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Journal of
Literary Education

Editorial

Empirical Research in Reading and Literary
Education

Inmaculada Fajardo. Universitat de Valéncia, Spain
Xavier Minguez-Lépez. Universitat de Valéncia, Spain

Tzina Kalogirou. National and Kapodistrian University of Athens, Greece

The empirical studies on literary education and/or literary reading have often been
situated on the margins of academia. The presumption of literature as an inexhaustible
knowledge has distanced this type of research from the academic sphere, although in

recent decades, novel approaches have emerged that have revitalized the discipline.

The seventh issue of the Journal of Literary Education focuses on 'Empirical Research
in Reading and Literary Education,’ as articulated in its CFP, which posed the challenge
of publishing a set of contributions that not only consider the scientific nature of
literary studies but, even more importantly, they also highlight the need to gather
evidence from actual observation in the classroom about how literature might be read
,taught or appropriated in schools. How and in what ways individual actual readers
reflect on a literary work? How they might shape their interpretations of literature and
how they negotiate meaning? In what ways they -as R.E. Probst in his seminal work

(Probst 2004) points out- discussion is conducted inside the interpretative community
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of the classroom and how individual readers respond to literary texts differently and

at the same time carefully and thoughtfully?

The interest in empirical research in Literary Education arises from the observation of
the relatively low number of publications in disciplines such as Psychology, Linguistics,
or Educational Studies that rigorously examine, from an empirical standpoint, how
individuals read, comprehend, share, and/or enjoy literary works of different genres,
understood in uppercase letters. For instance, in an influential meta-analysis (Delgado
et al., 2018) comparing the effect of reading on paper versus digital reading on reading
comprehension, the authors concluded that there was a clear advantage of paper
reading over digital reading for expository texts and no effect for narrative texts.
However, the authors emphasized the need to expand research with narrative texts
since the majority of studies included in the meta-analysis used expository passages
(14% vs. 67%). In many cases where narrative texts are included in psychological
research, they tend to be short passages extracted from longer works (as in the case
of the Harry Potter series) and/or created ad-hoc by the researchers, ensuring
experimental rigor but possibly limiting the literary authenticity and quality of the texts

(Gémez-Merino et al., 2022; Troyer & Kutas, 2020).

From a philological perspective, however, we find corpus analyses of literary texts or
careful adaptations of classic works of such significance as the Bible or Don Quixote
(see the interesting proposal of the UAM Easy Reading team) for children or adult
learners of second languages or those with reading difficulties, whose impact on
comprehension or learning is not empirically analysed by systematically and
controllably observing the reader from a cognitive or human learning model (Arfé et

al., 2018).

Empirical studies about literary reading cover many areas and methodologies: from
neuropsychological studies on the reception of metaphors (Schnitzer & Pedreira, 2005)
to the measurement of Literary Competence (Minguez-Lopez & Alfonso-Benlliure,
2021), the analysis of the very core of literariness (Miall & Kuiken, 2013; Salgaro, 2015),
and the inclusion of different studies with one point in common: the aim to use
empirical methods and materials to check assumed statements on how to "teach"

literature.
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With this background, the seventh issue of the Journal of Literary Education has sought
to compose a monograph with contributions from disciplinary perspectives
(psychological, developmental, transcultural, cognitive, linguistic, and educational) to
deepen our understanding of literature, literary processes, literary applications, and

the notion of empirical research within the framework of literary education.

In the same vain, this particular focused issue of JLE aims to become a forum for
interdisciplinary research, encouraging researchers, professors, and educators to

exchange knowledge and collaborate in the field of empirical literary research.

We open this issue with the study by Jana Segi Lukavskd and Anezka Kuzmicova on the
inner states of characters in Children’s Literature anthologies and its use in classrooms

in 'Polarised Worlds: Female and Male Inner States in Children’s Reading Anthologies'

Anastassiya Andrianova analyses in ‘Low-stakes reflections on learning as a tool for
teaching theory through children’s books’ the role of children’s literature for teaching

literary theory at the university level.

Panagyota Miké introduce the “Critical Thinking Skills Evaluation Tool” (C.T.S.E.T.) to
assess critical thinking with picturebooks in First grade students in ‘Assessing children’s

critical thinking through the “Critical Thinking Skills Evaluation Tool” (C.T.S.E.T.)".

In 'Understanding and Text Properties: Investigating Readers’ Sense-making
Processes', Leonie Kirchhoff and Judith Glaesser delve into students’ approaches to
difficult texts (Shakespeare sonnets) and the more challenging literary phenomena

they have to confront.

'Innovative Pedagogical Strategies to Motivate Reading in Young People with
Intellectual Disabilities: Presentation of an Experience,' an article written by Vicenta
Avila and Laura Gil, showcases the word-cloud activity as a fruitful way to encourage

reading with intellectual disabilities.

Olle Nordberg and Anna Lyngfelt, in 'The students expect to read non-fiction, so that’s
what they’re set on' — or are they? Educational perspectives on 413 middle school

students’ reading, analyse responses to subjects such as vulnerability and racism and
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the possibilities of literary texts for engaging students in reading and current social

debate.

To conclude the monographic section, Yasemin Yilmaz Yuksek presents Reading
Literary Texts with an Ecocritical Consciousness in the Anthropocene’ where she
guestions the effect of guided reading on students’ comprehension of the reading
material and compares their initial responses to the texts with those given after the

lecture.

The miscellaneous section is opened by Niyati Gangwar with the article ‘Ideological
Engagement in a Colonial Society: A Case Study of Premchand’s Children’s Literature’.
She analyses ideology in works of a popular Indian author as a way to face British

colonialism.

Maretta Sidiropoulou in Reading and Space: Unveiling Dynamic Interactions explores
the ways in which of Greek urban middle-class individuals defined as readers engage
with and navigate social and cultural spaces, emphasizing the agency and creativity in

their reading practices.

Finally, Maria Botella-Martinez and Rebeca Cristina Lopez-Gonzdlez analyse how the
introduction of intercultural cinema as a pedagogical tool enhances students'
communication, cooperative skills, and motivation in 'Intercultural Cinema to Foster

Education for Sustainable Development and Global Citizenship: a Didactic Case Study'.
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Abstract

Experts on literature and pedagogy from a wide range of countries and traditions currently argue for
including literary texts with diverse characters in the curriculum, in order to provide children with
varied reading experiences and foster their outgroup empathy skills. In this article, our aim is
twofold. Firstly, we contribute to the debate in question by examining how the inner states (emotions
and cognition) of female and male characters are portrayed in a purposeful sample of 44 prose
excerpts from Czech Year 3 reading anthologies. Secondly, we present an innovative procedure for
analysing texts that allows for the exploration of a selection of literary texts as individual entities and
at the same time their analysis as an aggregate whole. Our analyses show that female characters’
inner states tend to be underrepresented, especially regarding cognition. While we have not found
significant differences in the overall quality of female characters’ inner states in comparison to their
male counterparts, individual excerpts tend to strongly highlight the inner states of female or male
characters, respectively, thus creating story worlds with a distinct female-vs-male orientation.

Keywords: software-assisted literary analysis, emotion, cognition, gender, reading anthologies

Resumen

Expertos literarios y educativos de diferentes paises y tradiciones argumentan actualmente a favor
de incluir textos literarios con personajes diversos en la ensefianza, con el fin de proporcionar a los
nifios y nifias experiencias de lectura variadas y fomentar sus habilidades de empatia hacia aquellos
que son diferentes a ellos. En este articulo nuestro objetivo es doble. En primer lugar, contribuimos
al debate en cuestion examinando coémo se representan los estados internos (emociones y cognicién)
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de los personajes femeninos y masculinos en una muestra cuidadosamente seleccionada de 44
fragmentos en prosa de antologias de lectura del tercer afio de Educacién Primaria en la Republica
Checa. En segundo lugar, presentamos un procedimiento innovador de analisis de texto que permite
explorar una selecciéon de textos literarios como entidades individuales, pero también su analisis
como un conjunto global. Nuestros analisis muestran que los estados internos de los personajes
femeninos tienden a estar subrepresentados, especialmente en lo que respecta a la cognicién. No
hemos encontrado diferencias significativas en la calidad general de los estados internos de los
personajes femeninos en comparacién con los masculinos; sin embargo, los fragmentos individuales
tienden a resaltar fuertemente los estados internos de personajes femeninos o masculinos
respectivamente, creando asi mundos narrativos distintos centrados en lo femenino o lo masculino.

Palabras clave: andlisis literario asistido por software, emocidn, cognicidn, género, antologias de
lectura.

Resum

Experts literaris i educatius de diferents paisos i tradicions argumenten actualment a favor d’incloure
textos literaris amb personatges diversos en ’ensenyament, amb la finalitat de proporcionar els
infants experiéncies de lectura variades i fomentar les seues habilitats d’empatia cap als que en s6n
diferents. En aquest article el nostre objectiu és doble. En primer lloc, contribuim al debat en qiiestié
tot examinant com es representen els estats interns (emocions i cognici6) dels personatges femenins
i masculins en una mostra acuradament seleccionada de 44 fragments en prosa d’antologies de
lectura del tercer any d’Educacié Primaria a la Republica Txeca. En segon lloc, presentem un
procediment innovador d’analisi de text que permet explorar una seleccié de textos literaris com a
entitats individuals, pero també la seua analisi com un conjunt global. Les nostres analisis mostren
que els estats interns dels personatges femenins tendeixen a estar subrepresentats, especialment en
allo que respecta a la cognicié. No hem trobat diferéncies significatives en la qualitat general dels
estats interns dels personatges femenins en comparacié amb els masculins; tanmateix, els fragments
individuals tendeixen a ressaltar fortament els estats interns de personatges femenins o masculins
respectivament, tot creant aixi mons narratius distints centrats en alld femeni o alld masculi.

Paraules clau: analisi literaria assistida per software, emocio, cognicio, genere, antologies de lectura

1. Introduction

Introducing children to diversity through fictional texts has become one of the imperatives for
literature teachers, librarians, and other practitioners today. Encountering texts with characters
of varied background and gender is supposed to provide different readers with the opportunity
to empathise with characters similar to them (using texts as ‘mirrors’), or enable them to face
new situations and look at them from a different angle (using texts as ‘windows’), and thus
enhance their empathy in the longer term (Bishop, 1990; Kucirkova, 2019). In the last decades,
abundant literature has been published concerning the underrepresentation of specific
character —including female — types in literary texts (Biemmi, 2012; Casey et al., 2021; Crisp and
Hiller, 2011; Hamilton et al., 2006). The data convincingly shows that while girls lack the kind of

reading material that might serve as ‘mirrors’, boys are deprived of certain kinds of ‘windows’.
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We can distinguish between quantitative and qualitative approaches to this issue. The
guantitative approach examines whether there are certain types of characters present in literary
texts (male, female, non-binary), and if so, in what proportions (Clark et al, 2003; Weitzmann et
al., 1972; Kraicer and Piper, 2019). Qualitative approaches look more closely into the context of
character rendition, e.g., with a focus on issues of diversity and/or stereotyping in children's
literature (Forni, 2020) and non-literary texts used in educational settings (Biemmi, 2012). While
guantitative methods may enable us to work with large amounts of text data and help us identify
places of imbalance or observe trends in character representation, they are insufficient in
describing the quality of different voices. Therefore, Clark (2002) calls for the inclusion of more
nuanced, qualitative approaches when addressing the issue. Indeed, quantitative studies have
more recently begun to adopt a more qualitative point of view, asking how certain types of
characters are portrayed in texts, e.g., in terms of their centrality in the story (Casey et al., 2021),
the portrayal of their emotions (Tepper and Cassidy, 1999) or through what stylistic features
they are portrayed (Burke & Coats, 2022).

In this article, we join the debate on the representation of male and female characters in
narratives for children, taking a rather qualitative perspective which is nevertheless informed by
an earlier quantitative study (Authors, 2022). Assuming that, in order for a reader to ‘read the
mind’ of a character and thus stimulate empathy skills, it is necessary that the characteris shown
to think or feel, we examine female and male characters’ inner states (emotions and cognition).
As we demonstrate below, even texts which feature both male and female characters can differ

vastly in the depth and variety of portrayed inner states.

Our purposeful sample of texts (N = 44) consists of narratives included in reading anthologies

(¢itanky): textbooks compiling literary text excerpts of
In this article, we join the

debate on the representation
of male and female authors from different historical periods. These

different lengths, genres, and styles, and by various

characters in narratives for
children, taking a rather
qualitative perspective which

is nevertheless informed by children, starting at a very young age, about quality
an earlier quantitative study.

anthologies are widely used in Czech primary schools

to foster children’s reading skills but also to teach

literary texts. Working with a middle-size, diverse set of
literary texts, we also suggest possible ways of mapping inner state representation while

optimising literary research through software-assisted analysis.

While the results of our text analyses may be of special relevance in educational research and

teaching for diversity, we hope that the description of our intuitive and easily adaptable
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methodology will be of use to researchers beyond the field of education, e.g. literary scholars

conducting targeted studies of edited collections, whether single- or multi-authored.

In the following sections, we first introduce our workflow as well as the benefits and challenges
of software-assisted analysis on the example of our text data. We then present the results of
analysis, focusing on texts in terms of their tendency to inhabit the narratives predominantly
through the emotions and cognitive states of either male or female characters (thus making
them gender-polarised). Finally, to provide another glimpse into the procedure, we include a

case study of two polarised excerpts from our sample.

2. Methodology

The study presented in this article is part of a larger project exploring how characters’ inner
states are represented in Czech reading anthologies for Year 3 pupils. Wishing to grasp the
corpus of 530 text excerpts as a whole while also paying attention to the particular
characteristics of individual texts, we chose to combine ‘distant’ (whole-text, corpus-wide) and
‘close’ (in-text) methods in a two-step approach. This proved fruitful during the first phase of
the project, in which we focused on the presence/absence and potential complexity of inner
states as experienced by characters of four different types: female, male, animal, and other.
Working with all narratives on the whole-text level, we observed striking imbalances in the
representation of male and female characters throughout the corpus. Still, we were able to

interpret and calibrate the findings only after a closer look at each text (Authors, 2022).

The current article describes the process of in-text analysis in the case of 44 individual excerpts
in a purposeful sample of texts. To explain how this sample was created, we must briefly outline
some of the preceding steps. After digitising the anthologies, we selected all texts with narrative
structure. Both authors of the present article then proceeded to read through these texts,
assigning codes in such categories as author, publication period, point of view, and word count.
Trying to get an idea of what the anthologies offer to children in terms of the portrayal of inner
psychological states, we further coded among three different instances (bodily engagement,
emotions, and cognition) as these pertained to four different types of characters (female, male,
animal, and other). For those which did portray such inner states (any of the four instances), we
further discriminated between less and more complex experience dimensions on a binary scale,
with the aim of better understanding the depth with which characters were portrayed. Following
Kukkonen’s (2019) suggestion that character’s active bodily engagement prompts a deeper

sense of reader-character connection, we distinguished between characters who merely
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observe events and those who play a more physically active role in the story. We further
distinguished between primary and secondary emotions (Evans, 2001; Nikolajeva, 2013), trying
to map whether the different types of characters tend to be ascribed basic emotions (such as
fear) or whether they develop more complex emotions (such as guilt). Within cognitive states,
we coded for lower- and higher-order cognition, based on Zunshine’s (2006) concept of levels
of intentionality. Our aim was to find out whether the characters orientate their thoughts strictly
to themselves or whether they employ higher levels of mentalisation skills, such as thinking

about the motivations of others.

In our previous research, cognitive and emotional states proved to vary much more widely
across character types than bodily engagement, hence we established the text sample based on
cognition and emotion. Having previously discovered that longer texts consistently featured
more complex representations of characters’ inner states, we chose only among excerpts above
median word length (490+ words; N = 267). Aiming for a maximally balanced text sample, we
selected 44 texts, corresponding to 16.5% of all longer excerpts. We primarily picked texts that
had been coded as representing both male and female (complex) characters. To ensure the
diversity of the sample, texts were selected from as many anthologies as possible, with diverse
representation in terms of author gender (both male and female), provenance (Czech works and
foreign works in translation), and historical period (19th to 21st century). We further strived to

prioritise texts written by the most frequently represented authors.

Having established our sample, we looked for a tool that would help us identify emotional and
cognitive states in the texts, assign codes to the individual inner-state instances, and explore
potential links between them. With regard to the size of our text sample, we opted for software-
assisted annotation, namely Atlas.ti 8. Our choice was informed by rather general comparisons
of the software options such as Paulus and Lester (2020), as well as Kimmel (2008, 2012), whose
articles based on Atlas.ti annotation blazed the trail for software-assisted work in literary
studies. To date, software-assisted analysis remains somewhat neglected in this field and is
mainly limited to the thematic analysis of reader response (Swann and Allington, 2009;
Fernandez-Quintanilla, 2020). Atlas.ti was chosen since it provides an intuitive user interface,
visual aids useful for analysis (e.g. colour-coding — see Figures below), and flexible solutions for
the coding procedure, such as grouping and re-grouping of the individual codes. It also offers
features for easily sharing and exporting data into formats suitable for simple quantitative
analysis, as well as communicating with other researchers within the scope of the software, all

of which proved to be an added convenience for collaborative work.
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Jana Segi Lukavska & Anezka Kuzmicova

Setting up the project in Atlas.ti, we uploaded all excerpts in .txt format and then created a
separate Document group — our text sample. During the preparation phase, we carefully
considered what types of codes, and at what level of abstraction, to select for in relation to our
objectives, being aware that code selection represents the first phase of interpretation. After
this preparatory work, we proceeded to a recursive process of reading the texts, creating
quotations (i.e. text highlights available for later retrieval and analysis), and evaluating the
interim progress. We read and re-read the individual texts multiple times, on the suggestion of
Kimmel (2012), who argues that the time spent on repeated multiphase reading is compensated
by improved workflow and methodological precision. Each new reading compelled us to
consider the data in a slightly new light, and thus re-evaluate the established quotations and

codes assigned to them.

Starting with the annotation procedure, we built upon previous research and coded for inner
states (emotions and cognition) on two levels of complexity (lower- and higher-order cognition,
primary and secondary emotions) as well as differentiating between four types of characters
(male, female, animal, other). Recording all emotional/cognitive instances, we aimed to get a
nuanced, in-depth understanding of the quality of the depicted cognitive and emotional states,
but also a more precise idea of the respective centrality of different character types or even
individual characters. We define ‘emotional/cognitive instance’ as the depiction of a specific
emotional or cognitive state, no matter how extensive as measured in word count. Let us

consider Fig. 1 as an example:

r = emo M implied
The boy hides his face, bends down and crams his books 2. ©emoMin body
headlong into his bag. 2 < emoM2
i 4§
"Wait," I pull out my tissue| The boy blows his nose and ¢ O cog M2
finally looks at me.
“Did those guys do something to you?” | ask. ¥ O cog M1
"Yeah," says the boy. "They took my money."
[whistle. “Wooooow.” 1 ©emoMimplied # < emo M in body
| | = ©emoMl ©
paraverbal

Figure 1. Passage from the excerpt A Bullied Boy by Alena Jezkova in Document manager. The left
side shows the literary excerpt with marked borders between the individual quotations. The right
side panel captures the codes assigned to the quotations.

In Fig. 1, the text indicates through multiple means that the bullied boy might feel ashamed,

vulnerable, humiliated, or sad: he avoids eye contact (EMO M IN BODY) and rushes away from
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his saviour, the first-person narrator. The whole first sentence is nevertheless tagged as a single
emotional instance, representing one (however complex) emotional state (EMO M2), ‘M’
signifying the character’s male gender and ‘2’ the level of the respective instance (secondary
emotion). The implicitness/explicitness (EMO M IMPLIED) of inner states was another dimension
we coded for, since empirical data suggest that this makes a difference in children’s reception

of texts and their potential development of empathy (Peskin and Astington, 2004).

Later in the excerpt, the narrator expresses astonishment in two different ways: first when he
whistles, and later, with a prolonged interjection. Again, we understand such cases as only one
instance of EMO M1 (primary emotion experienced by a male character). Yet we further
differentiate on another level between the various ways an excerpt may express emotions, e.g.

coding the narrator’s whistling as EMO M IN BODY.

In fact the embodiment of inner states is one of the key dimensions we decided to consider in
the annotation. We presumed bodily experience would represent one of the important qualities
of characters’ inner states, and wanted to examine whether embodiment differed between male
and female characters, as research suggests (Cermakova and Mahlberg, 2022). Our preliminary
examination of the texts also indicated that characters’ bodies play a crucial role in manifesting
various inner states, especially implicit ones. Coding bodily expressions as emotional instances,

we relied on general works on non-verbal communication (Argyle, 2013; Givens, 2002).

During the process of reading, we came up with several additional codes on an ad hoc basis.
Proceeding bottom-up, we tried to grasp recurring situations portraying inner states that either
escaped other code dimensions or represented a specific case of a repeatedly occurring inner
state. As an example of the former, we created the code NARRATOR. We used this code to
capture passages in which a non-personal (typically intrusive) narrator manifests inner states.
With regard to the latter, we created the PARAVERBAL code (see Fig. 1) for marking those
passages in which a character expresses emotion through the volume, speed, or voice pitch. to

check for potential differences between male and female characters.

The partly inductive nature of our procedure resulted in some dead ends. For instance, during
the initial annotation phase, it seemed important to differentiate between the ANTICIPATION of
future events and active PLANNING. We therefore created two separate codes to grasp this
difference. However, after going through the entire sample, these two codes turned out quite
often to be barely discernible, compelling us to merge the two codes into one (ANTICIPATION;
see Fig. 5 to find an example of PLANNING replaced with ANTICIPATION). Working with a diverse

sample of texts, representing a great diversity of styles, such situations are inevitable. What
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appears as crucial in one text is often completely absent in others. We ended up with 52 codes

in total — a relatively low number (cf. Friese, 2019), but one that was sufficient for our purposes.

The annotation process presented various challenges. Especially when tracking for emotions, it
is difficult to decide whether a passage captures a single complex emotional instance or several
separate instances, or else, in cases of implicitly expressed emotions, whether a passage
portrays any emotion at all (cf. ‘the boy [...] finally looks at me’ in Fig. 1 which may indicate the
emergence of positive emotions between the two characters). In cases of doubt, Comments in
Atlas.ti provided a good tool to tag the ambiguous cases that we wanted to return to later, for
further discussion and assessment (using Memos). The two examples of emotional instances
illustrated by Fig. 1 above also indicate another of the challenges we faced. The implied
emotions are often depicted in an ambiguous way, making it difficult to draw a line between
primary and secondary emotions. While whistling might be considered a conventional way to
describe astonishment (a primary emotion), avoiding eye contact may refer to various emotions,
primary (e.g. sadness, fear) and secondary (e.g. feelings of humiliation, shame). For instances

like this, it was usually possible to differentiate by looking at the wider context.

With quotations, we have given significant thought to the ideal length at which to tag segments
of text, especially in the case of authors who tend towards repetition (e.g. David Walliams), often
yielding paragraph-length sections conveying a single inner-state instance. In such cases, we
tried to stay flexible, tagging the passages in full to include all relevant data, and stratifying

segments, when needed, by assigning new codes from other semantic domains.

We continually carried out qualitative data processing directly in Atlas.ti, making use of the
Query Tool, Code-Document Table, and Code Co-occurrence Table. The Query Tool provided an
efficient way to show the links (‘proximity’) of various codes while applying particular (e.g.
Boolean) operators, and also made searches for particular examples, where necessary,
exceedingly simple (in the case, for example, of exploring quotations representing male
characters crying, or characters experiencing an emotional and cognitive state at the same

time).

To examine the frequency of selected codes and code groups in the sample as a whole, and
especially in various subsamples, the Code-Document Table was particularly valuable. Table 1
shows an example of a subsample, comprising information about two texts we analyse in the
Case studies section of this article. A look at the Code-Document Table enables a quick
intratextual comparison of the differences between representations of male and female
emotional/cognitive instances, and an intertextual comparison of the number of quotations

linked to the selected code groups.
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[C] Document Manager E@ Code-Document Table

Search Codes > =284: NNOT Biezin... | [343: NPO7 Lindgren...
Name ‘ 37 @ 31

anticipation -

- 3 cognition F 2 [ 261 4 12

O appel

O cognition 1 . cognition M 2 ()4s3 18 4

L spiiond A emotion F 4 @216 g 1

O cognition 1 F

Od cognition 1 M <. emotion M 4 (w334 9 7

[l cognition 1 O Totals 36 34

1 coanition 2

Table 1. Code-Document table in Atlas.ti capturing the number of male (M) and female (F)
emotional and cognitive instances in A Boy and His Dog (284: NNO1) and Pippi Longstocking (343:
NP07).

Furthermore, by clicking on the respective fields of the Atlas.ti Code-Document Table, we were
able to display the underlying quotations and get a synchronous view of the different inner
states depicted in sample texts. Conversely, by clicking on a quotation, we could enter the
Documents section to see the respective quotation in its context. In this sense, it is possible to
work with the text in a manner similar to traditional literary analysis, but with the help of a digital
tool that allows for quicker orientation in a given excerpt, so that one may readily find passages
with a higher density of coded instances, or to distinguish between them based on colour coding,

as shown in the Figures below.

The Code Co-occurrence Tables show the proximity of selected codes, i.e. how frequently some
codes co-occur, as expressed by the c-coefficient (co-occurrence coefficient). This tool thus
enables an efficient comparison of the strength of relationships between selected codes —
considering the nature of our research, very often in gender-specific sets (cf. Table 2 in the

Results section below).

Additionally, to run quantitative procedures, we converted the data capturing the numbers of
types of emotional/cognitive instances acquired through Code-Document Tables into Excel
sheets, creating an extended version of our tables used in the previous, whole-text study
(Authors, 2022), and in this way facilitating comparisons of the data obtained during the two
consecutive steps. Then, we processed the data by applying basic descriptive statistics. Having
analysed the results obtained through quantitative procedures, we came back to the software-
assisted analysis, searching for meaningful ways to interpret data using the tools mentioned

above.
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3. Results

In this section, we first present the results obtained through quantitative analysis, followed by
the results of our qualitative analysis of the emotional and cognitive states of male and female
characters. With the quantitative approach, we examined the quantity of emotional/cognitive
instances in the entire sample, with an eye to the results of our effort to gather texts which

include both complex male and female characters.

In spite of this effort, our annotation procedure showed that female characters were portrayed
with fewer emotional and cognitive instances in the text sample as a whole. In brief, we were
able to identify significantly fewer female cognitive and emotional instances (N = 480) than those
associated with their male counterparts (N = 790). This disproportion manifests itself across

different types of instances (lower- and higher-order, implicit, and explicit).

Based on our sample, we calculate 1.5x more male (N = 332) than female (N = 219) emotional
instances. With respect to the portrayal of

cognitive processes, the gender gap is We were able to identify significantly
fewer female cognitive and emotional
instances (N = 480) than those associated
male (N = 458) than female (N = 261) with their male counterparts (N = 790).
This disproportion manifests itself across
different types of instances (lower- and
seem to mirror the results previously higher-order, implicit, and explicit).

reported in Authors, 2022, which finds

even more pronounced, with 1.75x more

cognitive instances. These disproportions

that, from a corpus-wide and whole-text sampling of the same literary anthologies, female

characters’ inner states are underrepresented in comparison to their male counterparts.

Zooming in on individual excerpts from our sample, we often find that one gender dominates
with respect to the number of emotional and cognitive instances. The number of these instances
typically skews towards one gender or the other at ratios ranging widely from 0.02 to 12.5. These
ratios seem to reflect the amount of attention paid to certain types of characters (cf. Woloch,
2003). In the most disproportionate texts, a male protagonist (or a group of boys) was
accompanied by a lone and less significant female character (typically a mother or teacher), or
else, conversely, a leading female character or characters by a male character. In this article, we
use the term ‘gender-polarised’ to refer to those texts which show a significant disproportion in
terms of the number of male and female inner-state instances. We mean this strictly with
respect to the disproportionate representation of emotional/cognitive instances in the portrayal
of male and female characters in individual texts; our use of the term polarisation should not be
confused with ‘gender polarisation’ as described by Bem (1993), i.e. the tendency to describe

femininity and masculinity as opposites.
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Notably, all but four texts from our sample turned out to be gender-polarised. In the four
exceptions, the ratio of female to male instances ranged between 0.7 and 1.3, showing the
scarcity of texts in which male and female characters are portrayed with roughly the same depth
and variety of inner states. Such texts, furthermore, tend to feature characters appearing in
gender-opposite pairs (emperor and empress, sister and brother). Yet even in these exceptions,
where the number of experiential instances is more balanced, there are considerable
differences in the way female and male characters are portrayed. Female characters are
depicted as predominantly emotional (58% of all female instances); this is not the case, however,

with their male counterparts (46% of all male instances).

Of the 40 polarised texts, 13 are female-centred and 27 male-centred. Quantitative analysis
shows that the female-centred group as a whole tends to depict the emotional and cognitive
states of female and male characters with more balance overall: the emotional instances in this
group account for 40% of all female instances and 41% of all male instances. In the male-centred
group, by contrast, descriptions of the emotional state of female characters make up 52% of all
instances, in comparison to 42% in the case of their male counterparts. This shows that the ratio
of male emotional and cognitive instances remains roughly the same throughout the sample,
with male characters being more ‘rational’ than ‘emotional’. The portrayal of female characters,
on the other hand, tends to vary more widely between emotional or cognitive instances.
However, with the exception of the female-centred group, female characters tend to be

portrayed through their emotions more frequently than through their cognitive states.

Examining cognitive instances in terms of their complexity throughout the whole sample, lower-
order cognitive instances are portrayed 1.7x more frequently than higher-order ones. The
explanation seems obvious: characters more frequently think about their own situation, without
considering the inner states of other characters. Higher-order cognitive instances typically
appear later in a narrative, as lower-order instances build and characters’ perspectives shift from
their own experiences to those of others (cf. Figures in the ‘Case Studies’ section below).
Notably, the difference between the disproportion of lower-order to higher-order cognitive
instances in female characters is less pronounced than in their male counterparts: the ratio
(lower-to higher-order) for female characters is 1.4; with male characters it is 1.9. Two mutually

non-exclusive explanations can be applied to this observation.

Firstly, in several female-centred texts where female higher-order cognition instances dominate,
female characters are featured in realistic settings (such as school), describing everyday social
challenges, and interpreting the feelings of others. By contrast, in the case of male-centred texts

which portray male characters in similarly realistic settings and with a similarly high number of
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cognitive instances, this portrayal tends to involve little adventures or harmless mischief,
focusing on plot rather than relationships among characters. Secondly, looking at those texts in
which the portrayal of lower-order cognitive states is most disproportionate, we found several
excerpts in our sample of male-centred adventures in which a male (boy) protagonist or
protagonists are entirely absorbed in the present moment, without a thought for anything or

anybody else; we found no examples of the adventure genre among the female-centred texts.

The prominent orientation of female characters towards others in the whole corpus is also
indicated in a corpus linguistic study by HejniSova, 2022. Carried out on selected verbs of
thinking (for example, to know), what this study shows is that female characters are more
frequently portrayed than their male counterparts as possessing knowledge about others. This
can be interpreted as one of the indications that female characters are stereotyped as more
caring and nurturing (Hamilton et al., 2006), and thus more prone to thinking about the needs

of others.

Turning now to emotions, we found that primary emotional instances are portrayed 2x more
frequently than secondary emotions. Similarly to higher-order cognitive instances, we observe
that secondary emotions tend to occur later in a narrative, as a kind of superstructure developed
while the characters gain depth. Analysis shows that female characters are portrayed with 2,5x
more primary emotional instances than secondary ones. By comparison, male characters’
primary emotional instances appear only 1,8x more frequently than secondary emotions.
Notably, a higher ratio of female primary emotional instances in comparison to secondary
emotional instances is depicted in female-centred texts. In this subsample, female characters
are portrayed with 3,6x more primary emotions than secondary emotions. Looking more closely
at the subsample, the highest ratio of primary emotions to secondary emotions appears in texts
that are exceedingly rich in cognitive instances. Presumably, female protagonists in these texts
are more likely to consider the thoughts and emotions of others than to experience complex

emotions themselves.

In the last paragraphs of this section, we dispense with the quantitative study of polarised texts
to take a closer look at the individual portrayal of female and male characters, with an eye to
the quality of various cognitive and emotional codes. To grasp the specific qualities of male and
female emotional/cognitive states, we focus on three distinct qualities: complexity (which we
already commented on above), embodiment, and implicitness/explicitness. From this
perspective, the differences in the portrayal of emotional and cognitive states for female and

male characters proved to be generally subtle throughout our sample. In the next paragraphs,
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we present some (though not all) of the differences found during the processing of the data with

Atlas.ti tools.

Firstly, let us have a look at the most frequent types of codes describing cognitive instances:
ANTICIPATION, REMEMBERING, and SPECULATION, see Table 2. When first processing our
sample, we assumed that the portrayal of male characters would emphasize their thoughts
about past and future, and speculation about various possibilities, while the portrayal of their
female counterparts would emphasize a tendency to ‘live in the moment’. However, this
assumption was confirmed only in part. Considering the relative frequencies given by the c-
coefficient (where 0 means the two given codes never co-occur and 1 means they always co-
occur), male characters do tend to speculate more often — and, concurrently, to anticipate

others’ mental states or reactions more often — than their female counterparts.

cognition 1 F cognition 1M cognition 2 F cognition 2 M
anticipation ~ ("2) 153 39 (0,15) 62 (0,16) 7 (0,03) 20 (0,07)
rememberi... ("4) 35 10 (0,06) 19 (0,06) 1(0,01)
speculation  (2) 35 5 (0,03) 22 (007) 4(0,02)

Table 2. A Code co-occurrence table of the most frequent types of cognitive instances.

Table 2 shows ANTICIPATION, REMEMBERING, and SPECULATION co-occurrence between male
(M) and female (F) lower- (1) and higher-level (2) cognitive instances. Grey numbers show the
code’s groundedness (the overall code frequency). The quantitative frequency of co-occurrence
of the two codes are shown in bold. Numbers in brackets show the c- coefficient. The yellow dot
marks cases where the relationship might be significant but the c-coefficient is very small, due

to the fact that it is distorted by very big differences in code frequencies.

In metaphorical descriptions of embodied cognitive states (METAPHOR), narratives draw for the
most part on conventionalised metaphors. In the portrayal of male characters, thoughts about
past and future are expressly located in the character’s head (‘a memory lingered in his head’;
‘the most romantic plans raced through his head’), and rational behaviour is described in terms
of body temperature (‘he kept his mind cold’). In the portrayal of female characters, metaphors
and embodied cognition usually signal some degree of uncertainty: the character ‘did not

believe her ears’ or ‘did not trust [somebody] half an inch’. On the one hand, the low
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groundedness of these codes prevents us from generalising differences in the portrayal of male
and female characters. On the other hand, these results might help to trace text features for

analysis in future research.

While there were no significant differences in terms of the types of emotions retrieved, there
were subtle differences in frequency — and one difference in frequency that was not so subtle.
Even though male characters experienced primary emotions (EMO M1) only 1.33x more often
than their female counterparts, they experienced fear (FEAR) 2.5x more often. Moreover, while
female characters’ fear was conveyed with such expressive terms as ‘dread’ and ‘terror’ (hriza,
dés), the tendency for male characters was to convey this feeling more neutrally as ‘fear’ (strach;

cf. Cervena et al., 2006).

However, in the portrayal of male characters, fear was also the emotion most often described
by means of metaphorical expressions (METAPHOR), namely the urge to move (‘he took to his
heels’), or — more frequently — the inability to move (‘he looked frozen/stock-still’), and
sensations of cold (‘the blood in his veins ran cold’; ‘shivers down his spine’, ‘heart shivering
with fear’). Also frequent are metaphors referring to human internal organs (‘heart in his
throat’). With female characters, by contrast, metaphorical descriptions of fear tend to relate to
the colour of skin (‘she turned pale as chalk’), and not the inside of the body. It can be argued
that the experience of fear as it is portrayed in the case of male characters is either milder than

with their female counterparts, or else it is implied through various bodily states.

To further investigate the various forms by which emotions are expressed through the body, we
chose a relatively frequent code: CRY. In our text sample, the code appears 6 times in female
characters and 7 times in male characters, suggesting there is only a slight difference in the
relative frequency of the code between male and female characters (appearing with slightly
higher frequency for female characters). Examining the relevant quotations, an interesting
difference emerges: while crying among male characters is predominantly described by the
words brecet and brekot, which are colloquial and expressive, the crying of female characters is
described — with one exception — by the more neutral plakat (cf. Cervend et al., 2006; Machalek,
2019). This suggests that crying for male characters is more symptomatic than for their female
counterparts. Other comparisons of the portrayal of emotions among male and female

characters, especially as this involves parts of the body, reveal more similarities than differences.

To sum up our findings: in spite of annotating those texts which portray complex male and
female characters, we find striking disproportions in our sample between the number of female

cognitive and emotional instances with comparison to that of their male counterparts.
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Furthermore, we observe a tendency to emphasise the emotional and cognitive instances of

only one gender, the texts thus
We observe a tendency to emphasise the
emotional and cognitive instances of only one
gender, the texts thus creating distinctively and female-centred story worlds. By
male-centred and female-centred story
worlds. By contrast, looking at the quality of
cognitive and emotional instances,
differences in the portrayal of male and differences in the portrayal of male
female characters is relatively unpronounced.

creating distinctively male-centred

contrast, looking at the quality of

cognitive and emotional instances,

and female characters is relatively
unpronounced. However, the diverse
nature of our text sample and low representation of female inner-state instances leads us to
conclude that without a larger data set all comparison between female- and male-related codes

remains tentative.

4. Case Studies

To provide nuanced examples of predominantly male- and female-centred narratives while
continuing to tap the potential of software-assisted analysis, we will now move on to two case
studies. Each of the following excerpts was written by a prolific female author: Astrid Lindgren
and Ivona Bfezinova, respectively. Both authors appeared among the top four positions in our
full corpus (N = 530) in terms of frequency (Authors, 2022). Astrid Lindgren is a globally famous
writer (and her Pippi Longstocking series a venerated classic); Ivona Bfezinova is a contemporary
Czech author, whose books have been translated into English, Spanish, and Polish. Both authors
show considerable disproportion between male and female characters with regard to the
portrayal of their inner states. However, while Lindgren’s Pippi Longstocking favours the
portrayal of female inner states, Bfezinovd’s A Boy and His Dog includes predominantly male

cognitive and emotional instances.

The excerpt from A Boy and His Dog tells the story of nine-year-old boy Julin who suffers from a
progressive disease that compels him to use a wheelchair. As argued in Authors, 2022, while the
excerpt portrays complex cognitive and emotional states on the part of both male and female
characters, female cognitive and emotional states are not nearly as rich as that of their male

counterparts.

The annotation shows that male characters experience three times as many inner-state
instances as female characters do (see Table 1 above), with the disproportion especially
pronounced in the portrayal of cognitive states. While male characters are depicted primarily
through cognitive processes, even in those passages which deal with emotionally challenging

situations (18 cognitive instances compared to 8 emotional instances), female characters
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experience more emotions (5 instances) than cognitive states (4 instances). This disproportion
cannot be straightforwardly explained with reference to the different numbers of male and
female characters: in the excerpt, two boys (Julin, Mirek) and two girls (Dana, II¢a) appear, with
a brief appearance of Julin’s father and mother. Let us illustrate the gender-polarisation of the
text with the following passages. (Examples from A Boy and His Dog have been translated from

the original Czech into English by the authors of this study.)

“Wow, cool wheels,” Mirek whistled admiringlzl as Julin entered the locker ™ | & emo M in body
room. "[wouldn’t mind having one of those too.” emo M1 N | & cog M1
paraverbal :
“You're such an idiot,” Dana shouted at himJ ’TJ%IHI‘I has a wheelchair because ™ | OemoFinbody | 2| < cogFl
he doesn't have legs.” emo F1 =
paraverbal E

“I do have legs,” Julin said.
“Yeah, he does,” Mirek stood beside Julin,[staring at Dana contemptuously. i | & emo M in body

: emo M2
“In fact, you don't have a head. Or if you do, it's totally emptjl" | & cog M2

: emo M implied

-] emo M2
“Mirek, would you mind helping me with the zipper?” Julin asked in a soft
voice. He didn't want Dana to think he didn't have hands or something. She N | ©cog M2
was capable of anything. =

Figure 2. A passage from the excerpt A Boy and His Dog in Document manager.

In Fig. 2, a passage taken from the middle of the excerpt, Dana, the first female character
appears and initiates the first conflict in the story. Her appearance is easily traceable through
the colour of the codes in the right panel. Her intentions and motivations are not obvious to the
reader, yet it is made clear that she stands in opposition to Mirek, Julin’s friend. Dana’s distance
from both male characters is demonstrated paraverbally, namely through her shouting, while

Mirek supports Julin not just by admiring his whistling but also by drawing closer to him.

Characterised by just one lower-order cognitive instance and one primary emotion, Dana
remains a flat character, while Mirek and Julin are more extensively developed by comparison.
Reading each other’s minds, Julin and Mirek forge a bond of friendship, while Dana becomes an
outsider in the situation —indeed, an object of Julin’s thoughts who ceases herself to experience

any further inner states.
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fC’'mon, so many textbooks and exercise books on the ® <& emo Fimplied
first day,” ll¢a sighedJas they prepared to head home :~  © emo Fin body
after class. "Who's going to carry them? A camel?" emo F1
paraverbal
[1'll take them, if you like," Julin offerecﬂ "Just put your W & cog M2
backpack by mine."
lI¢a nodded enthusiasﬁcaw and[glanced at Dana to @ OemoFinbody & < cogF2
see if she was watching. She was definitely jealous. emo F1 e <emoF2

Figure 3. A passage from the excerpt A Boy and His Dog in Document manager.

In Fig. 3, a second female character, lI¢a, enters the scene. Unlike Dana, she is portrayed with a
higher-order cognitive instance and a secondary emotion. Notably, these thoughts and feelings
are directed towards Dana. Even though we are given to understand, that she is a friend of Julin,
in the passage where we get direct access to her motivations, she relates herself to Dana, while
male characters are portrayed as developing implicit commonalities in a kind of ‘boys’ club’.
Moreover, while male relationships are depicted as cooperative, the female relationship tends

to be competitive.

