous sections presented findings from an analysis of the collocates that
occur in immediate connection with film. Prominence was given to collocational
change in the semantic categories. Change was analysed and compared in the
sample years, and where necessary, a contextual exploration was implemented (new
and feminist). In the process of disambiguation, it was found that the collocate of a
collocate can have an impact on the meaning of a keyword at a two-step remove.
This section will explore those indirect collocates of the keyword film. While the
surface statistical measure indicates no significant change, the changing keyword
collocates demonstrate underlying shifts of interest. The question then is whether
there are further patterns to be observed from tracking those apparently stable
collocates of the apparently stable keyword film.

The collocates of film that are found to be consistent in each of the sample years,
1990, 2000 and 2009, for each semantic category are shown in Table 21. One

collocate is selected from each set based on my judgement of whether one collocate
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is more relevant to media education than another. These choices, emphasised in

bold, are: contemporary, culture, production and industry.

Semantic Category

People, Group & Place
Cognitive, Academic & Abstract
Concrete & Technical Concrete
Industry & Institution

Consistent Collocates film: 1990, 2000, 2009
American, British, contemporary, national
culture, studies, theory

production, television

industry, institute

Table 21 Consistent collocates of film

For the first collocate contemporary, the span in each of the sample years is shown
in Table 22. This shows that contemporary changes its associations from 1990 to
2009. In this semantic shift art has become the strongest association with
contemporary since the 1990s. This evidence corroborates the previous observation

that R1 art (19) has increased in its importance in association with film.

Consistent Keyword: film
Category: People, Group & Place
L1 L1 L1 R1 R1 R1

1990 | 2000 | 2009 Collocate 2009 2000 1990

contemporary | art 19 Hollywood 12 | economic 6
cinema7 | Film 8 film 6

media 5 women 6
film S audiences 5

cultural 5
discourses 5

Table 22 Consistent collocate of film: contemporary

The span of the second selected collocate culture is shown in Table 23. Across the
sample years, the greatest change is that popular decreases from 1990 popular L1
(N111) to 2009 popular L1 (N15). This observation signals the decreasing value of

popular culture in association with film.
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Consistent Keyword: film
Category: Cognitive, Academic & Abstract
[ E L1 L1 R1 R1 R1
1990 2000 2009 Collocate | 2009 2000 1990
popular 111 media 15 popular 15 | culture media 11 | popular 6
national 34 popularl3 visual 13 London 6
mass 24 film 12 media 12
film 20 television10 | screen 9
American 20 national 8 mass 9
television 20 public 6 image 8
enterprise 16 | mass 5 Yiddish 5
high 13 feminine 5 film 5
media 11
class 8
theory 8
dominant 7
capitalist 6
consumer 6
pop 6
western 6
postmodern 5

Table 23 Consistent collocate of film: culture

The span of the collocate production in each of the sample years is shown in Table
24. The variation in the link between production and its collocate film 1990 L1 (N7) in
2000 film L1 (N 33) and 2009 film L1 (N 17). This corroborates the previous
observation that film production became a particularly important interest in 2000 in

discussion about film production policy.

Consistent Keyword: film
Category: Concrete & Technical Concrete
L1 L1 il R1 R1 R1

1990 2000 2009 Collocate 2009 2000 1990
cultural 14 | media 52 film17 | production | values 6 process10 code 38
studiol0 film 33 video5 company5 code 9 values 22
video 8 cultural 19 sector 9 distribution14
high 8 television16 companies8
economic8 | inde-
film 7 pendent12
artistic 6 mass 5

Table 24 Consistent collocate of film: production

The span of the collocate industry for the sample years is shown in Table 25. The
collocates of industry in 1990 are reduced from three collocates in 1990 to a single
collocate which links film with industry in 2009. The relationship between film and

industry peaked in 2000 film L1 (N63).
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Consistent Keyword: film
Category: Industry & Institution

L1 L1 L1 R1 R1 R1
1990 2000 2009 Collocate 2009 2000 1990
film 28 film 63 film 14 industry
picturel4 television15
communications10 music 8
cable 10

Table 25 Consistent collocate of film: industry

The collocates of the keyword film show that stability is apparent when the keyword
is viewed at the range of one collocate. Shifts appear when the collocate itself is
explored through its own collocates. This suggests that apparently stable topics can
shift their terrain of interest quite radically, while retaining a level of reassuring
stability in a transition from one set of interests to another. The next section turns
from a consistent keyword to the patterns of exiting keywords and explores the

keyword popular as an exemplar of Film Studies from its post 1968 rubric.

5.3.4. Exiting Keywords
Keyword patterns have been categorised as consistent, exiting or emerging. The
previous section discussed film which was selected from the consistent keyword
category. This section turns to the category of keywords that exit the top ranks in the
study timeframe 1990-2009. The keyword popular is chosen for its conceptual
significance in the field of media education, particularly in the era after 1968.

Six keywords found at the beginning of the interval that exit from the ranks at the
end are: genre (N4:K2,391), culture (N5:K2,151), woman’s (N6:K1,648), BFI
(N7:K1,371), popular (N9:K1,188) and castration (N10:K1,099). The trend of decline

through the keyword ranks for each of these keywords can be seen in Figure 14.
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Exit Key Words: N1-N10, 1990-2009

3,000
2,500
K 2,000 = (Genre
y
n 1,500 w=====(Culture
g 1,000 ====Woman's
500 m——BFI
Popular
Castration

Figure 15 Exit Keywords 1990-2009

Towards the beginning of the interval from 1990 to 1993, as can be seen in Figure 15
above, there is a very significant drop in all the exiting keywords. It follows that what
was detected as an exit from the top ranks in 2009 is clearly a trend across the study
duration and not an aberrant reading. While there are occasional upward spikes,
none of the exiting keywords reach their 1990 ranking. Among this set, the keywords
that have a strong connection with Screen theory in the 1970s are: genre which
stems from the study of film genre; womean’s film from feminist film theory and
castration from psychoanalytic film theory. The exit of the keyword woman’s is
noteworthy. However, the strongest claim to represent the media education ethos is
the keyword popular which was a founding principle for media education from the

1960s. Therefore, the keyword popular is chosen for further exploration.

5.3.4.1. Exiting Keyword: popular

The collocations of popular for 1990 are in Table 26, for 2000 in Table 27 and for
2009 in Table 28. As the exit keyword popular has a small number of collocates, it is
unnecessary to sort collocates further to observe patterns. Collocates that are on the

left (L) position of popular and to the right (R) of popular are shown with the number
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of occurrences for each collocate that demonstrates a hierarchy of meaning. In 1990

the most likely formulation associated with popular is popular culture.

Exiting Keyword popular 1990
L1 Rank (N9) R1
Keyness (N1,188)
Frequency(N371)
culture 6 popular culture 111

cinema 16
entertainment 11
press 10
forms 10
music 9
television 7
films 6

Table 26 Collocations: popular 1990

In 1990 the rank of the keyword popular is (N9). The sole L1 collocate is culture. The
most probable R1 collocate in 1990 is culture R1 (N111) which is a large margin
above the next likely association cinema R1 (N16). The collocates culture R1 (N111),
entertainment R1 (N11) and forms R1 (N10) are general nouns. The other collocates
are specific media forms: cinema R1 (N16), music R1 (N9) and television R1 (N7).