To sum up, gender imbalance is manifested not just in the male-to-female ratio of inner states,
but also in the quality and variety of these inner states and character relations these inner states

express.

However, we found a rather unique case in the excerpt of a female-centred text — Pippi
Longstocking — where the disproportion between male and female inner-state instances did not,
in fact, entail a stereotyping of the male character. In this excerpt, female characters are
ascribed approximately 2x more inner states than their male counterparts (cf. Table 1 above).
Nonetheless, as we would like to show in the two figures below, male and female characters are
portrayed in the same depth, in spite of this disproportion in the number of emotional/cognitive

instances.

For the purposes of this article, the figures below refer to an English translation of Pippi

Longstocking by Tiina Nunally (Lindgren, 2007).
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Fommy and Annika would always cast a longing glance % | & emo F in body
at Villa Villekuwa &s they plodded off to schouJI They = | & emoF1 & | < emo F implied 2| <¢emoFl
would much rather have gone over to play with Pippi} [ emo M in body emo F in body | < emoM1 @ | & cog F1
Rt least if Pippi went to school too,|things would have o] emo F1 @ | & emo Fimplied Z O cogM1
been better. emo M implied emo F2 B & speculation
emo M in body emo M implied S:
"Just think how much fun we could have together emo M1 ] 2
when we walked home from school," said Tommy. E
[1°
"Yes, and on the way there too," Annika added. g
The more they thought about_if, fhe sadder it seemed 2| O cog F1 2 | CemoFl :
to them that Pippi didn't go to school| Finally fhey cog M1 | ©emo M1 & | © anticipation
decided to try to convince her to start. 5 [©cogF1
: cog M1

Figure 4. A passage from the excerpt Pippi Longstocking in Document manager.

While walking to school, Tommy and Annika experience a wide variety of emotions and cognitive
states, conveying that they would both rather spend time playing with Pippi. The feeling leads
them to imagine how much better it would be if Pippi joined them in school. Sharing the fantasy
with each other and becoming more absorbed in it, their sadness grows. Finally they come to
the conclusion that they have to persuade Pippi to join them, gradually turning their attention

from themselves to Pippi.

Later, Tommy and Annika try to lure Pippi into coming to school by emphasising its appealing
aspects. However, seeing that Pippi does not respond to these efforts, they change their tactics

to what they imagine to be a more effective approach.

"You have no idea what a nice teacher we have," Tommy slyly told Pippi one afternoon [...]. 2 ©cogM2
| o trick
fif you only knew how much fun itis at school," Annika assured her. [I'd go crazy if | weren't allowed to go." % & cogF2 & | & emo F implied
E trick 4 emo F1
Pippi [...] didn't say a word, just wiggled her toes for a moment so that the water splashed all around.
"You don't really have to be there very long," Tommy went on. "Only till two o'clock.”
"That's right, and then you get Christmas vacation and Easter vacation and summer vacation," said Annika.
Pippi it her big toe as she gave this some thoughtj but she still didn't say a word. All of a sudden[she 2 GemoFinbody | & ©cogFl
seemed to make up her mind. [...] z
"It's not fair," said Pippi sternly, fiot paying any attentiorﬂto [Mr. Nilsson's comp\aintﬂabout his wet pants. o ScogFl S O emoAl
fit's absolutely not fairl [ don'tintend to put up with this!" @ | OcogFl % ©cogFl
. 5 : emo F2 : emo F implied
fWith what?" asked Tommy. a0 Fl 2 cog M1
fin four months it will be Christmas, and then you'll have a holiday. But what about me? What do | get?" 2 | © anticipation @ < emo F in body
Pippi sounded sadj"No Christmas vacation, not even a little Christmas vacaﬁor}"l?he complained_.l ° O cogF1 £ ©emoFl o | ©emoF1
] ¢ ' ¢ " a bal
1—Someth|ng has to change. Tomorrow I'm going to start school. : cog F1 paraverba
fommy and Annika clapped their hands with glee. 2  ©emoF in body
i emo F1
emo M in body
emo M1

Figure 5. A passage from the excerpt Pippi Longstocking in Document manager

In their efforts to convince Pippi to join them in school, Tommy and Annika come to adapt their
assumptions about what makes a strong argument, particularly for Pippi. Trying to read Pippi’s

mind, they stop praising school and point out instead that one does not have to stay very long

Journal of Literary Education n.7, 2023 / ISSN 2659-3149 23



Polarised Worlds: Female and Male Inner States in Children’s Reading Anthologies

each day, and that there are various vacations. Pippi accepts this absurd reasoning, expressing
outrage that, not going to school, she does not get any vacations. Afterward, just like Tommy
and Annika before her, she goes from frustration to decisive action. While Tommy and Annika

achieve their goal, readers will understand the underlying irony.

Looking at these two passages, we can identify several factors which make this excerpt relatively
gender-balanced, albeit disproportionate in terms of the number of annotated
emotional/cognitive instances. One important factor may be the distribution of the
protagonists’ roles. Pippi’s utterances (and later in the story the teacher’s) are a main factor in
the numerical dominance of female emotional and cognitive instances in the anthology excerpt
as a whole. However, Tommy is certainly not depicted as a flat character. His representation as
someone who transforms his thoughts, wishes, and various feelings into a plan for changing
Pippi’s attitude toward school, clearly conveys an ability to recognise his own emotional needs
while simultaneously think about the needs of others. Finally, the excerpt shows his agency: his

determination to act on his thoughts and feelings.

Even more importantly, in this excerpt, Tommy and Annika share a common goal, joining forces
to achieve the desired result, which seems to make their similarities more relevant than their
differences. This sharing of inner states is clearly manifested in the Document manager mode in
Atlas.ti, with the same types of codes appearing side by side in male and female characters.
Moreover, the portrayal of inner states as experienced by Tommy and Annika also develop along
the same path; their primary emotions evolve into secondary emotions, and their speculations
turn into higher-level attempts to manipulate Pippi by adapting to her responses. In Figs. 4 and
5, this is manifested in the sequence of codes that appear in the right panel of the Document

manager.

5. Conclusion

Over the past decades, researchers from various fields have argued that the
underrepresentation of certain types of characters in literary and curricular texts can negatively
impact children’s socialisation and self-image. Therefore, they call for maximum character
diversity in children’s reading (Adam and Harper, 2021; Bishop, 1990; Kucirkova, 2019).
However, we argue that the sheer number of male and female characters is not a sufficient
criterion in selecting texts for use in educational settings; it is critical that all categories are

represented by full-fledged, round characters.

In this article, we examined the ways female and male characters’ emotional and cognitive

states are portrayed in children’s reading anthologies, while developing an innovative text-
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analytical, software-assisted approach. We annotated the data of 44 narrative excerpts, focusing
on different types of emotional/cognitive instances primarily in terms of their complexity,
explicitness/implicitness, and  embodiment.  Our  analysis  demonstrated the
underrepresentation of female inner states in the selected reading anthologies, and this in spite
of a purposeful sample of excerpts in which both male and female characters are portrayed as

complex. The low number of cognitive instances in female characters is especially striking.

When Forni (2020, p. 65) takes up the issue of female character representation in literary texts,
she argues that from a quantitative viewpoint, ‘relevant’ (active, developed) female characters
tend to be underrepresented in children’s books, but also that ‘from a qualitative point of view,
boys and girls are described as opposite extremes with fixed, standard identities that cannot be
confused or mixed. For instance, male and female characters are characterised by different
adjectives and personalities, different career opportunities, different spaces where they act’
(italics ours). As we have shown here, our data confirms the lack of ‘relevant’ female characters,
assuming that a character must be portrayed as experiencing a variety of emotional and
cognitive states to be relevant to (young) readers, who might use these inner states as a

foundation on which to build their empathy skills.

However, our data also demonstrates relatively little difference between male and female
characters in the types of emotional and cognitive states they experience, or the ways they
embody them. The notion of ‘different spaces’ in the context of our study refers rather to the
various mutually isolated texts that male and female characters occupy: that is, the respective
numbers of male and female inner-state instances in texts revealed that most excerpts were
either strongly female- or male-centred. Teachers and other practitioners working with children
should consider not just whether they select texts with full-fledged male and female characters
in similar proportions. Ideally, they should pay attention to whether the texts show male and

female characters as sharing the same (text) world.

Across all our text subsamples (male-centred, female-centred and balanced), we found that the
ratio of male characters’ emotional to cognitive instances remains approximately the same, and
that the inner life of male characters tends to be portrayed more frequently by cognitive than
emotional instances. The portrayal of female characters, by comparison, tends to vary across
the subsamples. However, with the exception of female-centred texts, female characters are
depicted more frequently through emotional than cognitive instances, which suggests that the
female characters in our sample may be perceived as more ‘emotional’ and less ‘rational’ than

their male counterparts and may reinforce the stereotype of women as more emotional than
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men (Nesbitt and Penn, 2000). Notably, genre seems to play an important role in this, which

may serve as a useful cue when pre-selecting texts for educational use.

At the same time, as we demonstrated in our case studies, quantitative analysis of inner-state
instances should be supplemented by careful observation and interpretation in the context of
individual texts. In our case studies, A Boy and His Dog served as an example of a gender-
polarised text in which the disproportion in the number of inner states experienced by male and
female characters is a reliable sign of the gender imbalances of the text in general. The female-
centred excerpt from Pippi Longstocking, on the other hand, appears to be exceptional in
relation to our sample. In Pippi, the underrepresentation of male inner-state instances does not

imply emotional and cognitive underdevelopment of the male character.

By making use of Atlas.ti in our analysis of reading anthologies, we were able to examine a
middle-size corpus in a way that is similar to literary analysis, but to do so more efficiently, and
without first learning specialized IT skills. As for the limitations of our approach, as we found out
during data processing in Atlas.ti, we would need to start with a larger sample of texts to deal in
more detail with the differences in the quality of male and female inner state types. Especially
as regards the underrepresented female characters, the number of individual emotional and
cognitive types is too low to draw conclusions. However, as shown above, using Atlas.ti for the
analysis of a middle-size corpus has given us valuable suggestions on which phenomena (such
as the depiction of male and female characters experiencing fear) are potentially worth

exploring with a larger text corpus.

Moreover, applied on texts which vastly differ in length, genre, or author style, our procedure
proved useful for analyses of diverse sets of texts —

In conclusion, teachers who during the coding process, researchers can proceed
strive to include texts with

diverse characters in their

literary classes should also pay grouping the established ones. The procedure helps
attention to whether and how
these characters are portrayed

bottom-up, setting up new codes or merging and re-

to find meaningful similarities as well as

as experiencing various inner idiosyncrasies of individual texts and thus can be
states. fruitful even for analyses outside the educational
contexts.

In conclusion, teachers who strive to include texts with diverse characters in their literary classes
should also pay attention to whether and how these characters are portrayed as experiencing
various inner states. In this regard, it is also worth considering whether the texts portray well-
rounded characters of different types, or whether instead they paint pictures of rather separate

male-centred and female-centred worlds.
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Abstract

This study investigates the role of low-stakes reflections on learning in teaching literary theory
through children’s books. Through an inductive thematic analysis of empirical data collected in a
college course in literary analysis, five themes were identified in such reflections: 1. appreciating the
use of children’s books; 2. recognizing the differences between adult and child perspectives; 3.
successes and 4. difficulties with learning literary theory; and 5. the need for more examples of
applying theoretical lenses to texts. Low-stakes reflections on learning were shown to be effective in
teaching literary theory, with students expressing their appreciation for using children’s books and
feeling comfortable applying theoretical lenses to them. The study concludes that teaching literary
theory through children’s books makes difficult theoretical concepts more accessible and enjoyable
for students. Low-stakes reflections on learning encourage students to self-evaluate their personal
efforts; thus, they can help teachers gauge the students’ level of comprehension and the efficacy of
scaffolding high-stakes assignments, also providing opportunities to better intervene in student
learning. The study suggests that this approach is not limited to English majors, can be combined
with visual analysis, and is urgent given the current censorship of children’s books in the U.S.

Key words: children’s books, literary theory, low-stakes writing, reflective writing.

Resumen

Este estudio investiga el papel de las reflexiones de bajo riesgo sobre el aprendizaje en la ensefianza
de la teoria literaria a través de libros para nifios. A través de un analisis tematico inductivo de datos
empiricos recopilados en un curso universitario de analisis literario, se identificaron cinco temas en
tales reflexiones: 1. Apreciar el uso de libros para nifios; 2. Reconocer las diferencias entre las
perspectivas de los adultos y los nifios; 3. Exitos y 4. Dificultades en el aprendizaje de la teorfa
literaria; y 5. La necesidad de mas ejemplos de aplicacion de perspectivas tedricas a los textos. Las
reflexiones de bajo riesgo sobre el aprendizaje demostraron ser efectivas en la ensefianza de la teoria
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literaria, y los estudiantes expresaron su aprecio por el uso de libros para nifios y nifias y se sintieron
comodos al aplicar a estas un enfoque tedrico. El estudio concluye que la ensefanza de la teoria
literaria a través de libros infantiles hace que los conceptos tedricos dificiles sean mas accesibles y
agradables para los estudiantes. Las reflexiones de bajo riesgo sobre el aprendizaje alientan a los
estudiantes a autoevaluar sus esfuerzos personales; por lo tanto, pueden ayudar a los y las docentes
amedir el nivel de comprension de los estudiantes y la eficacia de andamiaje de tareas de alto riesgo,
y también brindan oportunidades para intervenir mejor en el aprendizaje del alumnado. El estudio
sugiere que este enfoque no se limita a los estudiantes de inglés, se puede combinar con el analisis
visual y es urgente dada la censura actual de libros para nifios en los EE. UU.

Palabras clave: libros infantiles, teoria literaria, escritura de bajo riesgo, escritura reflexiva.

Resum

Aquest estudi investiga el paper de les reflexions de baix risc sobre l'aprenentatge en I'ensenyament
de la teorialiteraria a través de llibres infantils. Mitjancant una analisi tematica inductiva de les dades
empiriques recollides en un curs universitari d'analisi literaria, en aquestes reflexions es van
identificar cinc temes: 1. Valorar 1'ts dels llibres infantils; 2. Reconeéixer les diferéncies entre les
perspectives d'adult i infantil; 3. Exits i 4. Dificultats en 1'aprenentatge de la teoria literaria; i 5. La
necessitat de més exemples d'aplicacio de perspectives teoriques als textos. Es va demostrar que les
reflexions de baix risc sobre 'aprenentatge eren efectives en I'ensenyament de la teoria literaria, els
estudiants van expressar el seu agraiment per 1'is de llibres infantils i se sentien comodes aplicant-
hi enfocaments teorics. L'estudi conclou que 1'ensenyament de la teoria literaria a través de llibres
infantils fa que els conceptes teorics dificils siguen més accessibles i agradables per als estudiants.
Les reflexions de baix risc sobre I'aprenentatge animen I'alumnat a autoavaluar els seus esforgos
personals; per tant, poden ajudar els professors a mesurar el nivell de comprensi6 dels i de les
estudiants i I'eficacia de les tasques de gran interes, i també ofereixen oportunitats per intervenir
millor en l'aprenentatge dels estudiants. L'estudi suggereix que aquest enfocament no es limita a
I'alumnat d’anglés, es pot combinar amb l'analisi visual i és urgent donada la censura actual dels
llibres infantils als EUA.

Paraules clau: llibres infantils, teoria literaria, escriptura de baix nivell, escriptura reflexiva.

1. Introduction

As well as at the secondary-school level (Georgandis, 2003, pp. 1, 16-7), courses in children’s
literature are regularly taught in higher-education programs in the United States geared toward
preschool and elementary education majors (Consalvo, 2017, p. 1). In these courses, children’s
books figure as a tool for teaching “social justice and critical literacy” (Ferguson, 2016, p. 1);
“support[ing] children’s multiple perspectives and empathy” (Salmon, 2019); and ensuring that
preservice teachers “[alffirm diversity and exercise critical literacy” (NCTE, 2018). Whereas three
decades ago, children’s books may have been in “the domain of the educationists’ more than ‘a
subject for literary studies’” (Schmidt, 1992, pp. 243-4), the vast number of critical readings of
children’s literature suggests that literary theory and children’s books are no longer individually

marginalized, nor is their combination met with as much skepticism by either academics or lay
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readers (cf. Hunt, 1991, pp. 5-6). Library guides to children’s literature comprise various critical
resources, ranging from feminism and race studies to visual analysis (State Library Victoria,
2022). For example, Paul (1999) demonstrates how feminist theories in particular have worked
to expand the archive of children’s literature to reflect changing attitudes toward gender and

sexuality (p. 114).

Because they are straightforward, familiar, and compact, children’s books are perfect for
introductory university courses in literary analysis as they can balance out complex and largely
unfamiliar literary theory. Children’s books can be especially attractive to college students,
moreover, who are “hovering between maturity and adolescence” (Knoepflmacher, 1992, p. 1).
The objective of this study was to investigate whether low-stakes, informal student writing could
be useful in teaching literary theory through children’s books. Based on the data collected from
12 students enrolled in a college literary analysis course, the study concludes that low-stakes
reflections on learning are a useful teaching tool. By regularly reflecting on and self-evaluating
their personal efforts, students can become more thoughtful about their learning process, and
also feel more comfortable with and confident about learning and applying theoretical lenses to

texts.

By regularly reflecting on and Further, such low-stakes reflections can help teachers

self-evaluating their personal gauge the students’ level of comprehension as well as
efforts, students can become
more thoughtful about their
learning process, and also feel the literary analysis essay worth a significant portion of
more comfortable with and

confident about learning and
applying theoretical lenses to “’snapshots” of student progress, they also provide
texts.

the efficacy of scaffolding high-stakes assignments, like

the overall course grade. By giving teachers

opportunities to better intervene in and assist student
learning. Because students are not experts, however,
such reflections may be considered subjective, so they should not be the sole measure of

student success.

The study draws on empirical data from a course in literary analysis taught at a U.S. university
in Fall 2021. Upon analyzing the low-stakes reflections on learning using an inductive thematic
analysis method, a coding/tagging method developed by identifying “connections between
ideas and words in the text” to describe emerging patterns (Clary-Lemon, Mueller, & Pantelides,
2022, 85), five themes were identified: 1. the students’ appreciation for using children’s books
to study theory; 2. the differences between child and adult readings; 3. successes and 4.

difficulties with learning literary theory; and 5. the need for more examples of applying theory
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to texts. The study expected to confirm student resistance to critical readings, especially of
cherished books from childhood, the kind of “sentimental distrust” Sadler (1992) underscores in
student re-encounters of such texts (p. 145). Also expected was an awareness of the differences
between child and “adult” readings (Knoepflmacher, 1992, p. 1), which requires that adults
apply what Hunt (1991) has called a “childist” perspective to reading children’s literature (p.
191). Perhaps due to the selection of books, no serious resistance was noted. Rather, the
thematic analysis revealed that the majority of students benefitted from using children’s books,
though some did question the appropriateness of applying “adult” theory to texts meant for

children.

The analyzed low-stakes reflections on learning were not themselves part of the scaffolding of
the high-stakes literary analysis essay, but they provided valuable information about the efficacy
of such scaffolding. Scaffolding high-stakes projects with low-stakes activities has been proven
effective in teaching academic writing, as the purpose of low stakes “is not so much to produce
excellent pieces of writing as to get students to think, learn, and understand more of the course

I”

material” (Elbow, 1997, p. 5). Other course activities, including lectures, class discussions, and
quizzes, provided students with “component skills” to assist them with learning the “higher
skills” of identifying and applying theoretical lenses, thus adapting to the college classroom the
notion of “scaffolding” originally conceived of by Wood, Bruner, and Ross (1976, p. 89) and
developed by others (Maybin, Mercer, & Stierer, 1992). The low-stakes reflections on learning
provided “snapshots” of the students’ self-assessment of their personal efforts and
comprehension of course material, and thus they could be used by the teacher to assess the

students’ progress and, if necessary, to intervene to better meet student needs, such as for more

discussion and models of applying lenses to texts.

Adding an element of reflection, moreover, can assist students in becoming more deliberate
about their learning process. Engaging student writers in self-reflecting on their own work can
help them better evaluate their personal efforts (Sparks-Langer & Colton, 1991). The benefits of
such writing are well-established (Rogers, 2001; Elbow, 1997, p. 12; cf. Bowman & Addyman,
2014). Reflective writing has also been shown to be an effective predictor of academic success
(Tsingos-Lucas, Bosnic-Anticevich, Schneider, & Smith, 2017), making it a useful element not
only in scaffolding a more sophisticated assignment but also in gauging the students’

comprehension of the material.
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2. Method and Course Design

To investigate whether informal student writing could be useful in teaching literary theory
through children’s books, a thematic analysis (Braun & Clarke, 2019; Braun & Clarke, 2006; Kiger
& Varpio, 2020) was performed on the low-stakes reflections on learning, or blog entries,
submitted to the online learning platform (Blackboard) for a literary analysis course offered at a
U.S. university in Fall 2021. Of the 15 students enrolled in the class, 12 consented to their data
being used for the study; one consented, but withdrew from the class mid-semester; one did

not consent, and another never returned the signed consent form.

No demographics were collected, as this was not deemed relevant to the study. It is worth
noting, however, that the university has a traditional college-aged and largely homogenous
white student population, most of whom are native speakers of American English. In terms of
their major disciplines, eight of the students who consented to the study were English majors;
one majored in Business Administration; one undeclared; and two double-majored in English
and Biological Sciences. Three more students majored in English Education. The students also
had a number of different minor specializations, including: one minor in Chemistry; one in
Business Administration; one in Theatre Arts; and one double-minor in Journalism and

Psychology.

2.1. Course Design

The course was organized in the following way: students were first introduced to a theoretical
lens by reading and discussing a chapter in Klages’ Literary theory (2017). In the informational
class session, the instructor gave a lecture, with opportunities for student input and questions,
accompanied by a PowerPoint presentation later made available on Blackboard. In the
subsequent class session, students were asked to apply the concepts they had learned to a
children’s book: for example, applying a Marxist lens to Dr. Seuss’ The Lorax (1971) or a queer
studies lens to Richardson and Parnell’s And Tango makes three (2005). This was followed by
another session during which students gave 10-minute oral presentations to the class based on
critical articles that directly apply the lens under consideration. Theoretical lenses were often
combined in the articles, thus supplying students with “mentor” texts “to be studied and

imitated” when writing their own intersectional analyses (NWP, 2013).

To prepare the students, most of whom were unfamiliar with literary theory, for a high-stakes
literary analysis essay, several scaffolding activities were assigned throughout the semester,
including two hour-long quizzes on theoretical lenses; one in-class presentation on an academic

article analyzing an assigned children’s book; and regular small group discussions with a note-

http://doi.org/10.7203/JLE.7.26161 33



Anastassiya Andrianova

taking component and occasional individual writing activities, both shared in a Google Doc. The
literary analysis essay was further scaffolded, broken down into several components: an
informal proposal, including the chosen title and two or more relevant theoretical lenses; a draft,
which received extensive comments, but no grade; and the revised final draft, which received
both comments and a grade. These were all designed to meet the main course objective:
becoming familiar with a variety of literary and cultural theories, theorists, and theoretical

lenses and applying these lenses to textual and visual analyses of children’s literature.

Although the five low-stakes reflections on learning submitted on Blackboard were not part of
this scaffolding process, they provided valuable opportunities for students to reflect and self-
assess, and also information to the teacher about their learning. The students were asked to
write “a snapshot of your learning process, progress, or challenges” every three weeks. As the
instructions were open-ended, these blog entries ranged from reflections on external factors,
such as job pressures and mental health, to more focused assessments of personal efforts in the
class or reactions to individual assignments or grades. The students were informed that their
blog entries would be viewable by their peers as well as the teacher, and though there was no
requirement for others to read or respond, such interaction was appreciated. Everyone got full
credit simply for completing these reflections on time; they were not graded, but did receive
brief comments from the teacher. Occasionally, one or two anonymized reflections were shared

in the class PowerPoint to provide “models” and/or inspiration.

2.2. Method

For the purposes of analysis, the low-stakes reflections on learning were anonymized, with
letters A-L assigned to students instead of names. Through an inductive thematic analysis, two
initial codes and five common themes were identified. Student responses coded as “children’s
books” were found to engage with two themes: 1. appreciating the use of children’s books,
perceived as familiar and/or simple; and 2. recognizing the differences in understanding
between an adult and a child perspective (imagined or recollected). Student responses coded as
“literary theory” engaged with three themes, two of which were the opposite sides of the same
issue: 3. successes with learning and applying literary theory; 4. difficulties with learning and
applying literary theory; and 5. the need for more examples of applying theoretical lenses to
texts. Coding something as “children’s literature” was not meant to bypass the challenges of
defining “children’s literature” (Gannon, 1992, p. 59), nor the critical questions this genre
entails, such as “the child-adult response,” the social function of children’s literature,
multiculturalism (and ethnocentrism), and censorship (Sadler, 1992, p. 145). These and other

issues were addressed throughout the course, but not explicit in the collected data.
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3. Results

Using representative quotations from the anonymized student data, the following offers a
report of how the researcher interprets the role of low-stakes reflections on learning in teaching
literary theory through children’s books. A synchronic thematic analysis reveals that, on average,
students engage with one of the themes in any given reflection; those entries which engage with

two or more themes are of special interest and are, in turn, analyzed diachronically below.

3.1. Synchronic analysis of reflections on learning
3.1.1 Appreciating the use of children’s books

Of the 12 students, nine mentioned their appreciation for children’s books. More precisely, the
students wrote about how they “appreciate looking back on children’s literature, especially
stories which | was read during my childhood” and “appreciated as a kid” (B), also noting that,
contrary to their expectation, “we would [not] have to move up in our reading level and try to
analyze books that probably | would not even understand,” but rather “go back to the basics
and read these children’s stories and find theories within them” (E), adding that it was “really
cool to [...] begin to make connections to something that seems so simple and easy” (F). One
student felt “a lot more comfortable and prepared for the class” as they® “had a previous
background with children’s literature exposing me to racism, feminism, depression, etc.” (J);
echoing this, another student commented on their increased level of comfort due to “prior

knowledge” of both children’s literature and theory (L).

In some instances, the students’ entries combined the appreciation for children’s books with
other themes, such as the difficulty of comprehending academic discourse (4.): “l do really enjoy
the children’s literature portion of the course, and | like analyzing those generally, but it is the

academic style of language that | can’t seem to connect with” (l).

3.1.2 Recognizing the differences between an “adult” and a child perspective

Five students commented on the differences between “adult” and child perspectives, noting
that theoretically-informed interpretations offer “an interesting take” on a familiar text (G); are
“much deeper than | originally thought” (A); suggest that children’s texts are “so deep in
[ideological] controversy” (C); and also “that childrens books could be analyzed in ways that a
child wouldn’t quite understand yet” (L). Perceiving children’s books (but not children) as simple,

one student expressed their curiosity “as to how literary analysis (analyses) could possibly be

1 The pronoun “they” (in the singular) is used to refer to the student so as not to reveal their gender and
potentially compromise their anonymity, and also to minimize any gendered assumptions.
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applied to a format designed to use simplified storytelling as a tool in childrens’ education”;
describing theoretical interpretations as “pretty deep subtext,” the student wondered, “can a
child’s brain development grasp such things?” (D). Yet, this student also conceded that “adults
often underestimate the capacity for understanding within a child,” and that certain “short”
texts may offer “a lot to unpack” (D). Similarly, in their discussion notes on psychoanalyzing
Sendak’s Where the wild things are (1963), the students alleged that a “deeper” interpretation

“takes away a child’s imagination.”

3.1.3 Successes with learning and applying literary theory

Six of the 12 students self-evaluated their personal efforts as being successful. They described
theory as “making a lot more sense” and themselves as “feel[ing] more confident in my abilities
to speak on each of the lenses that we have covered” (G). Echoing the feeling of “comfort,”
another student added, “I have a better grasp and understanding of these theories and lenses
than | have ever before” (B). Along similar lines, one student admitted to expanding their
horizons: “I am doing better at keeping an open mind and really focusing on the content” and
gaining “a great handle on all of these lenses” (I). Moreover, students expressed their confidence
about applying theory beyond children’s books to “adult literature as well” (C) and “anything

you come across in life [to] obtain a deeper level of understanding” (H).

3.1.4 Difficulties with learning and applying literary theory

Nine of the 12 enrolled students also mentioned their difficulties with learning and applying
theory, finding theoretical lenses “[a]s of right now, [...] to be a bit confusing” (G); “get[ting]
confused when we have multiple people describing the same theory differently” (K); “get[ting]
lost” when identifying specific theories that had been applied to a text (E); “struggling to really
connect with the content of the course, despite reading and re-reading the texts” (I); and
“feel[ing] confused about applying the concepts” and (following a quiz) “doubting if | completely
grasped what we’ve been learning” (A). One student had trouble “graspl[ing] a concept without
a concrete definition of a term before talking extensively on this topic,” and so they “decided to
take my peer’s advice (from the last informal blog) and conduct contextual research on my own
before completing the upcoming assignment. This helped tremendously with my confidence”
(H). This is evidence of student collaborative learning and confidence building from reading their

peers’ reflections.

3.1.5 The need for more examples of applying theoretical lenses to texts

Four students thought that the teacher should offer more examples of theoretical applications.

One wished that different texts had been assigned (D); another requested “more time” for
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discussion, application, and questions (A); and two—more examples of “how to apply” the
various lenses (J, G). The students’ anxiety about misapplying theoretical lenses to texts was
corroborated by an informal midterm assessment survey, wherein they mentioned “applying”
or “using” theories or lenses eight times in response to three different questions: what has
caused the most difficulty, what questions they had about the next assignment, and what they
were still hoping to learn. Only one student explicitly questioned the relevance of theoretical
approaches—“why we use them” (G); hence, this initially identified theme (6. relevance) was

removed for lack of incidence and frequency.

3.2 Diachronic analysis of reflections on learning

A diachronic analysis of reflections on learning suggests a traceable trajectory in student
learning. Two examples were considered in which four or five of the coded themes were
identified; entries from the beginning of the semester were compared to subsequent ones,

noting any growth in learning and confidence building.

3.2.1 Student G

Student G’s five entries evidenced such a trajectory and were exemplary in their
comprehensiveness, as all five coded themes appear at least once. In the first reflection, Student
G engaged with four of the five themes: unfamiliar with theorizing literature “much deeper
than” for enjoyment or information-gathering, the student found theoretical lenses “a bit
confusing” (4.), adding that “it will help to be shown more examples in class about how we use
these theories, and also why we use them” (5.). The student also acknowledged the accessibility
of children’s literature (1.): “I am glad that we are learning these theories through children’s
literature, at least | have familiarity with those.” By the third blog, the student felt more
confident: “The theories are making a lot more sense and the ways that we use them as lenses
for literature have become clearer as well” (G). By the fourth, they were also learning to
appreciate the differences between an adult/child or expert/lay perspective (2.), noting that the
critical article “had such an interesting take on the story that was so different from how | have
always seen [Rey & Rey’s] Curious Goerge [1941]” (G). In the final blog, the student self-
evaluated their progress as meeting the course objectives: “I feel confident in my abilities to
speak on each of the lenses that we have covered. [...] | understand the basic principles of each
and also how | could apply them to a reading,” thereby recognizing their success in applying

theoretical lenses to children’s books (3.).

3.2.2 Student L
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A second diachronic analysis of Student L’s reflections on learning revealed a similar trajectory.
In the first reflection, Student L admitted the difficulty of understanding literary theory and
deconstruction in particular (4.), but also conceded that applying a deconstructionist lens to a
familiar children’s text made it less intimidating (1. and 3.): “However, trying to do a
deconstruction of a book like The Cat in the Hat is easier to accomplish because the writing style
is more digestible, even though the potential for analysis is similar.” In the second entry, the
student expressed more confidence about participating in discussion due to prior knowledge of
the children’s text and the theoretical lens: “l was able to participate more in the analysis of
[Silverstein’s] The Giving Tree [1964] because | had a prior knowledge of both the childrens book
AND feminist theory.” By their fourth entry, Student L's comments seemed enthusiastic,
describing unfamiliar children’s books as “more interesting to me, as they were ones | hadn’t
heard of or read myself before, which made them more exciting,” thus confirming their
appreciation for children’s books (1.). The final blog exemplified both (3.) successes with theory
and (2.) differences in perspective: “this class has taught me so much more about English
analysis and ways it can be applied than | ever thought; | didn’t realize that childrens books could

be analyzed in ways that a child wouldn’t quite understand yet” (L).

4. Discussion

In this section, the results are contextualized by relating them to larger issues at the intersection
of children’s literature and literary theory, including lay and academic skepticism about applying
theory to books for child/younger readers. The researcher’s initial assumption that college
students would resist applying theory to their cherished books from childhood is discussed,

along with some implications for forging student agency and collaborative learning.

4.1. Applying theory to children’s literature

In Teaching children’s literature, Sadler (1992) wrote, “children’s literature—as an academic
discipline for instruction and serious research—is no longer just for children” (p.146). The first
seminar on children’s literature at the Modern Language Association was heldin 1969 in Denver,
Colorado, though courses in the field had been offered much earlier (Sadler, 1992, p. 144). Yet
three decades later, “children’s literature” still seemed “a contradiction in terms,” with some
objecting to the extension of the value of “literariness” to “books designed for an audience of
limited experience, knowledge, skill and sophistication” (Hunt, 2001, p. 2). It is “a non-subject”
for many academics, deemed unfit for scholarly inquiry, whereas to those outside of academia,
itis a sacred space for educating and entertaining children to be shielded from pleasure-denying

theorists (Hunt, 1991, pp. 5-6). The former informs the opinion that anyone, regardless of
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training, can be an “expert” in children’s literature, the latter—that children’s books are “all on
the side of the angels,” innocent, “ideologically neutral,” and not to be meddled with (Hunt,
1991, p. 142). However, “far from inhabiting some unworldly, unfallen plane, children’s
literature is not only necessarily infused with and part of the ideological structure of our world,

but it is more prone to manipulation than most” (Hunt, 2001, p. 20).

Theory is equally fraught. It is often perceived by academics and laypersons alike as riddled with
pretentious jargon, needlessly complicated, and impractical at best, while at worst—unpatriotic,
dangerous, and inappropriate for classrooms. The current onslaught of bills censoring critical
race theory and the teaching of gender and sexuality across the U.S. (ACLU, 2022) is an extreme
example of the suspicious, and often paradoxical, attitude toward literary theory and children’s
literature. Although many people deny that they were shaped by their early reading (“I read xyz
when | was a child, and it didn’t do me any harm”), they also consider childhood an important
life-stage and children, “vulnerable, susceptible, and [to] be protected from manipulation”

(Hunt, 1999, p. 2).

This paradoxical attitude toward children’s literature—that it is “important—and yet it is not”
(Hunt, 1999, p. 2)—makes it an engaging subject for college students, who are figuring out what

is meant by “literature” and “theory,” and what makes their study worthwhile.

Informal reflections on learning are telling in this regard; combining the appreciation for
children’s books with the difficulty of comprehending academic/theoretical discourse, these
data instantiate what Hunt (1999) identifies as the tensions at the intersection oftheory and

children’s books.

To quote Student I's reflection, “I do really enjoy the children’s literature portion of the course

[...] but it is the academic style of language that | can’t seem to connect with.”

Pedagogically pertinent is the general agreement among the students about the benefits of
applying literary theory to children’s literature, with 75% of the students registering their

appreciation with phrases like “appreciated
Informal reflections on learning are
telling in this regard; combining the
easy” (F). That familiarity with children’s appreciation for children’s books
literature made more than one student with the difficulty of comprehending
academic/theoretical discourse,
these data instantiate what Hunt
L) suggests that there is value to introducing (1999) identifies as the tensions at
the intersection of theory and
children’s books.

|”

as a kid” (B), “really cool” and “so simple and

“comfortable” (J, B) and even “excited” (A, I,

theory in this way. Admittedly, being non-

experts, students might overestimate their
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own progress; however, at the introductory level, comfort and confidence in applying literary
theory could be considered more important than the precision with which such application is
made. This builds on Hunt’s (1991) “Anyone can be an expert” attitude: “Adults who would feel
unqualified to express even an opinion about a peer-text feel free to talk about children’s books
because they do not have the shadow of the schoolteacher’s ‘right answer’ hanging over their
heads” (p. 144). The attitude is corroborated by the student data, and it is not necessarily bad.
The perceived accessibility of children’s books can be turned into learning opportunities,

especially for majors other than in English Language or Literature.

In the notes to their small-group discussions, students similarly commented that applying
theoretical lenses to children’s books made the literary theory less confusing and the children’s
books more enjoyable, because theory opened familiar stories up to multiple new
interpretations. When applying a deconstructionist lens to Dr. Seuss’ The cat in the hat comes
back (1958), for example, one group wrote: “Once you've read the book a few times, the entire
basis of it (or the structure) gets boring. As you add in more possible theories and meanings that
you can apply, its more enjoyable because you can almost turn any part of the book into
something else.” The students also stated: “Used as a lens, readers can see stories in a different
light.” When discussing Andersen’s The little mermaid (1837), one group shared: “A feminist
reading gives the little mermaid’s sisters more value in the story when they give up their hair for
her. It also makes it more entertaining because it allows you to look deeper into the story by

giving the women goals and their own identities.”

Moreover, in their literary analysis essays, students approached children’s literature as complex,
ideologically rich, and multivalent. Although some reiterated the texts’ more obvious didactic
purpose, largely, though with varying degrees of sophistication, the students’ thesis paragraphs
reflected their awareness of how children’s books and films shape kids by introducing them to
diversity, adversity, and other mature issues. For example, feminism and queer theories helped
one student interpret Disney’s Mulan (1998) as “a much bigger movie than we thought it was”
(C); a focus on gender and race added “an additional element to the story” of Cinderella (1809)
(G); race, postcolonialism, and animal studies offered “different perspectives [to] unearth a
deeper understanding” of Kung Fu Panda (2008) (F); structuralism, feminism, and race studies
similarly offered “a powerful critique of several social problems like discrimination and prejudice
in today’s society” in the film Zootopia (2016) (H); and feminism and Marxism “show[ed] how
the inequality of the characters is developed and created throughout [The lion king, 1994]” (J).
Combining feminism with ecocriticism, one student re-read The giving tree as “a layered

criticism of chauvinistic, privileged mentalities and borderline-hedonistic consumption of
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natural resources” (D); another student applied the same combination to the Disney film Moana
(2016) to trace “a theme of women’s empowerment [...] while also highlighting and advocating

for environmental change” (L).

The cognitive dissonance around children’s texts—as both influential socializing forces and too
simple to contain ideological messaging—is also evident in the data. One student contrasted the
“pretty deep subtext” of literary analysis, presumably a sophisticated adult enterprise, with the
“simplified storytelling” meant for child/younger readers (D). Another student described the
question of influence as “still to be decided” (C), thereby reiterating the opinion that children’s
books are simultaneously important and unimportant. But this could also be used pedagogically
to introduce students to the differences between adults’ and children’s reading experiences: the
child’s might be analyzed in terms of the reception of the work and its psychological implications
for a specific reader/listener, whereas the adult’s would include matters of literary history,

genre, trope, and a close reading or explication du texte (McGillis, 1996, p. 5).

4.2. Resistance to “adult” perspectives on children’s books

Contrary to the literature on the subject, the re-encounter of texts familiar from childhood did
not produce much resistance. Knoepflmacher (1992) anticipates that, when re-encountering
children’s books, the “new” interpretation “amends, complicates, and even disturbs the
memory of earlier perceptions,” forcing the student “to recognize a conflict in reader positions
that need to be accommodated” (p. 1). Sadler (1992) warns prospective teachers of “the
student’s frequent sentimental distrust of taking any critical approach at all to the subject”; due
to their deep affective bonds, “[s]uch students often find themselves trying, emotionally, to hold
on to their own childhood dreams as they are being asked intellectually to confront issues they

would rather not be told exist in their favorite children’s book” (p. 145).

It was only in a few cases that the students objected to a theoretical (mis)interpretation. For
example, in their discussion of The little mermaid through a disability studies lens, they noted
that, as children, they felt empathy for the (Disney) mermaid, but “didn’t necessarily label her
with a disability.” The students added that, rather than disability, they “thought of [the
mermaid] as a completely different species, so for her losing her tail and learning to walk is going
to be difficult [...] Similar to a toddler learning to walk.” Objections were also raised to
psychoanalytical interpretations as “reading too much into it.” Cases like these can be
transformed into teachable moments for instructors and students to “participat[e] in a creative
tension that reproduces an adult author’s own activation of a latent child self in fashioning a

text simultaneously addressed to child and grown-up” (Knoepflmacher, 1992, p. 1).
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4.3. From self-reflective to collaborative learning

Along with providing opportunities for the instructor to gauge the students’ level of comfort and
familiarity with theoretical lenses from their self-assessment of their personal efforts, in at least
one instance the informal blog provided an opportunity for collaborative learning; it also led to
a student taking agency over their own learning process based on something their peer had
mentioned in their reflection. Commenting on struggling with literary theory (“It was difficult for
me to grasp a concept without a concrete definition of a term before talking extensively on this
topic”), this student “decided to take my peer’s advice (from the last informal blog) and conduct
contextual research on my own before completing the upcoming assignment. This helped
tremendously with my confidence” (H). Although the students were not required to read others’
entries, this demonstrates that some did and put that reading to good use by learning

collaboratively from others and thereby empowering themselves.

5. Conclusions

This study suggests that teaching literary theory through children’s books can engage college
students in their learning and assist in the comprehension of difficult theoretical concepts, such
as literary theories and theoretical lenses. Low-stakes reflections on learning provide
opportunities for students to reflect on and self-evaluate their successes and struggles with

course content, and for instructors to gauge and adjust for student comprehension.

Furthermore, a teacher could use informal reflections on learning to model and improve

reflective writing skills (Ryan, 2011).

Because demographics were not collected for the current study, further research is
recommended to investigate whether class, gender,

Low-stakes reflections on race/ethnicity, ability, and other identity factors, along with
learning provide
opportunities for
students to reflect on and comprehension of literary theory. The number and types of
self-evaluate their

successes and struggles
with course content, and might also influence their appreciation of or resistance to

the students’ previous exposure to literature, aid in their

children’s books students were exposed to in childhood

for instructors to gauge
and adjust for student
comprehension.

theory upon re-encountering those texts as adults.