The collocates of popular in 2000 are shown in Table 27. The keyword popular
drops in frequency to (N86) in 2000 from 1990 (N371) and its rank position reduces
from 1990 (N9) to 2000 (N241). Whereas there was one L1 collocate in 1990, in 2000
there was no L1 collocates. Where there were two R1 collocates in 2000, there were
eight R1 collocates in 1990. Comparing the year 1990 with 2000, the number of
words that associate with popular has reduced from nine collocates in 1990 to two
collocates in 2000. The collocates that do remain occur less often. The collocate
culture occurs over 100 times in 1990 R1 (N111) but less than twenty times in 2000
R1 (N13). The collocate music is relatively stable, 1990 R1 (N9) to 2000 R1 (N10).

Between 1990 and 2000, the keyword popular has greatly reduced in all aspects:
in rank, in its number of occurrences, range of collocates and the number of

collocational occurrences.
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Exiting Keyword popular 2000
L1 Rank (N241) R1
Keyness (N124)
Frequency(N86)
- popular culture 13
music 10

Table 27 Collocations: popular 2000

Overall from 1990 to 2000, popular culture remains the strongest keyword
association. The topic of popular music is continued and the association between
popular and film, cinema and television has disappeared.

In the sample year 2009, popular is marginally more frequent at (N91) than in
2000 (N86), but it has dropped rank from (N241) in 2000 to (N300) in 2009. As can
be seen in Table 28, the collocational occurrences linking popular and culture, which
had dropped from over 100 in 1990 to fewer than twenty in 2000, has remained at
that low level in 2009 R1(15). In the previous sample year 2000, there were only two
collocates of popular, the second collocate music (N10) was replaced by cinema in
2009 R1(N5). Kuhn observed retrospectively that media educators always

entertained “a love-hate relationship with popular cinema” (Kuhn 2009: 3).

Exiting Keyword popular 2009
L1 Rank (N300) R1
Keyness (N111)
Frequency(N91)
- popular culture 15
cinema 5

Table 28 Collocations: popular 2009

Table 29 below shows the collocates per sample year: 1990, 2000 and 2009.
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Exiting Keyword: popular
collocates

L1 L1 L1 R1 R1 R1
1990 2000 2009 Keyword 2009 2000 1990
culture 6 - - popular culture 15 culture 13 culture 111
cinema 5 music 10 cinema 16

entertainment11
press 10
forms 10
music 9
television 7
films 6

Table 29 Exiting Keyword popular: collocates 1990, 2000 & 2000

To summarise, the keyword popular was chosen as a representative of media
education from the keyword set that exited from the top ten ranks by 2009.
Analysing various patterns in the sample years 1990, 2000 and 2009 demonstrated
the features of a keyword clearly marked by decline. The characteristics of an exiting
keyword are: a reduced frequency of the instances of the keyword, a reduced
number of collocaied words associated with the keyword and, consequently, a
smaller number of collocational occurrences. Although the concept of popular
culture diminished in importance, the association between popular and culture is
enduring. The next section turns to keywords that have emerged within the duration

of this longitudinal study of the Screen corpus 1990-2009.

5.3.5. Emerging Keywords
Six keywords appear in 2009 that were not in the top-ten ranks in 1990. The key-
words that have emerged in the study duration are presented in Figure 16 below.
Their rank and keyness values are: screen (N3:K2,624), media (N5:K1,833), image
(N6:K1,606), Deleuze (N7:K1,251), spectator (N8:K1,142) and cinephilia (N9:K1,034).
Identifying keyword emergence is difficult, as clear entry points are not well defined.
The spike in frequency of screen towards the end of the interval is due to two
factors. Firstly, in 2009 there is an increase in the number of self-references to

Screen from Screen’s retrospective editorial on the occasion of its fiftieth anniversary
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(Screen 50: 1). References to Film Studies are frequent as a result of the proposed

name change from Film Studies to Screen Studies.

Emerging Keywords N1-N10
1990-2009
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Figure 16 Emerging Keywords 1990-2009

The spike in media in 1991 is the outcome of a special issue of Screen dedicated to
Media Studies (Screen 32: 4). In 2000 a second spike occurs, since half the articles in
one issue are dedicated to Media Studies (Screen 41: 1).

Since the 2009 patterns do not greatly differentiate one keyword trend above the
others, the selection of an emerging keyword for further analysis is more a matter of
judgement here than in the previous sample years. A useful issue that can be
addressed is how the media are positioned at this end of the interval when popular
culture and popular media have declined. What replaced the popular media in media
education? One assumption would be that the digital media became a significant
factor in the media landscape within the duration. Selecting the keyword media
offers the opportunity to observe how or whether the digital media have any
distinctive role in the field of media education in the Screen corpus in the context of
the World Wide Web. The keyword media is chosen for analysis in the sample years

1990, 2000 and 2009.
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5.3.5.1. Emerging Keyword: media

The keyword media occurs with a frequency of N219 and is ranked (N36) in 1990. In
this sample year, as shown in Table 30, media has six collocational references 2 L1
and 4 R1. Of the two collocates positioned at L1, mass L1(N8) with media, mass
media is a synonym for popular media. The collocate other L1(N6) refers to
unspecified additional media forms. The R1 collocates have diverse reference points:
Media Studies R1(N31) is a subject area within education, media culture R1(N11) is a
topic of media study, media education R1(N9) is the broad field, and media texts

R1(N5) refer to media productions that are singled out for study.

Emerging Keyword media 1990

L1 Rank (N36) R1
Keyness (N593)
Frequency(N219)
mass 8 media studies 31
other 6 culture 11
education 9
texts 5

Table 30 Collocations: media 1990

Data for the sample year 2000 are presented in Table 31. The keyword media occurs
with a frequency of N359, which is an increase of 140 occurrences compared with
media in 1990. Compared with the sample year 1990 in which there were six
collocates, the number of collocated words in 2000 has nearly doubled to 11. The
total occurrences of the various media collocates in 2000 are 241 which is an

increase of 171 from the previous sample year 1990.
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Emerging Keyword media 2000

L1

rank (N4)

keyness

(N1,583)
frequency(N359)

R1

new 19
mass 12
culture 11
screen 8
electronic 6

media

studies 61
production 52
culture 15
theory 14
institutions 8
research 7
communication 7
texts 6
industries 5
intellectuals 5
education 5

Table 31 Collocations: media 2000

In 2000, the additional media collocates that

were not present in 1990, are L1:

new L1(N19), culture L1(N11), screen L1(N8) and electronic L1(N6). In the R1 position,

the new collocates of media in 2000 are: production R1(N52), theory R1(N14),

institutions R1(N8), research R1(N7), communication R1(N7), industries R1(N5) and

intellectuals R1(N5). The range of collocates has extended in 2000 by frequency of

occurrence and by range of meaning. In the L1 coliocate list, the first indirect

reference to new media, as a synonym for digital media, is suggested from the

arrival of the collocate new L1(N19).

Turning to 2009, the frequency of occurrence of media (N424) is shown in Table

32 below. This frequency number has risen: in the sample year 2000 media (N359)

was higher than media (N219) in 1990. Although the keyword media demonstrates

variance in across the study duration, there is a significant frequency increase from

1990 to 2009 when the sample years are compared.
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In 2009 there are thirteen collocated words associated with media, which is three
more than the eleven collocates in 2000 and more than twice the six collocates in

1990.

Emerging Keyword media 2009

L1 rank (N5) R1
keyness (N1,833)
frequency(N424)

new 48 media culture 12
digital 15 studies 10
technical 9 industries 9
screen 7 theorist 8
audiovisual 6 images 5
contemporary 5

different 5

image 5

Table 32 Collocations: media 2009
The L1 absent collocates of media in 2009 that were present in 2000 are: mass and
electronic. Also in 2009, the R1 collocates that are absent compared with 2000 are:
production, theory (which is replaced by theorist in R1), institutions, research,
communication, texts, intellectuals and education.

The new collocates in 2009, compared with 2000, are L1: digital (N15), technical
(N9), audiovisual (N6), contemporary (N5), different (N5) and image (N5); the new R1
collocates are theorist (N8) and images (N5). A summary of the collocates of the

keyword media in each of the sample years is presented in Table 33.

Emerging Keyword: media

collocates
11 11 L1 R1 R1 R1
1990 2000 2009 Keyword 2009 2000 1990
mass 8 new 19 new 48 media culture 12 studies 61 studies 31
other 6 mass 12 digital 15 studies 10 production 52 culture 11
culture 11 technical 9 industries 9 culture 15 education 9
screen 8 screen 7 theorist 8 theory 14 texts 5
electronic 6 audiovisual 6 images 5 institutions 8
contemporary 5 research 7
different 5 communication 7
image 5 texts 6
industries 5
intellectuals 5
education 5

Table 33 Emerging Keyword media: collocates 1990, 2000 & 2000
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A significant theme can be observed from the collocational associations of the
emerging keyword media in the sample years 1990, 2000 and 2009. It seems clear
that the topic of digital media which begins to emerge in 2000 develops a stronger
presence in 2009, particularly as the top L1 collocates of media are new and digital.
However, it is important to note that the emerging significance of an interest in
digital media in Screen in the longitudinal analysis 1990-2009 is not represented as a
distinguishing factor in Screen in the more recent cross-sectional analysis of 2005-
2009. This would suggest that Screen reached a settlement with digital media as a
lower ranking interest, as it continued to prioritise the traditional approach to the
academic study of film. This corresponds with the cross-sectional study, which
positioned Convergence in culture and digital media technologies, while Screen’s

territory is firmly staked out by the more traditional landscape of film and cinema.

5.4. Summary: Findings and Research Questions
This section concludes the presentation of the corpus findings with initial comments
to be discussed further in the next chapter. This corpus analysis of media education
has confirmed aspects about the field of media education that were previously
deduced in the historical overview in Chapter 3. The empirical analysis uncovered
further characteristics that might not otherwise have been revealed without using
corpus analysis as part of the research method. There is strong evidence of a
changing field in in response to the question of change in media education since the
digital era. These shifting interests include a move away from popular culture and
towards film as art and avant-garde, and there is a more diversified range of
approaches to the study of film and increased emphasis on the importance of
academic scholarship.

The first survey mapped the field through a cross-section of the corpus text. This
charting process illustrated the relationships between the specialist areas of film,

digital media and media literacy. As expected, the central corpus topic in Screen is
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film. The strongest relationship bonds are formed through an interest in culture
which indicates an academic approach in the largest sector of the field. The greatest
keyword distance within the corpus illustrated the difference between an academic
interest in film culture and a social involvement with media literacy.

The longitudinal analysis was a temporal study of change. It demonstrated that,
while the study of film remained at the core of Screen, approaches to film study have
changed. There is a clear shift away from some of the dominant Screen Studies
axioms of the 1970s-1980s towards a more diffused set of interests. Although there
is @ more dispersed terrain, there is also a clear movement towards the study of film
as film art and avant-garde which corroborates the movement away from popular
film culture. The influence of digital media becomes evident by 2000. Considering
that media is the corpus core, the emergence of an interest in digital media is less
striking as new media replaces popular media.

The next chapter will discuss the empirical findings of the corpus analysis in
relation to the research questions discussed in Chapter 1, within the Bourdieusian
theoretical framework discussed in Chapter 2 and the historical context of media

education as presented in Chapter 3.
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6. Discussion

6.1. Research Questions in the Research Context

This chapter discusses the corpus findings in relation to the research questions
which are interpreted through a Bourdieusian lens in the context of the history
of media education. Research questions are determined by the need to
investigate a topic that will add to existing knowledge about that subject. My
investigation of media education pursues the question of how media education
responded to the new challenges arising from the radical transformation of the
entire media sector in the digital era.

The research question is posed at a time when digital global communications
have become dominant with the uptake of the World Wide Web (Berners Lee
1999). Although this seemed to be a communications revolution that contributed
to the common good (Castells 2000), there was also considerable distrust about
the flow of unregulated communications (Hobbs 1998). The widespread effects
of the new digital technologies disrupted the traditional media landscape.
Emerging digital cultures became a topic of debate (Lunenfeld 2000), the
authority of the media professions was challenged (Luption 2006), and media
traditions such as the cinema were reconfiguring (Mulvey 2004). The British
government was an early responder to the possible social and economic
advantages of digital media which it attempted to manage and harness through
regulation of broadcasting and communications (Communications Act 2003) and
policies such as Digital Britain: Building Britain’s Future (Government UK 2009).

As previously demonstrated, Pierre Bourdieu’s theory addressed the
interrelationship of education, media and society from philosophical and
sociological vantage points. Bourdieu, who was extremely critical of extant

research practices, directed the researcher towards a set of thinking tools that
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he devised as research guidance. Chapter 2 demonstrated how Bourdieu
constructs the topic into an object of study by analysing it as a field of power
constituted by relationships that are motivated by the habitus of the field
occupants. At the core of Bourdieu’s theoretical construct is a variant of the
market in which agents seek to gain assets that represent exchange value.
Drawing on Marx, he conceptualised the notion of social capital, which posits a
relationship between scarcity of asset availability and marketplace value.
Academic social capital is thus a variant of social capital, which increases in value
with qualifications that are more difficult to achieve. This idea helps to elucidate
why certain subject areas may be rated more highly when they hold specialist
academic monopolies. Bourdieu strongly advised empirical work as a research
method to restrict the researcher from overly subjective involvement in the
object of study. Accordingly, my study objectifies media education as a distinct
field occupied by agents that are related through positions of power. The
empirical dimension consists in the application of a corpus analysis of text from
media education publications, principally academic journals.

The process of establishing the Bourdieusian framework prompted a second
line of investigation: if media education has to be objectified as a field of power
then the field requires description prior to analysis of change in the field. The
question | had to address was how to delineate the field of media education
from other social fields. Corpus analysis is a procedure that can be used to
investigate both the prerequisite and the main research questions. Sufficient text
of an appropriate type was used to build a media education corpus for analysis.
Customised software has been configured to undertake such analysis, and the

veracity of the analytic method has been found reliable (Kilgarriff 1996 and 2005).
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While corpus analysts have debated the question of corpus representative-
ness (Biber 1993, Widdowson 2000 and Williams 2002), | do not aim to resolve
the issue of representativeness. Chapter 4 already demonstrated to what extent
and from what perspective the media education corpus built for this research
can be labelled sufficiently objective. Even though the selection of texts was
initially subjective as they were chosen by me, their qualification for inclusion
was then corroborated by external and arguably objectifying criteria: all the jour-
nals and publications selected overtly place themselves in the field by stating in
their editorials or on their websites that they represent one or more areas of
media education; they are all published by British publishers, and the contribu-
tors are media educationalists and researchers in the field. The corpus analysis
was therefore designed in two stages, firstly by mapping the corpus as a lateral
section across the field to describe the object of study and secondly by undertak-
ing a longitudinal survey to track how the field has changed in one particular
area within two decades after the launch of the World Wide Web.

This section has summarised the context of the research questions, the
Bourdieusian theoretical framework that will guide an interpretation of the find-
ings and the basis for choosing the empirical method of corpus analysis. The next
section will discuss the findings from the prerequisite investigation into the ques-

tion of how the field of media education is shaped by its constituents.