One area for development is visual analysis. Especially when
analyzing picturebooks for younger readers, one must
consider both the words and the illustrations, as well as the often complex interrelationships

between them. Nodelman (1999) points out that picturebooks are “inherently ironic” and in
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need of “decoding,” effectively “turn[ing] readers into semioticians” (p. 79). With half of the
students choosing popular films to analyze in their final course essays, a number that is likely to
increase given the decline in literary reading over the past several decades (NEA, 2002) and the
appeal of digital media among teenagers (Twenge, Martin, & Spitzberg, 2019), the visual
becomes integral. Although visual elements were not mentioned in the reflections on learning,
at least one informal writing activity addressed it by asking the students to focus on the
illustrations in Love’s Julidn is a mermaid (2018), a visually rich yet verbally economical book
about a gender non-conforming child. Such activities could assist students in exploring the
intricacies of children’s visual perception, such as how young children learn about hierarchical
valuation: who is at the center, who is named and therefore, who is important, and the intriguing
implications of this for children assuming “subject positions” and acquiring cultural assumptions

(Nodelman, 1999, p. 73).

To conclude, the researcher invites other teachers to entertain this approach to teaching literary
theory and to use low-stakes reflections on learning as a tool for students to reflect on children’s
literature. Consider it an imperative even, given the widespread banning of children’s books, like
And Tango makes three (Peters, 2016), in secondary-education facilities across the United
States. This way, even those students who do not encounter diverse children’s books prior to
college can be exposed to them, while teachers-in-training can bring the insights of literary

theory, if not the books themselves, into their future classrooms.

6. References

American Civil Liberties Union (ACLU). (2022). Defending our right to learn. March 10.
https://www.aclu.org/news/free-speech/defending-our-right-to-learn

Andersen, H.C. (2020). Children’s fairy tale collection. Independently Published. (Original work published
1837)

Bowman, M., & Addyman, B. (2014). Academic reflective writing: A study to examine its usefulness. British
Journal of Nursing, 23(6). https://doi.org/10.12968/bjon.2014.23.6.304

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in Psychology,
3(2), 77-101. https://doi.org/10.1191/1478088706gp0630a

Braun, V., & Clarke, V. (2019). Reflecting on reflexive thematic analysis. Qualitative Research in Sport,
Exercise and Health, 11(2), 589-597

Clary-Lemon, J., Mueller, D., & Pantelides, K. (2022). Try this: Research methods for writers. The WAC
Clearinghouse. Boulder, CO: University Press of Colorado. https://doi.org/10.37514/PRA-B.2022.1442

Consalvo, A. L. (2017). Children’s literature [course syllabus]. The University of Texas at Tyler.
https://www.uttyler.edu/education/files/syllabi/read3330.001-syllabus-s17-consalvo.pdf

Dr. Seuss. (1958). The cat in the hat comes back. Random House Books for Young Readers.

http://doi.org/10.7203/JLE.7.26161 43


https://www.aclu.org/news/free-speech/defending-our-right-to-learn
https://doi.org/10.12968/bjon.2014.23.6.304
https://doi.org/10.1191/1478088706qp063oa
https://doi.org/10.37514/PRA-B.2022.1442
https://www.uttyler.edu/education/files/syllabi/read3330.001-syllabus-s17-consalvo.pdf

Anastassiya Andrianova

Dr. Seuss. (1971). The Lorax. Random House Books for Young Readers

Elbow, P. (1997). High stakes and low stakes in writing. New Directions for Teaching and Learning, 69
(Spring). Jossey-Bass Publishers

Ferguson, K. N. (2016). CIEP 206: Children’s literature [course syllabus]. Loyola University Chicago.
https://www.luc.edu/media/lucedu/education/syllabi/fall2016/ciep/CIEP206 Ferguson F16.pdf

Gannon, S. R. (1992). Perspectives on children’s literature: An overview. In G. E. Sadler (Ed.), Teaching
children’s literature: Issues, pedagogy, resources (pp. 59-71). The Modern Language Association of
America

Georgandis, A. (2003). Children’s classics through the lenses of literary theory. Bellaire High School.
https://www.uh.edu/honors/Programs-Minors/honors-and-the-schools/houston-teachers-
institute/curriculum-units/pdfs/2003/twentieth-century-novels/georgandis-03-kid-lit.pdf

Hunt, P. (1991). Criticism, theory, and children’s literature. Basil Blackwell
Hunt, P., Ed. (1999). Understanding children’s literature. Routledge
Hunt, P. (2001). Children’s literature. Blackwell Publishers

Kiger, M. E. & Varpio, L. (2020). Thematic analysis of qualitative data: AMEE Guide No. 131. Medical
Teacher. https://doi.org/10.1080/0142159X.2020.1755030

Klages, M. (2017). Literary theory: The complete guide. 2nd ed. Bloomsbury Academic

Knoepflmacher, U. C. (1992). Introduction. In G. E. Sadler (Ed.), Teaching children’s literature: Issues,
pedagogy, resources (pp. 1-9). The Modern Language Association of America.

Love, J. (2018). Julidn is a mermaid. Candlewick

Maybin, J., Mercer, N., & Stierer, B. (1992). Scaffolding learning in the classroom. In K. Norman (Ed.),
Thinking voices: The work of the national oracy project (pp. 186-195). Hodder Arnold H&S

McGillis, R. (1996). The nimble reader: Literary theory and children’s literature. Twayne Pub. National
Council of Teachers of English (NCTE). (2018). Preparing teachers with knowledge of children’s and
young adult literature [statement], revised from the original NCTE Children’s Literature Assembly,
2004. https://ncte.org/statement/chiladollitguideline/

National Endowment for the Arts (NEA). (2002). Reading at risk: A survey of literary reading in America.
https://www.arts.gov/sites/default/files/RaRExec.pdf

National Writing Project (NWP). (2013). Reading, writing, and mentor texts: Imagining possibilities.
https://archive.nwp.org/cs/public/print/resource/4090

Nodelman, P. (1999). Decoding the images: Illustration and picture books. In P. Hunt (Ed.), Understanding
children’s literature (pp. 69-80). Routledge

Paul, L. (1999). From sex-role stereotyping to subjectivity: Feminist criticism. In P. Hunt (Ed.),
Understanding children’s literature (pp. 112-123). Routledge

Peters, P. (2016). Frequently challenged children’s books. Banned & Challenged Books. The American
Library Association Office for Intellectual Freedom.
https://www.ala.org/advocacy/bbooks/frequentlychallengedbooks/childrensbooks

Rey, M., & Rey, H. A. (1941). Curious George. Houghton Mifflin

Richardson, J., & Parnell, P. (2005). And Tango makes three, ill. H. Cole. Simon & Schuster Children’s
Publishing

Rogers, R. R. (2001). Reflection in higher education: A concept analysis. Innovative higher education, 26,
37-57. https://doi.org/10.1023/A:1010986404527

Journal of Literary Education n.7, 2023 / ISSN 2659-3149 44


https://www.luc.edu/media/lucedu/education/syllabi/fall2016/ciep/CIEP206_Ferguson_F16.pdf
https://www.uh.edu/honors/Programs-Minors/honors-and-the-schools/houston-teachers-institute/curriculum-units/pdfs/2003/twentieth-century-novels/georgandis-03-kid-lit.pdf
https://www.uh.edu/honors/Programs-Minors/honors-and-the-schools/houston-teachers-institute/curriculum-units/pdfs/2003/twentieth-century-novels/georgandis-03-kid-lit.pdf
https://doi.org/10.1080/0142159X.2020.1755030
https://ncte.org/statement/chiladollitguideline/
https://www.arts.gov/sites/default/files/RaRExec.pdf
https://archive.nwp.org/cs/public/print/resource/4090
https://www.ala.org/advocacy/bbooks/frequentlychallengedbooks/childrensbooks
https://doi.org/10.1023/A:1010986404527

Low-stakes reflections on learning as a tool for teaching theory through children’s books

Ryan, M. (2011). Improving reflective writing in higher education: a social semiotic perspective. Teaching
in Higher Education, 16(1), 99-111

Sadler, G. E., Ed. (1992). Teaching children’s literature: Issues, pedagogy, resources. The Modern Language
Association of America

Salmon, A. (2019). Children’s literature [course syllabus]. Florida International University.
http://cpbucket.fiu.edu/lae4405vc1131/syllabus.html#secd

Schmidt, G. D. (1995). Children’s literature and considered bravado. Children’s Literature, 23, 243-247.
https://doi:10.1353/chl.0.0560

Sendak, M. (2012). Where the wild things are. HarperCollins. (Original work published 1963)
Silverstein, S. (1964). The giving tree. Harper & Row

Sparks-Langer, G. M. & Colton, A. B. (1991). Synthesis of research on teacher’s reflective thinking.
Educational Leadership, 48(6), 37-44

State Library Victoria. (2022.) Children’s literature.
https://guides.slv.vic.gov.au/childrensliterature/criticism

Tsingos-Lucas, C., Bosnic-Anticevich, S., Schneider, C. R., & Smith, L. (2017). Using reflective writing as a
predictor of academic success in different assessment formats. American Journal of Pharmaceutical
Education, 81(1), 8. https://doi.org/10.5688/ajpe8118

Twenge, J. M., Martin, G. N., & Spitzberg, B. H. (2019). Trends in U.S. adolescents’ media use, 1976-2016:
The rise of digital Media, the decline of TV, and the (near) demise of print. Psychology of Popular Media
Culture, 8 (4), 329-345. http://dx.doi.org/10.1037/ppm0000203

Wood, D., Bruner, J. S., and Ross, G. (1976). The role of tutoring in problem solving. Journal of Child
Psychology and Psychiatry, 17(2), 89-100. https://doi.org/10.1111/].1469-7610.1976.tb00381.x

How to cite this paper:

Andrianova, A. (2023). Low-stakes reflections on learning as a tool for teaching
theory through children’s books. Journal of Literary Education, (7),29-46
https://doi.org/10.7203/JLE.7.26161

http://doi.org/10.7203/JLE.7.26161 45


https://doi:10.1353/chl.0.0560
https://guides.slv.vic.gov.au/childrensliterature/criticism
https://doi.org/10.5688/ajpe8118
http://dx.doi.org/10.1037/ppm0000203
https://doi.org/10.1111/j.1469-7610.1976.tb00381.x
https://doi.org/10.7203/JLE.7.26161

ap

Journal of
Literary Education

Assessing children’s critical thinking through the
“Critical Thinking Skills Evaluation Tool”
(C.T.S.E.T.)

Evaluar el pensamiento critico de los nifios a través de la
“Herramienta de Evaluacion de Habilidades de Pensamiento
Critico” (H.E.H.P.C)

Avaluacio del pensament critic dels nens mitjancant “I’eina
d’Avaluacio de les Habilitats de Pensament Critic” (E.A.H.P.C)

Panagiota Mike. University of Thessaly, Greece. mikepanagiota@gmail.com.
https://orcid.org/0000-0001-7195-1741

Abstract

The present research study was carried out in a doctoral dissertation context aiming to explore how
the wordless book’s images promote critical thinking skills such as interpretation, analysis,
explanation, inference and evaluation. The study sample was consisted of 120 First Grade students,
who go to 4 state schools in Larissa (Greece). The Critical Thinking Skills Evaluation Tool (C.T.S.E.T)
was designed. The research process was based on a quasi-experimental design in order to evaluate
the comparison groups’ critical thinking skills (experimental and control). Experimental group
children’s higher achievements make C.T.S.E.T an effective tool for assessing children's critical
thinking skills in the process of interpreting the book’s story only through images and lead to the
conclusion that children's critical thinking is improved through the application of educational
programs and practices for approaching the wordless books in school learning environments
(Housen, 2002; Pantaleo, 2017; Yenawine, 2013).

Keywords: Critical Thinking, Wordless Book, Quasi-experimental design

Resumen

El presente estudio de investigacion se llevé a cabo en un contexto de tesis doctoral sobre como las
imagenes del libro sin palabras promueven habilidades de pensamiento critico como interpretacidn,
analisis, explicacidn, inferencia y evaluacion. La muestra del estudio estuvo compuesta por 120
estudiantes de primer grado, que asisten a 4 escuelas publicas en Larissa (Grecia). Se disefid la
Herramienta de Evaluacién de Habilidades de Pensamiento Critico (H.E.H.P.C). El proceso de
investigaciéon se bas6 en un diseflo cuasi-experimental con el fin de evaluar las habilidades de
pensamiento critico de los grupos comparados (experimental y control). Los mayores logros de los
niflos en el grupo experimental hacen de H.E.H.P.C una herramienta eficaz para evaluar las
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habilidades de pensamiento critico de los nifios en el proceso de interpretacién de la historia del libro
solo a través de imagenes y llevan a la conclusion de que el pensamiento critico de los nifios se mejora
mediante la aplicacion de programas educativos y practicas para el abordaje de los libros sin palabras
en ambientes escolares de aprendizaje (Housen, 2002; Pantaleo, 2017; Yenawine, 2013).

Palabras clave: Pensamiento critico, Libro sin palabras, Disefio cuasi-experimental

Resum

El present estudi de recent estudi de recerca es va dur a terme en un context de tesi doctoral i va
abordar com les imatges del llibre sense paraules promouen les habilitats de pensament critic com
ara la interpretacio, I’ analisi, I'explicacié, la inferéncia i 'avaluacié. La mostra d’estudi estava
formada per 120 alumnes de primer grau, que van a 4 escoles publiques de Larissa (Grecia). Es va
dissenyar 'eina Eina d’Avaluacié d’Habilitats de Pensament Critic (E.A.H.P.C.). El procés de recerca es
va basar en un disseny quasi experimental per tal d’avaluar les habilitats de pensament critic dels
grups de comparaci6 (experimental i control). Els éxits més elevats dels nens del grup experimental
fan que el M.A.H.P.C. siga una eina eficag per avaluar les labilitats de pensament critic dels nens en el
procés d’interpretacio6 de la historia del llibre només a través d’'imatges i porten a la conclusié que el
pensament critic dels nens es millora mitjangant I'aplicacié de programes educatius. i practiques per
apropar-se als llibres sense paraules en entorns d’aprenentatge escolar (Housen, 2002; Pantaleo,
2017; Yenawine, 2013).

Paraules clau: Pensament critic, Llibre sense paraules, Disseny quasi experimental

1. Introduction

Wordless books are considered an ideal tool for developing oral and written skills (Smith, 2004).
Besides, they promote the cultivation of visual literacy (Arizpe & Styles, 2003). Visual literacy
skills provide children an important communication tool. The greatest benefit this tool offer
children is being able to develop critical thinking skills through processing visual stimuliin school

or out-of-school learning environments (Rowsell, McLean & Hamilton, 2012).

According to the literature review there are a lot of studies investigating responses when
children read picture books (Giannikopoulou, 2008; Misiou, 2020). However, there is limited
data from studies that focus on the development of children's critical thinking skills through
“reading” wordless books (Pantaleo, 2017). This gap is attempted to be covered by the present

thesis that adds a piece of original research to the international literature.

Journal of Literary Education n.7, 2023 / ISSN 2659-3149 48



Assessing children'’s critical thinking through the “Critical Thinking Skills Evaluation Tool”

2. Theoretical framework

The theoretical framework of this work was: a) the ideas of the American Philosophical
Association, known as the "consensus statement" (A.P.A., 1990; Facione, 1990a) regarding a
commonly accepted definition of critical thinking and b) the California Critical Thinking Skills Test
(C.C.T.5.T.) recommended by the American Philosophical Association (A.P.A., 1990). According
to Facione (1990a) C.C.T.S.T. is the most appropriate tool for investigating critical thinking skills

of individuals (Facione, 1990a).

Among the six (6) critical thinking skill evaluation indicators that proposed by the American
Philosophical Association (A.P.A., 1990) (interpretation, analysis, explanation, inference,
evaluation and self-control) for the construction of the present research tool were used only the
five (5) first indicators (I). The last skill named self-control that related to the individual's
motivation (self-regulated learning) (Facione, 1990a) was excluded as it was considered a

challenging skill for First Grade students (Matta, 2017).

In order to adapt the California Critical Thinking Skills Test (C.C.T.S.T.) to the needs of the present
research, Bloom’s Classification of Thinking Levels (Bloom & Krathwohl, 1956) was used in
combination with Visual Thinking Strategies Curriculum (V.T.S.) (Housen, 2001). In this way the
present research tool included in the literature and in the context of an educational intervention

that could be applied in school learning environments.

Bloom's Taxonomy is one of the most well-known tools for assessing critical thinking skills. It
hierarchically describes the six levels of thinking: 1) knowledge 2) understanding 3)
implementation 4) analysis 5) synthesis and 6) evaluation. The first three levels are lower level
thinking skills and involve recall, understanding and implementation. The last three levels are
higher level thinking skills and involve analysis, evaluation and creation (Bloom & Krathwohl,

1956).

V.T.S. (Visual Thinking Strategies) is a group-cooperative teaching method that originated in
1991 at the Museum of Modern Art in New York. The intent of Visual Thinking Strategies
curriculum is “to build visual literacy” skills (Yenawine, 2013, p. viii). It exploits the images and
develops the viewer's critical thinking skills. Particularly, the classroom teacher can apply this
process when interacting orally with students during discussions in order to facilitate a student-
centered discovery process that involves student discussing, discovering and reasoning about
images. The VTS process consists of three (3) questions: a) What's going on in this image? b)
What makes you say that? and c) What else can we find? (Housen, 1999, 2001; Pantaleo, 2017;
Yenawine, 1999).
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Based on the assumption that images are not just signs but meaningful open texts subject to the
personal interpretation (Moriatry, 1996), they are part of a sign system that secretly speaks to
us (Uspenskij et al., 2003 [1973]). Peirce's semiotics (1981; [1955]) formed the theoretical
framework of this paper to document bibliographically why wordless books have been used as
atoolin order to explore and promote the development of First Grade students’ critical thinking
skills. Based on Peircean semiotics during the meaning-making process of the wordless book,
children focus not only on the “virtual symbols” but mainly on the “virtual signs” because they
are more “open” to interpretation. The “virtual symbols are more “closed” interpretive
conventions. Besides “virtual signs” are not based on arbitrarily defined relations of concepts

but on personal experience (Peirce, 1991, p. 239).

3. Purpose - research questions

This paper contributes to the existing literature and provides data regarding the role of the

wordless book in the development of First Grade
This study aims at investigating:

a) the role of the wordless
books in the development of study aims at investigating: a) the role of the
students’ critical thinking skills
and b) the effect of specific

approaches that based on the critical thinking skills and b) the effect of specific
images of wordless books in
order to develop First Grade
students’ critical thinking skills. books in order to develop First Grade students’

students’ critical thinking skills. Specifically, this

wordless books in the development of students’

approaches that based on the images of wordless

critical thinking skills.
The following research questions were formulated to investigate the above objectives:

a) Is it possible to develop First Grade students’ critical thinking skills through specific strategies

for using wordless books?

b) Are there any differences between the type and number of First Grade students’ critical

thinking skills?

4. Research process

4.1. Research tool

Aiming to investigate the role of wordless books in the development of First Grade students’
critical thinking skills the Critical Thinking Skills Evaluation Tool (C.T.S.E.T.) was designed. The

C.T.S.E.T. was used for comparisons between the groups of First grade students who were the

sample of the main research. Children's critical thinking skills were measured on the following

Journal of Literary Education n.7, 2023 / ISSN 2659-3149 50



Assessing children'’s critical thinking through the “Critical Thinking Skills Evaluation Tool”

scales/ indicators: 1) interpretation; 2) analysis; 3) explanation; 4) inference and 5) evaluation

(Facione, 1990a).

According to the design of C.T.S.E.T, modern teaching practices during an educational
intervention were applied. Besides cognitive activities were planned in order to develop
First Grade students’ critical thinking skills. The planning of the activities was done
according to the material proposed by the Teacher Training Organization (T.T.0) which is

applied in primary education (Koulaidis, 2007).

4.2. Study sample

The study sample was consisted of 120 First Grade students who go to four (4) state elementary
schools in Larissa, the largest city of Thessaly region of Greece. Based on the research design,
half of these students were allocated to the control group and the rest of them to the
experimental group using the randomization method. Among the 120 students who finally
participated in the survey, 118 were Greek students and 2 were Albanian. All participants came

from all socio-economic strata.

4.3. Selection and presentation of research material

Journey (2018), Quest (2019), Return (2019) were the wordless books which have chosen
after a thorough bibliographic review of studies that focus on wordless books. The intent of
the review was to provide an adequate framework for the development of students’ critical
thinking skills (Arizpe & Styles, 2003; Housen, 2002; Yenawine, 2013). The wordless books
were selected according to certain criteria such as the age of children/research participants,
the authenticity and persuasiveness of the story as well as the function of images
(Giannikopoulou, 2008). It was also necessary stipulation that children should not know the
wordless books, which have been published recently and have been distinguished by

winning an international literature or best illustration award.

5. Methodology
5.1. Preparation, conduct of research

During the prosecution of the research, face-to-face and remote meetings were held with the
principals, teachers and parents of the children who would participate in the research. Aiming
to weighting the C.T.S.E.T. tool, identifying ambiguities and avoiding errors in the design of the
main research (Barribeau, et al., 2012) a pilot study was carried out with students from another

public primary school in Larissa, which did not participate in the main study.
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The main research was completed in three phases: the pre-test, the educational invasion and
the post-test (Cohen & Manion, 1997; Creswell, 2011). During the conduct in the main research
children were divided into two groups (control and experimental), equally distributed, by the
method of randomization without having been equalized in terms of their qualitative

characteristics (Cohen & Manion, 1997; Creswell, 2011).

During the pre-test, children were asked to “read” the wordless book entitled Journey (Becker,
2018). Then they were asked to answer to

five (5) comprehension questions of the The main research was completed in
three phases: the pre-test, the
educational invasion and the post-test
followed. Children who participated in the (Cohen & Manion, 1997; Creswell,
2011). During the conduct in the main
research children were divided into
basic elements of the Visual Arts, two groups (control and experimental).

book's content. The educational invasion

experimental group were introduced to the

specifically the point, the line, the shape,

the form, and the color. Besides they “read” the other two wordless books of Becker’s trilogy
(Quest and Return) and they implemented creative reading activities in a playful form. Especially,
the three (3) teaching hours of the Flexible Zone course were allocated every week in order to
develop students’ critical thinking skills. The students of the experimental group and the class
teacher implement twenty-five (25) activities. These activities were designed by the researcher

and given to the class teacher as an educational material.

The post-test was conducted in the same way as the pre-test. In all phases of the research the
interviews of the children/participants were recorded. The transcribed interviews -before and
after- in response to the researcher's prompting questions composed the research material. In
order to evaluate the performance of the groups in the main and the pilot research, it was

applied the method of Content Analysis (Kyriazi, 1998; Lincoln & Cuba, 1985; Weber, 1990).

6. Results
6.1. Survey statistical analysis

The student performance of the two groups (control and experimental) was evaluated through
statistical analysis. All analyzes were performed with the SPSS Statistics 26 statistical package
and the level of significance was set at p <.05. First, a normal distribution test was applied using
the Kolmogorov-Smirnov test (K-S test) (Chakravarti, Laha & Roy, 1967) and a descriptive
analysis of the data (means and standard deviations) was performed (Howitt & Cramer, 2011).
The Means, the Standard Deviations, the Control of Normal Distribution through the

Kolmogorov-Smirnov test and the positive or negative differences (Most extreme differences)
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between the initial (Pre) and the final measurement (Post) of the examined variables are

presented in Table 1.

Table 1. Means, standard deviations, normal distribution test between the initial (pre) and the final
measurement (post) in the examined variables.

Mean? Std Absolute | Positive | Negative Kolm Asymp.Sig N

Devia b b b Smirnov | (2-tailed)

tion2
I1_interpretation 1,53 ,879 ,458 ,458 -,275 5,019* ,000 120
Pre
I1_interpretation 1,79 ,961 ,378 ,378 -271 4,145* ,000 120
Post
12_analysis Pre 1,44 ,786 ,454 ,454 -,287 4,979* ,000 120
12_analysis Post 1,62 ,881 ,408 ,408 -,242 4,470* ,000 120
I13_explanation 1,50 ,810 ,432 ,432 -,268 4,728%* ,000 120
Pre
I13_explanation 1,72 ,918 ,382 ,382 -,236 4,189* ,000 120
Post
I14_inference Pre 2,08 ,927 ,307 ,268 -,307 3,368* ,000 120
I4_inference Post 2,38 ,918 432 ,251 -,432 4,736* ,000 120
I5_evaluation Pre 2,31 ,933 ,404 ,245 -,404 4,427* ,000 120
I5_evaluation 2,53 ,850 ,470 ,288 -,470 5,151* ,000 120
Post

—_—

. Indicator; a. Normal parameters: Test distribution is Normal/ Calculated from data; b. Most Extreme Differences * p <,001

Because the data resulting from the normal distribution test through the Kolmogorov-Smirnov

test (K-S test) did not follow the normal distribution (p< .05) a non-parametric test of two

dependent samples (Wilcoxon test) (Howitt & Cramer, 2011) was applied separately for each

intervention group (control and experimental) to investigate whether there were statistically

significant differences between the initial (pre) and the final measurement (post) in terms of

interpretation, analysis, explanation, implication and evaluation.

Especially, regarding the control group, the results of the Wilcoxon test showed that there were

not statistically significant differences between the initial (pre) and the final measurement (post)

in terms of the interpretation (Z = -,856, p = ,392), the analysis (Z = -,841, p = ,401), the

explanation (Z=-,368, p =,713), the inference (Z = -,434, p =,664) and the evaluation (Z =-,428,

p =,669) (Table 2).

Table 2. Means, standard deviations, normal distribution test of the examined variables in the

control group

Mean? Std Minimum Maximum Statistic | Asymp.Sig N
Deviation? z (2-tailed)
I1_interpretation 1,52 ,873 1 3 -,8562 ,392 60
12_analysis 1,48 ,792 1 3 -,841° 401 60
13_explanation 1,45 ,769 1 3 -,368° , 713 60
14_inference 2,03 ,991 1 3 -,434° ,664 60
15_evaluation 2,20 ,988 1 3 -42842 ,669 60
L. indicator; a. Based on negative ranks; b. Based on positive ranks; c. Wilcoxon Signed Ranks Test
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On the contrary, regarding the experimental group, the results of the Wilcoxon test showed that
there were statistically significant differences between the initial (pre) and the final
measurement (post) in terms of interpretation (Z =-2.056, p < .05), analysis (Z=-2.663, p < .05),
explanation (Z = -2.549, p < .05), inference (Z =-3.974, p < .001) and evaluation (Z=-2.489, p <
.05). In all the above analyses, the experimental group had a higher score in the final
measurement (post), after the implementation of the intervention program in comparison to
the initial measurement (pre) (Table 3).

Table 3. Means, standard deviations, control of normal distribution of the examined variables in
the experimental group

Mean?2 Std Minimum Maximum Statistic | Asymp.Sig N

Deviation? zZ (2-tailed)
I1_interpretation 1,70 ,926 1 3 -2,0562 ,040 60
12_analysis 1,37 712 1 3 -2,6632 ,008 60
13_explanation 1,42 ,720 1 3 -2,5492 ,011 60
I4_inference 1,95 ,999 1 3 -3,9742 ,000 60
I5_evaluation 2,25 ,968 1 3 -2,4892 ,013 60

I. indicator; a. Based on negative ranks; b. Wilcoxon Signed Ranks Test

In order to investigate whether there were statistically significant differences between the
experimental group and the control group in interpreting, analyzing, explaining, inferring and
evaluating separately for each measure (pre, post), a non-parametric two-independent sample
test was used. Specifically, the Mann-Whitney U test was used to investigate whether there

were statistically significant differences between the two independent sample variables.

More specifically, regarding the initial measurement (pre), the results from the Mann-Whitney
U test showed that there were no statistically significant differences in the interpretation (U =
1792.00, p = .956), the analysis (U = 1677.50, p = .401), the explanation (U = 1716.00, p = .584)
the inference (U = 1729.00, p = .684) and the evaluation (U = 1620.00, p = .263) between the

experimental group and the control group (Table 4).
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Table 4. Differences between the performance of the control group and the experimental group in
the initial measurement

Mean? Std Min Max | Whitney | Asymp.Sig N
Deviation? U test? (2-tailed)

I1_interpretation 1,52 ,873 1 3
control group_ pre 1792,00 ,956 60
I1_interpretation_ 1,53 ,892%* 1 3
experimental 60
group_pre
12_analysis_ 1,48 ,792 1 3
control group_ pre 1677,500 ,401 60
12_analysis_ 1,40 ,785%* 1 3
experimental 60
group_pre
13_explanation 1,45 ,769 1 3
control group_ pre 1716,000 ,584 60
13_explanation_ 1,55 ,852%* 1 3
experimental 60
group_pre
I4_inference_ 2,03 ,991 1 3
control group_ pre 1729,000 ,684 60
I4_inference_ 2,12 ,865*** 1 3
experimental 60
group_pre
I5_evaluation_ 2,20 ,988 1 3
control group_ pre 1620,000 ,263 60
I5_evaluation_ 2,42 ,869%** 1 3
experimental 60
group_pre

L indicator; a. Grouping Variable: group* p <,05 *** p <,001

Regarding the final measurement (post), the results from the Mann-Whitney U test showed that
there were statistically significant differences in the analysis (U = 1324.00 p < .01), the
explanation (U = 1249.00 p < .01), the inference (U = 1007.00 p < .001) and the evaluation (U =
1293.00 p < .001) between the experimental group and the control group. Specifically, in the
final measurement (post) the experimental group had a higher score in those indicators than
the control group. Finally, there were no statistically significant differences in the interpretation

(U=1637.50 p =.324) between the experimental group and the control group (Table 5).
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Table 5. Differences between the performance of the control group and the experimental group at
the final measurement

Mean? Std Min Max Whitney | Asymp.Sig N
Deviation? U test? (2-tailed)
I1_interpretation 1,70 ,926 1 3
control group_ pre 1637,500 324 60
I1_interpretation_ 1,88 ,993* 1 3
experimental 60
group_pre
12_analysis_ 1,37 ,712 1 3
control group_ pre 1324,000 ,003 60
12_analysis_ 1,87 ,965* 1 3
experimental 60
group_pre
I3_explanation 1,42 ,720 1 3
control group_ pre 1249,000 ,001 60
13_explanation_ 2,02 ,1000* 1 3
experimental 60
group_pre
I4_inference_ 1,95 ,999 1 3
control group_ pre 1007,000 ,000 60
I4_inference_ 2,82 ,567*** 1 3
experimental 60
group_pre
I5_evaluation_ 2,25 ,968 1 3
control group_pre 1293,000 ,000 60
I5_evaluation_ 2,80 ,6(05%** 1 3
experimental 60
group_pre

I. indicator; a. Grouping Variable: group* p <,05 *** p <,001

7. Conclusions

Evaluating the dialogues of First grade students it was found that the students of the
experimental group compared to children in the control group scored better on the five (5)
critical thinking assessment indicators (interpretation, analysis, explanation, inference,

evaluation) (Housen, 2002; Pantaleo, 2017; Yenawine 2013).

Particularly, in accordance with the C.T.S.E.T. tool it was found that the performance of children
in both the control and experimental groups did not show statistically significant differences on
the five investigated critical thinking indicators before the implementation of the educational
invasion (pre-test). On the contrary, obvious statistical differences were found in the
performance of the children of the experimental group during the post-test. Final data of the

survey proved the positive effect of the educational invasion that implements wordless books.

The comparative analysis of the two groups’ performance showed that the children in the

experimental group developed higher order critical thinking skills through providing teacher’s
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guidance and explicit instructions (Halpern, 2014; Law, 2012). In particular, it was found that the
children met the requirements of the C.T.S.E.T. objectives. They were able to identify the key
information of the image and predict the development of the book's story. Finally, they managed

to identify the figurative elements in order to fully substantiate a point, conclusion or argument.

The survey results confirm the positive effect of the C.T.S.E.T. as a research tool in the
development of children's critical thinking skills. The results demonstrate that the
implementation of wordless books provides a strong motivation to integrate this kind of picture

book into the educational process in order to develop children's critical thinking skills.
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Abstract

Literary reading and the comprehension of literary text(s) have long been a key part of education.
While reading comprehension in general has received a fair amount of attention, empirical research
on comprehension processes of literary texts is still relatively rare. Yet, it is advisable to gain a
thorough understanding of these processes, including potential difficulties and hurdles specific to the
understanding of literary texts. To address this issue, we analyse such comprehension processes in
a group of university students of English as a second language, drawing on a test based on
Shakespeare’s sonnet 43 which employs standardised, open-ended questions. Our research has two
goals: firstly, to analyse readers’ approaches that result in a more or less successful decoding of the
text they are presented with, and, secondly, to explore whether different textual phenomena help or
hinder understanding. We find that both strong and weak readers employ similar reading strategies;
however, they differ in their literary response, with weak readers more likely to draw on irrelevant
associations not warranted by the text. In addition, we show that some textual phenomena are more
difficult to understand than others. Last, we discuss possible implications of our findings for teaching.

Key words: Literary comprehension, reader characteristics, textual phenomena, standardised test,
Shakespeare.

Resumen

La lectura literaria y la comprension de texto(s) literarios han sido durante mucho tiempo una parte
clave de la educacién. Aunque la comprension lectora, en general, ha recibido bastante atencion, la
investigaciéon empirica sobre los procesos de comprensiéon de textos literarios sigue siendo
relativamente escasa. Sin embargo, es recomendable obtener una comprensiéon completa de estos
procesos, incluyendo posibles dificultades y obstaculos especificos para la comprensién de textos
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literarios. Para abordar este problema, analizamos dichos procesos de comprensién en un grupo de
estudiantes universitarios de inglés como segunda lengua, utilizando una prueba basada en el soneto
43 de Shakespeare que emplea preguntas estandarizadas y abiertas. Nuestra investigacion tiene dos
objetivos: en primer lugar, analizar los enfoques de las personas lectoras que resultan en una
decodificacién mas o menos exitosa del texto que se les presenta; y, en segundo lugar, explorar si
diferentes fenémenos textuales ayudan o dificultan la comprensién. Descubrimos que tanto lectores
fuertes como débiles emplean estrategias de lectura similares; sin embargo, difieren en su respuesta
literaria, siendo mas probable que los lectores débiles recurran a asociaciones irrelevantes no
justificadas por el texto. Ademas, mostramos que algunos fenémenos textuales son mas dificiles de
entender que otros. Por ultimo, discutimos posibles implicaciones de nuestros hallazgos para la
ensefianza.

Palabras clave: Comprension literaria, caracteristicas del lector, fendmenos textuales, prueba
estandarizada, Shakespeare.

Resum

La lectura literaria i la comprensid dels textos literaris han sigut durant molt de temps una part clau
de l'educacié. Tot i que la comprensi6 lectora en general ha rebut una quantitat considerable
d'atenci6, la recerca empirica sobre els processos de comprensié dels textos literaris encara és
relativament poc comuna. No obstant aixo, és aconsellable obtenir una comprensio a fons d'aquests
processos, incloent-hi possibles dificultats i obstacles especifics per a la comprensié dels textos
literaris. Per abordar aquest problema, analitzem aquests processos de comprensié en un grup
d'estudiants universitaris d'anglés com a segona llengua, fent servir una prova basada en el sonet 43
de Shakespeare que utilitza preguntes estandarditzades i obertes. La nostra recerca té dos objectius:
en primer lloc, analitzar els enfocaments dels lectors que donen lloc a una descodificacié més o menys
reeixida del text que se'ls presenta; i, en segon lloc, explorar si diferents fendmens textuals ajuden o
obstaculitzen la comprensié. Descobrim que tant els lectors forts com els febles utilitzen estratégies
de lectura similars; no obstant aixo, difereixen en la seua resposta literaria, amb els lectors febles
més propensos a recdrrer a associacions irrellevants no justificades pel text. A més, mostrem que
alguns fenomens textuals s6on més dificils de comprendre que d'altres. Finalment, discutim les
possibles implicacions dels nostres resultats per a la docencia.

Paraules clau: Comprensié literaria, caracteristiques del lector, fendmens textuals, prova
estandarditzada, Shakespeare.
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1. Introduction

The comprehension of literary texts has been an integral part of education for a long time. While there
is a large amount of research on text comprehension in general (see, e.g., Fox & Alexander, 2009;
Kintsch, 1998, for a cognition perspective; Leslie & Caldwell, 2009), there are far fewer studies
(empirical ones in particular) of the understanding of literary texts specifically (Miall, 2006, though
see, e.g., Hall, 2015; Kramsch, 1985; Paran, 2008; Witte et al., 2012 for examples of the few existing
empirical studies on the topic). It is crucial, however, to develop a comprehensive understanding of
these processes, including potential challenges unique to literary texts. To address this gap, our study
investigates the comprehension processes of a group of university students studying English as a
second language. Our research aims to achieve two primary objectives: first, to analyse readers’
strategies that impact the effectiveness of decoding the presented text, and second, to investigate

how various textual elements either aid or impede comprehension.

2. Background
2.1 Literary text comprehension

Literary and non-literary texts share many properties which shape understanding processes. The
literary features of a text, as evident in its style and textual phenomena, sit along a continuum rather
than adhering to a binary classification. However, literary texts do tend to differ from factual texts in
the complexity of their linguistic makeup and the density of stylistic devices. This also includes textual

phenomena such as ambiguity, paradoxes or metaphors.

In our paper, we hence focus on literary texts which provide us with intriguing research material based
on their complexity: they pose challenges to their readers on the levels of language and style. Poetry
in particular poses an additional challenge as poems generally lack context, which requires readers to

process the linguistic information differently and more carefully than when reading a factual text.

In our paper, we hence focus on literary texts which provide us with intriguing research material based
on their complexity: they pose challenges to their readers on the levels of language and style. Poetry
in particular poses an additional challenge as poems generally lack context, which requires readers to

process the linguistic information differently and more carefully than when reading a factual text.

Our research project at Tubingen University in Germany focusses on learning more about the
particular competences needed for the comprehension of literary texts. The case study presented in

the following section(s) is based on a standardised comprehension test of Shakespeare’s Sonnet 43
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given to students of English as a second language (for details on the group, see section 1.4)1. The text
and the tasks presented to the students are in Appendix I. Prior to our own study, a quantitative study
was undertaken based on the same test but with a different participant sample (Bauer, Glaesser,
Kelava, Kirchhoff, and Zirker, 2022; see section 1.3)2. In this paper, we present the results of
qualitative analyses of the student responses to the same tasks obtained later from a different set of
students comprising 70 respondents. The quantitative results provided insights concerning the
association of text comprehension with student characteristics such as reading habits, prior
experiences of studying Shakespeare and time spent in English-speaking countries as well as an
analysis of the psychometric properties of the test. The short open answers to standardised questions
lend themselves to an additional qualitative analysis in order to gain further insights into
comprehension processes. Building upon the insights of Bierwisch (2012) and Klein (1977), who argue
that the interpretation of poetry transcends mere analysis of text properties, emphasising its impact
on the reader, our approach acknowledges that comprehension results from the intricate interplay
between text attributes and the reader’s predisposition. We assume that characteristics of the reader
and the text both influence comprehension processes. Additionally, we draw insights from Witte et
al.’s (2012) empirical study, which focuses on Dutch educators who, much like their global
counterparts, are successful in teaching average students but encounter challenges when supporting
diverse students, particularly in literary understanding. Recognising their limitations in identifying and
classifying variations in student capabilities, Witte et al. (2012) aimed to establish an empirical
framework that serves as a literary reference guide. To contribute to the existing research and to
address the intricate interplay between text characteristics and readers’ predispositions, our paper
formulates a dual-pronged strategy: we firstly focus on how strong and weak readers (in the sense of
how well they have understood the text) differ in the strategies they employ in their reading (see
section 2), and, secondly, on properties of the text itself (section 3). Before presenting the results of
these two parts of our analysis, we describe the text and the test based on it (section 1.2). We then
provide a summary of the quantitative findings from the previous study (Bauer et al., 2022, section
1.3), followed by the description of the sample of students who participated in the present study and

our approach to the analysis (section 1.4). We conclude with a discussion of our findings (section 4).

! The fact that the students were not native speakers of English obviously may affect the results; in particular,
they may have struggled more with unknown vocabulary and phrasing. Against that, however, they are likely
to have had a considerable amount of exposure to English-language literary texts through their studies,
possibly more so than some native speakers of English who have not studied language and literature to the
same extent. Either way, it would be interesting to see our approach applied to native speakers and readers
from a diverse set of backgrounds.

2 Details of the project members and the funding agency will be provided here once anonymous peer review
has ben completed.
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2.2. Material: Shakespeare’s sonnet 43

Shakespeare’s sonnet 43 was chosen as the literary text underlying our test for several reasons. Poems
are suitable for our purpose because they are relatively short and thus allow for the use of a full text
rather than excerpts in a test situation. Moreover, they often contain a wide range of textual
phenomena within their compact form. Sonnet 43 (reproduced in full in Appendix I) displays these
properties, which pose challenges to understanding particularly for contemporary readers, as we shall

see, Based on the sonnet, a test comprising 15 items (Appendix

1) was created. The items were standardised, i.e. all respondents

Poems are suitable for our
purpose because they are received the same items in an open or constructed response,

relatively short and thus

allow for the use of a full
text rather than excerpts in response items induce test-takers to phrase their own answers

format. In contrast to multiple choice questions, constructed

a test situation. to the questions and do not provide any preconceived answers
that can be selected. While this increases the burden on test

assessors, it also greatly increases the items’ validity, given that they reflect the respondents’ own
thoughts. Another advantage is that, unlike multiple choice items, arriving at the correct answer by
mere guessing is impossible (see Rupp et al., 2006). For our purposes, another key advantage is that
constructed response items can be analysed qualitatively, thus offering additional insights into

respondents’ understanding processes.

The first group of items, focusing on line 1, aims at directly assessing understanding as well as gaining
some insight into respondents’ sense-making processes. The second group, addressing lines 5-6,
explores the relationship between understanding specific expressions and the lines as a whole. The
third group, with a focus on lines 13-14, investigates the understanding of the lines as well as the poem
as a whole, that is, the move from a local to a global understanding of the text. 12 of the 15 items
were considered in the final score, the other three items (1.2, 1.4 and 3.2) served to prime
respondents for the following items. Students’ responses were scored following a detailed answer
scheme developed by the literary scholars among the test’s authors who are experts on early modern
English literature. Ambiguous answers were discussed with other team members until consensus was

reached.