6.2. Cross-Sectional Analysis of the Field of Media
Education

Adopting the approach set out in the Bourdieusian framework, the corpus was
first analysed to establish a profile of the object of study and find relationships in
the field. The first question is: what are the constituent topics in the media

education corpus and how do they relate to each other? The cross-sectional
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media education corpus was built, as described in Chapter 4, to address this pre-
requisite question before undertaking an investigation of the longitudinal corpus
to explore the central research question of change in the field.

The media education map, as represented in Figure 13, was created from the
contrasting corpora of Screen, Convergence and the Media Literacy Bulletin
between 2005-2009. Statistical data gained from this combined corpus were
used to find the distinguishing characteristics of the field and to plot relation-
ships between the field topics. The most distinctive keywords were analysed and
placed in ranked positions according to a hierarchy of keyness values. These cor-
pus findings are the basis of an interpretation of how media education operates
as a field of power. Using keyness values, it can be observed where areas are
positioned closely together showing affiliations and the distances that disclose
differences between the constituent parts. | will now consider the findings from
the cross-sectional analysis with particular reference to the Bourdieusian
concepts of field, habitus and capital to explore the field of media education.

The keyword medium is the only common keyword that is found throughout
the cross-sectional corpus. The topics that are less distinctive of the corpus are
those that share similar levels of interest expressed in everyday recent British
English usage as represented by the British National Corpus. These less distinc-
tive corpus topics include games (N25), access (N26) and the BBC (N27). The
more most distinctive corpus topics are those that present an unusually high
level of interest in the corpus, these identifiers include film (N1), cinema (N3),
digital (N4) and culture (N5). Marking the distinguishing characteristics and shad-
ings of the corpus profile in this way offers a broad-brush outline of the field. The

findings also highlight strong or weak connections between the constituents that
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can be interpreted as a set of power relationships in terms of Bourdieu’s field
and habitus which | interpret for each publication in turn.

Observing the corpus cross-section, the Screen journal has exclusive claim to
film (N1) and cinema (N2), which are also the most highly ranked topics in the
cross-sectional corpus. The keyword culture (N5) is the most highly placed con-
cept indicating that the media are understood in the cognitive domain of the
study of culture. In Screen, the term culture (N3) is more highly ranked than in
the corpus overall which indicates the comparative strength of Screen’s
academic orientation. These corpus findings about the distinctiveness of film and
the importance of culture indicate that Screen is the principal agency for
academic study in the field of media education. From a Bourdieusian perspective,
Screen controls a monopoly over the assets that are likely to be of most value in
the field. The exclusive academic capital held by Screen has potential for
exchange into other forms of capital such as financial capital outside the field. As
Bourdieu argues, the field is also shaped by the concept of the habitus of the
agents who participate in the field. Research has demonstrated that academic
journal editors perceive their power to drive the direction of their specialist field
through their journal activities (Nixon and Wellington, 2005). As demonstrated in
section 4.2.3., the collective habitus of the editorial core of the Screen journal is
comprised of academic professors who are based in British universities. By the
50" anniversary in 2009, Screen had established its dominant position as the
leading journal for the study of film, television and screen media. It can be
concluded that Screen’s academic capital represents the highest value in the field.

Comparing the cross-sectional corpus findings, the Convergence journal has
claim to a high level of capital below the level of Screen. Unlike the other two

publications, Convergence can also be seen to connect the main topics in this
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cross-sectional corpus. The most important topics in Convergence refer to digital
media and culture which are of somewhat less importance in the corpus overall.
In Convergence the highest keywords are digital (N2), internet (N3) and mobile
(N4) and in the cross-sectional corpus overall the same keywords rank lower digi-
tal (N4), internet (N6) and mobile (N8). In Convergence, the term culture (N6) is
highly valued and similar to the general cross-sectional value culture (N5) and
three ranks below Screen’s position for culture (N3). The habitus survey of the
Convergence journal editors, as discussed in Chapter 4, demonstrated that the
editors are high-ranking university academics, including (but not exclusively)
professors. This designates Convergence as an esteemed academic journal whose
editorial group is marginally less highly ranked in the education system than
Screen. Consequently, in Bourdieusian terms, the relationship between
Convergence and Screen can be drawn in terms of academic capital. Within the
field of media education, Convergence has a somewhat lower value of academic
capital assets than Screen. Although it could also be argued that, when the
topmost digital media keywords are aggregated, it would have greater corpus
authority and a higher academic capital perhaps on a par with Screen. However,
the more persuasive argument is that Convergence disperses its topics across the
broad generic category of digital media which diffuses its power. It can thus be
concluded that Convergence presents a form of diffused power across the field
and possesses a lower level of academic capital than Screen.

The Media Literacy Bulletin differs from the other corpus publications since it
is not an academic journal. As a more marginal publication, the Media Literacy
Bulletin is of importance through its link to statutory authority and its exclusive
control of media literacy as discussed in Chapter 4. Published under the auspices

of the communications regulator for the UK, the Media Literacy Bulletin repre-
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sents a governmental view of media literacy which means that its value orienta-
tion is not primarily academic capital but the social capital of civil society. The
habitus survey of the Media Literacy Bulletin is not comparable with the
academic journals since there is no formal editorial panel for the Media Literacy
Bulletin. As discussed in Chapter 4, the capital gains from literacy are much lower
compared with the high gains from academic achievements in the university
sphere that are convertible into other capital assets. In the Media Literacy
Bulletin the highest-ranking topics are literacy (N2), Ofcom (N3), and internet
(N4), which have lower rankings in the cross-sectional corpus for the same
keywords literacy (N14), Ofcom (N15). The internet is the intersecting topic of
interest within the Media Literacy Bulletin ranking internet (N6) and a rank lower
in the corpus internet (N5). There is no relationship between these keywords and
culture in Media Literacy Bulletin for which Ofcom may be a substitute as the
point of reference. A Bourdieusian interpretation of the position of Media
Literacy Bulletin in the corpus is that it has a low level of academic capital, as its
range of topics are narrowly confined to digital media literacy. Yet, according to
Bourdieu, the field of government has considerably greater power in society than
the field of education. The implication then is that in addition to its role in media
education, the Media Literacy Bulletin also represents a different form of power
which exceeds academic media education and is assigned by government. While
the Media Literacy Bulletin only holds low academic capital value, its alternative
value as an agent of social governance is an interesting finding which is, however,
not related to this research and as such remains an observation of the findings.

In conclusion, this interpretation of the findings from the cross-sectional
corpus analysis has demonstrated that there are distinctive characteristics and

relationships that can be discerned in the field of media education. The relation-
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ship between the field constituents was discussed by linking field position with
the habitus motivating those constituents that led to assessments about social
and academic capital. It was concluded that Screen has the most prominent
position with the highest level of academic capital, Convergence follows Screen in
a slightly lower academic capital value but interlinks the main topics across the
corpus. And while the Media Literacy Bulletin has a low level of academic capital
it can draw externally on social capital from the authority of government.

Having presented an overview of the distinctive field characteristics and
relations between the field constituents, the interpretation of the findings will
proceed to the longitudinal analysis. Screen was chosen for its attribute of the
most significant corpus publication to compile a Screen corpus from the full
journal text 1990-2009. This longitudinal corpus was investigated to explore the
core research question: how did media education respond to the new challenges
arising from the widespread adoption of the World Wide Web and the radical

transformation of the entire media sector?