2.3. Previous research: quantitative findings

3 For more details on how the sonnet was chosen and on the rationale for test construction see Bauer et
al. (2022).
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An earlier quantitative study based on the test described above involved 430 students from three
universities (Bauer et al., 2022). Nearly 60 percent of them were studying for a teaching degree, with
the remainder pursuing a different course such as a BA or MA in English literature. Most of the
participants studied a second subject alongside English; these second subjects were varied and
included, among others, history, biology, German, other foreign languages, and sports. They had been
studying for a period between one and thirteen semesters, with the majority (101 respondents,
23.5%) in their second semester. Bauer et al. (2022) found that the test showed satisfactory
psychometric properties in terms of internal consistency and reliability. They also established its
external validity by assessing the extent to which relevant respondent characteristics predicted test
performance. They analysed the ability to reflect on one’s own understanding by exploring the
responses to items 1.4/1.5 and 3.2/3.3. Items 1.4 and 3.2 ask “Does the line make sense to you?”,
referring to lines 1 and 13 respectively. Items 1.5 and 3.3 then ask “If it [the line] doesn’t make sense
to you, please say what causes the difficulty. If it does make sense, please explain how you worked it
out”. In their answers, participants drew on context, noted an awareness of stylistic figures and literary
conventions, as well as their knowledge of syntax and general world knowledge. Paraphrasing was
sometimes used as a strategy. The main obstacles to understanding were a lack of relevant vocabulary,
an overly complex sentence structure on the level of language, and struggles with a paradox (Bauer et

al., 2022).

The current study builds on these insights by extending the research to a qualitative analysis of a
sample of new respondents’ characteristics and followed by an analysis of properties of the text.
Respondents’ characteristics and textual properties jointly contribute to understanding or a lack

thereof. In the next section, we describe this new sample, and outline our approach to the analysis.

2.4. The present study: participants and coding

The test described in section 1.2 was taken by 70 respondents. Their overall backgrounds are very
similar to the 430 participants described in section 1.3 (and in Bauer et al., 2022) in terms of their
studies. However, they were slightly further advanced in their studies, with the majority in their third
or fifth semester. Similar to the larger group of 430, responses were evaluated for overall correctness,
and scores ranging from 0 to 10 were recorded, with a maximum possible score of 12. Following this
guantitative assessment, we coded each individual response using the data analysis program ATLAS.ti,
version 22.1.3.0 (Atlas.ti, 2022). The purpose of this coding process was to document and categorise
any statements made by the students which provide information about their steps in the reading

process, their interpretative approaches, difficulties in understanding, reading strategies and thought
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processes. The resulting codes form the basis for the analyses presented in sections 2 and 3 (see Table
1 for a list of all codes). We accordingly documented all aspects of the students’ reading process,
irrespective of whether it was an instance of not-understanding, understanding, or simply reflections

on the nature of the text at hand.

Some of the code categories were determined beforehand based on the aims of the survey, which
were to reveal specific aspects of the students’ comprehension processes®. Other categories were
added or modified throughout the mark-up process, depending on what the students wrote in their
answers in an inductive analytic process. After the initial coding rounds, the documents were checked
again for further passages to which codes may apply that were added at a later stage of the mark-up
process; we added the codes retrospectively wherever appropriate®. Appendix Il provides details on

the rationale behind the coding.

Subsequently, given our interest in reading strategies, we divided all codes into two groups, regardless
of whether they had been determined beforehand or whether they had been derived during the
inductive process: firstly, those that relate to the students’ reading process and, secondly, those that
refer to their literary response. While the reading process codes are related to reading more generally,
the literary response codes mark those statements that reflect reactions specific to the nature of the
textual material at hand. Thus, both code groups focus on the reader’s behaviour, but the first
encompasses general reading behaviour, whereas the second refers to the reader’s response to the
literary text at hand. There are three codes (hypothesis, text analysis, problem solving) that we
assigned to both groups. Certain overlaps between the code groups were to be expected as we were
dealing with the products of a comprehension process that requires readers to use basic
comprehension skills and, simultaneously, to consider how the particular nature of the text affects
this process. Table 1 provides a list of the codes and their definitions along with examples and

information on which code group they were allocated to.

4 The questions in the survey are based on the assumption, founded in linguistics, that reading is an
interplay between applying linguistic knowledge (of words, syntax, semantics) and determining how
pragmatic principles are used in the text, i.e. identifying implicatures (Zirker, Glaesser, Kelava, & Bauer,
2018, p. 159).

5 We also used the software, which can generate a list of those words that appear most frequently in the
individual codes, to verify the accuracy of our code categories. We expected the code “(evaluative) comment
on: text composition” to include words, such as “repetitions” and “word play”, that are likely to occur when
talking about the composition of sonnet 43. Our expectations were confirmed: for example, the code
“(evaluative) comment on: text composition” yielded the following words: word (23), meaning (15),
shadow (14), repetition (13), whereas the code “problem solving” yielded the words: meaning (9), line (9),
sense (7), sentence (5).
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Code Name Code Definition Example Code group
Ambiguity + Recognising, highlighting and/or discussing | N/N/V/Adj/V (maybe N; I am not quite sure)
ambiguity with regard to its possible meaning(s) in | (response to task 2.1.: asks students to name the word classes of the | “reading
the sonnet words in line 6: “shadow’s form form happy show”) process*
Ambiguity - Not recognising ambiguity or not discussing | Ithinkitis clear what the speaker means.

ambiguity where it is present in the text

(response to task 1.1.: concerns the ambiguity in line 1 of the sonnet

(“When most I wink, then do mine eyes best see”))

Realisation +

Knowledge growth through analysis, drawing
conclusions (e.g. text elements are put in context)

based on text analysis

He is talking about dreaming.
(response to task 1.5.: concerns the paradox in line 1 of the sonnet

(“When most I wink, then do mine eyes best see”))

Realisation -

Drawing conclusions that are not supported by

sonnet’s context, supposed understanding,

expressing confusion about the meaning of a line

I don’t understand why he should see better if he winks his eyes.
(response to task 1.5.: concerns the paradox in line 1 of the sonnet

(“When most I wink, then do mine eyes best see”))

Reflection on +

Reflecting on own understanding processes, self-
monitoring, reflecting on context in which utterance

in question was made

Paradoxically he is saying he can see most clearly when his eyes are
closed the most, so when he is sleeping. This becomes clear by reading
the rest of the poem with the motive of day and night.

(response to task 1.5.: concerns the paradox in line 1 of the sonnet

(“When most I wink, then do mine eyes best see”))

Reflection on -

Understanding processes are not reflected upon
even though this is supposed to be part of the

response

I think the [sic] have a similar meaning and increase each other’s
meaning.
(response to task 2.3.: asks the words “shadow shadows” in line 5

(“shadow shadows doth make bright”) have the same meaning)

Journal of Literary Education n.7, 2023 / ISSN 2659-3149

66



Understanding and Text Properties: Investigating Readers’ Sense-making Processes

Hypothesis Establishing a hypothesis about the possible | It probably is a reference to him missing his beloved and to be closer to | both

meaning(s) of the utterances made in the text her he closes his eyes and thinks of her. categories:
(response to the last task, 3.4.: asks students to go back to line 1 and | “reading
state how it makes sense in the context of the poem) process” and

Text analysis Analysis of text elements and their relationship to | Itis a paradox [sic] relation because usually one cannot see best while | “literary
each other winking. response”

(response to task 1.1.: concerns the paradox in line 1 of the sonnet
(“When most I wink, then do mine eyes best see”))

Problem solving | Descriptions of problem-solving strategies After I translated the sentence, it made sense as a metaphor.

(response to task 3.3.: asks students to explain how they made sense of
lines 13-14 (“All days are nights to see till | see thee, / And nights bright
days when dreams do show thee me.”))

Generalisation Interpretations outside the text, | It is about seeing/not seeing/seeing only shadows or in dreams. It is
overgeneralisations,  general statements or | aboutlove and how the loved one is SEEN. “literary
inferences based on (inadequate) evidence from the | (response to the last task, 3.4.: asks students to go back to line 1 and | response”
poem state how it makes sense in the context of the poem)

Personal Meaning of word and phrases for the reader, does | It makes sense for me because for example [sic] my dad is wearing

associations not necessarily coincide with meaning of the word in | glasses and sometimes he winks more often to see something clear.

sonnet’s context

(response to task 1.5.: concerns the paradox in line 1 of the

sonnet(“When most [ wink, then do mine eyes best see”))
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(Evaluative) Any comment regarding the question how to | In most poems there is not just one right meaning. Each of us reads it
comment on: approach a literary text to make sense of it differently and associates different things.
approach to (response to task 1.3.: concerns the meaning of line 1 (“When most I
literary text wink, then do mine eyes best see”))
(Evaluative) Any comments concerning the text composition and | The syntax seems off and the [sic] are words of the same form but with
comment on: the author’s skills different [sic] meaning or even exactly the same word [sic] right next to
text composition each other. This makes the poem very difficult to read but also
intriguing.
(response to task 2.6.: asks students what is striking about lines 5-6
(“Then thou, whose shadow shadows doth make bright, / How would
thy shadow’s form form happy show”)

Table 1. Codes and their groups

Journal of Literary Education n.7, 2023 / ISSN 2659-3149 68



Understanding and Text Properties: Investigating Readers’ Sense-making Processes

3. Strong and weak readers

As noted above, respondents scored between 0 and 10 points on the comprehension test. This part
of the analysis focuses on the differences in approach between those who scored highly on the test
compared with the others. Accordingly, we grouped them as weak readers and strong readers, with
the former comprising those who scored between 0 and 7 points and the latter 8 to 10 points®. We
assume that the two groups differ with regard to their reading processes and strategies that are
applied to understand the text. Investigating these differences can help provide insights into specific
comprehension processes. Accordingly, we were interested in potential distinctions in both the
reading process codes and the literary response codes between the groups. Given that the overall
score in the survey constitutes a measure of how well the student has understood the text, it is
plausible that the processes through which the results were achieved vary between the groups, which

is why we employ this differentiation.

For the analysis, we first examined the total number of specific codes given’. Next, we compared how
often the codes from the “reading process” group were assigned. In Table 2, we show how many times
a code was given on responses from “weak readers” and how many times to “strong readers”. For
each group, we have ordered the resulting list of codes so that the most frequent codes are at the top
of the table. In other words, we present a rank order of codes so that within each group of readers —
weak and strong — the most common codes for that group are at the top of the table and the least
common ones at the bottom. The reason for relying largely on rank orders rather than relative
frequencies/proportions of codes within each group is that the latter can be misleading because the
two groups are uneven in size. Reporting the proportion of each group within a code would be
misleading. We have, however, provided the percentages of codes. The comparison of the “reading
process”-code shows that the differences between these two groups of students are only marginal,

regardless of whether rank order or percentages are considered.

612 points was the maximum on this test. Respondents scoring at least 8 are those solving at least two thirds of
the items correctly, placing them well above average performance. A lower cut-off would have made the
characterisation of the top group as “strong readers” questionable.

7 Since a code is assigned to a response or part of a response, and since more than one code can be assigned

to the same (part of a) response, the number of codes exceeds the number or respondents and the number of

tasks.
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Weak readers (58 respondents)

Strong readers (12 respondents)

Realisation -: Language 197 (24.94%)

Realisation +: Language

51 (24.88%)

Realisation +: Language 132 (16.71%) Hypothesis 32 (15.61%)
Hypothesis 104 (13.16%) Text analysis 24 (11.71%)
Ambiguity - 58 (7.34%) Realisation -: Language 22 (10.73%)
Realisation -: Context 50 (6.33%) Ambiguity - 16 (7.80%)

Text analysis 47 (5.95%)

Realisation +: Context

16 (7.80%)

Realisation +: Context 44 (5.57%)

Reflection on +: Context

12 (5.85%)

Reflection on -: Language 41 (5.19%)

Reflection on +: Language

11 (5.37%)

Reflection on -: Context 37 (4.68%) Reflection on -: Language 7 (3.41%)
Reflection on +: Language 32 (4.05%) Realisation -: Context 5(2.44%)
Reflection on +: Context 26 (3.29%) Reflection on -: Context 5 (2.44%)
Problem solving 21 (2.66%) Problem solving 4 (1.95%)
Ambiguity + 1 (0.13%) Ambiguity + 0(0%)

Table 2. Reading process codes, frequencies within performance groups

The fact that the differences between the two performances are only minor suggests that the

students, irrespective of their competence levels, show similar reading behaviours, yet, apparently,

with differing degrees of success, otherwise the group of strong readers would not have solved more

tasks correctly. Moreover, the results also suggest that these codes are no direct indicators of

students’ literary competence; in other words, the general
approach to reading — as opposed to specific strategies
applied to literary phenomena —is the same for the group.
Given that all our respondents are university students, it
is perhaps not surprising that they have all developed
similar general reading strategies. We have designated
them as strong and weak readers in the context of our
investigation, but in a different sense they are all strong
readers, of course, given their level of education and their

choice of university subject.

We now turn to the more specific reading processes

The fact that the differences
between the two performances
are only minor suggests that the
students, irrespective of their
competence levels, show similar
reading behaviours, yet,
apparently, with differing
degrees of success, otherwise
the group of strong readers
would not have solved more
tasks correctly.

employed in the context of a literary text. Here, we do find some differences between the two groups,

as can be seen in Table 3. Again, we present rank orders of codes and percentages within groups, as

in the comparison of reading process codes.
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Weak readers (58 respondents) Strong readers (12 respondents)
Personal association 46 (41.07%) | Generalisation 14 (46.67%)
Generalisation 45 (40.18%) | (Evaluative) comment on: text | 9 (30%)

composition
(Evaluative) comment on: 15 (13.39%) | Personal association 7 (23.33%)
approach to literary texts
(Evaluative) comment on: text 6 (5.36%) (Evaluative) comment on: | 0 (0%)
composition approach to literary texts

Table 3. Literary response, frequencies within performance groups

The strong performance group does not make any (evaluative) comments on possible approaches to
literary texts, whereas in the weak group this is the third most common code. The personal
association-code is also more typical of the weak performance group. Evaluative comments on text
composition are the second most common code in the strong group and the rarest in the weak group.
The results, therefore, suggest that the codes “(evaluative) comment on: approach to literary texts”
and “personal association”, may, in the context of this specific survey, be said to be associated with
lower competence levels, whereas the code “(evaluative) comment on: text composition” is more

likely to be linked to higher competence levels.

A closer analysis of the students’ statements in the passage coded with the “(evaluative) comment on:
approach to literary texts” reveals, for example, that the students hardly answer the question in the
task; rather, they comment on the fact that “poetry is hard” or that “it is a poem and everyone
interprets poems differently”. It seems that, as a consequence of their own insecurity regarding the
meaning of the line, the students often ignore the task altogether and come up with all sorts of
responses. The code group “(evaluative) comment on: approach to literary texts”, therefore, mostly
tags passages in which students avoid engaging with the text and making sense of it by stating what
they should be doing or what they think makes the attempt to understand the sonnet futile. By
contrast, a closer analysis of the statements coded with the “(evaluative) comment on: text
composition”-code reveals that the tagged passages are often comments concerned with the fact that
the elements in the sonnet are deliberately structured and phrased in a certain manner. Noting the
text’s striking use of language may have helped the students realise that, although, for example,
Shakespeare’s wordplay may be hard to understand at first, it nevertheless serves a communicative
purpose —and that it is the reader’s task to investigate their possible meaning(s) in the context of the

sonnet.

Given the relatively small sample size, only further investigations can reliably confirm these

tendencies. The results nevertheless allow for one conclusion: the difference between the results from

http://doi.org/10.7203/JLE.7.26763 71



Leonie Kirchhoff & Judith Glaesser

the two code groups suggests that the manner in which the students respond to the sonnet affects

the outcome of their comprehension process.

This observation confirms the hypothesis that literary texts have specific properties that need to be
taken into account when researching text comprehension and, thus, supports the notion stated at the
beginning of this investigation: research on literary understanding requires an adequate consideration

of the reading material (see, e.g., Frederking, 2010; Meier et al., 2017, 56).

Our focus in this section was on readers’ characteristics, more specifically, their understanding
processes in general and their literary responses in particular. We now turn to properties of the text

which may aid or hinder comprehension.

4. Textual phenomena

The five textual phenomena which can be identified in Sonnet 43 and underlie our test are ambiguity,
metaphor, oxymoron, paradox and polyptoton. As noted above, the density of such phenomena tends
to be greater in poems because they are a powerful means to say “much in little” (Bauer, 2012, p.
160); this may contribute to the genre’s enigmatic qualities and makes poems more challenging to
understand. In this paper, we focus on two of the textual phenomena: the paradox in line 1 (referred
to in task 1) and the metaphor in lines 13-14 (referred to in task 3). Both are commonly encountered
in literary, as well as non-literary texts, and may hence be familiar to readers. The tasks contain
guestions which specifically ask students to reflect on as well as document (in writing) their own
understanding process. The student responses to the tasks can thus be evaluated with regard to the
textual phenomena they refer to. This approach allows us to investigate whether specific text features
trigger certain comprehension processes. In sections 3.1 and 3.2, we analyse weak and strong readers

together, returning to the distinction in section 3.3.

4.1 Making sense of paradox and metaphor

To begin with, we observe unexpectedly diverse responses for item 1.1, especially given the
straightforward nature of the question (What is the relationship between part 1 of the line, 'When
most | wink," and part 2, 'then do mine eyes best see'?), which should hardly result in answers beyond
those related to textual analysis. However, the students were apparently struggling to make sense of
this line. In fact, despite their concern with the linguistic aspects of the utterance — the students
mention a set of different problems mostly on the syntactical and lexical level —, they rarely noticed
that the statement in the first line is contradictory and can only be explained when reading on: while

most of the students correctly identified the metaphor in lines 13-14, only 12 out of 70 students
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correctly identified the (apparent) paradox in line 1. In this context, it should also be noted that the
fact that the paradox is resolved in the consecutive two lines should neither be considered a reason
why students chose not to comment on it nor a factor that diminishes its importance for
understanding the rest of the poem. On the contrary, the argumentative structure of the sonnet
makes the first statement a plausible “expression of the speaker’s relationship with the addressee”
(Bauer et al., 2022: 5). It is therefore particularly important to identify the paradox because it enables

readers to discuss the meaning of the first line in relation to the interpretation of the rest of the poem.

This first observation is crucial as it reconfirms the importance of a thorough textual analysis preceding
an attempt at interpretation. The student answers suggest that, whenever they are struggling to make
sense of an utterance, they tend to resort to (inappropriate) remedial strategies that they think can
help them resolve the issues encountered. The question is why their responses tend to diverge more
when they come across a difficult passage than an easy one, even though the survey question asks
them for an analysis of the passage that is supposed to help them find the cause of their problem in
understanding. The lack of context may be one reason why respondents struggle to make sense of the
utterances in the poem?. Unlike factual texts, fictional texts lack context in which to situate utterances,
and the only clues as regards the meaning of an utterance are provided in the text itself. In this
context, Eco emphasises the significance of abduction (inference to the best explanation) in the
interpretation process and proposes that interpreting signs entails formulating hypotheses and

selecting the most plausible ones based on available evidence!® (Eco 1992, 65). The objective of

8 It makes sense here to include a short note on Iser’s 1974 book titled The Implied Reader in which he
writes about reader responses to fictional texts. Central to Iser’s approach is a keen emphasis on the
reader’s role in deciphering what remains unspoken in the text yet is possibly suggested (Iser The Implied
Reader 274f). He thus introduces the idea of 'gaps' within the text, but, while still supported in literary
studies, this is a somewhat vague concept. The definition of these 'gaps' is not based on a solid theoretical
framework, such as, for example, pragmatic studies and the concept of implicatures. Instead, it appears
that the determination of these 'gaps' relies on the individual researcher’s or reader's subjective
interpretation alone. One must therefore exercise due caution when considering Iser’s approach in
literary analysis. A similar critique can be put forward against Rosenblatt who describes literary
experience as “a circular process” during which “the reader responds to the verbal stimuli offered by the
text, but at the same time ... draw([s] selectively on the resources of his own fund of experiences and
sensibility to provide and organize the substance of his response” (Rosenblatt 1978: 43). In a manner
similar to Iser, Rosenblatt places considerable emphasis on the reader’s role and overlooks the central
importance of textual evidence as the primary point of reference. In this article, we aim to discuss the split
between the reader’s subjective interpretations or free associations and the text’s semantic and
pragmatic meaning (s. below).
To be precise, non-fictional texts are based on real-life events, and its readers can refer to additional
sources in case of uncertainties and in order to disambiguate certain statements. Fictional texts, however,
do not depend on the factuality of what they refer to and can therefore be considered a “self-contained
unit” (cf. Bauer etal,, 2020: 201). This independence requires readers to pay close attention to the poem’s
language and how each meaningful unit contributes to the meaning of the whole (cf. Bauer et al., 2020:
201, 212; cf. also Bauer and Brockmann 2017).
10 See also Fishelov, who, based on the “ratio between textual details from various phonetic, syntactic and
semantic levels, and explicit or implicit assumptions that we use in order to explain these details”,

9
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understanding a fictional text therefore lies in discussing the textual evidence with regard to its
possible meanings. However, while the information the text provides should be sufficient, it can still
be challenging to figure out how the different units of meaning in the poem contribute to the meaning
of the text as a whole (and vice versa). The complexity of this process becomes evident in the various
remedial strategies the respondents employ to make up for the lack of context. For example, they try
to establish a context themselves by drawing on subjective associations with certain words. While this
strategy may be helpful when dealing with a factual text, in a fictional text, personal associations, e.g.
with word meanings, can distract from a thorough analysis of what the actual utterance context of the
linguistic expression (here, the sonnet) tells us about the meaning of the utterance. Consequently, the
students end up proposing an explanation that has little to do with what the text actually says. For
example, one student writes “[ylou normally wink often when you are crying, therefore you can
interpret it as the lyrical subject can see the truth, or clear [sic] when they are hurt.” Another strategy
they resort to is trying to make the answer more specific by explaining how the utterance may apply
to a situation in their own world. These interpretations are, however, often not warranted by the text.
For example, one student responds to item 1.1 that “[y]Jou draw energy for the following days.
Through dreams our dark rooms can be bright.” We coded expressions of these two strategies as
“personal association”. The two examples draw attention to the fact that there are two different kinds
of knowledge that interact with each other during the reading process: the knowledge readers bring
to the text and the knowledge they acquire from reading it. It can be challenging not to let pre-existing
knowledge about certain words and situations influence how we understand texts. Hence,
understanding the significance of context and how it affects word comprehension, especially when
reading fictional texts, is a critical aspect of literary studies!l. Considering that there are more
“personal association” codes for the paradox (see Figure 1) than the metaphor, we can assume that
the students were struggling with the paradox in particular, making them rely more on their personal

associations with the words rather than conduct a thorough analysis of the language.

The student answers suggest that, whenever they are struggling to make sense of an
utterance, they tend to resort to (inappropriate) remedial strategies that they think
can help them resolve the issues encountered.

distinguishes between economical and uneconomical interpretations (32f). While an economical
interpretation “succeeds in explaining many textual details while using only a few, simple assumptions”,
an uneconomical interpretation “develops a complicated set of assumptions to explain only a few textual
details” (Fishelov 2012/13: 32).

11 See also Meek’s monograph How Texts Teach What Readers Learn where she explores various ways in
which texts impact and mould readers’ comprehension and knowledge.
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reflection on understanding
problem solving

personal association
hypothesis 71

generalisation

(evaluative) comment on: text... 16

(evaluative) comment on: approach to... 15

0 20 40 60 80
B Metaphor ™ Paradox

Figure 1. Distribution of “literary response”-codes for the textual phenomena metaphor and paradox

4.2 Reflection on one’s own understanding

Items 1.5 and 3.3 contain the same question applied to lines 1 and 13/14, respectively: respondents
were asked to provide reasons as to why they thought they had understood this specific part of the
sonnet or not. Again, we found that the students responded differently to the two phenomena. While
15 of the 21 codes appear with more or less equal frequency in responses to both items, four codes
show considerable differences. These codes are explanation, hypothesis, problem solving, and

reflection on understanding. A comparison of the results can be seen in Table 4.

Codes Item 1.5 Item 3.3
Explanation 16 (28.57%) 8 (21.05%)
Hypothesis 7 (12.50%) 17 (44.74%)
Problem solving 15 (26.79%) 6 (15.79%)
Reflection on understanding 18 (32.14%) 7 (18.42%)

Table 4. Codes for items 1.5 and 3.3

We decided to analyse the respective responses in more detail and considered the answers to the
items. We find that respondents report different strategies when making sense of the first line in
contrast to reading the final two lines of the poem. In item 1.5, the students name five different
strategies: they looked at the context, tried to re-structure the phrase, re-read the lines several times
and tried to parse them word-by-word, translated the lines, and applied different forms of knowledge
(lexical and world knowledge). Although the students claim that these strategies helped them make
sense of the first line, they make fewer statements about what the line actually means. This is
noteworthy as, in item 3.3, which asks the exact same question, the students list one strategy only,

namely translation or paraphrase (again, we came to this conclusion by analysing the quotes directly)
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and, more often, simply respond with a paraphrase of the lines rather than describing how they made

sense of them.

Taken together, these differences in approaches to task 1 and task 3 suggest that the students were
indeed less confident about the meaning of line 1 than the meaning of lines 13-14. In fact, their
insecurity may have been the reason why they decided to reflect on their approach to the line/sonnet
again rather than confirming their understanding of the line by paraphrasing it. Another explanation
could be that a certain learning effect has taken place by the time the students arrive at task 3. We
can assume that by then they will have read the sonnet several times and may have come to a general
understanding of the sonnet’s rhetoric. Nevertheless, the fact that hardly any of the students notice
the (apparent) paradox in the first line as opposed to the metaphor in the couplet not only confirms
our assumption that the students are struggling more with the paradoxical first line, but it also allows
for another conclusion. It seems that knowing which aspect of the text makes understanding difficult
can help during the comprehension process. Although our observations alone can hardly be
considered reliable indicators that the students were struggling more with the paradox than with the
metaphor, it nevertheless supports the notion that the metaphor may have posed less of a

comprehension difficulty.

4.3 Paradox, metaphor, and readers’ performance level

We would like to conclude this section with a brief comment on the relationship between readers’
performance level and textual phenomena: the “personal association” code, as well as the
“(evaluative) comment on: approach to literary texts” code, appear with higher frequency in the
responses to the tasks concerned with the paradox. As we have shown in the first part of the analysis,
both codes are associated with lower performance. These observations support the notion that, in
this poem at least, the paradox poses more of a comprehension problem than the metaphor (this
observation is borne out by the fact that the quantitative part of the survey showed that there are
more correct responses on Task 3.1 (67%) than on Task 1.1 (56%)). In addition, they reveal an aspect
of literary text comprehension that requires further investigation: when encountering a difficult
passage!?, the students are much more likely to resort to remedial strategies that can lead to

inappropriate and implausible interpretations when reading a literary text.

12 In the case of the paradox, the difficulty is that the students are confronted with a self-contradictory
statement that requires a thorough analysis of the context to be proven well-founded and actually logical.
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5. Conclusion

Reading literary texts (and poetry, in particular) can be a particularly rewarding experience in many
different ways. At the same time, however, their comprehension may pose challenges to readers.

Therefore, it is important for researchers in the field to
Differences in

comprehension arise not
this level of comprehension (more) successfully. With this goal only from the individual

understand these challenges as a first step towards teaching

respondents (their
characteristics and
approaches), but also from

standardised test of the understanding of this sonnet. It has the text itself.

in mind, we have presented an analysis of university students’

responses to Shakespeare’s sonnet 43 that were given in a

proven fruitful to employ open-ended answers to standardised

questions, since they allow for quantitative analyses (reported in Bauer et al., 2022, and summarised
in this paper) as well as the qualitative analysis presented here. We were able to show that there are
qualitative differences in the approaches of strong and weak readers. The former appeared to
understand the poem better by employing strategies such as paying attention to textual features (as
indicated by the code “(evaluative) comment on: text composition”), whereas the latter drew on their
personal experience and generalised statements on the reading of literary texts which proved to be
less helpful in understanding the text. Thus, our study has shown how important it is to be aware of
the function of specific words, phrases and expressions, even or especially if these appear to be

unusual or obscure.

Differences in comprehension arise not only from the individual respondents (their characteristics and
approaches), but also from the text itself. One of our underlying assumptions is that some textual
phenomena are harder to understand than others, and, indeed, we found that readers struggled more
to make sense of the paradox than the metaphor, as we noted in our analysis. This finding, however,
invites further research which could use different (and more) texts to examine whether it is applicable
to other literary texts, or confined to our chosen sonnet in particular. Similarly, it would be instructive
to draw upon a wider and more diverse set of readers in order to make our findings more secure, and

to explore whether different types of readers respond differently to the same textual phenomena.

Clearly, our study has some limitations. The sample size was fairly small, and the sample consisted of
a very specific set of individuals: they were university students of English as a foreign language, and,
as such, they were more likely to be familiar with, and happy to engage with, literary texts in English
than most people. Further research with a more diverse set of readers is therefore desirable. Similarly,
our study is based on just one text. While this enabled the respondents to immerse themselves in the
text in some depth, it also means that we cannot be certain to what extent our conclusions apply to

the same textual phenomena in different texts, and to different types of text including (literary) prose.
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However, despite these limitations, we have been able to show how characteristics of the reader and
the text may jointly shape comprehension. Both the knowledge of how different types of readers
respond to a text and the knowledge of how different textual phenomena may pose challenges to text

understanding are essential in designing approaches to teaching literary reading.

Both the knowledge of how different types of readers respond to a text and the knowledge of how
different textual phenomena may pose challenges to text understanding are essential in designing

approaches to teaching literary reading.

Based on our findings teachers, for example, may want to emphasise the particular linguistic makeup
of a literary text and explain to their students how to approach a passage they initially do not
understand — and how this differs from the way they approach such a passage in a factual text. One
of these differences is that personal associations and experience are less likely to be helpful in
understanding a literary text compared to a factual text, as noted above. Teachers, therefore, could
stress that it may be tempting to use one’s own subjective approach to a passage if it seems
incomprehensible, but that without evidence from within the text this is not likely to help
comprehension. Instead, students need to learn to pay attention to the meaning of a word or an
expression in the context of the text itself, even if it appears to contradict their own experience. At
the same time, teachers should be aware of the strategies students employ when approaching texts
they find challenging. Anticipating not only obstacles within the text but also readers' reactions is
crucial. The ability to differentiate, for example, between a tendency to generalise and an inability to
process ambiguity is vital in the teaching of literary texts. Thus, we hope to contribute to the toolkit

used by teachers of literary texts.
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7. Appendix |

As well as Shakespeare’s Sonnet 43 and the tasks pertaining to its comprehension reproduced
in this Appendix, students were presented with a set of questions on their course of studies,
previous experience with Shakespeare, reading habits etc. We do not reproduce these

background questions here due to space restrictions. They are available on request.

Please read the following poem:

William Shakespeare’s Sonnet 43

01 When most | wink, then do mine eyes best see;

02 For all the day they view things unrespected,

03 But when | sleep, in dreams they look on thee,

04 And darkly bright, are bright in dark directed.

05 Then thou whose shadow shadows doth make bright,
06 How would thy shadow's form form happy show

07 To the clear day with thy much clearer light,

08 When to unseeing eyes thy shade shines so?

09 How would (I say) mine eyes be blessed made

10 By looking on thee in the living day,

11 When in dead night thy fair imperfect shade

12 Through heavy sleep on sightless eyes doth stay?

13 All days are nights to see till | see thee,

14 And nights bright days when dreams do show thee me.

Task 1: line 1 “When most | wink, then do mine eyes best see;”

Iltem 1.1: What is the relationship between part 1 of the line (“When most | wink”) and part 2
(“then do mine eyes best see”)?

Iltem 1.2: Does the line have more meanings than one? O yes O no

Item 1.3: Give a reason for your answer.

Item 1.4: Does the line make sense to you? O yes O no

Iltem 1.5: If it doesn’t make sense to you, please say what causes the difficulty. If it does make
sense, please explain how you worked it out.

Task 2: lines 5-6 “Then thou whose shadow shadows doth make bright, / How would thy
shadow’s form form happy show”

Iltem 2.1 Read line 6 and then decide on the word classes of the phrase “shadow’s form form
happy show” and mark them accordingly (N /V / Adj...).

Iltem 2.2: Read line 5 and then decide on the word classes of the phrase “whose shadow
shadows” and mark them accordingly (N / V / Adj...).

Iltem 2.3: Do “shadow” and “shadows” in line 5 have the same meaning? Give reasons for your
answer.

Iltem 2.4: Paraphrase or translate line 5.

Iltem 2.5: Paraphrase or translate line 6.

Item 2.6: With regard to the form of lines 5-6, what do you find striking?
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Task 3: lines 13-14 “All days are nights to see till | see thee, / And nights bright days when
dreams do show thee me.”

Iltem 3.1: Paraphrase or translate lines 13-14.

Iltem 3.2: Does line 13 make sense to you? O yes O no

Iltem 3.3: If it doesn’t make sense to you, please say what causes the difficulty. If it does make
sense, please explain how you worked it out.

Item 3.4: Going back to line 1: Explain if and how line 1 makes sense in the overall context of
the poem.
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8. Appendix Il

Code Name Rationale

Codes Ambiguity + Ambiguity is a common literary device, which is why spotting it in a literary text is likely to aid
determined in
advance

comprehension. Accordingly, this code was allocated if students noticed an ambiguity, such as that in lines

1 and 6 (tasks 1, 2.1, 2.5-2.6).

Ambiguity - Code was allocated if students did not notice an ambiguity, such as that in lines 1 and 6 (tasks 1, 2.1, 2.5-
2.6).

Codes refined Realisation: Context + Taking account of the context of the whole text can be expected to be relevant for comprehension, hence
during the coding
process

Realisation: Context - the a priori decision to employ a code to indicate whether context had been taken into account. During the
coding process, it became obvious that the students sometimes state that they realized something, without
being aware of the fact that they have actually misunderstood the meaning of the line. We therefore decided
to distinguish between understanding and misunderstanding in terms of positive (+) realisations and

negative (-) realisations.

Reflection on Context + Before the coding process, the researchers assumed that the comprehension process requires readers to

Reflection on Context - make constant context updates while reading, as these can help them recognise the functionality, for
instance, of a textual phenomenon such as a metaphor within the text (Zirker et al., 2018, p. 160). Being
able to reflect on this process is therefore crucial for comprehension, hence the category “Reflection on:
Context”. Again, it became clear during the coding process that readers were not always aware of their own
lack of comprehension, so while they may have reflected on the context, the way in which they did so
indicated that they had actually misunderstood the line. Accordingly, the code was divided into appropriate

(+) and inappropriate (-) subcategories.

Codes derived as | Hypothesis Readers propose an explanation which may be used as a starting point for further interpretations
part of the

Text analysis Readers analyze a specific feature of the text.
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inductive Problem solving

Readers explain how they solved or attempted to solve a problem of understanding.

analytic process .
yhep Generalisation

Readers make overgeneralised statements about something the text says, and, more often, does not say at

all.

Personal associations

Readers include free-floating associations with words in the text that have little to do with what the text

actually says.

(evaluative) comment on:

approach to literary text

Readers comment on their own approach to the comprehension of the text.

(evaluative) comment on: text

composition

Readers comment on how the author composed the text.
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Resumen

Este articulo describe la experiencia educativa llevada a cabo con un grupo de 16 jévenes con
discapacidad intelectual ligera o moderada en un curso para la mejora de su competencia narrativa
durante la pandemia por COVID-19. A partir de la lectura compartida de historias sobre mujeres
intrépidas, la lectura individual por ocio, la elaboracién de videoresefias y la creaciéon de nubes de
palabras, el alumnado practic6 la comprensién de textos narrativos y la elaboracién de resimenes
textuales, en pequefio y gran grupo, antes y durante el confinamiento.

El analisis cualitativo del rendimiento y la implicacion del alumnado en las actividades propuestas,
asi como los comentarios del alumnado sobre su satisfaccion y aprendizaje muestran la
importancia de que las actividades lectoras en las que participa el alumnado con discapacidad
intelectual partan de premisas inclusivas y ecolégicas. En este contexto, las nuevas tecnologias y
las redes sociales pueden emplearse como una estrategia novedosa para motivar a leer a los
jovenes con discapacidad intelectual y fomentar su habito lector.

Palabras clave: Competencia narrativa; discapacidad intelectual; habitos lectores; nubes de
palabras, confinamiento.

Abstract

This article describes the educational experience carried out with a group of 16 young people with
mild to moderate intellectual disabilities in a training course to improve their narrative
competence during the COVID-19 pandemic. Based on the shared reading of stories about fearless
women, the individual leisure reading, the elaboration of video-reviews and the creation of word-
clouds, the students worked in small and large groups on the comprehension of narrative texts and
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the elaboration of textual summaries, before and during the confinement. The qualitative analysis
of the students' performance and their involvement in the proposed activities, as well as the
students' comments on their satisfaction and learning show how important it is for the reading
activities in which the students with intellectual disabilities participate to be based on inclusive
and ecological premises. In this context, new technologies and social networks can be used as an
innovative strategy for encouraging young people with intellectual disabilities to read and
promoting their reading habits.

Keywords: Narrative competence; intellectual disability; reading habits; word-clouds;

confinement.

Resum

Aquest article descriu l'experiéncia educativa duta a terme amb un grup de 16 joves amb
discapacitat intel-lectual lleugera o moderada en un curs per a millorar la seua competencia
narrativa durant la pandémia per la COVID-19. A partir de la lectura compartida d'histories sobre
dones intrépides, la lectura individual per a I'oci, 1'elaboracié de videoressenyes i la creacié de
nuvols de paraules, I'alumnat va practicar la comprensié de textos narratius i l'elaboracié de
resums textuals, en grup petit i gran, abans i durant el confinament.

L'analisi qualitatiu del rendiment i la implicacié de I'alumnat en les activitats proposades, aixi com
els comentaris de I'alumnat sobre la seua satisfaccié i aprenentatge, mostren la importancia que
les activitats lectores en les quals participa I'alumnat amb discapacitat intel-lectual partisquen de
premisses inclusives i ecologiques. En aquest context, les noves tecnologies i les xarxes socials es
poden utilitzar com a estratégia innovadora per motivar la lectura en els joves amb discapacitat
intel-lectual i fomentar el seu habit lector.

Paraules clau: Competencia narrativa; discapacitat intel-lectual; habits lectors; ntivols de paraules;
confinament.

Extended abstract

Young adults with Intellectual Disabilities (ID) show difficulties in both reading comprehension
and written skills, which affect their full inclusion as citizens (Hallahan et al, 2018). These
difficulties limit their motivation to engage in reading activities (McGeown et al., 2016), which they
find particularly complex and challenging. Over the last decades, educators have been developing
new didactic initiatives designed to promote their leisure reading and prevent their usual lack of
self-competence in these activities. Examples of these initiatives can be found in reading clubs
(Zarcero, 2015; Pérez and Avila, 2017) and different activities of reciprocal reading between
adolescents with ID and their peers without ID (Hovland, 2020).

On the other hand, new technologies and social networks can be used as an innovative strategy for
encouraging young people with intellectual disabilities to read and promoting their reading habits
(Delgado et al., 2018; Lopez, 2020). For example, and connecting with the experience we present
in this study, we find educational practices that invite young people with reading difficulties to
become young Booktubers, that is, "reading influencers" who disseminate what they read and
promote reading with the help of social networks (Herndndez et al., 2018). Another example is
found in tasks that propose to students the visualization or creation of “cloud-words” about their
readings skills (Huang et al.,, 2019). Word-clouds are visual representations of texts that make it
possible to synthesize their content selecting its key words and displaying them varying their size,
colour, typography, and the composition of the macro-image that forms the cloud. This tool can be
useful at various moments of reading practice and can be employed with diverse objectives. Thus,
before reading, can help students to activate previous knowledge about the topic of the text and
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offer an outline of the information that will be found in the text. They can also be used during
reading, asking readers, individually or jointly, to select key words from the text that will later form
part of the cloud, thus encouraging them to pay attention to important information. Similarly, once
the reading activity is over, readers can be asked to select the key words that best represent the
text and build a shared word-cloud with their contributions. In this way, we would be encouraging
the evocation of their textual situation model.

In this paper we present the experience carried out with young adults with ID to improve their
reading literacy based on the “literacy inclusive model” (Flewitt et al., 2009) with special attention
to promoting their reading habits and using innovative technological tools such as word-clouds.
Participants were 16 young people (7 girls) aged between 18 and 28 years, with a recognized
diagnosis of mild or moderate intellectual disability. These young people were taking part in a
work training program for young people with ID developed in the University of Valencia (Spain).
Concretely, we focus on one of the training courses designed to improve their narrative
competence. The course consisted of two blocks of activities. In the first one, participants read
narrative stories about fearless women and performed several reading and writing activities (e.g.
shared reading; practicing reading skills such as summarizing, clarifying or predicting; elaborate
the “Story-hand” graphic organizer; look for information on Internet). In some of these activities,
all participants worked collaboratively guided by the teachers, while in others they worked divided
into small and heterogeneous groups of four people. The groups were formed by the teachers
taking into account the level of reading and communication skills of the members. In the second
block, focused on the recording of a reading video-review as booktubers, the small groups
elaborated the review scripts and were instructed on how to record it. All participants watched
and evaluated the video-reviews together and made suggestions for improvement in terms of
script, expression, set design, layout, etc.

After teaching the two blocks of the course in classroom, the COVID-19 lockdown took place and it
was decided to continue encouraging their reading habits through the activity "I read at home". To
carry it out, it was proposed that each student should choose their own reading and record a video-
review summarising it, following the structure of the “Story-hand” graphic organizer (indicating
who was the main character of the story; what happened to him/her; when did the story happen;
how did it happen and why). Using the virtual classroom of the University of Valencia, each
participant shared their reading with their classmates by watching together the video-reviews via
videoconference, with a frequency of four videos per week. After watching each video-review, each
student filled out a comprehension questionnaire and wrote down five important words about the
story explained in the video by their classmates. Based on these key words and using the WordArt
tool, one of the support teachers created a word-cloud for each of the readings.

The qualitative analysis of the students' performance and their involvement in the proposed
activities, as well as the students' comments on their satisfaction and learning show how important
itis for the reading activities in which the students with ID participate to be based on inclusive and
ecological premises. In this context, new technologies and social networks can be used as an
innovative strategy for encouraging young people with intellectual disabilities to read and
promoting their reading habits.
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1. Introduccion

Los jévenes con Discapacidad Intelectual (DI) muestran dificultades tanto en el desarrollo de
habilidades de comprensién lectora como en la produccion escrita de textos, que afectan a su
plena inclusién como ciudadanos (Hallahan et al., 2018). Estas dificultades limitan su
motivacion para participar en actividades de lectura (McGeown et al., 2016), que les resultan
especialmente complejas y desafiantes. A su vez, un menor contacto con actividades de
lectura limita sus oportunidades de estar expuestos a algunos de los beneficios implicitos a la
lectura por placer, como las mejoras psicoldgicas, un mayor bienestar, mejor estado de animo
y mejoras en el desarrollo de habilidades cognitivas y de pensamiento critico (Qianquian Wang

et al., 2022; Robinson, et al., 2019)

Ademas, al margen de contextos académicos, uno de los principales factores que contribuye
al desarrollo de la comprensién lectora de nuestro alumnado son los habitos de lectura, es
decir, la frecuencia con la que leen con fines de ocio. Los

[---]uno de los principales habitos de lectura se refieren a la exposicion general de
factores que contribuye al

desarrollo de la un individuo a diversos materiales escritos,

comprension lectora de normalmente fuera del aula. Diversas investigaciones
nuestro alumnado son los

habitos de lectura, es
decir, la frecuencia con la los habitos de lectura en la comprensién de textos a
que leen con fines de ocio

han puesto de manifiesto las ventajas significativas de

diferentes edades y niveles cognitivos (Locher y Pfost,
2019; Mol y Bus, 2011; van Bergen et al., 2022). Es mas,
la evidencia apunta consistentemente hacia una relacién mutuamente beneficiosa entre los
habitos de lectura y el desarrollo de habilidades de comprensidn de textos (Stanovich, 1986).
Asi, cuando las personas leen por placer, construyen habilidades lingisticas bdsicas como
vocabulario nuevo y conocimientos previos, que a su vez sirven de base para comprender
mejor textos nuevos y mds desafiantes y avanzar en el desarrollo de las habilidades de

comprension lectora (Altamura et al., 2023).

Para limitar las barreras de acceso a la lectura entre las personas con dificultades lectoras, en
las ultimas décadas se han llevado a cabo diversas iniciativas basadas en las premisas de la
“lectura facil”. La lectura fécil implica la adaptacion linglistica de textos para facilitar su
lectura y comprension y se dirigen, fundamentalmente, a personas con dificultades lectoras
(Nomura et al., 2010). Para ello, siguen las directrices de la Federation of Library Association
(IFLA) en cuanto al contenido, al lenguaje y a la forma. Como muestra de estas iniciativas

encontramos el desarrollo y la promocidn de las normas europeas Easy-to-read de la IFLA
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(Nomura et al., 2010), investigaciones sobre la eficacia de la lectura facil para facilitar la
comprension lectora (Belinchdn, 2018; Fajardo et al., 2014), la publicaciéon de textos en
lectura facil en ambitos diversos (p.ej. novelas, informacion institucional, actividades de ocio)
o la creacién de los clubs de lectura facil que promueven sesiones de lectura dialdgica entre

personas con dificultades lectoras (Salvador y Serra, 2018).

Aunque estas experiencias para incentivar la lectura en jévenes con DI a través de la lectura
facil han supuesto una aportacién de valor incuestionable, consideramos que el acercamiento
de estos jovenes a la lectura tiene que partir de premisas mas inclusivas y ecolédgicas. En este
sentido, en primer lugar, acogemos como propio el modelo de literacy inclusive (Flewitt et al.,
2009) que plantea la lectura como proceso social de significados compartidos a través de
simbolos adaptados a las competencias comunicativas de los lectores, reproducidos desde
dispositivos diversos. Desde esta perspectiva, todo el mundo, independientemente de su

habilidad lectora puede leer por placer y obtener beneficios de ella.

En segundo lugar, consideramos fundamental prestar atencién en toda actividad de lectura a
los conocidos como procesos lectores célidos. Asi, siguiendo a Sanchez (2010), para aumentar
la eficacia de la lectura y la escritura, se han de considerar los procesos calidos asociados, es
decir, los componentes emocionales y actitudinales que junto con los procesos cognitivos
emergen en el acto lector. Los procesos lectores cdlidos permiten que se valore la actividad
de lectura como deseable y viable (o no), mantener el compromiso con los objetivos que guian
la actividad, controlar las emociones que amenazan el éxito del proceso y explicarse a uno

mismo de un modo adecuado los resultados obtenidos.

En tercer lugar, la “era de Internet” en la que nos encontramos, ha supuesto un cambio
importante con respecto a las situaciones de lectura, en las que todo lector y lectora se ve
inmerso, que deben considerarse para promover la lectura entre el alumnado con DI.
Actualmente, muchas de las situaciones en las que las personas con DI desarrollan sus
habilidades de lectoescritura implican el uso y el dominio de nuevas herramientas y
habilidades digitales durante el acto de lectura. Estudios previos (Delgado et al., 2019)
muestran que los jovenes con DI disponen de elementos tecnoldgicos y los usan de forma
regular, siendo usuarios habituales de Internet y de redes sociales. Por tanto, tampoco
debemos obviar esta realidad a la hora de plantear programas o intervenciones inclusivas y

ecoldgicas dirigidas a estos jovenes.

Como sabemos, el cierre de los centros educativos durante el afio académico 2019-2020

debido a la pandemia por COVID-19 contribuydé a amplificar la presencia y el uso de
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herramientas digitales para apoyar las actividades de aprendizaje de los estudiantes (Zhou et
al., 2020). El cierre de escuelas tuvo un profundo impacto en el aprendizaje de los estudiantes
(Brandenburg et al., 2020), con un efecto especialmente negativo en los estudiantes con DI
(Moreno-Rodriguez et al.; 2020). En esta situacidn, a las dificultades de aprendizaje presentes
previamente a la educacién a distancia forzada, se sumaron las causadas por la no
presencialidad, la imposibilidad de realizar determinadas intervenciones socioeducativas y la
utilizacién de las herramientas digitales como recurso Unico para el desarrollo de los procesos

de enseianza-aprendizaje.

Con ello, el confinamiento por COVID-19 también tuvo efectos en los habitos lectores de la
ciudadania de nuestro pais. Asi, en un estudio realizado con mas de cuatro mil espafoles por
Delgado et al. (2023a), en el que se analizaron sus habitos lectores en las cuatros categorias
de lectura en la etapa adulta mas frecuentes (lectura como actividad de ocio, para estudiar o
trabajar, para leer noticias y para socializar), estos autores mostraron que los espafoles
aumentaron su tiempo de lectura durante el confinamiento, que este aumento fue todavia
mas pronunciado entre las mujeres que entre los hombres, y especialmente cuando el
objetivo de lectura era socializar. Ademas, aunque se produjo un aumento en las cuatro
categorias de lectura al principio del confinamiento, este patrén sélo se mantuvo estable en
el caso de la lectura de ocio. La lectura para estudiar o trabajar y para socializar disminuyd
ligeramente cuatro semanas después, en comparacién con las dos primeras semanas, y la
lectura de noticias disminuyd aun mas, volviendo al nivel de referencia (es decir, antes del

confinamiento).

En la misma linea, varios estudios realizados en nuestro pais sobre el uso de herramientas
digitales en poblacién con DI durante la pandemia por COVID-19 (Bonilla-del-Rio y Sdnchez,
2022; Delgado et al., 2023b), muestran que el confinamiento supuso un impulso en el uso de
situaciones de lectura en Internet por parte de jovenes con DI, tanto a través de las redes
sociales (Bonilla-del-Rio y Sanchez, 2022) como mediante el incremento en el uso de
mensajeria instantanea, correo electrénico, buscar y leer noticias, o el uso de
videoconferencias (Delgado et al., , 2023b). Entre las razones que motivaron que aumentase
la utilizaciéon de estos recursos destacan la falta de comunicacidon personal debido a la
reduccion de relaciones presenciales y el uso de aplicaciones digitales en clases online que les
acercé al dominio de estas herramientas, promoviendo, a su vez, una disminucién del
aislamiento social y el miedo a la situacidn y la necesidad de buscar alternativas de

comunicaciéon y entretenimiento (Bonilla-del-Rio y Sdnchez, 2022). Ademas, el incremento en
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el uso de Internet durante el confinamiento permitié a los jovenes con DI mejorar la

percepcién de los beneficios de las herramientas digitales (Delgado et al., 2023b).

2. Intervencion para promover la lectura entre los jovenes con DI

Habitualmente, cuando proponemos a nuestro alumnado actividades didacticas para mejorar
sus habilidades lectoras, les pedimos, por ejemplo, que respondan a preguntas sobre los
textos para valorar su comprensién, que realicen resimenes o que escriban sus propias
resefias. Este tipo de actividades supone, para muchos jévenes con DI, un estresor que en
muchos casos puede alejarles del gusto por la narrativa (McGeown et al., 2016). Sin embargo,
en las ultimas décadas estdn surgiendo nuevas iniciativas didacticas disefiadas para promover
su gusto por la lectura y, con ello, mejorar sus habilidades lectoras, que tratan de evitar que
su habitual falta de auto-competencia en estas actividades acabe derivando en un rechazo
por la lectura. Ejemplos de estas iniciativas los encontramos en los clubs de lectura (Zarcero,
2015; Pérez y Avila, 2017) o las estrategias de instruccién para la comprensién mediante el
aprendizaje reciproco entre adolescentes con DI y sus pares sin DI (Hovland, 2020). Por otra
parte, son cada vez mas frecuentes las experiencias didacticas que tienen el objetivo de
mejorar las habilidades lectoras del alumnado con DI mediante el empleo de las nuevas
tecnologias (Delgado et al., 2018; Lépez, 2020). Por ejemplo, y conectando con la experiencia
gue presentamos en este estudio, encontramos prdcticas educativas que invitan a los jovenes
con dificultades lectoras a convertirse en jovenes Booktubers, o lo que es lo mismo
“influencers lectores”; personas que con la ayuda de las redes sociales divulgan lo que leen y

sirven de influencia para ayudar a otros a leer (Hernandez et al., 2018).

Otro ejemplo lo encontramos en tareas que proponen al alumnado la visualizacidn o creacién
de nubes de palabras (cloud-words) sobre sus lecturas. Las nubes de palabras son
representaciones visuales de los textos que permiten sintetizar su contenido o destacar
determinados aspectos del mismo. Asi, las aplicaciones digitales que generan nubes de
palabras toman las palabras clave o las mas frecuentes de una lectura y las muestran
representadas por tamafio, en funcién de su frecuencia de aparicién (De Paolo y Wilkinson,
2014). Cuantas mas veces aparece una palabra en el texto que se analiza, mdas grande se
representa en la nube. También muestran variaciones en el color, la tipografia y la
composicion de la macroimagen que forma la nube. Las nubes de palabras estan siendo
utilizadas tanto en el ambito creativo (i.e. videos, redes sociales), como en el dmbito
académico para mejorar las habilidades lectoras (Huang et al., 2019). Ademdas de su

aportacion como elemento motivador en la actividad lectora, las nubes de palabras pueden
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ser Utiles en varios momentos de la lectura y pueden ser empleadas con objetivos diversos.
Asi, antes de la lectura, la imagen que representa la nube junto con las palabras que se
destacan pueden ayudar al lector a activar conocimientos previos sobre el tema del texto y
ofrecerle un esquema o “vista de pajaro” sobre la informacién que encontrard en el mismo.
También se pueden emplear durante la lectura, pidiendo a los lectores, de forma individual o
conjunta, que seleccionen las palabras clave de la lectura que después formaran parte de la
nube, fomentando de este modo que presten atencién a la informaciéon importante. Del
mismo modo, una vez finalizada la actividad de lectura, se puede pedir a los lectores que
seleccionen las palabras clave que mejor representan el texto y construir con sus aportaciones
una nube de palabras conjunta. Con ello, estariamos fomentando la evocacién de su modelo
de la situacion textual. En definitiva, con esta herramienta se genera un elemento creativo
muy atractivo que puede ser utilizado en el aula con fines diversos con potencial para evaluar
y contribuir al desarrollo de sus habilidades lectoras. Asi, en el ambito de la evaluacidn, puede
emplearse como herramienta de evaluacion parcial de la comprensién, para analizar trabajos,
comparar respuestas individuales o analizar la comprensidn grupal de un texto. Por otro lado,
en el dmbito de la intervencién, puede emplearse como herramienta para mejorar la
competencia lectora en diferentes momentos, siendo vdlida para trabajar tanto la

microestructura como la macroestructura textual.

Asi, en el ambito de la evaluacion, puede emplearse como herramienta de
evaluacion parcial de la comprension, para analizar trabajos, comparar
respuestas individuales o analizar la comprension grupal de un texto. Por
otro lado, en el Ambito de la intervenciéon, puede emplearse como
herramienta para mejorar la competencia lectora en diferentes momentos,
siendo valida para trabajar tanto la microestructura como la
macroestructura textual.

Desde un punto de vista cognitivo, los modelos cldsicos sobre comprensidn lectora sefialan la
existencia de dos niveles de comprensién y produccién de textos narrativos: la
microestructura (o nivel literal) y la macroestructura (o nivel inferencial) (Kintsch, 1998; Stein
y Glenn, 1979). La microestructura hace referencia a la complejidad de la narracion a nivel de
vocabulario y de frase mientras que la macroestructura se refiere a la organizacién general y
la coherencia de la narracion. A la hora de establecer los niveles de comprensiéon de una
narracion Morgan et al. (2009) sefiala tres niveles que se corresponden con las cuestiones
basicas que debe contener toda narracién: Nivel 1, recuerdo (¢quién?, ¢dénde? y écuando?);

Nivel 2, secuenciacion (équé?) y Nivel 3, justificacion (¢como? y épor qué?). El nivel 1
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corresponde a una comprension literal mientras que los niveles 2 y 3, reflejarian la
macroestructura del texto (Kintch; 1998). Como veremos en la experiencia que presentamos
a continuacién, las nubes de palabras pueden ser una herramienta util y novedosa para

trabajar los tres niveles de comprensidn propuestos por Morgan et al (2009).

3. Metodologia

3.1. Objetivo

El objetivo de nuestro trabajo es presentar la experiencia llevada a cabo con jévenes con DI
para mejorar su competencia lectora partiendo del modelo de literacy inclusive, con especial
atencion a los procesos calidos y utilizando herramientas tecnolégicas innovadoras como las

nubes de palabras.

3.2. Participantes

Los participantes fueron 16 jévenes (7 chicas) con edades comprendidas entre los 18 y 28 afios
(M =24; DT =3,01), con diagndstico reconocido de discapacidad intelectual ligera o moderada,
segun criterios del DSM-5 (APA, 2013). Estos jovenes participaban en el Programa de
Formacién Laboral para Jovenes con Discapacidad Intelectual UNINCLUV (22 Edicidn)?, de la
Universitat de Valencia. UNINCLUV se enmarca en el programa Unidiversidad, impulsado por
la Fundacion ONCE con el apoyo del Fondo Social Europeo, cuyo objetivo es implicar a las
universidades en la formacidn e insercién laboral de jévenes con discapacidad intelectual para
gue puedan convertirse en adultos independientes y contribuir plenamente a la sociedad.
Unidiversidad va dirigido a jévenes con discapacidad intelectual con un grado igual o superior
al 33%, reconocida oficialmente; mayores de 18 afios con desplazamiento auténomo y
habilidades académicas bdsicas minimas en lecto-escritura y calculo; que manifiestan deseo
de formarse y con conducta social ajustada para garantizar su inclusidon en el entorno

universitario.

En el caso concreto de la UNINCLUV (22 edicién), el plan de estudios del programa constaba
de 33,7 créditos ECTS organizados en 6 mddulos distintos y desarrollados a lo largo de seis

meses (noviembre-mayo) en la Facultad de Psicologia y Logopedia. La experiencia que aqui

1 https://esdeveniments.uv.es/40608/section/21468/unincluv-20-edicion -programa-de-formacion-
para-el-empleo-de-jovenes-con-discapacidad-intelectual.html
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presentamos se ubica en el Mddulo 2 del programa: “Formacion en comunicacidn, habilidades
sociales, emocionales, entrenamiento cognitivo”, concretamente en la asignatura de caracter
obligatorio denominada “lectura dialdgica y competencia narrativa”, con una duracion de 2.8
créditos ECTS, que fue impartido por dos profesoras del Departamento de Psicologia evolutiva

y de la educacion de la Facultad de Psicologia de la Universitat de Valéncia.

Cumpliendo con los criterios de Unidiversidad, los participantes presentaban competencias
basicas de lectura, con un nivel de comprension lectora promedio del 46 % (DT = 41,56) de
alumnos de cuarto grado (9-10 afos de edad), medido con la Escala Magallanes de Lecturay
Escritura (EMLE; Toro et al., 2000); una edad de vocabulario receptivo promedio de 10,94
afios (DT = 2,6), medido con el test de vocabulario en imagenes PEABODY (Dunn et al., 2010);
un nivel promedio del 46 % (DT =29,5) en competencia légica del alumnado de tercer
grado (8-9 afios), medido con la Bateria de Aptitudes Diferenciales y Generales (BADYG-E2;
Yuste y Yuste, 2011). Ademas, se obtuvo el consentimiento informado de todos los
estudiantes para participar en el estudio y se siguieron los principios de la Declaracién de

Helsinki.

3.3. Procedimiento

El alumnado realizd6 de forma presencial la asignatura “Lectura dialdgica y competencia
narrativa”, que costaba de dos bloques de actividades. En el primero de ellos, los participantes
leyeron alguna de las historias del libro Intrépidas. Los excepcionales viajes de 25 exploradoras
(Pujol y Ortega, 2018) y realizaron actividades variadas con el objetivo de mejorar su
competencia narrativa. En algunas de estas actividades trabajaron colaborativamente todos
los participantes guiados por las docentes (gran grupo = GG), mientras que en otras lo hicieron
divididos en grupos reducidos de cuatro personas (GR). Los grupos, de naturaleza
heterogénea, fueron conformados por las docentes teniendo en cuanta el nivel de habilidades
lectoras y comunicativas de los integrantes. En el segundo bloque, centrado en la grabacién
de una resefia a modo de booktubers, los grupos reducidos elaboraron los guiones de la resefia
y fueron instruidos para su grabacion. En la Tabla 1 se resumen los objetivos y actividades

gue se llevaron a cabo en la asignatura.
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Sesion | Objetivos Tareas Grupo
1 *  Evaluacion GG
comprensién
Evaluar el nivel de comprensién lectora y lectora.
produccion de historias de los/as estudiantes. | Redaccién de “Tu
viaje sofiado”.

2 Iniciarse en la practica de la lectura dialégica » Lectura de dos | GG
mediante la lectura colectiva de dos textos historias del libro
narrativos.

Realizar enseflanza explicita de estrategias L
seglin los principios de ensefianza reciproca [ ~ Realizacién de
(Palincsar y Brown, 1984) (i.e. resumir, hacerse fichas de
preguntas, predecir y clarificar). estrategias de
Mejorar la comprensién lectora de los/as lectura de las dos
participantes. historias.

3 Fomentar los procesos de comunicacidon entre GG
los/as participantes i . ©  Realizacién de
Llevar a cabo una enseflanza guiada de las organizador grafico
estrategias. . _ de las dos historias
Realizar bliisqueda auténoma en internet sobre (Story-Hand).

BLOQUE 1: las intrépidas de las historias
Optimizar la comprension lectora de los/as
participantes.
LECTURA 4 Construir de forma global el significado de los » Lectura de una de | GR
DIALOGICA textos. las historias del
CON TEXTOS Mejorar la produccidon de historias de los/as libro (se asigna la
NARRATIVOS estudiantes. lectura de la
historia de wuna
intrépida a cada
GR),

* Buasqueda de
informacién en
Internet sobre la
biografia de la
intrépida asignada.

*  Realizacién del
organizador
grafico.

* Resumen con Ila
informacion
recopilada de la
intrépida asignada.

5 Perfeccionar la produccién de historias. *  Realizacién de | GR
Estudiar y memorizar la parte correspondiente guiones para la
del guion. grabaciéon de una

resefia como
booktuber sobre su
intrépida asignada.

6 Grabar las resefias por grupos de trabajo. GR

BLOQUE 2: Aumentar la motivacion hacia la lectura, f Elaborar materiales
APRENDER A mediante el empleo de las nuevas tecnologias. para el decorado.
SER Afinar la produccién de historias de los/as »  Disefiar el
estudiantes. vestuario.
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BOOKTUBER Valorar conjuntamente los videos y establecer Visionado de los | GR
S sugerencias de mejora en cuanto al guion, videos de cada
expresion, decorado, maquetacion, etc. grupo de
Apreciar el nivel de comprensién lectora y booktubers
produccion de historias de los/as participantes Evaluacion
tras la intervencion. comprension.
Redaccién de “Tus
vacaciones de
Navidad ideales”.

Tabla 1. Resumen de la asignatura “lectura dialégica y competencia narrativa”

Tras impartir la asignatura de forma presencial, se produjo el confinamiento por COVID-19 y

se decidié continuar fomentado el habito lector de los jdvenes mediante la actividad: “Yo leo

en casa”. Para llevarla a cabo, se propuso que cada joven eligiera su propia lectura para

después compartirla con sus compafieros y compafieras. Para facilitar el acceso a lecturas

atractivas para el alumnado, se proporciond un listado de vinculos a libros, tanto en lectura

facil como otros recursos de bibliotecas con acceso libre. Ademas, se planteé la realizacién de

una tarea auténoma relacionada con lo aprendido durante las sesiones presenciales.

Concretamente, se les pidid que, tras la lectura del texto escogido, se grabaran narrando la

resefia de su historia, apoyandose en la macroestructura trabajado con el organizador de la

Story Hand (Li et al.; 2021), como se muestra en la Tabla 2.

Instrucciones

Material complementario

* Grabate en video en tu lugar de lectura favorito.
» Explicanos las caracteristicas del libro, revista o
cualquier cosa que estas leyendo o acabas de
leer. Para ello, utiliza la técnica de la mano y
cuéntanos en el video:
* Quién es el protagonista de la historia
* Qué le ocurre o qué aventuras estd
viviendo
* Cuando ocurre la historia
¢ Coémo le ocurre o como vive su aventura
» Donde ocurre la historia
e Por qué ocurre la historia
» (Te ha gustado la historia? ;Cual es tu
opinién sobre el libro?
+ ¢Te ha gustado el disefio? (dibujos,
portada, etc.)

Tabla 2. Instrucciones de la actividad ‘Yo leo en casa’

Cada semana, cuatro alumnos entregaban su video a través del Aula Virtual de la Universitat

de Valéncia. Los viernes se visualizaban los videos en gran grupo mediante videoconferencia.
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Tras la visualizacion, cada joven rellenaba un cuestionario de comprensién sobre cada uno de
los videos presentados esa semana por sus compafieros y compafieras. El cuestionario
constaba de cinco preguntas de eleccion multiple y cinco de respuesta abierta y se recogia
informacién sobre la comprensién siguiendo las cuestiones planteadas para la elaboracién del
video: Quién es el protagonista de la historia; qué le ocurre o qué aventuras estd viviendo;
cuando ocurre la historia; cdmo le ocurre o cémo vive su aventura; dénde ocurre la historiay
por qué. También, se afnadieron preguntas sobre ¢Qué se podria mejorar del video? y

érecomendarias este libro?

Por ultimo, para poder elaborar una nube de palabras de cada una de las lecturas, se planted
la siguiente pregunta en el cuestionario: #NubeDePalabras. Escribe 5 palabras importantes
sobre la historia que tu compafiero o compafiera cuenta en el video. A partir de las palabras
aportadas por el alumnado y mediante la herramienta WordArt?, uno de los docentes de

apoyo del médulo, elabord la nube de palabras de cada una de las lecturas.

4. Resultados

En las tablas 3, 4, 5 y 6 se muestra para cada texto: la nube de palabras, los porcentajes de
acierto en comprensién obtenidos en las preguntas cerradas del cuestionario y ejemplos de
palabras clave que aparecen en la nube de palabras para cada uno de los niveles de
comprension que debe contener una narracién segin Morgan et al. (2009): Nivel 1, recuerdo
(¢quién?, édénde? y écudndo?); Nivel 2, secuenciacidon (iqué?) y; Nivel 3, justificacidn
(¢coOmo? y épor qué?). El porcentaje medio de aciertos en las preguntas cerradas de
comprension del cuestionario fue del 88% (minimo= 75%, maximo= 100%). Las tablas han sido

organizadas segun el género literario de la lectura elegida por el alumnado.

2 http://wordart.com
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. % Niveles de
Libro Nube acierto Comprension
EL QUIJOTE 92% Nivel 1:

¢/Quién? Don Quijote,
Sancho Panza, Dulcinea

¢;Dénde? La Mancha

¢/Cudndo? Junio 1605

Nivel 2: ;Qué?

Molinos y gigantes

BT Ouate as (& Manehss Caballero andante

Aventuras

Nivel 3: ;Cémo? ;Por
qué?

Enloqueciendo

PLATERO Y YO e 80% Nivel 1:
= ¢/Quién? Burro, Platero

¢;Donde? Moguer

1 ¢Cudndo? Invierno,
Primavera

ilI(QSDS.MUS.,UEI migdﬂ;;m'-l 35
whinvierno platargnarrador==

v Tador

Nivel 2: ;Qué?
Amistad
Enfermedad
Sucesos

Aventuras

Nivel 3: ;Como? ;Por
qué?

Miedos

Tabla 3. Literatura Clasica
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Libro

Nube

Niveles de
Comprension

LA LADRONA DE
LIBROS

La ladrond

HITLER

= ENTRETENIDO

HITIER mpRo”nllWﬂ
== gONTON. maaomrg; r
- QUEMAR: 73
“COGER %% N

CiERA..LADRONA

IEGOS

GUERRA

 QUEMA
GUEREA PRIMO DE RIVERA S

92%

Nivel 1:

/Quién? Ladrona,
Hitler

¢;Ddénde? Hoguera
¢/Cudndo Guerra

Nivel 2: ;Qué?
Libros, fuego,
quemar

Nivel 3: ;Cémo? ;Por
qué?
Triste

92%

Nivel 1:

¢Quién? Delfin, nifio
¢Ddnde? Mar, playa
¢;Cudndo? 2017

Nivel 2: ;Qué?
Protesis, nadar

Nivel 3: ;Cémo? ;Por
qué?

PESADILLAS

R.L.Stin¢

po 8 aiz w s NOCHE man
iracrania aluelyocse
ermanos
Jﬂﬁﬂ%ﬂ Casd  Shiedp

intriga :
ahuel[] ; I}esa{hgi]as 2 gra"Ja

intriga.

hermanos : fﬂangpggpalarus"w-ﬁ

noche=" “Miedo

s dsa

teTor: Verang
caSEIIJESC'*["”as campo de ma’utermr

100%

Nivel 1:

/Quién? Abuelo,
hermanos

¢Ddnde? granja, casa
¢/Cudndo? Verano

Nivel 2: ;Qué?
Pesadillas

Nivel 3: ;Cémo? ;Por
qué?

Miedo, terror,
intriga
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TODO ESTO TE
DARE

DOLORE

~1000/BST0
TE-DARE:

heredero-—.» iniriga 1N

asesinato (i, . Asesino =

Calicia i

lores Redonido

88% Nivel 1:

¢/Quién? Manuel,
Alvaro, heredero,
asesino

¢;Dénde? Galicia,
¢/Cudndo? Actualidad

Nivel 2: ;Qué?
Asesinato

Nivel 3: ;Cémo? ;Por
qué?

EL CICLO DEL
HOMBRE LOBO

STEPHEN
KIN(

FEl ciclo

del
hombre
lobo

naw=llen

& Hombre-1.0bo

s JUTBdOU HﬂldOu
ojoeneromese
nino

88% Nivel 1:

¢/Quién? Hombre,
lobo, Marty Coslaw
¢;Dénde? Estados
Unidos

¢/Cudndo? Luna llena,
enero, 1984,
diciembre

Nivel 2: ;Qué?
Asesinato

Nivel 3: ;Como? ;Por
qué?
Miedo, misterio

WONDERS, LA
LECCION DE
AUGUST

PAORES
CHICO
i M 2 s
Ll <Ek ="
% 5'-95‘0FEHH[IUHE5”"“"
AUGUST-RECHAZ0-

“MANHRTTAN
COMPANERQS:.

LOLEEI0™

87% Nivel 1:

¢Quién? Chico,
compafieros, padres
¢;Ddénde? Colegio,
Manhattan
¢/Cudndo? quinto
(curso)

Nivel 2: ;Qué?
Rechazo, Bullying,
Médicos,

Nivel 3: ;Como? ;Por
qué?

Operaciones,
deformacion
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EL MUNDO EN UN
SEGUNDO

86%

Nivel 1:

¢/Quién? Chica, mujer
mayor, ladrén
¢;Donde? Mundo,
casa, ventana,
huerto, Portugal
¢;Cudndo?:

Nivel 2: ;Qué?
Tempestad, libro,
pelota

Nivel 3: ;Cémo? ;Por
qué?

EL LABERINTO DE
LOS ESPIRITUS

S

i CARLOS’
RUIZ ZAFON

EL LABERINTO
DE LOS ESPIRITUS

Vails =
Madrid Carlos Fen zrg-lm ’Euu Zafon &
Guerrida Civil dato Duaszjeic

o Barcelond

Daniel S ,_Pcrcn!uerte BT Celorici

acsgparicion entrelenido
73arcetona busqueds

Loa es,
pmu retenido

e:(’mdu Walo o min
I

91%

Nivel 1:

¢Quién? Alicia Gris,
Daniel Sempere,
madre, Valls
¢;Ddnde? Madrid,
Barcelona
¢;Cudndo? Guerra
Civil

Nivel 2: ;Qué?
Asesinato, muerte

Nivel 3: ;Cémo? ;Por
qué?

LA CHICA INVISIBLE

ases:na'to
1nst1{u{0
Sitwacido

alivmna-
fortaleZzaz”

- chungo

l Inga® IIG"-"{H\I wradigiosa
vestuario
Julia Plaza""

a1 urora Fios-
chica invisible

90%

Nivel 1:

/Quién? Amiga.
¢;Donde? Instituto
¢Cudndo? Mayo

Nivel 2: ;Qué?
Asesinato,
baloncesto,
situacién

Nivel 3: ;Como? ;Por
qué?

Fortaleza, chungo,
cabezona

Tabla 4. Libros de narrativa contemporanea
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Comic Nube Niveles de
Comprension
LAS JOYAS DE LA 80% Nivel 1:
CASTAFIORE ¢Quién? Tintin, Milq,

LAS JOYAS DE
LA CASTAFIGRE

gitanos
¢;Ddnde? Castillo
¢;Cudndo?: 1963

Nivel 2: ;Qué?
robo, joyas

Nivel 3: ;Cémo? ;Por
qué?
Misterio

Tabla 5. CoOmic

Documento

Niveles de
Comprension

Informacién en una
revista sobre los
vengadores

'cnﬂi‘c

91% Nivel 1:

/Quién?
Vengadores
¢;Dénde? Péster,
revista, comic,
cine, peliculas
¢;Cudndo?: 25 de
abril

Nivel 2: ;Qué?
accion

Nivel 3: ;Cémo?
¢Por qué?

Noticias de actualidad
sobre deporte

o NCOSTO S
jewma FUTH gg%" S
ERANO-=" 5

Bmouafsm;m

?;fébl JeraNg Mm;ums sf: ﬁﬁﬁ gﬁg JU"EHIUS

comrs ZCRISTIANO RONALDO -ERONcE =

" NATACION WIMBLEDON As VN

[ EIUECOS OLIMP

P{.QM.\‘!('

LA e L ’mmaon DEPOR Tf dro

o “PLATA i RS
% s DVERTS SE[ECCIONHDOR
BT, o

HO miMﬂdl?}JS

75% Nivel 1:

¢/Quién? Scariolo,
Cristiano Ronaldo,
Juventus

¢;Ddnde? Juegos
olimpicos, Tokio
¢/Cudndo?: Verano
2019
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Nivel 2: ;Qué?
Baloncesto,
Deporte, Atletismo

Nivel 3: ;Como?
¢;Por qué?
Cancelacion,
Covid-19

Libro sobre hordscopos

ASTRO-SIGNOS

PISCIS

88%

Nivel 1:
/Quién? Piscis
¢;Dénde?
¢/Cudndo?:

Nivel 2: ;Qué?
amor, amistad,
dinero, bonito

Nivel 3: ;Cémo?
¢;Por qué?
curioso

El método para llegar a
ser un gran artista

EL METODE

para llegar a ser
un g artista
’

-

pretese
directara

Lics  casling
amigos J
v

ety e LR
wewMarlingz Roco
= scademia—

85%

Nivel 1:

/Quién? Operacion
Triunfo

¢;Donde? Academia
¢Cudndo?

Nivel 2: ;Qué?
Cantar, amigos,
triunfar, bailar

Nivel 3: ;Cémo?
¢;Por qué?
método

Tabla 6. Otro tipo de documento

Como vemos, nueve jovenes eligieron la lectura de novelas de narrativa contemporanea, dos

eligieron libros clasicos, cuatro personas leyeron otro tipo de textos narrativos como noticias

y hordscopos y tan solo una persona eligié leer un cémic. Todo el alumnado eligio leer en

formato papel, excepto el alumno que comentd noticias obtenidas de periddicos impresos,

noticias de radio, televisién o Internet.

En el Gréfico 1, mostramos el porcentaje de aciertos en comprension del texto tras la

visualizacidon del video, segun el género literario. El porcentaje de aciertos es muy alto, mayor
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del 80%, en todos los géneros. Especialmente, destaca el alto nivel de comprensién alcanzado

en la comprension de los textos de narrativa contemporanea.

92,00
90,00
88,00
86,00
84,00
82,00
80,00
78,00
76,00
74,00
Literatura clasica Narrativa Comic Otros
contemporanea

Grafico 1. Porcentaje de aciertos por género literario de las lecturas elegidas

5. Conclusiones

En este trabajo hemos querido mostrar la experiencia llevada a cabo con jovenes con DI para
fomentar y mejorar sus habilidades lectoras y narrativas, desde una perspectiva de ‘literacy
inclusive’, donde todo el alumnado ha podido participar en las actividades propuestas,
independientemente de su habilidad lectora. Las actividades del curso presencial dirigidas a
conocer la estructura de las narraciones permitieron facilitar la comprension del texto en los
niveles de micro y macroestructura. A modo de ejemplo, los participantes verbalizaban
durante el curso la utilidad de las estrategias lectoras (p.ej. resumir, hacerse preguntas) para
recordar el texto y comprenderlo mejor. Ademas, pudimos comprobar como el empleo del
organizador grafico (Story-Hand) les ayudaba a estructurar sus resimenes y resefias, incluso
cuando no disponian de supervision por parte de las docentes. Un ejemplo de la importancia
de este organizador para el alumnado lo vemos reflejado en la opinidn de una joven que en
los comentarios de satisfaccion sefiala: “he aprendido a utilizar la mano, para ir

comprendiendo lo que leo”.

Atendiendo a los comentarios sobre la satisfacciéon con el curso de los participantes, quedd
reflejado como las actividades de lectura realizada les resultaron motivadoras y gratificantes.

Ante la pregunta: “éte gustaron las actividades realizadas en esta asignatura?”, todos los
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estudiantes manifestaron que les gustaron todas o casi todas las actividades. Afirmaron que
las actividades que mas les gustaron fueron leer, perder el miedo a leer en voz alta y animarse
aleer mas. Mostraron especial interés por el contenido de los textos del libro Intrépidas, tal y
como se recoge en uno de los comentarios: “La actividad que mas me ha gustado ha sido

conocer las historias de las intrépidas, asi he podido conocer mundo y sus viajes”

Las biografias incluidas en el texto generaron un debate interesante entre los participantes
acerca de cédmo las mujeres han avanzado socialmente, en derechos y oportunidades.
Ademds, durante todas las sesiones disfrutaron de poder compartir las lecturas con sus
compafieros y trabajar en equipo. Estos aspectos resultaron fundamentales para fomentar los
procesos calidos asociados a la habilidad lectora durante el trascurso de la asignatura
(Sanchez, 2010), y fueron destacados en la opinidn de los participantes sobre el buen clima

creado en clase por las docentes.

En la misma linea, la inclusién del segundo bloque de la asignatura, en la que pudieron ver a
famosos booktubers y emularlos durante la grabacién de los videos de las resefias de sus
intrépidas, supuso una motivacion adicional para mantener su compromiso con las
actividades de lectura. Sabemos por varias investigaciones (Bonilla-del-Rio y Sanchez, 2022;
Diaz-Garolera et al., 2023) que las nuevas tecnologias y las redes sociales son un elemento
motivacional importante para el alumnado con DI. A este respecto se afiade el potencial de
los booktubers para mejorar los habitos lectores entre los jévenes (Garcia-Roca, 2021). Asi,
realizar video-resefias fue sefalado por los participantes como uno de los principales
aprendizajes adquiridos en esta asignatura y muy significativo, como queda reflejado en el
siguiente comentario: “lo que mas me ha gustado ha sido hacer los videos de los booktubers

porque fue una actividad entretenida, divertida y fantastica”.

Como hemos subrayado anteriormente, la pandemia por COVID-19 supuso un cambio drastico
en las situaciones de ensefianza-aprendizaje. El alumnado de UNINCLUV tuvo que adaptarse
a cambios que afectaron tanto a la metodologia, como a las actividades y los contenidos del
curso. En la experiencia concreta que presentamos aqui, los jovenes tuvieron que elegir sus
propias lecturas, realizar las actividades propuestas a distancia y responder los cuestionarios
de comprensidn de forma auténoma. Centrdndonos en las lecturas elegidas, si comparamos
nuestros datos con los ofrecidos por el Informe de Resultados sobre Hdbitos de Lectura y
Compra de Libros en Espafia de 2021 (Federacién de Gremios de Editores de Espaia, 2021),
donde se recogen datos de lectura durante la pandemia, comprobamos que el grupo de

jévenes participantes sigue la misma tendencia que la poblacidon encuestada, donde se
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muestra que los jovenes lectores entre 14 y 24 afios leen libros en mayor porcentaje (85%)
que revistas (13.6%) o coOmics (23.5%). Este informe también indica que el formato preferido
para leer es el de libros en papel, con mds de un 70% de preferencia frente a otros tipos de
formatos (i.e, audiolibro o e-book). En el caso de los jovenes de esta experiencia, excepto un
caso que eligio leer noticias digitales, todos optaron por leer en papel documentos que tenian
a su disposicion en el hogar y en ninguin caso recurrieron a leer libros en ‘lectura facil’. A pesar
de la existencia de publicaciones en este formato y el acceso libre a las mismas, ninguno de
nuestros jovenes se decantd por ellas. No podemos aventurar las causas de este hecho, ni
tampoco afirmar que leer en lectura facil hubiera mejorado la comprensiéon de nuestros
participantes. Sin embargo, consideramos relevante indicar que, en esta experiencia, jévenes
no eligieron textos adaptados para leer por placer. Sin embargo, si eligieron libros o lecturas
gue se adecuaran a sus gustos e incluso libros dirigidos a lectores de menor edad, mas

ajustados a sus habilidades de comprension.

Con respecto al desarrollo de las actividades durante el confinamiento, destacamos el interés
y nivel de implicacion mostrado por todo el alumnado

Sin embargo, consideramos por desarrollar su video-resefia de manera auténoma

relevante indicar que, en

esta experiencia, jovenes no
eligieron textos adaptados Recordamos al lector que en estos videos cada joven

y mostrarlo a sus compafieros y compafieras.

para leer por placer. Sin resumia su lectura con la instrucciéon previa de
embargo, si eligieron libros

o lecturas que se adecuaran
a sus gustos e incluso libros objetivo de compartirla con el resto del alumnado. En
dirigidos a lectores de

menor edad, mas ajustados
a sus habilidades de grupo reducido, sin embargo, en el confinamiento el
comprension.

apoyarse en la estructura de la Story-Hand y con el

las sesiones presenciales los videos se elaboraban en

video se realizé de forma individual y cada participante
lo elabord sobre su propia lectura. La posibilidad de
realizar la actividad de forma individual fue muy bien valorada por los jovenes como se sefiala
en el comentario de un participante: “una de las cosas que mds me ha gustado ha sido realizar

mi propio video”.

Ademas, esta actividad resulté muy satisfactoria ya que les permitia, una vez a la semana, salir
de la rutina y soledad que impuso el confinamiento y compartir tiempo y lecturas con otros
jovenes, como se refleja en el siguiente comentario: “me ha gustado estar con los
compafieros, poder expresar mi opinion y saber la opinidn de los demas al ver los videos”.
Ademas, conocer libros que leyeron sus compafieros fue gratificante: “me ha gustado conocer

otros libros y mas cosas a través de los gustos de los compafieros, ver semana a semana los
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videos publicados”. Vemos en estos comentarios como los componentes emocionales y
actitudinales asociados a la lectura, es decir, los procesos cdlidos (Sanchez, 2010), jugaron un
papel muy importante en esta actividad durante la pandemia. También podemos decir, que
desde el modelo de ‘literacy inclusive’ (Flewitt et al., 2009), cualquier joven,

independientemente de su nivel lector, accedié a distintas lecturas y les gusté conocerlas.

Tras visionar el video los y las participantes rellenaron un cuestionario de comprensién de la
resefia de cada lectura. Como se muestra en el Grafico 1,

[...]fueron los videos fueron los videos sobre libros de narrativa

sobre libros de narrativa contempordnea los que obtuvieron mejores niveles de
contemporanea los que
obtuvieron mejores

niveles de comprension, los tipos de texto fue superior al 80%. Una posible
aunque el porcentaje de
aciertos en todos los

tipos de texto fue de comprensidn sobre libros de narrativa puede estar en
superior al 80%

comprensidn, aunque el porcentaje de aciertos en todos

explicacion al mayor nimero de aciertos en las preguntas

gue este tipo de género literario se trabaja mucho
durante los afios escolares y es, por tanto, una estructura

facil de transmitir y de reconocer.