6.3. Longitudinal Analysis of Field Change
According to Bourdieu, social phenomena can be summarised as fields of power
that are occupied by individuals who are motivated by a dispositional habitus at
some level in pursuit of social capital. The field of education, as discussed in
Chapter 2, was considered as a self-regulating market influenced by the field of
government as the superior authority. The knowledge economy exercises
pressure on education by valuing specific forms of academic outputs; national
governments are also subject to flows of power in global networks.

The ensuing sub-chapter interprets findings from the corpus analysis of the
longitudinal Screen corpus 1990-2009 as a subject field within the wider field of

education, which is motivated by the habitus of its constituents to acquire, main-
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tain and increase academic capital as a form of social capital. As noted in the
previous section and discussed in Chapter 2, social capital has a scale of differen-
tiated value that places academic achievement in the university sector at a much
higher level than literacy acquisition at the low end of the educational scale.
Within this paradigm, a decreasing pattern of interest in a topic can be interpre-
ted as a devaluation of that topic and greater interest can indicate its increased
academic capital value.

The longitudinal findings from Chapter 5 were drawn from annual keyword
positions in the topmost ranks (of K5,000 upwards) across twenty years. The
patterns of particular interest were the high ranking keywords that remained
consistent and those that changed a pattern of behaviour. Exiting keywords are
taken to signify a decrease in the academic capital of that topic, the emergent
keywords indicate which areas are upwardly valued, and the consistent
keywords are those that hold the value of academic capital over the long term.

The longitudinal findings demonstrated that film 1990 (N1) - 2009 (N1) was
the most distinctive keyword across the twenty years in the Screen corpus. This
central position of distinctiveness in the corpus was the basis of selecting film for
further analysis. The exiting keyword popular 1990 (N9) - 2009 (NO) was selected
for further analysis on the basis that the study of popular media was a founding
principle in media education from 1968 onwards and its decline is significant.
The emerging keywords exhibit less clearly defined patterns than those that exit.
The emerging keyword media 1990 (NO) - 2009 (N5) was chosen for further study
since its path is marked by a significant upsurge later in the next decade which
appears unmotivated. The longitudinal findings for the consistent keyword film,
the exiting keyword popular and the emerging keyword media are interpreted

individually in the next secticns.
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6.3.1. The Shifting Role of Film

The longitudinal analysis of the Screen journal corpus shows that the keyword
film is dominant and consistent throughout the study interval 1990-2009. Since
film is a relatively stable keyword, it would at first appear to have a constant
semantic role. However, when its collocates are analysed, the study of film
moves away from popular culture and aspects of 1970s Screen Theory towards
an emphasis on film linked with art and the avant-garde.

There are three diminishing collocates of film after the sample year 1990 (see
Tables 18, 19 and 20), these are woman’s, proletarian and Hollywood. The
strength of interest in woman’s film and the relevance of proletariat film can be
linked with leftist ideological Screen Theory after the 1970s. The study of Holly-
wood film was instigated after 1968 to challenge the academic canon as was
discussed in Chapter 3. Indeed, there can be a dialectic relationship between wo-
men’s film, proletariat film and Hollywood: Haralovich argues that “in any
investigation of the women’s film is the problematic of female subjectivity,
agency and desire in Hollywood cinema. In the proletarian woman’s film, this
problematic is firmly tied to the social relations of power” (Haralovich 1990: 173).
When woman'’s, proletariat and Hollywood are reduced in distinctiveness, the
1970s orthodoxy of class and gender in film study is diminished. From a
Bourdieusian perspective, this move can be interpreted as a reduction of the
academic capital of class and gender in Screen in the early 1990s.

A new set of collocates that emerge introduces new ideas in association with
film (see Tables 18, 19 and 20). Some of these film interests are not necessarily
linked: German cinema, Hitchcock’s films and the film adaptation are distincti-
vely different specialist areas of film study. Within this broad array of new

associations, two essential patterns emerge. There is evidence of a strengthened
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claim to academic value of film study and a stronger interest in avant-garde film
and film art.

High academic standing is emphasised by Screen through an increased use of
the collocates scholar and history. The assertion is that longstanding film scholar-
ship is due credit above other external agencies that are encroaching into the
film studies field. Hence Caldwell’s assertion that “for over half a century film
historians have systematically, and with scant acknowledgement, tilled much of
the very terrain with which contemporary media industries researchers and
media anthropologists are now concerned” (Caldwell 2009: 179). Screen is
claiming its place in the esteemed tradition of film scholarship which, in
Bourdieusian terms, can be interpreted as increasing the value of its academic
capital above other academic areas in the field of education.

A further change associated with film becomes prevalent in the latter part of
the timeline 1990-2009, this is formed by the group of collocates avant-garde,
art and gallery. The introduction of avant-garde as a collocate of film (see Table
17, L1 2009) indicates a more elite type of film compared with popular film in
which “spectacle, digression, suspense and the generation of passion and emo-
tion are properties common to all Hollywood films” (Neale 1990: 66). The collo-
cate Hollywood was last found in relation to film in 1990 and not found in 2000
or 2009 (see Table 17, L1 1990). Thus a newly formed interest in avant-garde
film after 2000 could be seen as occupying the space left by a disengagement
from Hollywood film.

The semantic association between film and art not found in 1990 or in 2000
becomes established by 2009 (see Table 17, L1 2009). The relationship between
film, art and avant-garde was confirmed by investigating contemporary as an-

other of film’s collocates. The collocate contemporary was present in all of the
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sample years 1990, 2000 and 2009 (see Table 17). The findings across the sample
years 1990, 2000 and 2009 show the behaviour of the collocate contemporary
has no preference in 1990, it leans towards Hollywood in 2000 and in 2009 the
strongest association is forged between film, contemporary and art (see Table
22). This shows that despite the semantic stability of contemporary associated
with the consistent keyword film, a reorientation has occurred by 2009 when the
cluster contemporary art film became dominant (see Table 22). The new collo-
cate gallery also emerged in association with film in 2009 (see Table 17, L1 2009)
also prompts an association between art film and the gallery as an exhibition
space. This relationship between film and art, the avant-garde and the art gallery
is underlined by observations such as: “throughout the 1990s film and video
have become increasingly central to contemporary art practice, moving into the
gallery to change both the cinema and the art world” (Balsom 2009: 411).

The empirical analysis provides clear evidence of shifting interests. From a
Bourdieusian perspective it can be concluded that the conceptual approaches
that have been found to be in ascendance are intended — consciously or uncon-
sciously — to direct academic capital to certain areas of the field, which reflect
the dispositional habitus of academic journal editors. In Screen 1990-2009 shifts
of upward value are marked by increased emphasis on scholarly research and in
the more exclusive terrain of film as art. Here the Bourdieusian market metaphor
can be applied to the corpus findings to interpret the turn of film study away
from popular film to elite film cultures. The discussion of the historical context of
media education in the 1980s and 1990s, as discussed in Chapter 3, further
suggests that this move from the study of popular film was a move away from an

area that had already been reduced in value by the external field of government
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that disparaged the study of popular culture. The next section will explore

further how the findings demonstrate a turn away from popular culture.

6.3.2. The Turn Away From Popular

The importance of studying popular culture as a principle in media education
after 1968 is the basis on which the keyword popular was chosen for further
exploration. The post-68 media academics challenged the “prevailing high
culture/mass culture divide by taking popular culture seriously as an object of
study” (Kuhn 2009: 3) and, in doing so, they confronted the academic cannon
recognising that “popular culture makes intellectuals anxious because it
threatens their authority as intellectuals” (Frith 1990: 231) The Screen editorial
of 2000 considered the 1990s as a period of change shaped by Thatcherite
conservatism and “a certain coming of age of Screen Studies” during its first
decade at the University of Glasgow (Millennial Editorial 2000: 1).