Por otro lado, otro aspecto a destacar a partir del analisis de los comentarios a las preguntas
abiertas del cuestionario, lo encontramos en las respuestas a la pregunta: “équé se podria
mejorar del video?”. Asi, la respuesta mas repetida por el alumnado en alguno de los videos
presentados fue que el narrador no habia seguido el organizador grafico (Story-Hand) en su
video-resefia. Es decir, se observé que la mayoria del alumnado valoraba la utilidad del
organizador para elaborar resimenes de los textos y habia aprendido a utilizarlo de manera
auténoma, hasta el punto de que reclamaban su uso en las resefias de los companfieros y
compafieras. Finalmente, la dltima pregunta que se planteaba a los jovenes fue si
recomendarian la lectura que acababan de ver resumida en el video. Aqui las respuestas
fueron variadas segln sus gustos, pero destacamos un comentario realizado por una joven
gue nos da una idea del compromiso con la lectura que manifestaron algunos participantes:
“yo no lo recomendaria porque a mi no me gustan las historias de miedo, pero los libros

siempre ensefian algo y seguro que a alguien le gusta”.

La ultima tarea realizada en el marco de la asignatura “lectura dialégica y competencia
narrativa”, y en la que hemos centrado nuestra aportacién, consistié en elaborar nubes de
palabras con las cinco palabras que cada participante aportaba como respuesta a la ultima

pregunta del cuestionario: “Escribe 5 palabras importantes sobre la historia que tu compafiero
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o compafiera cuenta en el video”. A este respecto, Cano (2020) hace referencia al potencial
de las nubes de palabras para representar el imaginario social, cuando estas se construyen a
partir de actividades grupales. En nuestro caso, se tratd precisamente de conseguir ese
imaginario social sobre cada uno de los textos resumidos utilizando las palabras-clave que los
participantes aportaron a partir de la video-reseifa de su compafiero o companera. En el
analisis de las nubes de palabras elaboradas durante esta experiencia particular, hemos
podido comprobar cémo estas se mostraron capaces de recoger las ideas principales de los

textos, reflejando aspectos cruciales tanto de la micro

Por tanto, podemos concluir

que los participantes
esta cuestion, si realizamos un analisis cualitativo mostraron mayor

sobre la comprension del video a partir de las nubes de comprension literal que
inferencial de los textos, tal

como ocurre habitualmente

como de la macroestructura textual. Ahondando en

palabras, basado en Morgan et al. (2009),

encontramos que las palabras clave que tienen mayor cuando se analiza la
comprension lectora de

frecuencia y que se reflejan en la nube de palabras se .,
jovenes con DI

sitian en el nivel 1, de recuerdo (éiquién?, ¢donde? o

écuando?), aunque también encontramos muchas palabras en el nivel 2, de secuenciacién,
(¢qué?) y detectamos pocas palabras que alcancen el nivel 3 de justificacion (¢cémo? y épor
qué?). En las tablas 3, 4 y 5 se puede comprobar este aspecto con mayor detalle. Por tanto,
podemos concluir que los participantes mostraron mayor comprension literal que inferencial
de los textos, tal como ocurre habitualmente cuando se analiza la comprensién lectora de

jovenes con DI (Fajardo et al., 2014; Pérez y Avila, 2017).

Atendiendo a los comentarios sobre la satisfaccion con la actividad de nubes de palabras,
quedd reflejada su buena acogida entre el alumnado en comentarios como: “me ha gustado
mucho ver las nubes de palabras”. Por ello, por peticidn del alumnado, el docente de apoyo
impartioé un taller on-line para ensefiar al alumnado a elaborar sus propias nubes de palabras
con la herramienta Word-Art. Durante el taller, Los participantes crearon sus propias nubes
sobre temas de su agrado e indicaron que les gusté mucho esa actividad y asi lo reflejaron en
sus comentarios: “me ha gustado mucho aprender a realizar las nubes de palabras, ya que es

util para otras cosas y son féciles de hacer”.

Para concluir esta aportacion, nos has parecido oportuno destacar algunos de los aspectos
gue consideramos especialmente positivos de la realizacion de esta experiencia, asi como
sefialar algunas de sus limitaciones. En primer lugar, consideramos la experiencia cuenta con
potencial para enmarcarse dentro del modelo ‘literacy inclusive’ (Flewitt et al., 2009). Asi,

conseguimos involucrar a los jovenes con DI en actividades lectoras, consiguiendo implicar a
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todo el alumnado en las actividades propuestas, independientemente de su habilidad lectora.
Ademas, los participantes leyeron en su tiempo libre durante el confinamiento, mantuvieron
compromiso con los objetivos de las actividades, incluso cuando estas tenian que realizarse
de forma individual y auténoma. M4s aun, algunos manifestaron que la experiencia los animé
aleer mas. En segundo lugar, hemos comprobado que prestar atencion a los procesos calidos
(Sanchez; 2010), a través de acciones como dejar elegir la lectura, participar en grupo on-line
o realizar su propio video-resefia, contribuyd a que los jovenes mantuvieran ese compromiso
y se mostraran con autocompetencia para abordar las tareas de lectura propuestas. Por
ultimo, el uso de nuevas herramientas digitales como la elaboracién de video-resefias o la
elaboracion de nubes de palabras creemos que fue un elemento crucial para mantener
motivado al alumnado. Pensamos que ambas actividades pueden ser un recurso util para
trabajar las habilidades lectoras desde multiples perspectivas. Por citar algin ejemplo, las
nubes de palabras pueden emplearse para realizar una evaluacidon cualitativa de la
comprensién grupal, para activar conocimientos previos, para mantener la atencién y
destacar la informacién durante la lectura o para contribuir a formar un modelo de la situacién

coherente tras la lectura.

Finalmente, consideramos una limitacion del trabajo aqui presentado no haber analizado el
contenido de los videos presentados. Sin embargo, el alto grado de aciertos en las preguntas
del cuestionario junto con la frecuencia de las palabras clave elegidas por los jévenes, nos
hacen pensar en una buena comprension del mensaje trasladado en los videos. Otra limitacién
a destacar es que desconocemos el nivel de apoyo con el que contaron los participantes en

sus hogares para la elaboracién de la video-resefia.
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Abstract

This article aims to investigate how students' responses to reading and talking about a fictional novel
relate to teachers' ideas about the possibilities of a literary work. Alarge group (413) of readers aged
10-12 completed questionnaires both before and after reading the Romani author Katarina Taikon's
Katitzi (1969/2015), which, in a fast-paced and engaging way touches upon subjects such as
vulnerability and racism. Responses from 14 teachers are analysed in relation to these students’
answers. The results show great student engagement, with a clear majority (76%) formulating
thoughts about Katitzi's situation and their contemporaries. The teachers, on the other hand,
highlight problems they see with the literary work and tend to value reading non-fiction more.
Through the discrepancy, the question arises as to whether the students' engagement after reading
could be utilised more, so that they develop both as readers and participants in a current social
debate.

Keywords: teaching literature, children's and youth literature, book talks, Swedish in primary
school
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Resumen

Este articulo tiene como objetivo investigar como las respuestas de los y las estudiantes al leer y
hablar sobre una novela de ficcion se relacionan con las ideas de los profesores sobre las
posibilidades de una obra literaria. Un gran grupo (413) de lectores de 10 a 12 afios completd
cuestionarios antes y después de leer Katitzi (1969/2015), de la autora romani Katarina Taikon, que,
de manera rapida y atractiva, aborda temas como la vulnerabilidad y el racismo. Se analizan las
respuestas de 14 miembros del profesorado en relaciéon con las respuestas del alumnado. Los
resultados muestran un gran compromiso por parte de los y las estudiantes, con una clara mayoria
(76%) expresando pensamientos sobre la situacién de Katitzi y sus contemporaneos. Por otro lado,
el profesorado resalta problemas que percibe en la obra literaria y tiende a valorar mas la lectura de
no ficcidn. A través de esta discrepancia, surge la pregunta de si la motivacion del alumnado después
de lalectura podria ser utilizado de manera mas efectiva, para que se desarrollen tanto como lectores
como participantes en un debate social actual.

Palabras clave: ensefianza de literatura, literatura infantil y juvenil, charlas sobre libros, sueco en la
escuela primaria.

Resum

Aquest article té com a objectiu investigar com les respostes de I'estudiantat en llegir i parlar sobre
una novel-la de ficcié es relacionen amb les idees del professorat sobre les possibilitats d'una obra
literaria. Un grup ampli (413) de lectors de 10 a 12 anys va completar qiiestionaris abans i després
de llegir Katitzi (1969/2015), de l'autora romani Katarina Taikon, que, d'una manera rapida i
atractiva, aborda temes com la vulnerabilitat i el racisme. Les respostes de 14 membres del
professorat s’analitzen en relacié6 amb les respostes d'aquests i aquestes estudiants. Els resultats
mostren un gran compromis de 'alumnat, amb una clara majoria (76%) formulant pensaments sobre
la situacioé de Katitzi i els seus contemporanis. El professorat, d'altra banda, destaca problemes que
veu en l'obra literaria i tendeix a valorar més la lectura de no ficci6. A través de la discrepancia,
sorgeix la pregunta de si la implicacié dels i les estudiants després de la lectura podria ser utilitzada
més, de manera que es desenvolupen tant com a lectors com a participants en un debat social actual.

Paraules clau: ensenyament de literatura, literatura infantil i juvenil, xerrades de llibres, suec a
I'escola primaria.

1. Introduction

Ideas and theories about the thought and mind developing potential of literary, fictional, text
have had a major influence on research in the field of teaching literature, at least since the 1930s
—and continue to do so (Langer, 2017; Martinsson, 2018; Rosenblatt, 2002). On the other hand,
the question of what place literature actually has in Swedish schools in general, and within the
subject of Swedish in particular, described often as utility- and measurability oriented, has been

raised repeatedly during the last ten years (Erixon & Lofgren, 2018; Lindell, 2020; Lundstrom,
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Manderstedt & Palo, 2011; Sigvardsson, 2020). Adding the digital media surge, the question if
literary fiction in the 2020s can mean anything at all for young people’s mental identity and
personal development is relevant. Although this matter is regularly discussed, both within and
outside the research sphere of teaching literature, it is very rarely based on larger, empirical
data of literature-reading students and their teachers (Miall, 2006; Nordberg, 2017; Pettersson,
2015). In this article, receptions, reactions and reading experiences of over 400 Katitzi-readers
aged 9-12, taking part in a municipal community reading circle as part of the research project
Everybody reads! (Alla ldser!) — and their teachers' reflections on the novel during the project—
will form the basis for a grounded discussion about the potential of fiction and what the results

possibly mean for literature teaching.

This article looks into how students' responses, during and after reading and discussing a novel,
relate to teachers' ideas about the importance of literary fiction. Thereby, we want to make
visible educational possibilities that lie within values-based work that is not tied to pre-
stipulated goals. For this purpose, a book, namely Katarina Taikon's Katitzi (1969/2015), with
relevance to the school's value base/ethical work is used. The overall analysis, including answers

from students and teachers, thus forms the basis for a more comprehensive discussion.

The research questions are linked to these two perspectives, making a mixed-method design of

the study necessary. Since questions 1 and 2 focus
This article looks into how
students’ responses, during and
after reading and discussing a is needed to grasp the complexity and diversity of
novel, relate to teachers’ ideas the data, while question 3, focusing on a limited
about the importance of literary
fiction. Thereby, we want to
make visible educational asks for qualitative research and analysis of the non-
possibilities that lie within
values-based work that is not
tied to pre-stipulated goals. read:

on students’ reactions to the novel, grounded theory

number of teachers’ views on the work with Katitzi,

numerical data of the study. The research questions

1) What thoughts and reactions develop in the
participating students during the joint reading and conversation about a fiction book that
touches on difficult topics such as racism and exclusion? What role does the basic assumption

that the story is a literary text, instead of non-fiction, play in student learning?

2) In what ways do the students relate the events in the novel, reflecting the social and historical

background of Romani people in Sweden, to their own lives and the world around them?

3) How do the teachers view and reflect on the need to discuss ethnic belonging and exclusion

through Katitzi with their students? In what ways do they express opinions about their students’

http://doi.org/10.7203/JLE.7.27332 114



Olle Nordberg & Anna Lyngfelt

reading of literary texts, in relation to other forms of texts? Do they have anything to say about

the social relevance of fiction, and the relationship of fictional stories to the outside world?

In the spring term of 2021, 413 middle school students in a municipality in central Sweden read
and discussed the novel Katitzi (1968/2015), as part of an extensive and ongoing reading project
named, as mentioned above, Everybody Reads! The research project's overarching goal is to
study the potential and possibilities of deepening conversations about the conditions of
democracy, and citizens' different opportunities to participate in social development, through
reading and discussing literature in a book circle. The project was developed in 2019, in close
collaboration with the municipality, wherein all students from years 4 to 12 in municipal schools
read the same novel during a four-week period. The municipality's intention was to promote
literary reading and stimulate students' thinking and challenge established patterns and norm
systems. The municipality, is slightly below the national average, in terms of the percentage of
people with higher education (SCB, 2020; Swedish School Administration, 2022b). School results
are also below the national average in some aspects (National Agency for Education, 2022a).
Within empirical reading research, the majority of the students who participated in the project

can be described as "ordinary readers" (Miall, 2006, 2.)

The idea lying at the heart of the project has been to keep the fictional story itself and the joint
discussion at the very centre of classroom work (cf. Lindell & Ohman; Lyngfelt & Nissen, 2018;
2019; Nordberg 2020). We assessed that the best way to do so was to let each teacher design
and decide how this should take place in interaction with their students, with the clear basic
requirement that the reading and discussion of the book must occur in a group. This basic
requirement has been communicated to the teachers via emails sent by the municipality's

coordinator (See Nordberg 2021; 2022a; 2022b).

2. Background and theoretical considerations

The project Everybody Reads aims to put established reader response and literary educational
theories about literature reading and its potential for personal development, increased
understanding of other people and a broad perspective on the world (Felski, 2008; Langer, 2017;
Nussbaum, 2010; Rosenblatt 2002; Ziehe, 2003; Zunshine 2006) in direct relation to large-scale
empirical results from actual readers’ receptions and reading experiences (cf. Bortolussi &
Dixon, 2003; Pettersson, 2015; Nordberg, 2019). This theoretical point of departure is rooted in
Grounded Theory (Charmaz, 2008; Glaser & Strauss, 2008; Glaser, 2010), meaning that
Grounded Theory is used flexibly to conduct research that prioritizes exploration of a given

phenomenon — here students’ perception of a novel — in a predominantly inductive theory
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development paradigm (cf. Birks et al., 2017). However, as pointed out before, an approach of
qualitative research is also needed, to be able to discuss the teachers’ opinions about their
students’ responses. Before looking into how we implemented GT in this study, the theoretical
position needs further contextualizing in the Swedish school system, in curricular developments

within the subject of Swedish and in notable tendencies in literature teaching.

Scholars have frequently highlighted the beneficial effects of reading literature (Miller, 2002;
Attridge, 2004; Farrell, 2004; Felski, 2008; cf. Sumara, 2002 ), for instance, for an understanding
of how other people think and feel (“Theory of Mind”, Zunshine, 2006). In this they have
received authoritative support from such authorities as the philosopher Martha Nussbaum
(1990, 1998, 2008, 2010) and the historian of ideas Sverker Soérlin (2019) who emphasized the
role of literature and the humanities in social cohesion and the promotion of democratic ideals
(Biesta, 2013). Yet, all of this reflects theoretical discourse rather than empirical research. There
has, however, been some empirical corroboration (e.g., Comer Kidd & Castano 2013) and, in the

last decade, research into the digital environment which strongly influences reading.

Furthermore, international critical literacy studies have highlighted the ways teachers and
students use language and other semiotic resources to shape their understanding of issues such
as gender and social inequality (Janks, 2009). Additionally, studies have stressed the importance
of classroom practices in furthering intersectionally and promote critical thinking as a
competence developed by reading fiction (Janks, 2013, 2014). In similar studies in Sweden the
democratic potential —and responsibility — within Swedish as a school subject has been debated
since the late seventies. The first and very influential initiatives, notably those of the
“Pedagogical Group”, were reader orientated, aiming at a literary reading where the pupils’
responses to texts were connected with their own life experience (Lindberg, 1981; L-G
Malmgren & Thavenius, 1981; Malmgren & Thavenius, 1982; Linnér & Malmgren, 1982; Linnér,
1984; Malmgren, 1984; Malmgren, 1986). These efforts also emphasized the importance of a
broad societal perspective beyond personal readings (Malmgren, 1984, 181). All this was based
on the premise that personal engagement in reading makes classrooms more dialogical and
egalitarian as well as forms critical and democratic citizens. During the late nineties these ideas
receded in favour of a more competence-oriented perspective, which dominated the following
decade (Brink, 2006; Degerman, 2012; Mossberg Schillerkvist, 2008; Torell, 2002; Ullstrom,
2009; Wolf, 2002; Arheim, 2007). In 2003, however, the democratic orientation was highlighted
again, including the point that pupils’ access to a literary reading culture is a profound
democratic right (Bergé6 & Ewald, 2003; Liberg, 2003; G. Malmgren, 2003; Molloy, 2003). This

idea of Swedish as a subject that fosters democratic values has been criticized as
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instrumentalisation (Andersson, 2010; Lyngfelt, 2017; Thavenius, 2005) but it has frequently
been revived as a way of promoting democratic values (“vardegrundsarbete”) (Alkestrand, 2016;

Lilja Walta, 2016; Molloy, 2007, 2017).

In practice, literature in the Swedish school system has been clearly marginalized, and the
literary teaching instrumentalised, since the new curriculum was launched in 2011, as is shown
by Ohman (2015), Lyngfelt (2017), Andersson (2019), Lindell (2019), Nordberg (2020) and
Sigvardsson (2020). In policy documents, there has been an emphasis on types of texts other
than literature (‘descriptive’, ‘explanatory’, ‘instructive’), as well as increased general
requirements of measurability and grading criteria (“kunskapskrav”) (see Berg, 2010;
Bornemark, 2018; Lundstrom, Manderstedt & Palo, 2011; Molloy, 2011; Nordberg, 2021). This
favours the study of text genres, linguistically, restricting itself to basic text comprehension in
line with functional literacy (Borsgard & Jonsson, 2019, Erixon & Léfgren, 2018). Thus, at a time
when antidemocratic forces have grown stronger, changes made in curricula have pushed aside
aesthetic forms of expression across all school levels (Lyngfelt & Nissen, 2018). This includes the
observation that far from all students are offered the opportunity to engage in dialogue about
fictional texts, especially not students in multilingual schools and in socioeconomically
vulnerable areas (Economou, 2018). This is worth stressing, since aesthetic expression has been
seen as a starting point for students to reconsider their views through encountering what is not

already known to them (Ziehe, 2003).

Worth noticing, and considering theoretically, is that all students come from a small Swedish
municipality where their parents’ academic education is below the national average. In the
analyses, their meaning-production is viewed in terms of reader-response theory as a
collaboration between them and the text (cf., e.g., Langer 2017: Rosenblatt, 2002; Torell 2002).
Our position is that responses thus need to be related to their possibilities of assuming a role as

areader or as a respondent answering the questionnaire or participating in a book talk or a focus

group.

However, students' development through reading literature is dependent on teachers'
perceptions of their students and their needs, as well as their own thoughts about what fiction
can offer and potentially mean to students. In the article, research on teachers' beliefs is
therefore another theoretical starting point. Studies in this field have shown that teachers'
experiences and beliefs shape teaching and thus have an impact on students' learning and
development (Fives & Buehl, 2012; Kalaja et al., 2016). Dressel (2005) points out, it is often

assumed that reading and responding to multicultural literature will help dominant-culture
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readers value minorities and diversity. The students’ response to this effort, according to
Dressel, could be conceived as complex: although students are able to empathize with
characters in the story world, their understanding seldom transfers to cultural understanding in
the real world. In her study, about middle-school students, the students tend to reject the
literary texts or reshape it, resulting in inconsistencies and illogical conclusions. What Dressel
stresses, which is crucial for the present study, is the role of teachers as co-learners and leaders
of negotiations about the meaning of difference, taking into account that some voices are more
dominant than others in the classroom. In this context, Bruner's (2002) theorising about
narratives is also relevant; according to him, we are stories and become what we talk about. The
overarching educational question for the article then becomes which "stories" could be possible
to form based on the reading of Katitzi, considering both the students' responses to the book

and the teachers' ideas about their students and how to work with fiction in the classroom.

3. Method and data collection

Grounded Theory (Glaser & Strauss 1967/2008) tempers researchers’ preconceptions in a
systematic interaction between data and analysis; data based on a tentative initial orientation
generates principles for eliciting new data as well as categorizing responses and making them
guantitatively measurable. This comprises a constructivist conception of the categorization as
socially positioned with regard to views (in this study) of multiculturalism and diversity, meaning
that the researchers must factor into the analysis their own acculturated positions as observers
(Charmaz, 2008). This is made by the researchers, by being wary of selective analyses telling a
single narrative and an awareness of the social position of the respondents mentioned above.
To be able to discuss values and opinions, qualitative research is also added to the study. As
pointed out before, it is used for the non-numerical data of the study, i.e., the 14 teachers’

comments on their students’ reading of Katitzi.

Further, Grounded Theory means the possibility of using an approach that is as open as possible
to the collection of empirical data, without, for example, pre-formulated thoughts about the
ideal reader and the text's given interpretation possibilities (cf. Bortolussi & Dixon, 2003;
Nordberg, 2017; Pettersson, 2016). Digital questionnaires, filled in by the participating students
and teachers before and after each reading period, have, in the project as a whole, been used
to investigate reading and media habits in general, attitudes towards reading fiction in
particular, and, most importantly, the students' reflections on the books in question. The
students have also been asked about their perceptions of shared reading and organised book

talks. Furthermore, direct questions have been posed concerning the students' view of possible
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connections between the fictional world and reality. Students have also been asked questions
about if and how they consider the potential to develop thoughts about their own existence
based on their reading experiences and reflections, a key idea highlighted repeatedly within
reader response theory and the literary educational fields overall (Langer, 2017; Nussbaum,

2010; Rosenblatt, 2002).

Taikon's novel Katitzi (1968/2015) was chosen since it is easy for students about the same age
as “Katitzi” to connect to, and also because the book mirrors the complexity of being part of a
minority in Sweden (the Romanis), from a child’s perspective. This book is the first in a series of
thirteen books, and was published in a new edition in 2015. In the novel, we follow Katitzi’s, the
Romani girl’s, reunion with her family and their wandering life, running a mobile “Tivoli”!, after
she had been living for some time in an orphanage — and before that with the “Cirkus people”
(her early childhood is somewhat shrouded in obscurity.) The events are depicted in a direct,
innocent and captivating way, addressing the very tangible racism that Romani people
experienced in Sweden in the late thirties (Hallberg, 2017). At the same time, the story holds
excitement, action, humour and warmth. Taikon, having a Romani background herself, has been
an activist, parallel to her authorship for decades. The Katitzi books are fictional novels but have

often been approached as autobiographical material (Widhe, 2021).

The results presented are based on digital questionnaires, which in turn are related to the
research questions. For the students, the questionnaires analysed here were, with one
exception, completed after the reading of the novel, while the teachers’ responses include both
their opinions before and after the students’ reading of the book. The before-questionnaires
contained 15 questions for students, and 24 for their teachers. As a whole, the questionnaires
aimed at exploring the students’ use of media and their reading habits, their attitudes to
literature, and their views on democracy, gender and ethnicity. Additionally, they included
guestions about the novel and (when it comes to the teachers) the teachers’ views on their
students’ response to the book. This empirical data was collected by statements that the
teachers were asked to respond to by individual comments, written by themselves; it is the
teachers’ written-down comments that the result about their responses is based on. The after-
guestionnaires for the students were complemented by semi-structured focus group interviews
based on the precepts of Krueger (2009), Morgan (1997), and Wibeck (2010).2 All in all, this

means that it is the results of 413 student digital surveys and the response of 14 teachers that

L A Tivoli is an amusement park.
2 These interviews are not analysed in this article, but they give the researchers a broadened
perspective.

Journal of Literary Education n.7, 2023 / ISSN 2659-3149 119



“The students expect to read non-fiction, so that’s what they’re set on”. Tensions between students’
and teachers’ views on reading, including educational perspectives

is presented in the article. For the most part, the analyses of student responses are based on

closely reading free text responses. In these free text [...]different response

questions there is an openness that interacts with the categories have been
compiled and calculated as a
percentage outcome. These
forms of student responses, where they grade and response categories emerged
entirely from participant
responses, not from the pre-
guantitatively, where different response categories determined focus areas

GT-approach of the study. To give an overview, other

choose among alternatives, are also reported

have been compiled and calculated as a percentage

outcome. These response categories emerged entirely from participant responses, not from the
pre-determined focus areas. Since the teachers’ responses are relatively few in number, but still
important for the purpose of the study, the variation in the teachers’ responses is not reported
as a percentage. Instead, attention is paid (to a greater degree than when reporting the
students’ response) to the teachers' comments. Based on the results, a literary, educational

discussion follows in the conclusion.i All questions and answers are translated from Swedish.

4. Results

As in all studies, there are limitations to the study presented, including the fact that the results
of the questionnaires, handed out before and after the study, may be due to sociocultural
factors like the students’ self-confidence and the classroom climate (socially), when answering
the questionnaires. Nevertheless, we can state that this large-scale survey is being conducted in
a broad base of ordinary, non-academic readers. We opine that this in itself has a certain
relevance, through the empirical grounding, within the complex field of literary reading and

teaching.

Results are presented in this section, following the chronology of the research questions. The
first two research questions are addressed together, not separately. The results section focuses
on certain survey questions where the processes we examine appear in different ways;
specifically, four questions out of 23 in the student questionnaire. Consistent with the student
responses reported in the form of quotations is that they are representative of the category they
belong to in terms of content, expressed thoughts and way of reasoning. Regarding the teachers’
answers, three questions out of 25 are analysed in relation to research question 3 with sub-

questions.

4.1. Students’ thoughts and feelings after reading

The first question which students answered after finishing the novel is formulated openly as:

What thoughts and feelings did you get from the book that you read with the class? With this
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openness, the answers provide a clear and direct indication of which impressions were strongest
among the readers, and how their thoughts and feelings were set in motion. The students’
answers have been categorised based on what is mainly addressed and discussed in them. What
the categories contain and how they differ can be seen in table 1. In cases where the students
clearly process more than one category in their answers, both answers are included in the
compilation. This means that the total number of answers numerically becomes greater than
413 (429), and the combined percentage is greater than 100 (104%). However, the numerical
results in the categories are consistently converted into percentages in relation to the total
number of students participating in the study; thus, in that aspect, the comparison will be
consistent, both within this question and in relation to compilations of the other questions. The
diagram shows the outcome of the response categories to the open-ended, initial question in

percentage form:
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Figure 1. What thoughts and feelings did you get from the book that you read with the class?
N=413. Outcome in per cent.
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The largest group, category 2 with 34% of the total, represents students who express a clear
commitment to the novel, and to the situation of the Romani people. The story of Katitzi has
clearly evoked strong reactions, such as anger, sadness and fear. However, many of them have
also mentioned that humour in the book was an essential part of their reading experience.
Reflections and reactions on how Romani people, and children in a more general sense, have
been treated throughout history are common and are representative of the category. Some

typical examples are cited here:

S1:1getupset about how children were treated at that time, and about the prejudices
people had about the Romani people.

S2: I think the book is very funny, but still a little uncomfortable when others treat
Romani people in a bad way.

S3:I've gotten angry at how people have prejudices about certain people, and I've also
gotten happy on some occasions and a little bit of everything.?

The story of Katitzi has clearly evoked strong reactions, such as anger, sadness
and fear. However, many of them have also mentioned that humour in the book
was an essential part of their reading experience.

The second most common response type, category 1, involves a large group of students (28%),
who, in a somewhat more unspecified way, reflect on how the novel made them feel. The
answer type is closely related to the previous one as the students express that they found the
reading fun, rewarding, exciting, but also that it aroused anger with the injustices portrayed.

Here are some representative examples:
S4: A little, anger - angerness?4 is it a feeling? It has made me angry.
S5: Sad but, at the same time, instructive and funny.
S6: It was unfair, but it was a good and exciting book.

S7: 1 have felt: angry (injustice), I think Katitzi is funny.....

Together, these two categories make up for 62% of the total response outcome. In a third group
of answers, category 3, which is related to the two previous ones, answers testify to
commitment and strong reactions — but where the students also lead the discussion further on,

to a more general level. Here, there are descriptions of contexts and connections to racism and

3 Students are referred to as Student 1, Student 2 and so forth, shortened as S1, S2 etc. All responses
have been translated by the authors.
4 In Swedish: “arghet” — which is a non-idiomatic expression.

http://doi.org/10.7203/JLE.7.27332 122



Olle Nordberg & Anna Lyngfelt

human rights occurring currently. This is an important difference, illustrating the students’
ability to step back from the text and reflect on reality in relation to fiction (Langer, 2017). In
total, 12% of the students expressed themselves as such in their answers to the open-ended
initial question:

S8: I think the book is very good. I really come to think about how unpleasant and
sometimes mean some people are just because you are a certain person. It's terrible.

S9: I get very happy, angry, sad- quite a lot of emotions at the same time. And I get a
lot of thoughts about racism that it is wrong for people to put down people who may
have a different skin colour or such.

S§10: It teaches us about what it's like not to be "normal".

S11: & @

A further distinction can be made regarding those answers that clearly and explicitly relate what
they have read, and the injustices and abuses depicted, to their own life, when asked the open-

ended question. Such answers form category 4. Only 2% of the responses were in that direction:

S12: 1 think about how others are doing and that I'm actually doing great.

S13: That not everyone has it like me and that there are some who have it worse e.g.
If [ don't get an ice cream on a Monday, there are others who don't even get food.

Furthermore, answers from students who responded that they had no feelings at all, or briefly
wrote "no", or "at least not many", "don't know" and such are very brief. Together, the response
type forms category 5 and constitutes 22%. There are some slightly longer arguments, with at
least one complete sentence, but they are occasional. The same applies to the 6% in category 6,
who wrote that they experienced the reading as boring, difficult or answered with just one word

or sign that does not belong to the question.

In total, the answer categories (1, 2, 3, 4), where the students expressed their engagement in
the book, reaches 76%, representing a considerable majority. It is worth noting that the vast
majority, in response to the open-ended question placed first in the questionnaire, also
developed their thoughts on injustice and human rights. Overall, this is clearly the dominant
response type, which indicates that the reading and the book talks may have functioned as a
kind of a common platform from which the students formulate and share their reasoning about

ethnicity and diversity in society.
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4.2. Students’ reflections on the book’s meaning/message

The next question in the survey highlights the student’s thoughts on the meaning or the message

of the book. The categorised answers resulted in the table below:

60
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40
30
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; .

. — =
1. General 2. Thoughts Positive 4. Don't 5. Other
thoughts about how opinions know/no answers

about human  unjustly about the answer
rights Romani  book, without

people was  motivation
treated in the

past. Clearly

distancing

Figure 2. What do you think the book wants to say? What are your thoughts on the message?
N=413. Outcome in per cent.

By far, the largest category of answers is category 1 (56%). It comprises answers emphasising,
on a general level, that all people are equally valuable and that it is important to raise awareness
of and work towards these human rights in the present, not just historically in connection with
the difficult situation of the Romani people in Sweden during the 20th century. The idea that

this needs to be highlighted even now appears in many of their answers:

S14: I think the book wants to say that all people should be treated equally. It's
important, but it's not like that all over the world.

S15: I think it wants to say that many people are still not treated equally and that this
is not a good thing.

S16: That everyone is equally valuable; I think it is a very good message that should
be spread to people who have no idea about such things.

The second largest category, category 2 (18%), includes answers where injustice and
discrimination against the Romani people are underlined through a strong distancing, but where
the outward-looking reflection, beyond the novel, is absent. The racism and oppression towards
the Romani depicted in the book are experienced as repulsive and horrible; however, they are

seen as belonging to the past and "the way it used to be":
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S17: That the Romani people had a very difficult time, and that they were treated very
unfairly.

S18: The message is that the Romani people were not welcome in society.

S19: That it was racist before because people were [considered] different coming
from another country.

When summarising, it can be observed how these two types of answers, which also appeared in
the open-ended question, have changed places. The general reasoning about the equal value of
all people, emerging from the reading of the specific

The general reasoning about story of Katitzi, is noticeably more common when the
the equal value of all people,

emerging from the reading of
the specific story of Katitzi, is could indicate that the process from an open entry to
noticeably more common

when the question is asked in
this message-oriented way convey makes students think in more general terms,

question is asked in this message-oriented way. This

one that is more focused on what the book wants to

that is, beyond what is directly depicted in the novel.
At the same time, it is reasonable to see the initial open reflection as an important step in the

development towards a more analytical level of interpretation.

A small group of responses form category 3 (2%), comprising value judgments that are not
motivated, such as "it was good". A larger group, category 4 (15%), includes answers such as
"don't know" or "nothing". Thus, this is fewer than in the open-ended question, where the
corresponding value is 22%. There were also other answers (9%), which form category 5. These
answers spread out a lot and cannot be collected under any other heading than just Other

answers.

In total, in this question, there were somewhat fewer responses that they do not know. There
were also fewer students that left negative answers or answered in such a way that they did not
express thoughts or feelings evolving during reading and discussing the book. On the other hand,
there were more students who took a step back, out of the world of fiction and looked beyond

the book, towards issues and situations that occur in the real world (Langer, 2017; Torell, 2002).

4.3. What can be learned from reading fiction?

In connection with the reasoning above, a brief summary of the responses to the general
qguestion What can one learn from reading made-up stories (fiction) can provide further and
relevant perspectives. Here, there are three main outcomes visible in the responses (besides the

26% who answered "don't know" or "nothing"). The answers can be seen as linked, or related,
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in the students’ common awareness that reading the novel has broadened their world and made

them see things in new ways. The table below reflects the outcome.

30
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5
0
1.To 2.To be more 3.Togeta 4.Don't 5. Other
indulge/improve creative, get better know/nothing
your imagination ideas and get understanding
through reading  technically of reality
fiction better in writing  through the
through reading perspective of
fiction others while

reading fiction

Figure 3. What can one learn from reading made-up stories (fiction)? N=413. Outcome in per cent.

The three main categories thus consist of the students’ perspectives on: A) how they experience
that reading fiction /enhances their imagination (23%), B) that reading fiction develops
creativity, ideas and the ability to write (19%) and C) that reading fiction develops an
understanding of reality that is broadened through the perspectives of others that they
empathise with and actually experience from inside the characters’ minds during reading (20%).
In the latter category, there were some answers which, despite the general focus of the

question, may suggest a connection to the reading of Katitzi such as:

S20: That it could be made up, but still be about someone being exposed to something
they don't want to, or think it is unfair. It can also happen in reality.

S21: Even if what took place in the fictional stories didn't really happen, you can still
learn quite a lot, e.g. how to become a better person, what you read can also help you
cope with difficult situations. I also usually get motivation from the characters when I
read.

S22: How others can experience their lives.

There are also answers within the third category that bring Aristotle's poetics to mind, in
particular his reasoning about the literary writer's important task, which “is not to say what has
happened, but what could happen” (Aristotle 1994, p. 37 f. Our translation). According to

Aristotle, this fictional premise means, among other things, that the reader/viewer, through a

http://doi.org/10.7203/JLE.7.27332 126



Olle Nordberg & Anna Lyngfelt

strong empathy when taking part in the fictional story, has a greater potential for developing
thoughts and general perspectives compared to when reading factual texts (Cf. Nussbaum 2010;

Nordberg, 2022b). This perspective is touched upon by some of the students:

S23: That it can be fun to read certain books even if it is not reality, and that you can
read books to learn how reality could have been.

S24: You get better imagination and how it could be. For example, if it is about a third
world war or something like that.

S25: You can learn more about how other people think. At the same time, you can get
new ideas.>

Additionally, there are a handful of responses pointing out that reading can be a springboard
into the future, and a realisation of dreams awakened through it. Some students touch upon the
fun aspect of reading, without giving reasons in more detail: “I don't know. | mostly just do it
because it's fun”. However, others bring up empathy as an answer to the question, in a sense

that they can learn themselves something from the empathic experiences.

4.4, How can reading literature affect the view of the outside world?

Further on in the survey, the students were presented with questions about their experiences
of discussing books in the classroom from different perspectives, about reading literature in
relation to fictional depictions in other media, and about the importance of empathy in fiction.
There is not room here to summarise the answers to these questions, even if they are relevant
in different ways. Instead, one of the final questions in the survey where the students are given
the opportunity to summarise their overall impressions of reading Katitzi and how it may have
affected their view of the outside world, could serve as a kind of summary of this important part
of reading fiction, described by Keen and Zimmerman (2003) as “text-to-world connection” (p.
75). The question reads: Has reading the book influenced your way of looking at society and your

surrounding environment? Explain how you are thinking.

The difficulty of young readers to see and describe their own possible development, or their
changed opinions and perspectives, despite previously testifying in the same survey about
strong commitment in the stories and strong reading experiences, has been shown in other
contexts (Nordberg, 2019). However, in the material we collected here, among Katitzi readers

aged 9-12 who read and discussed the book together for four weeks, there are many answers

> The emphasis is the authors’.
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where it is evident that there is a kind of change in their outlook and perspective. Specifically,
34%, which corresponds to 140 students, express themselves in that direction. These responses
have many similarities but vary slightly in their focus. One response type explains that working
with the book has made them see and become aware of the ongoing racism that exists around

them. Some typical examples:

S26: It has, because now I have realised that the world is more unfair, I think, and that
people are not treated equally.

S27: Yes, I think about racism a lot.

S28: I notice things like this are more common, thanks to the book.

Another category of answers concerns how the reading provided new insights into society, and
what can be called structural racism. In several responses, it also appears that an understanding
has emerged and that it is experienced as meaningful, not least the understanding that the

mechanisms of racism are still present and important to deal with, even at present:

S29: Yes, it really has. That society has actually treated some people badly.

S30: I wonder why you can't accept another ethnic group that just want somewhere
to live and go to school.

S31: It has affected me because now I understand that people can treat others this
badly.

A third group of responses is focused on how the students themselves want to act in the future,
and includes general thoughts about humanity, with answers such as: ‘I look around more to see
if someone is treating someone badly’, and ‘Yes. You shouldn't be mean’. With the wording of
the question in mind, where the students are asked to explain whether reading the book
affected how they look at society and their surroundings, these answers give the impression that
something has actually happened and will have consequences. One student summarises
concisely, responding to this complex question about what effect the reading may have had on
the students’ way of looking at the surrounding society: ‘I think that everyone should read
Katitzi’. This could be understood as a comment in the same direction, regarding vulnerability
and the importance of a broader understanding to be able to work against discrimination of all

kinds.

Another way for us to study the subject of how literary fiction can give a perspective on reality
is by allowing students to place a value on a statement that is presented to them in the survey,
both before and after reading: It is common in our society today that people are treated better

or worse because of their skin colour. Alternatives are given on a five-point scale with Not true
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at all at one end of the scale and Completely true at the other. The result shows that many of
the students are engaged and have a clear opinion that there is discrimination currently taking

place. In the comment field, where the students are asked
The result shows that
many of the students are
engaged and have a clear
how discrimination and racism are expressed both in their opinion that there is
discrimination currently
taking place.

to clarify how they have thought when they relate to this

rather direct statement, detailed examples are given of

own locality and in the larger perspective. In total, 180
students, which makes up 44%, take a clear position against
this negative differential treatment in the comments field of the post-survey. In the pre-survey,

25% took a similar position. Some typical examples from the post-survey are:

S32:1thinkit's quite common for people to be treated better and some worse because
of their skin colour and I think that's soooooo bad.

S33: Many people still think that if you are dark, you are less worthy.

S34: Every day in Sweden, people are treated differently because of their [skin colour]
and it's horrible.

Some of the answers refer to social media, and what the students are exposed to there is, to
some extent, related to what they read in more or less pronounced ways:
S35: 1 have heard it a lot on social media and as now in the book.

S36: I haven't heard anything, but I have seen on TikTok that those with dark skin
colour are treated a little differently compared to those with light skin colour.

S37: I notice on social media that dark-skinned people are treated much worse.

As illustrated in the above examples, some students reason in general terms. However, the
answers can also be perceived as applying, for example, to their own immediate neighbourhood.
A recurring concrete example from the outside world here is the Black Lives Matter movement.

That type of reasoning is more common after reading than before.

S38: In the US, the police killed people because of the colour of their skin, and that is
not okay.

S39: It is not right that it is the way it is. | may not notice very much here in Sweden,
but like BLM in the USA you notice more.

S40: BLACK LIVES MATTER ® & & &

The students’ reflections make clear that reading about a charismatic but severely exposed

Romani girl in the late 1930s in Sweden can bring thoughts to the present world. Also, the
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response shows that this present is seen by many in a different light and with a different

understanding of how individual events are connected to values in society.

4.5. Teachers’ responses to the survey

To be able to discuss possibilities and difficulties for the students to develop as readers, the
students’ responses to Katitzi are here connected with their teachers’ opinions on the students’
reading of the book. How do the teachers view and reflect on the need to discuss ethnic
belonging and exclusion through Katitzi with their students? In what ways do they express
opinions about their students’ reading of literary texts, in relation to other forms of texts? Do
they have anything to say about the social relevance of fiction, and the relationship of fictional
stories to the outside world? In order to be able to discuss the significance of their answers to
these questions, the responses in the questionnaire that may contribute answers to the
guestions are now reported. Hence, the teachers’ written comments to questions 8, 12 and 17
in the survey are presented and discussed below. The teachers’ answers are then related to the
students’ answers, which, in turn, opens the way for educational aspects of work with literary

texts at school.

The same questions were asked before and after the students' reading, which means that any
differences in the interview answers could be noticed. The questions are presented verbatim,
and are organised on the basis of the sub-titles presented below. As pointed out before, since
only 14 out of the 28 teachers responded, i.e. the middle school teachers who read Katitzi with
their students in the study, these teachers’ comments are considered to be non-numerical data,
with no need for a presentation showing percentages of the results. Instead, the teachers'
comments to each question answered are addressed here; all their comments are presented
below, and related to the themes and issues that research question 3 contains (summarized

above).

4.6. Teachers' perceptions of students' attitudes towards multiculturalism

Before reading Katitzi, the teachers were asked to decide on the following statement: “In the
group of students with whom | will read the book, some students have a reserved attitude
towards people with a foreign background and towards a multicultural society”. One of the
teachers then replied: “I have never heard or seen any such tendencies at all, thank God”, while

another teacher wrote: “The students live in a smaller village, and there are not many here with
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a foreign background”. A third teacher commented: “Ignorance among some”, while a fourth
stated: “In one of my groups, there are some students who talk openly about ‘immigrants’ being
this and that, and that they are criminals”. In the teachers’ responses after reading Katitzi, the
following comments can be found: “In one of the groups, there are some who have a reserved
attitude and are clear about it” and “It has happened that a few in the class have used negro as
a word of abuse, and also called other people this”.6 A third teacher highlights the following:
“There is clearly a single student/class who has expressed prejudice about people with a foreign
background or a multicultural society”, while a fourth teacher stated that the students hide their
thoughts in discussions. However, you can still “secretly hear their opinions at home”. Other
comments tend to be explanatory, like a comment indicating that the students answer as they
do, since they want to demonstrate a "tough" attitude. As a whole, the teachers’ response
mirrors a complexity when dealing with questions having to do with multiculturalism at school.
Since what the students express may be due to values at home, which the students are likely to
be emotionally engaged with and feel the need to defend, an open and tolerant classroom
climate and deepening dialogue is crucial when questions are discussed, related to

multiculturalism (cf. Dressel, 2005).

4.7. Teachers' reasoning about literary texts in relation to other forms of texts

Since only 14 out of 28 teachers responded, it is worth pondering why not all of them responded.
One reason could be lack of time since the teachers were asked to fill in the forms as part of
their daily workload. Another reason may be that they found it difficult to participate and answer
honestly; there is always a risk, with any survey, that respondents feel urged to adapt their
answers to what they consider to be the “correct” answers. Since Katitzi is a book that depicts
the subordination of a young girl because of the exclusion of the Romani in society, teachers
might have been afraid of positioning themselves politically. This could have been the case, even
if all questions to the teachers circled around theirs views on their students’ perception of

Katitzi.

Question 12 of the questionnaire was formulated before the literature work, as follows: “Do you
usually emphasise to the students that reading fiction differs from other forms of texts?”, and
after reading Katitzi: “During your work with the book, have you come across differences

between literary texts and other texts?” In the teachers' comments, the following can be found

® This teacher actually misunderstood/misspelled the word “skallsord”, which means word of abuse in
Swedish. In the answer, this is written “sjals ord”(= soul word in English).
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before the reading: “Many of the students have more experience with non-fiction. Mainly those
who are gaming”, and “Students expect to read non-fiction at school, so that's what they're set

on”. One teacher points out that students may find
Since Katitzi is a book that
depicts the subordination of
ayoung girl because of the in ‘black and white
exclusion of the Romani in

society, teachers might have
been afraid of positioning more interested in this, while a third expressed that the

literary texts difficult because many students “see things

i

. Two teachers also testified that it

is easier to read non-fiction because the students are

themselves politically. students have difficulties verbally developing thoughts

based on literary texts — the teacher thinks that reading
fiction presents difficulties for many students. A fourth teacher added that students were
"scared" by reading texts. However, four teachers indicated that reading fiction can be positive:
itis "more fun" and "more peaceful", according to two teachers; another teacher described that
the students “empathise with the stories”. A fourth teacher wrote, “Fiction provides the

opportunity for ‘closer’ text conversations”.

After reading fiction, a few teachers developed their answers that directly connect to the

guestion of whether they “got into differences

Worth noticing in this response

from the teachers, is not that the
teachers wrote that reading fiction is “freer for teachers see advantages in making

some students” and that it “sets them thinking use of fiction in the classroom, but
that they perceive difficulties in
reading fiction that their students
emphasised that fiction “attracts some do not see; this lack of
correspondence could be further
explored in a future study.

between literary texts and other texts”, but five

more”. Among these five teachers, it is

students” to conversations and contributes to a
“greater interest” in the questions, by “getting
closer”. However, one teacher felt that the work “becomes more spread out” when working on
literature, while another teacher saw no difference between working with literary and other
texts. Worth noticing in this response from the teachers, is not that the teachers see advantages
in making use of fiction in the classroom, but that they perceive difficulties in reading fiction that
their students do not see; this lack of correspondence could be further explored in a future

study.

4.8. Teachers' thoughts on the social relevance of literature

Question 17 is formulated as a statement: “Literature and teaching literature have great social

relevance”. Here, only one teacher left a comment before reading Katitzi; one teacher wrote
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that we can “learn a lot about ourselves and about society through literature”. However, there
were several comments after the reading. One teacher thought that fiction was “a useful tool
for introducing students to discussions about important social issues”. Other aspects that the
teachers highlight are opportunities to develop empathy and understanding “for
someone/something”. One teacher wrote, “You can gain an understanding of
someone/something you have not experienced yourself, which creates an understanding (as my
students came up with).” In line with this, another teacher felt that fiction can generate a
“historical understanding”, while another teacher thought that fiction was socially relevant
because society is reflected in literature. Perhaps this is the least surprising response from the
teachers, since the statement that the teachers were asked to relate to is hard to have any
objections to. However, from an educational point of view, the response paves the way for

literature to play a role in discussions about intrinsic societal problems.

5. Discussion and conclusions

This discussion begins with a follow-up to the first two research questions: 1) What thoughts
and reactions develop in the participating students during the joint reading and conversation
about a fiction book that touches on difficult topics such as racism and exclusion? What role does
the basic assumption that the story is a literary text, instead of non-fiction, play in student
learning? and 2) In what ways do the students relate the events in the novel, reflecting the social
and historical background of Romani people in Sweden, to their own lives and the world around

them?

The analysis of the students' responses provides interesting answers to both of these research
qguestions, from an educational point of view. The results presented above show that the middle
school students' thoughts have been formulated and developed in relation to the novel’s
content; here, empathy for the main character, “Katitzi”, seems to have played a decisive role.
The majority of the readers, namely 76% (for the open question, see figure 1) and 74% (for the
message question, see figure 2), have clearly formulated their thoughts about ethnicity and
diversity (meaning that the readers relate to Katitzi’s situation). Consciously, as shown, they
reflect on discrimination and injustice, which have their basis in ethnic affiliation and racism.
The students also, albeit to varying degrees, reason about how the oppression depicted in the
book during the late 1930s in Sweden has connections to what has happened later in history —

and also to what is happening nowadays (Black Lives Matter).

In the students' answers to questions about how they understand the content of Katitzi, and if

they feel that the book influenced their way of looking at contemporary society, this type of
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world-oriented reasoning, where the gaze is raised beyond the direct action of the book (cf.
Langer, 2017), becomes more frequent. Similar lines of thought, such as, for example, that
discrimination due to skin colour also continues in our time, are expressed in answers to

questions asked in the survey about what one can possibly learn from reading fiction.

Hence, a large group of students, grounded in their reading, reason about current social events
both in the outside world and in their own immediate

environment. The ability, or the literary competence, [...]the results show how the

to be able to create a kind of analytical distance and participating middle school
students were not only
engaged in the book and the
entering and being involved in situations in the talks about it. Many of them
were also able to develop their
thoughts beyond the events in
central in literary reading. The understanding of the fictional world, in ways
where value-based questions

about human rights are
indirect process (see e.g. Langer, 2017; Keen & actualised.

relate the reading experience to the real world, after

fictional world, has repeatedly been highlighted as

fictionality itself is viewed as an important key in this

Zimmerman, 2003; Torell, 2002). Recurringly during

the 2000s, it has been underlined that children and young people in Sweden often practise a
purely subjective reading, misunderstanding the unique nature of literary fiction (for an
overview, see Nordberg, 2017) with the consequence that everything that happens in literature
is perceived as having connections to the authors’ real life (see e.g. Olin-Scheller, 2006; Arheim,
2007). In this study, very few students have this subjective and direct understanding of the
novel, despite the biographical connection between the author and the story. At the same time,
it is clear that they have reacted affectively to the story of Katitzi (Felski, 2008; cf. Nordberg,
2022a; 2022b). The criticism against affective reading, that is, saying that the thoughts and
impressions stay with the reader's own emotional world, and that the reading becomes trivial
and subjective instead of objective, outward looking and analytical (see e.g. Agrell, 2009;
Thorson, 2009), is not at all justified here. Instead, the results show how the participating middle
school students were not only engaged in the book and the talks about it. Many of them were
also able to develop their thoughts beyond the events in the fictional world, in ways where
value-based questions about human rights are actualised. A similar reasoning can be found in
the answers to questions about the relationship between the fictional world and the

surrounding here and now.

On the basis of the teachers' answers in the survey, the following is important: Teachers believe
that some of their students have “a reserved attitude towards people with a foreign background

and towards a multicultural society”. They give a number of explanations for this, including that
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their students live in socio-culturally homogenous environments, and that parents may express
doubts about immigration at home. It is worth noting that one of the teachers highlights the
difficulty of students being silent during discussions. The reason for this, according to the
teacher, is that students experience problems when identifying with the main character (Katitzi)
and have difficulty handling demands to express themselves “correctly” in terms of values in the
classroom. This, in turn, could be related to Dressel’s research (Dressel, 2005), stressing the role
of teachers as colearners, negotiating aspects of multiculturalism and difference, taking into

account that some voices are more dominant than others in the classroom.

Also, the answers to the question “what makes literary texts special in this context” are crucial,
since the teachers' perceptions that students prefer to read non-fiction can be problematized
through the students’ responses. However, in order to increase knowledge about how the
teachers’ pre-understanding influences their students’ views, another study is needed.
Nonetheless, the response to the statement that literary texts are important for increasing the
interest in social circumstances (question 17) is interesting— as one of the teachers puts it (when
commenting on the use of literary texts): “You can gain an understanding of
someone/something you have not experienced yourself, which creates an understanding (as my
students arrived at)”; here, it might be that the teacher’s reflection on this influences his or her

teaching in the future, since teaching is always dependent on meta-cognitive reflection.

To sum up, it is possible to make some educational points. First, the survey tells us that joint
reading and conversation about a literary text opens the way for reflections from students about
norms and power-relations, both individually and on a group level (cf. Dressel, 2005). The study
shows, grounded in a large group of young readers, that an engaging fictional story that touches
on difficult topics, such as ethnicity, racism and discrimination, leads to commitment and in-
depth learning among students. Even if this potential of fiction and literary conversations to
develop empathy and democratic values has been highlighted (c.f. Alkestrand, 2016; Molloy,
2017; Nussbaum, 2010; Rosenblatt, 2002), the fact that literary texts matter to students —if they
get the opportunity to express themselves about their reading — to a large extent remains

empirically unexplored (Miall, 2006; Pettersson, 2015).

The crucial question though is whether, and to what extent, students' thoughts are taken
advantage of when it comes to the negotiation of who they are and aim at being, collectively, in
society (cf. Bruner, 2002). From a societal perspective, not making use of the students’ concerns
about ethnic belonging and exclusion seems to be a loss, and here the teachers’ views are

crucial. Since the teachers doubt that their students are capable of reading literary texts like
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Katitzi, there is a risk that the students’ possibilities to develop as human beings (through
reading) are limited (Fives & Buehl, 2012; Kalaja et al., 2015). Here, the survey paves the way for
a future study, focusing on the relation between teachers’ views on literary texts and their
students’ ability to develop their thinking from their reading. This is worth exploring , for how
can readers develop if teachers do not reflect on their influence on their students’ possibilities

to develop by reading literary texts?
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Abstract

Analyzing empirically the responses of undergraduate students to the short stories they read in an
elective English course, this paper interrogates the effect of guided reading on students’
comprehension of the reading material and compares their initial responses to the texts with those
given after the lecture. The instructor of the course prepared a syllabus that mostly includes stories
of the Anthropocene, theoretically the last geological era which points to excessive human control of
the ecosystem. It was observed that students’ lack of knowledge about the term caused them to miss
the ecological concern of the stories and make textual analysis focusing mostly on thematic
characteristics. Individual reading, reading after the lecture and discussions in class revealed that
guided reading questions helped students familiarize with the concept and develop new perspectives
during reading. They reread the texts with a new concern about ecological collapse, environmental
ethics, as well as animal and plant rights. The ambiguity of the stories lies in the fact that they are
neither stories of hope nor dystopian narratives, but rather texts that portray the individual as the
responsible agent. Therefore, re-reading the texts of the Anthropocene with the help of guided
reading questions enabled students to question their own responsibility in ecological collapse and to
come up with new questions as to the steps to be taken. The use of guided reading questions also
made it possible for the instructor to bridge the gap between scientific and literary accounts of the
Anthropocene. Another positive outcome of the course was that the students were motivated to make
ecocritical readings of classical narratives they were already familiar with in addition to readings of
more recent stories.

Key words: Anthropocene, guided reading, ecocritical literature, non-human, active reading.
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Resumen

A través del analisis empirico de las respuestas del alumnado universitario a los cuentos cortos que
ley6 en un curso electivo de inglés, este documento interroga el efecto de la lectura guiada en la
comprension del material de lectura por parte de los estudiantes y compara sus respuestas iniciales
alos textos con las dadas después de la clase. La profesora del curso preparé un plan de estudios que
incluye principalmente historias del Antropoceno, tedricamente la tiltima era geolégica que sefiala el
control excesivo de los humanos sobre el ecosistema. Se observé que la falta de conocimiento de los
estudiantes sobre el término hizo que pasaran por alto la preocupacion ambiental de las historias y
realizaran un andlisis textual centrado principalmente en las caracteristicas tematicas. La lectura
individual, la lectura después de la clase y las discusiones en clase revelaron que las preguntas de
lectura guiada ayudaron al alumnado a familiarizarse con el concepto y a desarrollar nuevas
perspectivas durante la lectura. Se volvi6 a leer los textos con una nueva preocupacion por el colapso
ecologico, la ética ambiental, asi como por los derechos de los animales y las plantas. La ambigiiedad
de las historias radica en el hecho de que no son ni historias de esperanza ni narrativas distépicas,
sino mas bien textos que retratan al individuo como el agente responsable. Por lo tanto, volver a leer
los textos del Antropoceno con la ayuda de preguntas de lectura guiada permiti6 a los estudiantes
cuestionar su propia responsabilidad en el colapso ecolégico y plantear nuevas preguntas sobre los
pasos a seguir. El uso de preguntas de lectura guiada también permiti6 a la profesora cerrar la brecha
entre los relatos cientificos y literarios del Antropoceno. Otro resultado positivo del curso fue que el
alumnado se sinti6 motivado para realizar lecturas ecocriticas de narrativas clasicas con las que ya
estaban familiarizados, ademas de las lecturas de historias mas recientes.

Palabras clave: Antropoceno, lectura guiada, literatura ecocritica, no-humano, lectura activa

Resum

Através del'analisi empirica de les respostes d’estudiantat universitari als contes curts que van llegir
en un curs electiu d'angles, aquest document qiiestiona l'efecte de la lectura guiada en la comprensié
del material de lectura per part de I'alumnat i compara les seues respostes inicials als textos amb les
donades després de la classe. La professora del curs va preparar un pla d'estudis que inclou
principalment histories de 1'Antropocé, teoricament 1'tiltima era geologica que apunta al control
excessiu dels humans sobre 1'ecosistema. Es va observar que la manca de coneixement dels
estudiants sobre el terme va fer que passaren per alt la preocupacié ambiental de les histories i
realitzaren una analisi textual centrada principalment en les caracteristiques tematiques. La lectura
individual, la lectura després de la classe i les discussions a classe van revelar que les preguntes de
lectura guiada van ajudar l'estudiantat a familiaritzar-se amb el concepte i a desenvolupar noves
perspectives durant la lectura. Es va tornar a llegir els textos amb una nova preocupacié pel col-lapse
ecologic, I'etica ambiental, aixi com pels drets dels animals i les plantes. L'ambigiiitat de les histories
rau en el fet que no sén ni histories d'esperanca ni narratives distopiques, siné6 més prompte textos
que retraten l'individu com a agent responsable. Per tant, tornar a llegir els textos de I'Antropocé
amb l'ajuda de preguntes de lectura guiada va permetre a 1”’alumnat qiiestionar la seua propia
responsabilitat en el col-lapse ecoldgic i plantejar noves preguntes sobre els passos a seguir. L'is de
preguntes de lectura guiada també va permetre a la professora tancar la bretxa entre els relats
cientifics i literaris de I'Antropocé. Un altre resultat positiu del curs va ser que l'estudiantat es va
sentir motivat per fer lectures ecocritiques de narratives classiques amb les quals ja estaven
familiaritzats, a més de les lectures de histories més recents.

Paraules clau: Antropocé, lectura guiada, literatura ecocritica, no-huma, lectura activa.
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1. Introduction

An act as early as human existence, reading has occupied an essential part in the lives of
individuals for various reasons. People have read for entertainment, instruction, and profession.
As the social and cultural conditions have changed, the nature of reading has also taken different
forms. Notwithstanding the motives behind it, reading has always included a subtle interaction
between the reader and the writer of a text. In this respect, it is not merely an act of deciphering
meaning “given in advance” but recreating it through “interaction between writers and readers
as participants in a particular communication situation” (Harris, 2005, p. 214). This interactive
nature of reading also makes it judged as an act of meaning-making. Texts are rewritten in every
single reading since the expectations as well as the cultural and ideological background of every

single reader vary.

When reading literary texts, in particular, cultural and national barriers between the reader and
the writer are evaded when the former realizes that the call of literature is beyond language. In
other words, reading literature arouses new questions and creates new meanings about the
condition of being human. As the act of reading and the conditions determining it undergo
tremendous changes, reader perceptions and how they approach the current reality around
them change accordingly. The modes of reading alter quite rapidly with the rise of electronic
texts and computer-assisted reading practices. People find themselves as readers amidst a
bombardment of various texts on screens, billboards, news, electronic and printed books as well
as magazines and newspapers. It is frequently acknowledged that technological advances widen
the gap between the text and the reader, particularly for those resistant readers who still desire
printed books in their hands. Contrary to what Roger Chartier (1992) points at as the third
element in the text-reader relationship, the book as a material product is no longer in the hands
of the reader. In addition to the “meaning” as well as the social and historical factors that
determine the reading process, the book as a “material production” also influences the
“actualization” of texts (p. 50). Currently, however, the physical affinity of the reader to the text
is challenged by the rapid spread of tablets, e-readers and e-books. This virtual relationship of
the reader with the text reveals the distanced position of the individual in every aspect of life,
starting in the late 20" century. People have gradually distanced themselves from their family
members, friends and neighbors and started to live more secluded lives. Remote working and
distance learning opportunities have led to a more individualistic way of life with limited sharing
and interaction. Getting more and more distanced from groups and gatherings while becoming
more accustomed to screens indoors has cut their ties with Nature as well. People have

forgotten the very basic fact that they are an integral part of the large ecosystem together with
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non-human beings like animals, plants, and non-living entities in the environment. The “recent
rupture” used by many Earth System scientists to address the extensive human impact on
ecology can metaphorically be used to refer to the deepening rifts between Nature and human
beings (Hamilton, 2016, p. 77). In this respect, the literature of the late 20t and 21°! centuries

presents an alternative medium to reconsider Human-Nature relations.

Considering that literature is all about existence and that it is a never-ending attempt by human

readers to comprehend life, it is not unusual that literature

Considering that

literature is all about
further. Within the havoc of the 21* century, it is no longer existence and that it is a

possible to find solace in readings of Nature as the never-ending attempt by
human readers to

comprehend life, it is not
experience on the pages as the 19" century realists did. unusual that literature
provides answers while
complicating the reality
beings other than human as it adopts a more earth-centered even further.

provides answers while complicating the reality even

Romantics once did, nor is it possible to reflect human

Contemporary literature today inevitably turns its face to

approach. Interrogating the relationship of human with the

non-human, a new concern with ecology is found in the literary texts of the last decades.
Although there are arguments that readers are tempted to question whether it is possible to
consider human characters as “antagonists” to Nature, ecocritical literature questions this
premise by avoiding oppositions like Human/Nature and Human/Non-human (Struck, 2017, p.
17). Ecocritical readings of canonical texts abound together with the emergence of new texts
and genres, which necessitate new readings mindful of the issues addressed by the

Anthropocene epoch.

This article presents undergraduate engineering students’ receptions of literary texts from an
ecocritical perspective in the ‘Short Stories’ course focusing on their initial reactions to the texts
and responses to close reading and guided reading questions just after class discussion. It is
obvious in this one-term study that student receptions of the texts change significantly during

in-class practices, which also reveals that:

e students are not quite familiar with the concept of neither ecocriticism nor
Anthropocene.

e they have an anthropocentric approach to works of literature.

e reading literature from an ecocritical perspective makes them question their relation to
Nature and non-human beings.

e readings of literary texts are not necessarily limited to distanced textual analysis.

Journal of Literary Education n.7, 2023 / ISSN 2659-3149 143



Reading Literary Texts with an Ecocritical Consciousness in the Anthropocene

2. Ecocritical readings in the age of the Anthropocene

The Anthropocene is defined as a new and the latest geological era determined predominantly
by human beings. Focusing on the effects of the climate change, studies about this epoch try to
underline the human impact on ecology and human-related causes of natural disasters.
Although the definition is just a proposal, therefore an unofficial one, it has already aroused
tremendous interest in academia. Crutzen and Stoermer’s article ‘The Anthropocene’ (2000) is
regarded as the first study to argue that the Holocene has ended and human beings now live in
a new epoch called the Anthropocene. This article was followed by similar articles such as
‘Geology of Mankind’ (Crutzen, 2002), ‘The Anthropocene: a new epoch of geological time?’
(Zalasiewicz et al., 2011), and three scientific journals: The Anthropocene, The Anthropocene
Review, and Elementa (Lewis & Maslin, 2015). Notwithstanding the disagreements about when
the Anthropocene started or whether the current epoch can be officially defined as the
Anthropocene, studies in Social Sciences and the Humanities have already started to document
human impact on geology. Literature, Arts and Cultural Studies, similarly, have engaged with
this concept and reflected how human beings view themselves in relation to Nature. The
literature of the Anthropocene era is challenging as it defies previous human-centered approach

of many writers and readers to the texts:

We are used to narrative trajectories - indeed, we make sense of the world through
narrative trajectories - that operate on the human scale, curtailed temporally (usually
within the lifetime of a single human being; certainly, only very rarely extending
beyond two or three generations), spatially (being focused through one location at
any given narrative moment) and existentially (with meaning defined in human
terms). The Anthropocene challenges us to think beyond these perspectives, to think
beyond the human even though we inevitably cannot escape that subject position. (De

Cristofaro & Cordle, 2018, p. 3).

As Cristofaro and Cordle underline, one significant characteristics of Anthropocene literature is
its turn from human to the planet, from the official history of individuals to the history of the
Earth. It encompasses literary works ranging from science fiction to climate fiction produced
particularly after the 2000s. Anthropocene literature refers to the literature produced with the
consciousness that we —human beings— have a tremendous impact on the planet. Therefore, it
is dystopian and dark in nature. Ecocritical literature, on the other hand, has a longer history
dating back the 1970s. Encompassing nature writing and environmental criticism, it requires

readers to reconsider their relationship with nature and non-human beings. The term
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‘ecocriticism’ was coined by William Rueckert in his essay Literature and Ecology: An Experiment
in Ecocriticism in 1978 in which he defined the readers and critics as “responsible planet

stewards” (114). This essay is found in one of the most cited
Despite the attempts to books about ecocriticism, The Ecocriticism Reader:

conceptualize it as an Landmarks in Literary Ecology (1996) edited by Cheryll
ideological structure

particularly within the
formalist, new historicist Glotfelty (1996) listed environmental studies among the
and even deconstructivist
movement, Nature has

now emerged as a race, class, and gender (p. xvi). The prolific 1990s were also
physical body, an entity
and a character itself in
works of literature. Ecofeminism: Women, Animals, Nature (1993) and

Glotfelty and Harold Fromm. As early as in the 1996,

“hot topics of the late twentieth century” together with

the years when Greta Garrard published her books

Ecological Politics: Ecofeminists and the Greens (1998), both
of which provoked questions about environmental ethics and the rights of the environment.
Ecocritical readings of canonical texts, classical tales as well as contemporary novels, short
stories and poems have increased in the 21 century in line with the rising popularity of
Anthropocene literature. As an era of environmental crisis and disasters, the 21 century has
made it necessary both to turn to Anthropocene fiction of the last two decades and to
reinterpret fictions of the previous decades and centuries from an ecocritical perspective. Ever
since the Romantic period, which regarded Nature only in harmony with human mind and
senses, the tendency to conceptualize Nature as a cultural, social and political structure has been
guestioned. Despite the attempts to conceptualize it as an ideological structure particularly
within the formalist, new historicist and even deconstructivist movement, Nature has now
emerged as a physical body, an entity and a character itself in works of literature. As Laurence
Coupe has emphasized in his book The Green Studies Reader: From Romanticism to Ecocriticism
(2000), this approach has enabled to invite Nature to language from an ethical point of view (pp.
2-4). While the culmination of an anthropocentric approach to the texts is required, literary texts
have also aroused new questions about the agency of human beings. Literary texts that place
human beings at a responsible position mostly use elements of fantasy to present either
dystopian narratives or narratives of escape and alienation. Most of these stories inevitably

avoid a definite end, leaving it to the readers to finish the story in their mind.
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3. Methodology

The study conducted during the fall term of an undergraduate elective course at Istanbul
Technical University focuses on 18 engineering and 4 Genetics and Molecular Biology
department students’ receptions of short stories and literary narratives that can be read from
an ecocritical perspective as well. Among ecocritical narratives, students read The Boy Who
Talked with Animals (1977/1982) by Roald Dahl and Beyond the Woods (2021) by Asl Karatas.
Furthermore, the syllabus also included classical narratives open to ecocritical readings. In this
category, they read The Giving Tree (1964/2014) by Shel Silverstein and The Day Boy and the
Night Girl (1882) by George MacDonald. Julius Lester’s Let’s Talk About Race (2008) was
analyzed with the purpose of underlining the relation between ecocriticism and postcolonial
studies. The short story She Unnames Them (1985) by Ursula K. Le Guin further helped students

elaborate on ecofeminism.

The course is divided into two sections. In the first section, the students were asked to write a
brief response to the story they had read by answering the questions “What are the ecocritical
elements in this story?” and “How is nature exemplified in the text?”. Since these responses
were collected before class discussion, they reflected the genuine reactions of the students to
the written and visual material. These responses have unveiled that students have different
reading strategies when they read a literary text themselves and when they are guided to reread
it from a certain perspective — ecocritical or ecofeminist and by giving specific attention to the

use of literary devices such as metaphors in the text.

After collecting written student responses, the instructor gave a fifteen-minute break to have a
quick look at the responses. In the second session, she used guided reading questions which
entailed students to give direct references to the stories during in-class discussion. The students
were divided into informal groups of 3 or 4 to share their ideas with each other. They were asked
to find certain passages which demonstrate human-non-human interaction, animal exploitation,
land destruction as well as important symbols and nature imagery. In some weeks, students
used notecards to write their group ideas while in some other weeks, multimedia tools such as

Mentimeter or Ninova were used to post their ideas instantly.

Comparing the responses of students written at the beginning of the lesson with those given to
guided questions, it was found that the former were highly general and did not reflect the
ecocritical concern in the texts whereas guided reading questions enriched the discussions and
helped students comprehend the literary theory with specific examples from reading materials.

The written responses also indicated that students were unable to read a literary text in line
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with a literary theory themselves even after the introductory lectures on the theory.
Consequently, guided reading questions functioned as supplementary materials distributed
every week to relate the story to ecocritical literary theory. They were answered orally during
class discussions and mostly focused on finding certain passages revealing ecocritical concern
and understanding the elements of story, particularly the style of the author. The use of informal
and formal small groups as well as multimedia tools such as mind maps and polls increased

interaction and lessened the anxiety of some students to talk in public.

4. Responses from students

Itis important to note that none of the 22 students in the class have heard the term ecocriticism
before and it is revealed during the study that their lack of information about ecocritical theory
affected their reading experience to a large extent. Firstly, most of them reported that they did
not expect the texts to arouse discussion about human-nonhuman relation. It is not surprising
considering that ecocriticism has only recently become a subject of academic study in Turkey.
The number of published articles interrogating human/non-human relation and representations
of nature in literary texts is quite limited. The number of institutions and centers that foster
ecocritical studies in different departments is not sufficient either. Secondly, the answers of
students to many of the after-reading questions changed after the instructor’s brief lecture on
ecocritical theory. Understanding what ecocriticism addresses enabled them to reconsider the
texts they had read before from a new perspective. The reevaluation of classical texts, in
particular, from an ecocritical perspective has necessitated to reconsider characterization,

organizational structure and language patterns in the texts.

4.1. The Boy Who Talked with Animals (Dahl, 1977/1982)

Roald Dahl’s short story, published in his collection The Wonderful Story of Henry Sugar and Six
More (1977/1982), revolves around the exploitation of a giant turtle by humans and a boy’s
dedicated efforts to save it. Set in a Jamaican island, the story has a number of characters such
as a hotel owner, tourists visiting the island, a small boy and his family, and a fisherman. As an
ecocritical narrative, it includes a number of important passages that reveal the conflict between
human and nonhuman beings. The written answers the students gave at the beginning of the
lesson revealed that they read the text as an adventure story in which a small boy bravely stands
out as the savior of a helpless turtle. In none of the papers there was a direct reference to
ecocriticism although the students pointed at the bad treatment of the turtle by the tourists on

theisland. The responses were mostly summaries of what happens in the story, lacking in-depth
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analysis of the text, characterization and the setting. There was almost no reference to the

supernatural end of the story, which is actually open to many different readings.

The instructor used active reading tools to draw the attention of students to the passages
describing the boy in conflict with the tourists and the hotel owner, thereby elaborating further
on the ecocritical aspect of the narrative. Since the electronic version of the text was distributed
to the students together with its hardcopy, it became possible to apply social annotation (SA)
tools to make comments on the text. The instructor reflected the electronic document on the
board, divided the students into six groups of three and asked them to underline important
passages that revealed the tension between the child protagonist and the people on the island.
Influenced by the extensive literature review by Novak et al. (2012) listing the positive impacts
of SA tools in Higher Education, the instructor experimented with highlighting and annotating
on a given electronic text in a physical setting. The students found it easier to underline and
write comments on the electronic text than to verbally express themselves in the class. They
underlined the words used by the author to present an unfavorable portrayal of the tourists.

Three out of seven groups found the same words and pointed at the same passages.

Second, the instructor wanted to hear the responses of students about the end of the story. The
disappearance of the boy on the back of the giant turtle obviously carries supernatural elements
and these unrealistic characteristics of the story, which includes significantly realistic
descriptions of the setting and characters, gave way to quite different readings. At this point the
instructor used the message box on Ninova in order to invite students to synchronously share
their comments about the ending. Reading the comments of their peers enables the students to
revise their thoughts, think of follow-up questions to ask, thereby improving their “critical
thinking” and “evaluative” skills (Johnson et al., 2010, p. 1498). While some students interpreted
the end as the boy’s reaction to the cruel reality of animal exploitation and an escape story into
an alternative reality, four students related it to suicide and the boy’s death. It is significant to
note that all the students read the story as a dark narrative with a sad ending. The guided reading
questions the instructor used obviously motivated the students to join the discussion about
ecocritical literature, an area they did not feel familiar with. The questions also made them
consider the notion of “eco-social hierarchy” by drawing attention to the different attitudes of
adults and a child towards the turtle. Since the adult characters do not show any sign of
empathy, even after the persuading speech of the boy, the narrative does not promise a happy
ending. Rather, it underlines the persistent power dynamics that places human at the top of the
hierarchy and the nonhuman in service. Focusing on Dahl’s preference to use long descriptions

of the setting with a particular emphasis on the coexistence of different life forms as well as the
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discussions regarding the end of the story made it possible for the students to relate the text to

ecocritical theory and read the story from a less human-centered perspective.

4.2. The Giving Tree (Silverstein, 1964/2014)

Shel Silverstein’s (1964/2014) canonical book has long been read by readers of all ages and
aroused controversies among readers and critics. It is about the relationship between a tree and
a boy who grows to be an old man in the narrative. Although the boy and the tree are friends at
the beginning of the book, the narrative takes a quite saddening tone as the boy gradually grows
more and more self-centered, always demanding new things from the tree. The tree, referred
as “she” by the author, consents and does whatever the boy/man wants to the extent of self-
sacrifice. Students were given this picturebook in class in Week 5 —just after The Boy Who Talked
with Animals— and they were asked to read the lines and analyze the illustrations in 20 minutes.
When they completed their reading, the instructor firstly asked whether they had read a
picturebook before. Among 22 students, only 3 gave a positive answer, which also reflected the
early childhood reading culture of young adults (18-22 ages) in Turkey. Considering that they
were unfamiliar with the genre, the instructor explained the main features of picturebooks,
stating that they make extensive use of imagery and have limited use of texts. She also asked
them to consider why picturebooks are actually read with great interest by not necessarily
children but adults as well. One of the students who previously had picturebook reading
experience stated that picturebooks convey their messages more powerfully than words and
they are memorable. The instructor’s question “What is one thing that sticks to your mind after
reading the book?” received the same answer from almost all the students. Giving their answers
via an interactive multimedia tool (Mentimeter), the students typed “the tree” as their answer.
The follow-up question “What makes the tree memorable for the reader?” was answered
similarly with a common focus on the self-sacrificing attitude of the tree and its decreasing
physical presence in the illustrations. These three after-reading questions gave ample idea to
the instructor about students’ reception of the book. They all read it as a story of loss as the tree
constantly and willingly gives whatever the boy demands to the extent of self-annihilation.
However, the oral and written responses of the students reflected thematic analysis and did not

refer to the visual aspect of the book.

In order to relate the book to ecocritical studies the instructor encouraged students to make
visual reading and focus on iconic representations of the tree on the pages. Previous lectures on

ecocriticism helped them to make a critical reading of the text; however, most of them failed to
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interpret the illustrations as visual texts. They could not, for instance, give any answer to “Why
certain pages are left blank by Silverstein?”. Neither could they decipher the details on the page
properly, which very clearly reflected what Nodelman (1999) described as the fate of

picturebooks to remain “beneath
In order to relate the book to ecocritical
studies the instructor encouraged students
lack of picturebook reading experience to make visual reading and focus on iconic
representations of the tree on the pages.
Previous lectures on ecocriticism helped
organizational structure of the text them to make a critical reading of the text;
however, most of them failed to interpret
the illustrations as visual texts

serious critical notice” (p. 70). Students’

caused them to undermine the

which  predominantly relies on
illustrations rather than text. It became
clear during the discussions that
students had read the story in a very short time focusing only on the text and neglecting to
interpret the drawings. The instructor, therefore, gave students fifteen minutes and asked them
to think about the pictures they encountered everyday about ecological issues such as natural
disasters, climate crisis, animal exploitation, and deforestation. She particularly led students to
realize the abundance of visual material in daily life, which Gombrich (1972) rightly calls “a visual
age”. Underlining Gombrich’s assertion that people were living in “a historical epoch in which
the image [would] take over from the written word” (p. 82), the instructor wanted students to
remember sample images that warned people about climate crisis and ecological collapse. At
the end of fifteen minutes, students mentioned a number of advertisements seen on billboards
around the city, conference and seminar handouts with eye-catching visuals in the campus and
visual alerts prepared by non-governmental organizations. A relatively long discussion about the
effects of such images on people’s perception of ecological disasters motivated students to

reinterpret the illustrations in Silverstein’s (1964/2014) book as a visual text.

Iconic representations on the pages were elaborated during class discussion with the purpose
of leading students to make visual reading rather than getting stuck in the literal meaning of the
text. The tree was considered as an iconic character with its trunks that look like arms holding
the boy and hugging him with care and affection. Personification of the tree in the narrative
serves two ends. Firstly, the distinction between human and nonhuman is erased by showing
the tree as no different from the boy. Secondly, iconic representation helps the reader be a part
of narrative reality, which subtly places the boy at a responsible position for the loss the tree
experiences. In this way, the iconic representations in the book necessitates a critical reading at

the end of which the reader questions his/her role as the agent of environmental crisis.
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4.3. She Unnames Them (Le Guin, 1985)

The discussion of the ecofeminist short story She Unnames Them (1985) by science-fiction and
fantasy writer Ursula K. Le Guin followed the lecture on The Giving Tree (Silverstein, 1964/2014)
in the light of the discussions held before about ecocriticism and ecofeminism. The instructor
opened the discussion by reminding the students of ecofeminist readings of Silverstein’s
(1964/2014) book referring to the tree as “she” and portraying it as the source of motherly love.
The parallelism between the exploitation of nature and women, a point which ecofeminist
literature both underlines and criticizes, formed the background of the in-class discussions. Since
the story presents a rather difficult reading experience, it was necessary to start with a quick
plot summary to check students’ comprehension of the text. The warm-up questions “Did you
find the story dark or hopeful?” and “What is the tone of the story?” divided the class into two:
One group of students expressed their dislike of the story due to the complicated sentence
structure it includes and to the conveyed premise that human beings are vulnerable to the
manipulative power of language. The second group, on the other hand, underlined the use of
metaphors in the narrative which enables the reader —as well as the writer— to experiment with
language. The discussion of Le Guin’s story revealed how the title of a literary text determines
the expectations of the reader. The verb “un-name” obviously led the students to focus on the
deconstructive act of taking names back. The female character of the story, Eve of the creation
story, unnames the animals and gives her own name to Adam as well. The students mostly
focused on the gender dynamics in the story, defining Eve’s act of unnaming as a sign of defiance
and rebellion against Adam, who obviously represents the male rule-making authority. The
ecofeminist undertones of the story; however, were not discerned by the students. It was only
after the instructor guided them to read Eve’s decision of unnaming animals as an attempt to
unite with them that human/non-human relation was analyzed. The instructor decided, at this
point, to use informal small groups to foster active reading in the classroom. The students were
divided in pairs and they were asked to find passages or lines that reflect Eve’s attempts to unite
with Nature. This small group activity enabled the whole class to make a closer reading of the

text by focusing on power dynamics in Nature.

Another benefit of the small group activity is to engage the students who came to the class
without having read the story in advance or who hesitated to share their receptions of the text.
Using Lyman’s (1981) “think-pair-share” strategy to foster active reading, the instructor initially
wanted students to individually find and underline the passages that show Eve’s unity with
Nature. At the end of five minutes allocated for this task, she asked them to turn to one of their

classmates and share the lines underlined. Another five minutes were given for this second
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phase. The pair were then asked to point at the lines they had chosen with reasons and
explanations behind their choice. This close reading of the story with the participation of the
whole class enabled complete engagement as well as “immediate gauge of the degree and
quality of student understanding of course content” (Cooper & Robinson, 2000, p. 18). Listing
an extensive number of approaches to teaching in college classrooms, Cooper and Robinson’s
article in New Directions for Teaching and Learning emphasizes the role of active learning
strategies in engaging college students in discussions and productive work. The use of different
prompts, group work, and short written assignments all encourage students to actively
participate in class rather than being passive recipients of the lectures. Formal and informal
group activities, in particular, foster pair learning and instant feedback both from their friends
and the instructor. In this way, they have a different learning experience and realize that there
are multiple readings of the same text. Informal small group choice of the instructor relieved the
students who had difficulty in reading and understanding She Unnames Them (Le Guin, 1985) by
leaving them time and space to listen to how others had read it. In other words, the ambiguity

of the text is lessened as there is more sharing.

4.4. Let’s Talk About Race (Lester, 2005)

American writer Julius Lester’s picturebook Let’s Talk About Race (2005) invites readers of all
ages to a lyrical account of racial history. Starting with the literary premise “l am a story”, the
book makes readers view their lives as stories worth telling. Pointing at common characteristics
of human existence such as a particular day and place of birth and a given name, Lester (2005)
also mentions certain elements of each person’s stories like favorite food, color, time of day,
religion and nationality. All these elements and common traits of existence subtly hints at the
notion of equality present at birth for every human being. However, when it comes to talk about
theissue of race, the similar stories of different people turn into a story of dominance. The twist,
also a literal plot twist in the narrative, divides human stories into two: stories before and after
race. The instructor opened the lecture with a question, given as a prompt to raise questions
about different forms of exploitation. She asked students to think about different forms of
dominance. Among the responses, sexual and economic dominance were the most quickly given
ones. There were also a few students who referred to political dominance and dominance
related to age. This warm-up question was followed by two other questions designed to
stimulate class discussion about race and its relation to ecocritical theory. Giving the students
ten minutes to think, the instructor asked a challenging question that is not easy to answer in

public: Have you ever thought your life as a story? Not surprisingly, almost all the students
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remained silent at the end of the given time. One of the students expressed that his life was a
story of struggle since he had coped with a difficult illness and economic hardships. Another
student referred to moments of success in her life and defined her life as a story of dedication.
The lack of answers could be attributed to unwillingness to talk about one’s life or the failure to
find moments worth mentioning. Restating the difficulty to talk about one’s life, thereby
showing empathy to the students, the instructor divided students into formal groups of four and

asked them to write a short paragraph answering why Lester refers to race as a story too.

Considering the possibility “to reconceive classes as the unique social places [...] where students
and teachers interact in personally and intellectually stimulating ways”, the instructor used half
of the lecture time as a social gathering to alleviate student anxiety and increase interaction
(Smith & MacGregor, 2000, p. 77). The paragraphs written collaboratively by the four members
of the group were shared via the message box of a multimedia tool used by all departments in
the campus, Ninova. Reading five paragraphs shared without names, the students were asked
to briefly restate what they had read and find common points in the lines. They shared the view
that perceptions about race were all subjective and imposed ideologically by power mechanisms
in society. The emphasis of students on power dynamics was highly important since the
instructor had planned to introduce the students with the notion of postcolonial ecocriticism.
The same groups were kept and the instructor asked the students what concepts they could
think of when they heard postcolonial ecocriticism. A concept map was used and groups wrote
down words they associated with this new concept. Since postcolonial ecocriticism refers to the
second wave Ecocriticism of the 21° century, it is quite recent and unknown concept for many
readers of literature. Therefore, using a concept map helps familiarize the subject and forms
links with the previously discussed theory. Students wrote words that revealed the parallelism
between postcolonial and ecocritical literary theories: exploitation, suppression, dominance,

and hierarchy.