The keyword popular was highly distinctive as one of the top ten keywords in
the Screen corpus year 1990 popular (N9) (see Figure 15 and Table 16). By 2009,
popular was no longer ranked among the top 100 keywords in Screen (see
Appendix 23). In 1990, popular culture was associated with film cinema, music
television and entertainment in general, as can be seen in Table 27. By the end of
the study interval in 2009, the findings show that the exiting keyword popular
(N300) has only two associations, culture or cinema. During the time that popu-
lar falls through the ranks it is notable that its rich range of associations reduce
from eight collocates to two. These findings also show that, as a word becomes
less significant in its field, it represents in a semantic downturn of frequency,
keyness and collocational association. Although the specific term popular culture
is greatly reduced, the study of culture that is popular through the various media

of film, cinema and television continue under different terms of reference.
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Applying a Bourdieusian analysis to the exiting pattern of popular, it could be
concluded that by the year 2000 the Film Studies constituency had moved to a
position of market advantage in which it no longer needed to challenge the
established canon. By the 1990s the Screen journal was firmly established in the
educational field as exemplified by its move to the University of Glasgow. By the
early 1990s there was no longer need for ideological weaponry since media
education had shifted from confrontation to reconciliation, aiming for “a period
of productive and peaceful co-existence with our fellow disciplines” (Harvey
1992: 27). By 2009 Screen was guided by an editorial board whose professorial
habitus is an indicator of the embedded position of a particular approach to the
study of film in academia. Within the Bourdieusian framework this shift away
from an interest in popular film can be summarised as a move away from the
popular conceptual area that was already devalued by external discourses that
Film Studies readily shed in a revaluation of its academic assets.

This section discussed the diminishing role of popular culture in film scholar-
ship, the previous section illustrated how film studies incorporated a more elite
set of interests in place of the popular, the next section will discuss the incoming
keywords found in the corpus analysis as indicated by the changing role of the

keyword media.

6.3.3. The Rise of New Media
The keyword media has been chosen to investigate further as an emerging term
of significance in the 1990-2009 Screen corpus. Curiously, there is no obvious
trigger for the increased distinctiveness of media in Screen since the individual
media of film, cinema and television remain highly ranked discursive options.

In 1990 media achieved a rank of (N36). The most likely collocate of media in

1990 was studies (see Table 32, R1). As Caughie and Frith argue, “the success of
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the BFI and SEFT in defining media studies embedded film at the centre of, and
provided a model for, a media theory which was quite distinct from existing
sociologies of media” (Caughie and Frith 1990: 219). The limited range of collo-
cates in this year refer mostly to mass media, education and culture. By the
sample year 2000, media has ascended the keyword ranks from (N36) to (N4)
and has accumulated an increased number and range of collocates that are not
apparent by looking at the keyword ranks alone. Investigating its collocates
shows that while studies continues to be the most likely collocate of media in
2000, other collocates are introduced that refer diversely to media production,
research, institutions, intellectuals and texts (see Table 33 R1). Significantly for
the first time in 2000, the coliocate new suggests an interest in the topic of new
media, since new is now the most likely collocate the L1 position of media (see
Table 33 R1).

In the millennial year media scholars imbued in the old media are directed in
Screen to think about the new media, not as an accumulation of the traditional
media but to think anew. As Oswell argues, “the ‘new’ of new media suggests
something more, something altogether more philosophical, but also research-
able in empirical terms. The prefix ‘new’ provides the opportunity for thinking
differently” (Oswell 2000: 430).

Finding media in the compound noun new media in 2000 indicates a some-
what delayed corpus response to the development of digital media that grew
exponentially in popularity in the wider society from 1991. In 2009 media (N5)
remains in relatively the same keyword rank as in 2000, but significantly the L1
collocates have increased and identified media with digital media. For example,
in 2009 the top collocated L1 partnership of new media is now twice as likely

compared to the previous sample year 2000 (see Table 33, 2009, L1 and 2000,
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L1). Furthermore in 2009, this ascendance of the digital media association is
amplified by synonymous collocates that substitute for the new media, the
topmost likely L1 collocates of media by 2009 are new, digital and technical.
Chapter 4 argued that the decisive impetus for the widespread uptake of
digital media was the launch of the World Wide Web in 1991. An exploration of
the emerging keyword media and its collocates since 1990 has indicated that the
emergence of digital media was the strongest motivating factor for the increased
significance of media linked to new, digital and technology. The emergence of
the digital media topic in Screen lagged behind the development of digital media
in popular culture. From a Bourdieusian perspective, one can thus conclude that
Screen adopted the digital media when its currency became of value in academic
terms. By 2009 the digital media could be linked through film to art and the
avant-garde. For example, Kuhn identifies an affinity between “practicing film-
makers from both the visual art avant-garde and the radical wing of the inde-
pendent filmmaking sector” (Kuhn 2009: 9). This implies that the digital media
that is commonly to be found in the form of popular culture was ill-fitted to the
Screen ethos that had already turned away from popular culture in the early
1990s. However, when artists and independent filmmakers incorporated digital
media into their practices, and when art galleries curated digital film, this offered
Screen an opportunity to incorporate digital media at an appropriate level of

academic capital that segued with its academic interests.

6.4. Interpreting Field Change
| have argued throughout that the question of change in media education after
the World Wide Web requires an empirical investigation and a strong theoretical

framework. My study is heavily indebted to Bourdieu’s “sociology of symbolic
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power” (Swartz 1997: 6), precisely because it helps to illuminate the enactment
of power through processes of “‘naturalization’, where what is conventional and
position- or class-based appears to the actors as natural and objective” (Lukes
2005: 141). While the corpus analysis generated keyword patterns and collocates
which identify changing topics of interest, the interpretation of these shifts is
hugely enhanced by the concepts of field, habitus and capital. Change is not
merely motivated by academic debate but also by the dynamic of education as a
self-regulating market in which different types of value, ranging from the finan-
cial to the symbolic, regulate competition. Hence my discussion of the findings in
relation to how the field was shaped by internal relationships and how some of
those changes connected to wider society.

The keyword findings show that film was the most stable topic across the
longitudinal study; however, an investigation of film’s collocates revealed a
thematic realignment of film study. This was evident in the newly formed
relationship between film as art and film and the avant-garde. Previously, there
had been a marked decrease in the study of popular film and themes of gender
and class. This change of thematic emphasis from the popular and the political to
the elite and experimental was interpreted as a strategic move to increase the
academic capital of the film studies sector of media education.

An exploration of the dramatic exit of popular in the keyword ranks and its
pattern of reduced collocates confirmed the thematic decline of popular culture
from the early 1990s. This was interpreted as the result of two types of action.
Firstly, there was evidence of an internal field decision to reconstitute the
standard approaches to film study. Secondly, the turn away from popular culture

was a plausible response to governmental disapproval of the study of popular
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culture, the emergence of the cultural industries and the discourses of the
knowledge economy.

The findings revealed that the keyword media rose through the ranks
between 2000 and 2009, and its collocates showed that this was due to an
interest in digital media. Comparing themes on the corpus timeline with wider
social change, a time lapse occurred between the widespread adoption of digital
media in society and the uptake of digital media in the Screen corpus. Con-
sidering this late adoption of digital media, a factor is likely to be that digital
media content compared poorly with film technology and narrative accomplish-
ments. Interpreting this early disinterest in digital media from a Bourdieusian
perspective, it could be argued that when widespread participation in popular
culture became a social phenomenon rather than a cultural theory, the exclusive
rights to producing and theorising popular culture became a saturated marked
and thus reduced in capital value. By the time the World Wide Web was released,
the field area represented by Screen had already turned against popular culture.
Born refers to the power of cultural production with reference to broadcasting as
an “inescapable representational and cultural power” (Born 2000: 405). It may
seem surprising that Screen had a restrained response to the paradigm shift that
allowed the general public to assume the power to create media and distribute
their work in society. Indeed, the establishment of the Convergence journal in
1995 was in reaction to the lack of an opportunity to engage with the digital
media. A different opportunity was offered by digital filmmaking as an uncom-
mon practice. Digital media in the form of experimental and art filmmaking thus
became commensurate with Screen’s academic interests after its turn from
popular culture. Bourdieu’s concepts of field, habitus and capital thus offer a

compelling analytical vocabulary for the interpretation of significant shifts in the
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field of media education. The empirical findings in this study show that increased
value in the field of media education was to be found in a scholarly approach to
the analysis of rarefied film. While the avant-garde and art film have been of
enduring interest in film analysis since its very inception, this study shows their
reconfiguration and re-entry through the digital media after 2000. However, the
dramatic drop of popular culture from the top keyword ranks does not simply
indicate the complete eradication of popular culture from academic debate, it is
rather indicative of a general shift away from Marxist paradigms in an era which
has been dominated by neoliberal debates of the knowledge economy. Precisely
at that very moment when the World Wide Web made access to participation in
popular culture nearly universally available, research into popular culture
enjoyed only low value in the esteemed Screen journal. Once more this irony
underlines Bourdieu’s insight into the complex dynamic of power relations which
involves habitualised strategies, financial resources, the actors’ cultural capital as
well as the entire symbolic value system of a society. Of course class, race and
gender continue to feature in film scholarship as evidenced in recent contri-
butions to the Screen journal (Ball 2013, Collie and Irwin 2013, Hallam 2013, Imre
2013, Moran 2002, Moseley et.al. 2013, Quinn 2012 and Spigel 2013). While the
actors in the field may believe that their shifting academic interests are merely
intrinsically motivated by the study of the object, Bourdieu argues that they also
service broader mechanisms of the social reproduction of power. From this per-
spective, Screen’s discovery of the digital media through experimental film-
making and the art gallery only accentuates an established academic value
system that, in spite of the long debate on the erasure of the distinction

between low and high culture, latently favours high culture.
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7. Conclusion

My concluding commentary reflects on how | approached and answered the
research questions and the efficacy of the method used. The chapter also
remarks on alternative theories and methods that could feature in future
research.

Bourdieu’s theory of power, with its focus on the field, capital and habitus,
proved a useful frame for interpreting the corpus findings. Although Bourdieu
has been criticised for not sufficiently accounting for change (Born 2010: 179;
Calhoun 1993: 66), his unique combination of empirical research with socio-
political and philosophical reflection provides an insightful interpretive model
that is particularly suited to the analysis of the way in which the field of media
education has adjusted to the digital era (Bigo 2011: 233). It should be clear from
the thesis that corpus analysis proved a useful empirical technique to find
patterns of change for theoretical analysis. However, in order to evaluate the
broader study outcomes, one must ask to what extent the research model was
really effective in answering the research question as outlined in Chapter 1.

As previously shown, | devised a research model that, in Bourdieusian terms,
attempted to bridge the humanities and social sciences by integrating the
theoretical analysis of power in society with an empirical analysis of change in
the specific field of media education. The principle underpinning my study is that
suitably representative text can be used to study ideas in a particular
constituency informed by historical knowledge. Further to this, | adopted a
historical line of investigation to place the three subjects of media education —
Film Studies, Media Studies and Media Literacy — in the broader socio-political

context of the United Kingdom. The case study of the CCCS in Birmingham was
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included because as it became the most renowned centre of cultural studies in
the UK, it coincided with the advent of Films Studies as an academic subject,
playing a pivotal role in “putting questions of cultural analysis and cultural
politics at the centre of its politics” (Hall 2010: 187). From a Bourdieuisan
perspective, its closure was not arbitrary but a logical extension of its failure to
accrue sufficient symbolic capital in the struggle for legitimacy in a university
sector that, in the wake of the Thatcher era, continued to adopt neoliberal
market principles. In sharp contrast to the CCCS, the media education subjects,
which originally had a similarly left-leaning political outlook, survived either by
becoming subsumed into educational institutions or by transforming themselves
in line with new priorities of the educational system in the Thatcherite era and
beyond. While in the 1970s Screen was the battleground of massive ideological
rifts and conflicts (Lovell 1972 and Buscome et al. 1976), in the decades to follow
the editors of Screen acquired considerable professional habitus and symbolic
capital (see Table 1). Screen is now the single most influential British journal of
Screen Studies with huge international standing.

Against this socio-historical background, the longitudinal corpus analysis
provoked interesting insights into the internal transformation of the media
education landscape. While the longitudinal analysis corroborated the historical
line of investigation, it also produced unanticipated and surprising information
about significant shifts in media education. In line with Screen’s self-declared
role, the analysis found that its most consistent feature is the study of film and
cinema cultures. However, the disappearance of “1970s Screen Theory” (Kuhn
2009: 5) in the late 1990s was unexpected. Its decline was observed in Screen’s
sustained shift away from the topics of popular culture, feminist film study and

class analysis. It was also surprising to find that the cluster of digital media, art
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film and avant-garde became newly distinctive discussions in Screen after the
millenium. Without the interpretive knowledge of how to differentiate between
different types of change in the data, particular patterns might not have been
discerned as historically distinctive. | have argued that the shift of interest
towards digital media, art film and avant-garde allowed Screen to adjust to the
digital era while bolstering its symbolic capital as a high-end academic journal. By
contrast Convergence adopted the whole scale remit for research into digital
cultures.

Bourdieu’s theory of systemic power informs the historical argument that,
from the 1990s, the wider socio-political context of the post-Thatcherite era and
the increasing marketisation of education pressurised Film Studies to drop its
left-wing credentials and to enhance its academic capital within the field. By
filtering historical knowledge through a theoretical lens and corroborating it with
empirical data, my study provides a set of answers that is firmly grounded in
empirical evidence but framed by theoretical as well as methodological reflec-
tion. The approach to the relationship between systemic power and academic
capital developed here lends itself to future application in other subject areas.

It is obvious that alternative approaches to my field of enquiry are conceiv-
able and would have provided different observations. For example, one could
have selected the Convergence journal from 1995 for the longitudinal study in-
stead of Screen. In all likelihood, a study of Convergence would reveal new
departures and responses to the new digital media cultures as technologies
developed and became widely adopted. Alternatively, a longitudinal analysis of
the Media Literacy Bulletin from 2005 could have illuminated how the United
Kingdom adopted a strong policy position on the role of Media Literacy in society.

As was noted (see Table 13), the presence of Ofcom in the Media Literacy
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Bulletin is a distinguishing characteristic and evidence of a strong interventionist
stance on behalf of the government. A radically different approach would consist
in changing the research scope by varying the basis of question from a non-
hypothetical discovery to testing a hypothesis. For example, one could
hypothesise that educational and pedagogic themes were dropped from the
discursive field of media education after 1970s when Screen Theory became
dominant (Kuhn 2009: 4). In order to approach this hypothesis, the researcher
would need to investigate its legitimacy by tracking the role of education in the
corpus.

If asked to reconsider the research model employed here, | would retain the
model for its empirical rocbustness but balance out the empirical and interpretive
analysis in practice. My commitment to undertaking empirical research was a
direct consequence of Bourdieu’s insistence that the gap between theory and
empiricism needed to be bridged. Corpus analysis is a method that has the
potential to bridge quantitative and qualitative research (Hunston 2002: 3); the
statistical data is only meaningful to the extent that it is filtered through an
interpretive lens. Delany and Landow rightly observe that the use of corpus soft-
ware to processes huge amounts of academic texts to find distinctive patterns at
great speed is a significant advantage in text-based research (Delany and Landow
1992: 13). As my research necessitated the systematic analysis of large amount
of text, corpus analysis promised an efficient tool of undertaking this particular
task. While, as previously observed, corpus analysis was a useful technique, in
practice it gained far greater prominence than | had originally envisaged when
developing a research model that attempted to straddle theory, empiricism and
history. The procedures for data gathering, testing, analysing and the protocols

for verifying and reporting are hugely demanding. By itself corpus analysis is
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useful but a limited method: it can only show what happens but not explain why
change occurs. In other words: it is a research tool that does not engage in the
kind of socio-political arguments about power that are at the very heart of
Bourdieu’s thinking. Corpus analysis can observe but not elucidate the broader
implications of change in language usage that it finds, nor can it analyse the
battles and quality of arguments in a particular field. These are political and
socio-cultural matters that require hermeneutic tools of interpretation. As stated
in Chapter 3, hermeneutics has a long standing in the humanities but it is not a
preferred method in the social sciences. By filtering the corpus findings through
the Bourdieusian lens, my thesis strove to achieve equilibrium between empirical
and theoretical analysis. Chapters 4 to 6 primarily engage with the principles of
corpus analysis on its own terms, even though | have adopted a Bourdieusian
line of interpretation throughout. The challenge for anyone involved in this kind
of research then is how to arrive at the right balance between a demanding and
highly self-reflexive empirical research method on the one hand, and the need
for hermeneutic interpretation on the other. The next section will discuss some
of the other topics that have arisen in the course of my study that would merit
the development of new research studies.

If research is productive, it not only answers its own research agenda but
formulates new questions. Three issues have arisen during my research that
would warrant further enquiry: a first question concerns the type of governance
that Media Literacy represents. Is it merely a top-down process of implementing
government policies that are often driven by a fear of the negative effects of
uncontrolled media access? Or is there evidence that the debate on Media Liter-
acy has emancipated itself from governmental policy by staking out its own field

of enquiry in terms that reflect how people use the internet? Following this line,
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a study could investigate how the European Union and the United States differ in
their respective approaches to media literacy. A second question concerns how
the regulated broadcast media have become de-regulated as a result of the
World Wide Web and whether this enhances democracy as advocates initially
hoped (Berners Lee 1999). Finally, a recurring theme meriting more enquiry is
how the self-regulating market of education has been reconstituted by the
knowledge economy (Slaughter and Rhoades 2004).

A comparison of the policies on media literacy in the European Union and the
United States would need to take account of substantiai differences about the
role of the state in education and in society at large. The core themes for this line
of investigation would need to draw on theories of civil society, democracy and
social communication. A theoretical frame could be based on political theorist
Jirgen Habermas whose philosophical work addresses modern politics of
governance, the public sphere and notion of social co-operation (Habermas
1991). As Cooke explains, “Habermas emphasizes that the motivation of citizens
to live together peacefully in a particular political order cannot be separated
from their view of the justification of the political authority governing that order”
(Cooke: 2007: 224). Research into media literacy and social governance would
involve gathering policy texts and published debates in the EU and the US for a
comparative analysis. However, such a comparison would need to be based on a
socio-political model of citizenship and the public sphere, as exemplified by
Habermas, to produce an informed and engaged analysis of the social effects of
media literacy discourse. The timeliness of such research is underlined by the
fact that, in the period from 2011-2014, the EU has funded a longitudinal
research project on how young people across the EU access the World Wide

Web and participate online (Livingstone 2011). While in the UK the relationship
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between formal education, media technologies and informal media participation
is a topic of debate (Buckingham 2011), in the US the discussion focuses more on
the question of protection from risk versus self-actualisation (Potter 2010; Hobbs
2011). An international comparative analysis within the context of the ongoing
debate about civil society could contribute to enhanced understanding of the
role of public policy in the digital era.

Another line of research concerns the changing role of broadcasting. This re-
search brief would investigate how unregulated open access media has reshaped
regulated professional broadcasting. While audience access to the media is often
tracked through radio phone-in shows (O’Keefe 2006), new uses of the media
such as citizen journalism have emerged that enforce revolutionary change in
the field of broadcasting (Howard et al. 2011). Between the endurance of tradi-
tion and the force of the new there is an underlying change in how producers
invite public participation to shape the media production agenda. To date, little
attention has been paid to how professional broadcasters perceive their role as
media producers in a rapidly transforming media landscape. The question is
whether digital communications are enabling a new type of virtual civic agora
that no longer adheres to the rules of established broadcasters. An approach to
this topic would investigate the historical development of public service
broadcasting and the cultural industries in the 20" century. Topics to be con-
sidered here are the rise of neo-liberal deregulation of broadcasting and the ef-
fects of technological change (Winston 1998; Castells 2000; Hesmondhalgh 2013).
An historical analysis would set the scene for a case study of generational differ-
ences in a broadcast organisation such as the public service broadcaster RTE in
Ireland. Interviews with media professionals about their roles before and after

the digital technologies led to media convergence would result in a ‘memory pro-
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ject’ that could be used to critically evaluate the proclamations in policy docu-
ments and political statements. Georgina Born applied a similar type of research
model to good effect in her investigation of the new managerialism in the BBC
(Born 2005). In this way, the hypothesis that there was a democratic turn in
broadcasting following the widespread adoption of digital communications could
be tested.

A further question has arisen in connection with the knowledge economy.
Bourdieu developed his theory of power prior to the arrival of World Wide Web,
so he could not take account of the unprecedented transformation of the social
sphere through global digital networks. As shown in Chapter 1, the term
knowledge economy captures knowledge generation and disseminaticn in an
environment where established knowledge becomes quickly obsolescent.
According to Olsen and Peters the discourse on the knowledge economy and
globalisation tends to represent education in terms of “an input-output system
which can be reduced to an economic production function” (Olsen and Peters
2005: 324). Their research shows a massive shift in higher education from the
liberal principles of governance of the 1960s towards neoliberal governance
structures now. In line with this, universities in the United Kingdom are held to
account by evaluation systems such as the Research Excellence Framework for
their production of academic capital in return for public investment. Castells
argued that the power flows in global networks transcend and influence nation
states (Castells 2000: 442). According to Bauman, ‘liquid power’ that is beyond
tangible grasp creates instability, unpredictability and disconnection from
responsibility for action (Bauman 2011[1998]: 9).

My study recognises these power shifts in the discussion of the impact of the

knowledge economy on the transformation of media education since the radical
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era of the 1960s. | argued that the idea of the knowledge economy impinged on
the education sector to the extent that it is no longer a self-regulating market in
Bourdieu’s sense. The difference between the 1960s and the early 21°' century is
not simply the increased power of governments within the education system as a
market, but the shift in the traditional form of national governance due to the
influence of global flows. Here a tension or even contradiction emerges: as the
freedom of universities is being further harnessed by policy instruments, national
governments are arguably losing the very sovereignty on which their democratic
power rests. My study thus calls for further research into how the marketisation

and globalisation of education has reshaped education.
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