The illustrations by Karen Barbour in this picturebook are quite minimalistic. There are just a boy
who is growing on every page and the tree, which is portrayed as his childhood friend at the
outset. Previous discussions about the effect of iconic representations in picturebooks were
remembered in class and students found parallelisms between the roots of trees and people’s
roots in their homelands. Reading personal histories as stories of racial exploitation is the main
concern of postcolonial literature. Reading these stories as exploitation of one’s homeland with
its animal and plant species; however, complicates the issue and makes the subject less human-
centered. The emphasis of students in the concept map on hierarchy and exploitation was

elaborated by the instructor to underline the fact that forceful exploitation of one’s land results
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in the displacement of not only people but also non-human beings. Different from the design of
the previous lectures, the instructor asked the formal groups to do research on postcolonial
ecocriticism until the following week and come up with ideas about which books/stories/films
could be analyzed with both postcolonial and ecocritical concerns. The suggestions were
collected under the title of “suggested reading list”, which gave the students a chance to design
the syllabus of the following term. Among the books, stories and films suggested by students,
Arundhati Roy’s The God of Small Things (1997) was suggested by three groups, which is not
surprising considering that the Turkish translation of the novel had long been in the best sellers
list. Students underlined the environmental dimension of the text as it documents devastation
and exploitation as a direct consequence of colonialism. Among the films suggested, Okja (2017)
by Bong Joon-Ho was suggested by two groups as an example of dystopic movie demonstrating
the horrors of meat industry. Moreover, the students emphasized animal exploitation as not

different from land degradation.

4.5. The Day Boy and the Night Girl (MacDonald, 1882)

Believing in “the perfection of humankind” through “compassion for other human beings and
nature”, Scottish writer George MacDonald wrote The Day Boy and the Night Girl (1882) as a
modern fairy tale about the harmonious existence of people and Nature. The story was analyzed

towards the end of the term after sufficient

The story was analyzed towards analysis of classical fairy tales with a new
the end of the term after sufficient

analysis of classical fairy tales
with a new emphasis on the Previous discussions of fairy tales made students
ecocritical elements they include.
Previous discussions of fairy tales
made students realize that riverside or countryside could also be considered
natural settings such as forests,
riverside or countryside could

also be considered as characters suggested during class discussions that the quest
in the narration.

emphasis on the ecocritical elements they include.

realize that natural settings such as forests,

as characters in the narration. It was also

motif in fairy tales, which generally involves the
heroine to face and then overcome the obstacles
on her way with the help of others, can also be accepted as a quest for identity. What is
important at this point is to realize that Nature acts as a facilitator or even a partner
accompanying the journey of the protagonist and helping her identify with herself. Furthermore,
the long-held dualisms between animals and people are challenged, the former being now
regarded also as the main characters of the narrative. Just after the long lecture on Angela

Carter’s wolf trilogy in her well-known book The Bloody Chamber (1979) and discussions on the
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reasons why so many classical fairy tales have been rewritten recently, MacDonald’s 19th
century fairy tale reintroduced the notions of harmony, coexistence, and unity in a relatively

classical text.

The instructor opened the discussion by asking the major themes students had found while
reading the tale in order to understand whether they had read it with a similar concern. Listing
other themes like empathy, symbiosis, and peace as well, the responses of the students

demonstrated that they had read the tale as a story of friendship rather than a quest.

The second warm-up question was designed to evaluate how the title shaped reader
expectations. Since the title includes two oppositions — day/night and boy/girl — it was quite
probable that the tale was expected to be structured in a conventional way at the end of which
there are those rewarded and punished. Presenting a question with two choices in an online
poll, the instructor asked students what they had expected when they read the title. 13 students
chose “I expected it to be a tale of rivalry/conflict between the boy and the girl” whereas only
three students chose “I expected it to be a tale of negotiation/harmony between the boy and
the girl”. The poll clearly showed that the title had a significant impact on reader expectations.
The fact that three students had expected the tale to be a tale of harmony revealed that the act
of reading was also influenced by previous knowledge of the reader about the genre, the writer
and the time period. The students stated that they had made research about George MacDonald
before they started reading the tale and found out that the writer wrote mostly about people’s
harmonious coexistence with Nature. This in-class discussion about the impact of the title on
reader expectations of a text revealed that prior research or readings had a larger impact on

how a title was received.

Analysis of Macdonald’s tale ended with a written in-class activity which required the students
to analyze the ecocritical aspect of the text. The one-paragraph responses of the students were
collected and evaluated by the instructor in order to give them written personal feedback. Since
it was just two weeks before the final exam and the last story discussed in the class, the
instructor tried to make students have an insight regarding the exam structure and question

types.

5. Conclusion

In 2022 Fall, the elective ‘Short Stories’ course focused on ecocritical criticism and the
Anthropocene. Students read both classical fairy tales and modern short stories as well as a

number of secondary sources that helped enrich the discussions in class. Since the course was
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designed with a particular emphasis on ecological issues, it was important to analyze the reading
experiences of students when they were asked to read a text from a certain standpoint. The fact
that the Anthropocene, as a concept, was an unfamiliar term among students and their
ecological concerns were limited to climate crisis and species extinction were the main
challenges of this experience. It was observed that insufficient knowledge of a literary theory
and unfamiliarity with basic concepts of a subject hindered in-depth analysis of literary texts,
restricting them to plot summary and textual analysis of themes, motifs and writing style.
Consequently, detailed explanations of the theory with examples were found of high importance
in reading courses designed around a specific subject. Since one of the main aims of the course
was to raise awareness about ecological issues and make students reconsider their relationship
with Nature, it was necessary to make extra readings and lectures on the meaning of the
Anthropocene, the increasing human impact on Earth and concepts such as ‘ecocriticism’,
‘ecofeminism’, ‘non-human’, ‘rupture’, and ‘exploitation’. Even with the integration of
theoretical lectures, it was still difficult for many students to express their opinions in class,
which entailed additional tools to ease the comprehension of the texts and the discussion
process. Formal and informal groups were created in all of the lectures that introduce a new
text. Group dynamics facilitated the emergence of various new interpretations and increased
interaction in the class. Guided reading questions, which were generally asked after collecting
the initial and therefore authentic responses of the students at the beginning of the lectures,
fostered active reading as they enabled the readers to reread a given text from another
perspective. Comparing their initial responses to the texts with those given after guided after-
reading questions, the students also acknowledged that reading a text though the lens of a

literary theory was quite different from reading it just to understand what it is about.

It was observed that insufficient knowledge of a literary theory and
unfamiliarity with basic concepts of a subject hindered in-depth analysis of
literary texts, restricting them to plot summary and textual analysis of themes,
motifs and writing style
This study provided the instructor with an insight about the challenges students faced in reading
literary texts. Although the style and language of the authors were important factors
determining the comprehension of texts, having theoretical information about literary theories
and background information about particular issues were observed to play a no less important
role. With a purpose to ensure active reading throughout the term, the instructor used teaching
tools such as formal/informal groups, prompts and warm-up questions, response papers, guided

guestions and writing tasks. Student surveys given at the end of the term supported the findings

of the instructor in that the students shared their satisfaction with group study in lectures, which
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obviously fostered collaborative learning. They also indicated that discussing a literary text in
pairs or groups and later as a whole class was an indispensable part of reading process as it
allowed new ways of reading and reminds multiple interpretations of the same text by the same
reader at different times. It is the shared pleasure of students and the instructor’s observations
of active reading adopted as a reading strategy that might lead researchers believe that reading

literary texts is a fruitful challenge.
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Abstract

This paper highlights the importance of locating ideological engagement in children’s literature
within a particular historical and socio-cultural context. It focuses on the literary works for children
written by the prominent fiction writer of colonial India, Dhanpat Rai (1880-1936), better known as
“Premchand”. The paper offers a textual and historical analysis of his body of work by situating its
subject-matter within the larger context of his views on nationalism and literature, evident in his
private correspondence, writing and biography. Premchand was a strong proponent of socially and
politically engaged literature. He believed that literature of an unfree country like India should
educate and offer advice to its people. This greatly reflected in his children’s literature written mainly
for male children. He sought to develop their character by teaching them certain values and virtues.
The main purpose of his works was character development. This paper argues that the values and
virtues that Premchand sought to inculcate in his child readers were laden with a strong patriotic
fervour. He sought to advocate national consciousness amongst his readers by instilling in them
values of patriotism, self-reliance, bravery, courage and justice. In turn, this would enable them to
actively participate in the freedom struggle and hold them in good stead in an independent India of
the future. The paper contextualises Premchand's children’s literature within the nationalist
discourse on childhood prevalent in early-twentieth-century colonial India and explores the
relevance of Sutherland’s conceptual framework in understanding ideological engagement in
Premchand’s works.

Key words: children’s literature, ideology, nationalism, colonialism, Premchand

Resumen

Este articulo destaca la importancia de situar el compromiso ideoldgico en la literatura infantil
dentro de un contexto histérico y sociocultural especifico. Se centra en las obras literarias para nifios
escritas por el destacado escritor de ficcion de la India colonial, Dhanpat Rai (1880-1936), mas
conocido como "Premchand". El articulo ofrece un andlisis textual e histdrico de su obra al situar su
tematica en el contexto mas amplio de sus opiniones sobre el nacionalismo y la literatura, evidentes
en su correspondencia privada, escritos y biografia. Premchand fue un fuerte defensor de laliteratura
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comprometida social y politicamente. Creia que la literatura de un pais no-libre como la India deberia
educar y ofrecer consejos a su pueblo. Esto se reflej6 ampliamente en su literatura infantil, escrita
principalmente para nifios varones. Buscaba desarrollar su caracter ensefiandoles ciertos valores y
virtudes. El propdsito principal de sus obras era el desarrollo del caracter. Este documento sostiene
que los valores y virtudes que Premchand buscaba inculcar en sus lectores infantiles estaban
impregnados de un fuerte fervor patridtico. Buscaba promover la conciencia nacional entre sus
lectores inculcandoles valores como el patriotismo, la autosuficiencia, la valentia, el coraje y la
justicia. A su vez, esto les permitiria participar activamente en la lucha por lalibertad y los prepararia
para un futuro India independiente. El articulo contextualiza la literatura infantil de Premchand
dentro del discurso nacionalista sobre la infancia prevalente en la India colonial de principios del
siglo XX y explora la relevancia del marco conceptual de Sutherland para entender el compromiso
ideoldgico en las obras de Premchand.

Palabras claves: literatura infantil, ideologia, nacionalismo, colonialismo, Premchand

Resum

Aquest article destaca la importancia de situar el compromis ideologic en la literatura infantil dins
d'un context historic i sociocultural particular. Se centra en les obres literaries per a infants escrites
pel destacat escriptor de ficcié6 de 1'India colonial, Dhanpat Rai (1880-1936), més conegut com a
"Premchand". L’article ofereix un analisi textual i historic de la seua obra en situar la seua tematica
dins del context més ampli de les seues opinions sobre el nacionalisme i la literatura, evidents en la
seua correspondéncia privada, la seua escriptura i la seua biografia. Premchand va ser un fort
defensor de la literatura compromesa social i politicament. Creia que la literatura d"'un pafs no-lliure
com I'India hauria d'educar i oferir consells al seu poble. Aixd es va reflectir ampliament en la seua
literatura infantil, escrita principalment per a nens mascles. Buscava desenvolupar el seu caracter
ensenyant-los certs valors i virtuts. El proposit principal de les seues obres era el desenvolupament
del caracter. Aquest document argumenta que els valors i virtuts que Premchand buscava inculcar
als seus lectors infantils estaven carregats d'un fort fervor patriotic. Buscava promoure la consciéncia
nacional entre els seus lectors inculcant-los valors com el patriotisme, 'autosuficiencia, la valentia,
el coratge i la justicia. Aixo, a la vegada, els permetria participar activament en la lluita per la llibertat
i els mantindria en bon estat en una India independent del futur. El document contextualitza la
literatura infantil de Premchand dins del discurs nacionalista sobre la infantesa prevalent a I'India
colonial del principi del segle XX i explora la rellevancia del marc conceptual de Sutherland per
entendre el compromis ideologic a les obres de Premchand.

Paraules clau: literatura infantil, ideologia, nacionalisme, colonialisme, Premchand
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1. Introduction

Scholars in the field of children’s literature studies have variously identified children’s literature
as a source of socialisation and enculturation (O’ Dell, 1978; Zipes, 1981), emotional socialisation
(Frevert et al., 2014) and ideological engagement (Hollindale, 1988; Hunt, 1991; Stephens, 1992;
Sutherland, 1985). This line of thought recognises that “literature for children is script coded by
adults for the information and internalisation of children which must meet the approbation of
adults” (Zipes, 1981, p. 19). It posits that this “script” introduces social and emotional norms,
cultural values and political beliefs to child readers and enables them to internalise these norms
and values. “Literature, then, is a significant resource that supports collective sociocultural
activity, in which the author and other gatekeepers (publishers, parents, librarians and teachers)
actively participate in the process of transmitting societal values to the reader” (Bingle, 2018, p.
147). Socialisation, enculturation and ideological engagement through reading children’s
literature are “socio-historical processes that have many levels of discourse and effect” (Zipes,
1981). It is important to recognise that these processes have socio-cultural nuances which can
be fully understood when the text is contextualised within the milieu that it is produced in. This
paper seeks to particularly deal with one of these socio-historical processes, namely, ideological

engagement in children’s literature.

Scholars who have theorised ideology in children’s literature have built upon developments in
literary theory that recognise “the omnipresence of ideology in all literature, and the
impossibility of confining its occurrence to visible surface features of a text” (Hollindale,
1988/1992, p. 23). Sutherland (1985) was the first to engage with this premise. He aptly pointed
out the subjective position of the author of the children’s text, by arguing that “like other types
of literature, works written especially for children are informed and shaped by the authors’
respective value systems, their notions of how the world or is ought to be” (p. 143). He thus
argued that “books express their authors’ personal ideologies (whether consciously or
unconsciously, openly or indirectly)” (ldem). Through his theorization, Sutherland laid a
“groundwork for future exploration of political ideologies in literature for children” (p. 144).
Hollindale further established “the complexity of these issues” (1988/1992, p. 18). Hollindale’s
intervention is critical since he problematised the debate amongst scholars on whether
children’s literature should promote ideology at the cost of aesthetic value or reject ideology
altogether to uphold its literary and aesthetic value. Instead, he aptly recognised the very
categories of ‘book’ and ‘child’ as “seductive abstractions” (p. 27). He argued that there is no
single universal, theoretical notion of the ‘book’ and the ‘child’ because of which the production

and reception of children’s literature differs across social contexts. “Ideology is an inevitable,
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untamable and largely uncontrollable factor in the transaction between books and children, and
that it is so because of the multiplicity and diversity of both ‘book’ and ‘child’ and of the social
world in which each of these seductive abstractions takes a plenitude of individual forms” (p.
27). Hollindale’s argument makes it clear that ideology in children’s literature can be better
understood if the ideological engagement and its reception is placed in its particular context.
Thus, this paper seeks to analyse ideological engagement in children’s literature in a colonial
society through the case study of children’s literature produced by prominent fiction writer of

colonial North India, Premchand.

Having established that the presence of ideology is an inevitable aspect of children’s literature,
it is important to enquire into the different ways in which ideology is present in children’s
literature. The views of Sutherland (1985), Hollindale (1988) and Stephens and McCallum (2011)
are relevant in this regard. Though the levels of ideological engagement put forth by each of
these scholars have their own conceptual nuances, if | were to conflate these levels, the two
broad categorizations would be as follows: The first category is where the ideological
engagement by the author is intentional and quite apparent. In the second category, the author
and reader are largely unaware of the ideological engagement at work. Here, the author
unconsciously re-produces their assumptions about social structures and norms which the
reader internalises as a given. These levels of ideological engagement need to be juxtaposed
with the argument of John Stephens (1992): “there cannot be a narrative without an ideology”
and that “ideology is formulated in and by language, meanings within language are socially
determined, and narratives are constructed out of language” (p. 8). He demonstrates this
argument through his analysis of different fictional modes such as picture books, historical
fiction, fantasy amongst others. He argues that these modes are “special site[s] for ideological
effect with a potentially powerful capacity for shaping audience attitudes” (p. 3) because
ideology is present in fiction “as an implicit secondary meaning at two levels” (Idem): at the level
of significance, whereby the reader derives a larger meaning from the text on account of the
“theme, moral, insight into behaviour” (p. 2) offered by the text and at the level of the story,
whereby the reader interprets seemingly unreal “narrative sequences and character
interrelationships” (Idem) from an intelligible, real-life reference point. “There is a considerable
conceptual distance” (Hollindale, 1988/1992, p. 19) between Stephens’ argument regarding the
inextricable relationship between language and ideology and the one initiated by Sutherland
regarding the political implications of ideology. This “indicates how rapidly interest in this area

has developed” (Idem).
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2. Historical Background of Premchand’s Children’s Literature

“Children’s Literature is a reflection of the status of childhood in the society that produced it”
(Nikolajeva, 2009, p. 15). This premise has been aptly illustrated in Christopher Kelen’s analysis
of the Pegmen Tales written by Australian children’s writer Ella McFayden in 1940s-1950s. By
contextualising McFayden’s work within the political and socio-cultural milieu of the time, Kelen
argues that the work “is representative of the Australian psyche of the 40’s and 50’s, and of
attitudes to childhood in Australia, as they were evolving at that time” (2019, p. 180). Thus, as a
methodological sidenote, Kelen’s study implicitly brings out the importance of studying the
discourse on childhood prevalent at the time so that it enables us to understand the overarching
trends and concerns of children’s literature. Premchand wrote his children’s literature in the
early twentieth century which was “a period of colonial Indian history that was marked by the
rise of nationalist thought and activism” (Nijhawan, 2004, p. 3723). Premchand’s children’s
literature thus needs to be contextualised within what Nijhawan refers to as the “nationalist
discourse” (pp. 3723-3725) on childhood. It envisioned “children as the future citizens of a future
nation... Children were expected to meet the requirements of a colonial society in transition.
They were taught obedience and socialised into their future roles as women and men of an
independent nation” (p. 3724). This discourse emerged as a result of contestation with the
colonial discourse on childhood. Historian Satadru Sen posits that from the 1850s-1940s,
childhood became a rallying point of contestation between colonial administrators and
nationalists (2005, p. 2). This contestation unfolded in a “set of experimental and institutional
spaces”,such as “schools, reformatories, laws, committees of inquiry, [and] children’s literature”
(2004, p. 1), where the efforts to colonise and decolonise the native child were carried out by
the colonial state and nationalists respectively. Supriya Goswami argues that children’s
literature became a prominent site of contestation of this kind: “Nineteenth century British,
Anglo-Indian and early twentieth century Bengali children’s literature” (2012, p. 3) established
children as active political agents in the colonial and anti-colonial enterprise who were capable
of consolidating and challenging colonialism respectively. Thus, Goswami puts forward the
“notion of empowered childhoods from both sides” (p. 4), whereby child protagonists in the
texts were “shown to exhibit tremendous agency and transformative power over the politically
volatile environment of colonial India” (Idem). In turn, this was meant to inspire the child reader
to exercise agency in the real world. This paper subscribes to Goswami’s concept of “empowered
childhoods” (p. 4) to foreground Premchand’s assumption of the child reader as an agentic being
capable of actively participating in the freedom struggle, which will be explored in the last

section.
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Having established the context in which Premchand wrote his children’s literature, it is
important to shed light on the life and works of Premchand. Dhanpat Rai (1880-1936), better
known by his pen-name, “Premchand”, was one of the most prolific fiction writers of colonial
India who wrote in the two most ubiquitous vernacular languages of North India, Urdu and Hindi.
“His work has the same historic significance for India as that of Dickens for England, Balzac for
France and Tolstoy and Maxim Gorky for Russia” (Gupta, 1991, p. 88). Dhanpat Rai was born on
July 11, 1880 in the village of Lamhi, on the outskirts of Benaras located in United Provinces in
colonial North India (Gopal, 2006). His father, who was a clerk in the postal department, died
when Premchand was seventeen years old (Idem). Fraught with financial difficulties, he sought
employment as an assistant teacher at a government primary school in 1899 (ldem). From
thereon, he began his long stint of employment in various capacities as a government school

teacher and official with the education department.

He “oscillated between his profession of writing and that of teaching” (Abidi, 2022, p. 17). In
1908, his first collection of “aggressively patriotic” (Chandra, 1982, p. 603) short stories, Soz-e-
Watan (Dirge of the Homeland), written in Urdu was published. Deemed as “seditious” by the
local colonial authorities, Premchand was forced to “surrender the unsold copies of the book”
(Idem) and was strictly instructed to not write without prior permission. Consequently,
“Dhanpat Rai, who was till then writing as Nawab Rai, had to adopt the new pen-name of

Premchand to circumvent these instructions” (Idem).

A pioneer of “social realism” (Orsini, 2004, p. xiii), Premchand, advocated that “literature is best
defined as the criticism of life; whether in the form of an essay, story or poems, the chief function
of literature is to present an honest and critical view of life” (Premchand, 1933, as cited in
Coppola, 1986, p. 25). In lieu of this, he extensively wrote about social inequalities, injustices
and exploitation in his novels and short stories, covering a wide range of issues, such as “widow
remarriage, dowry, untouchability, the rich-and-poor divide, the problem of landless labour, the
inequalities of the caste system, etc.” (Rubin, 2001, as cited in Jalil, 2014, p. 103). He is thus
credited with creating “the genre of the serious novel and the serious short story in two

languages, Hindi and Urdu” (Rai, 1978, p. 25).

Premchand was an ardent supporter of the Indian freedom struggle and a strong critic of the
colonial state. In 1921, he resigned from the post of Deputy Inspector of Schools after twenty

years of government service in support of the Non-Cooperation movement (1920-22)! against

! The Non-Cooperation movement was a political mass struggle against the British government to gain
Swaraj (Self-Rule). It was led by Indian freedom fighter, Mahatma Gandhi. One of its many programmes
was the boycott of government services, government schools and colleges, law courts, legislative
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the British Government led by Gandhi (Gopal, 2006). From then on, “he intended to devote the
rest of his life to serving the nation, not by joining any political movement, but through his
literary works” (Ranganathan, 2023). In March 1930, he launched a literary-political weekly
magazine titled Hans (1930-Present)?, aimed at inspiring Indians to mobilise against British rule
(Sigi, 2006, p. 53). Towards the end of his life, he lent his support for the Progressive Writers
Movement, a literary movement which sought to express the voices of the marginalised: the
colonised, peasants and the working class. At its inaugural session in 1936, he delivered an iconic
speech on the imminent need to re-invent literature to make it socially and politically relevant.
Thus, he “comes packaged with all the right definitions: realist, humanist, secularist, social

reformer, politically engaged, etc.” (Orsini, 2004).

Premchand approached the enterprise of writing children’s literature from the vantage point of
a teacher. Premchand’s biographer, Madan Gopal notes: “since [he] was employed as a
schoolteacher in different schools for twenty years, he deemed it important to write for
children” (2004, p. 1). According to Abidi, “his association with schools and students gave him a
unique insight into the world of education” (2022, p. 17) and shaped his understanding of the
needs and interests of children. Thus, “Premchand wrote stories for children keeping in mind
the psyche of children and the desire to produce suitable literature for them” (p. 2). While
scholars of Hindi (Goenka, 2002; Giri, 2020; Ramesh, n.d.) have provided a significant overview
of Premchand’s children’s literature, their works have been largely written from a literary
standpoint. This paper, while drawing upon their work, seeks to conduct a textual and historical

analysis of Premchand’s children’s literature.

Before delving into the analysis of Premchand’s children’s literature, it is important to delineate
his views on the purpose of literature in a colonial society. A strong proponent of “purposive

literature” (Jalil, 2017), Premchand was of the opinion:

Till the time India is unfree, its art cannot soar to extraordinary heights. This is the
reason literature of a free country is different from that of an unfree country. The

political and social circumstances of our country demand that we educate our people

councils, government honours and titles. Premchand responded to the call of the Non-Cooperation
movement by resigning from his government service.

2 Hans, from the very outset proved to be a financially unsuccessful venture for Premchand. In 1935, it
was handed over to the Bharatiya Sahitya Parishad (Indian Literary Council), which was then under the
chairmanship of Gandhi. Hans became defunct in early 1950s due to financial constraints. In 1986, it was
revived under the editorship of the noted Hindi writer, Rajeev Yadav. It continues to be published till date.
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wherever the opportunity arises. The stronger the emotions, the more didactic the

writing will be (Gopal, 1967, p. 187).

Thus, Premchand implied that literature of an unfree country like India should educate and offer
advice to its people. It cannot afford to be merely aesthetically pleasing. In lieu of such ideas,
Premchand wrote many patriotic narratives where he gave a “clear call” to “plunge without any
reservations into the freedom struggle” (Chandra, 2006, p. 619). Chandra traces shifts in the
trajectory of national consciousness expressed and espoused in his short stories: beginning from
an "elemental urge for freedom” (p. 603) expressed in Soz-e-Watan (Dirge of the Homeland) in
1908 to “pointedly anti-imperialistic” (p. 604) narratives written during “the midst of the Non-
Cooperation movement” (Idem) which reflected a more nuanced understanding of "what it
meant in actual life to be under foreign subjugation" (ldem). The nature of national
consciousness expressed in his writings has been subject to considerable debate on grounds of
his recognition and critique of the vicissitudes of the Indian freedom struggle and the inherent
class inequalities that lay at the very roots of its inception (Chandra, 2006). Engaging with this
debate is beyond the scope of this paper. What is relevant to note here is that one of the
important rallying points of Premchand’s literature was to awaken patriotism, raise national
consciousness amongst his readers and mobilise them to actively participate in the freedom

struggle.

Taking cue from his views on the purpose of literature in a colonial society, this paper seeks to
argue that Premchand sought to develop the character of his child readers by teaching them
certain values and virtues. These values and virtues were laden with a strong patriotic fervour.
Premchand thus sought to advocate national consciousness through his children’s literature by
inculcating in his predominantly male child readers values of patriotism, self-reliance, bravery,
courage and justice. This would enable them to actively participate in the freedom struggle and

would hold them in good stead in an independent India of the future.

3. Methodology

The paper makes use of Sutherland’s conceptual framework to foreground ideological
engagement in Premchand’s children’s literature. It establishes the relevance of the concept of
“politics of advocacy” (1985, pp. 145-147) put forth by Sutherland in understanding
Premchand’s attempt to raise national consciousness through his children’s literature. The

paper subscribes to Goswami’s concept of “empowered childhoods” (2012, p. 4) to foreground
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Premchand’s assumption of the male child reader as an agentic being capable of actively
participating in the freedom struggle. | have conducted a textual and historical analysis of
Premchand’s children’s literature by contextualising its subject matter within his views on
nationalism and literature, evident in his private correspondence, writing and biography. Thus |
have utilised a wide range of sources to illustrate how Premchand utilised children’s literature

as a source of ideological engagement in a colonial society.

4. Analysis

Children’s literature written by Premchand had a strong “educational component” (Minguez-
Lépez, 2014, p. 28). This can be attributed to two factors: his vantage point as a schoolteacher,
and the inherent nature of children’s literature at large. “Literature for young readers is related
to education at two different levels: the general education of children through literature, on the
one hand, and literary education, on the other” (Minguez-Lépez, pp. 29-30). This means that, at
the level of general education, literature has the potential to be utilised as a pedagogical tool,
aiding the process of learning and, at the level of literary education, children’s literature can be
utilised as a means to foster literary competence amongst children. Minguez argues that literary
competence is based on the following three elements: the ability to decode meanings in a text
and coherently interpret it at large, acquire a wide range of knowledge: “encyclopaedic
knowledge, historical and genre knowledge and knowledge of literary conventions” (p. 37) and

most importantly develop an attitude which fosters interest in and enjoyment of reading.

4.1. Overview of Premchand’s Children’s Literature

Premchand wrote many narratives where he featured child protagonists and characters and
delved into their inner worlds. However, the literature he wrote specifically for a child audience
is limited. The paper thus restricts its scope to the texts that Premchand wrote for children, brief
details of which have been provided in the table below. Since majority of these texts will be
explored in a later section, it is sufficient to mention here that Kutte ki Kahani and Jungle ki
Kahaniyan fall in the category of fiction, Mahatma Sa’adi, Ram-charcha, Durgadas and

Bakamalon ke Darshan qualify as biographies.
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Title of Work

Mahatma Sheikh Sa’adi
[The Great Sheikh Sa’adi]

Ram-charcha
[Discussing Ram]

Theme

Life-story and works of the Persian literary
scholar, Sheikh Sa’'di (1210-1291)
Simplified version of the Ramayana, an
ancient epic of religious importance in
Hinduism

Niyati Gangwar

Year of
Publication
1917

Urdu (1928),
Hindi (1938)

Historical account of the Rajput resistance 1936
Durgadas against the Mughals spearheaded by

Durgadas Rathore (1638-1718)3
Jungle ki Kahaniyan [Stories Collection of short stories rooted in the wild 1936
of the Jungle]
Kutte ki Kahani . . . 1936
[The Story of a Dog] Autobiographical narrative of a dog
Bakamalon ke Darshan Urdu (1929),

Collection of biographies of historical

personalities Hindi (1940)

[View of the Greats]: Two
Parts

The characters and personalities featured in Premchand’s children’s literature as well as his
intended audience were predominantly male. Ram-charcha, Kutte ki Kahani and Durgadas were
directly addressed to male child readers. Bakamalon ke Darshan [View of the Greats] solely
featured male historical personalities. There seems to be a disjuncture between Premchand’s
literature for adults and children when it comes to female representation and writing for a
female audience. In the literature written for adults, “Premchand makes women a focus of
enquiry, a subject of the story, an agent of the narrative” (Gupta, 1991, p. 89) and deals with
issues of their oppression and autonomy (Vanita, 2008). Such a concern does not translate into
his children’s literature. The reason why Premchand did not write for a female audience can be
partly explained by his recognition of relatively low female literacy rates at the time. In his
article, Sanyukt Prant mein Shiksha ka Prachdr (Promotion of Education in United Provinces),
dated May 1933, Premchand citing data pertaining to education from the Census of 1931, noted
that the female literacy rate in India was 10 % per mile when the male literacy rate was 80% per
mile (1933/2022, pp. 79-80). He remarked that “though there [was] commendable progress in
the last decade, when compared to other nations, it [was] still less” (Idem). However, this does
not discount the fact that Premchand was largely concerned with instilling love for the nation
amongst boys as well as their upbringing, as evident in his Preface to Durgadas and his essay,
Bacchon ko Svadheen banao [Make Children Self-Reliant] respectively, both of which will be

discussed later. This can be read as a limitation of Premchand’s children’s literature. However,

3 The Rajputs were a regional warrior class and land-owning elite that wielded power in North-Western
India. They were organised into various clans and kingdoms. They were often at loggerheads with the
Mughal dynasty that ruled over large parts of South Asia from the early sixteenth century to the mid-
nineteenth century. Their conflict emanated from the territorial expansion of the Mughals. Durgadas
Rathore, a member of the Rathore clan, was the General of the kingdom of Marwar. He led the resistance
against the Mughal Emperor, Aurangzeb who sought to annex Marwar.
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this should be considered a tentative critique since the issue is subject to further historical

enquiry.

Premchand took to writing literature for children at a time when children’s literature had
become a commercially viable venture. In a private correspondence dated 27th May, 1933,
Premchand cited his agent who informed him that “the demand for children’s books and textual
content for schools was quite high” (Gopal , 1967, p. 259).4 This indicates that children’s
literature had a substantive audience at the time. Though it is difficult to ascertain the exact
demographic share of the readership of Premchand’s children’s literature, it might have
consisted of school children who could read independently, parents who read out the texts to
children as well as school teachers who engaged with the text in a classroom setting (applicable
in the case of Sheikh Sa’adi). Based on this, it can be argued that the access of Premchand’s
children’s literature was limited to children from the middle and upper class families who had
access to formal education and could afford to buy these books for educational and recreational

purposes.

4.2. Character Development: Premise of Premchand’s Children’s Literature

Premchand was also closely involved in the preparation of textbooks. Mahatma Sheikh Sa’di
[The Great Sheikh Sa’adi] was circulated as a textbook since Abhay Pratap, the editor of a much
later edition of the text tells us that the first edition “was rewarded by the United Provinces
Textbook Committee” (2000, p. 9). Qasmi (2016) informs us that textbook committees set up by
the colonial government initially prepared and published textbooks. However, with increased
demand, private firms were contracted who then sought local intelligentsia in preparing
textbooks according to guidelines given by the education department (pp. 230-231). These
books were then submitted for approval to the committees, which recommended three options

for school headmasters to choose from (Idem).

Textbooks written by Premchand belonged to the latter category, where his works were
submitted to the Textbook Committee for approval. For instance, in a private correspondence,
dated October 25th, 1932, Premchand stated that he had submitted Bakamalon ke Darshan
[View of the Greats] to the Textbook Committee but it was rejected (Gopal, 1967, p. 244). He
speculated that it might have been rejected on grounds of lack of representation of Muslim

personalities and further noted that after having made the relevant addition, he was hopeful

4 That Premchand took cognizance of this can be gauged from the fact that the Hindi edition of Ram-
charcha [Discussing Ram] and Kutte ki Kahani [Story of a Dog] were published by his own publishing firm
called Saraswati Press.
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that it would be approved by the committee and would be thus included in the school syllabus

(Idem).

In addition to the Textbook Committee, publishers also influenced the content of textbooks. In
a private correspondence, Premchand discusses a
In fact, the major premise compilation of stories in Hindi edited by him, known as

of Premchand’s children’s Galp Samuchay (Gopal, 1967, p. 189). He notes that he did
literature was to develop

the character of his child
readers by teaching them selected by the publisher. He further writes: “Stories
certain values and virtues.
Thus, character

development was the content were not needed for school [students]. Concern
main purpose of

Premchand’s children’s
literature. (Gopal, 1967, p. 189). This statement directs our attention

not have the liberty to select the writers since they were

written in a difficult language and reflecting mature

with character should be the most important in this field”

to two important points pertaining to children’s literature
at large and Premchand’s pedagogical agenda
respectively; first, to the fact that the involvement of a wide range of stakeholders in the
production and/or circulation of children’s literature, such as editors, publishers, educational
institutions, writers lead to the multiplicity of educational messages conveyed through
children’s literature (Minguez-Lépez, 2014, p. 30). Secondly, to Premchand’s pedagogical

concerns which were centred on character development.

This can be illustrated by means of an example. In the introduction to his story, Kutte ki Kahani

[Story of a Dog] which presents an autobiographical narrative of a dog, Premchand writes:

Boys! You must have heard a lot of stories about kings and bravehearts; however, you
must not have heard a dog’s life story. You would wonder whether anything worth
hearing about ever happens in a dog’s life. He does not fight with gods, nor does he go
into the world of fairies, nor does he win great battles. Thus, I fear that you might
throw this story away. However, I reassure you that events that never happen in the
lives of even the greatest of men have happened in my life. Thus, [ now embark to
narrate my story. Do not ignore my story the way you often reprimand dogs. You will
learn a lot of useful values here and good values should always be acquired wherever

the opportunity arises (1936, p. 2)

Thus, here Premchand implicitly espoused literature as a medium of teaching “good values” to

children and thus building their character.
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4.3. Ideological Engagement in Premchand’s Children’s Literature

In this section, | shall analyse how Premchand sought to inculcate national consciousness
through his children’s texts, namely Durgadas, Ram-charcha [Discussing Ram], Bakamalon ke
Darshan [View of the Greats], which are biographies and Kutte ki Kahani [Story of a Dog] which
is a story. In Durgadas, Premchand provides a historical account of the Rajput resistance against
the Mughals spearheaded by Durgadas Rathore (1638-1718), the General of the kingdom of
Marwar. In the Preface to the text, Premchand hails Durgadas as the epitome of “self-sacrifice,
selfless sense of service and glorious character” (Premchand, 1936/2004, p. 574). He writes: “No
other form of literature can ever be as useful for young boys as the life stories of the sons of the
nation. These stories not only strengthen their character but also instil in them love for the

nation and courage” (Idem).

Driven by a similar spirit, Bakamalon ke Darshan [View of the Greats] is a collection of

biographies of the following historical personalities:

e Rana Pratap (1540-1597): Ruler of Rajput kingdom of Mewar

e Man Singh (1550-1614): Ruler of Rajput kingdom of Amber and general of the Mughal
army

e Ranjit Singh (1780 —1839): Founder and ruler of the Sikh state in Punjab

e Badruddin Tyabji (1844 — 1906): Lawyer and political activist of the Indian freedom
struggle

e Gopalkrishna Gokhale (1866-1915): Political activist of the Indian freedom struggle

e Sayyid Ahmad Khan (1817-1898) : Socio-religious reformer and educationist

e Ramakrishna Bhandarkar (1837-1925): Scholar-reformer and educationist

e Swami Vivekananda (1863-1902): Socio-religious reformer and philosopher

e Ranalang Bahadur (1817-1877) : Ruler of Nepal

e Joshua Reynolds (1723-1792): English painter

e Garibaldi (1807-1882): Italian revolutionary
Though these personalities belong to different time periods in Indian as well as world history, a
common theme explored in most of these biographies (except the biographies of Reynolds and
Sayyid Ahmad Khan) is the selfless love these ‘greats’ had for their homeland. These biographies
glorify the courage, bravery and spirit of sacrifice the personalities exhibited in resisting and

challenging foreign rule in their respective contexts either through direct confrontation or

through intellectual and political pursuits. These personalities are depicted as role models for
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children to emulate. Through this collection, Premchand sought to awaken consciousness and

desire for freedom amongst child readers (Giri, 2022, p. 15).

Establishing the importance of freedom seems to be one of the premises of another children’s
text by Premchand, Kutte ki Kahani [Story of a Dog] (1936). Premchand presents an
autobiographical narrative of the courageous and relentlessly loyal dog named Kallu [Blacky]
who narrates ‘his’ eventful life story replete with adventure, drama and social satire. The
narrative swiftly traverses through different encounters and landscapes experienced and
inhabited by Kallu respectively: starting with a description of his family life in a village, moving
onto his increased closeness with his first master, Pandit ji on account of the lengths he goes to
protect his family and wealth, followed by his adoption by a sahab (most likely a British official)
who invests in his care and whose life Kallu saves on multiple occasions. In the end of the story,
though Kallu is rewarded for his outstanding bravery and loyalty towards his master in the form
of “immense love and respect from people around him and is even treated like a deity”
(Premchand, 1936, p. 95), he yearns for his freedom despite all the care and affection he
receives: “All this respect and honour has started to annoy me now. It is no less than a prison
for me. My heart yearns for the time | could roam around freely” (p. 98). Thus, Premchand

sought to assert the importance of freedom to his child readers.

Through his literature, Premchand also sought to implicitly make child readers aware of the state
of India’s lack of freedom under colonial control. Ram-

charcha [Discussing Ram] (1938), a simplified version of He sought to instil in
children values of

patriotism, self-reliance,
describing the ideal, just and prosperous reign of King bravery, courage and

justice which would
enable them to actively
between the contemporary colonial milieu and a mythical participate in the
freedom struggle and

would hold them in good
filed back then” (p. 5). Thus, according to Premchand, stead in an independent

the ‘Ramayana’ for children is a case in point. While

Dashrath (Ram’s father), Premchand strikes a contrast

past: “Unlike the courts of today, no false lawsuits were

tenets of justice were disregarded in the contemporary India of the future.
colonial rule. His emphatic description of Ram Rajya (the

reign of Ram) and its espousal of the values of justice and equality can also be understood within
this context: “Ayodhya progressed to such an extent under the rule of Ram and the people were
so happy with Ram’s rule that the term Ram Rajya [Ram’s Reign] became a popular phrase such
that it is now used to denote a particular time period” (p. 175). As Giri argues, “the structure of
Ram-charcha and the selection of essays can be contextualised within the needs and

understanding of the time that Premchand was living in” (2022, p. 17). “Like other writers,
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authors of children's books are inescapably influenced by their views and assumptions when
selecting what goes into the work and (what does not)” (Sutherland, 1985, p. 144). Thus,
Premchand’s perception and critique of the contemporary colonial milieu made its way into the
literature he wrote for children. Analysis of the aforementioned texts indicates that Premchand
had a discernible intention of inculcating national consciousness amongst his readers through
his children’s literature in order to inspire them towards the cause of the ongoing freedom

struggle.

4.4, The ‘Politics of Advocacy’ in Premchand’s Children’s Literature

This section explores the relevance of Sutherland’s conceptual framework in understanding
ideological engagement in Premchand’s children’s literature. The central premise of
Sutherland’s framework is that children’s books act as “purveyors of [the author’s] politics
(1985, p. 144). A children’s book is inherently imbued with the ideology of the author either
consciously or unconsciously, as a consequence of which it promulgates the author’s values (pp.
143-144). The very act of publishing such a work in a society which is already ideologically
charged constitutes “a political act” (p. 143). Sutherland argues that there are three ways in
which ideologies are expressed in children’s literature: “the politics of advocacy, the politics of

attack and the politics of assent” (p. 145):

The politics of advocacy “seeks to persuade readers of its ideology; to promote the
authors’ world views and notions of what is or ought to be; to influence readers’
thinking, feeling, and behaviour” (p. 147). The politics of attack directs attack against
social attitudes, institutions, practices and beliefs, “world views and value systems”
(p. 147) that are against the author’s perception of “right and wrong, good and evil,
justice, fair play, decency or truth” (p. 147). The politics of assent “is an author’s
passive, unquestioning acceptance and internalisation of an established ideology,

which is then transmitted in the author’s writing in an unconscious manner” (p. 157)

Sutherland’s framework highlights the political aspect of ideology. Significant time has elapsed
since Sutherland first put forth his framework. Since then, scholars such as Hollindale have
argued that ideology is not just a “political policy” but a “climate of belief” (p. 37), whereby the
author's ideology is greatly shaped by the common perceptions and way of thinking prevalent
in the world inhabited by the author. Despite these advancements in understanding, this paper
argues for the relevance of Sutherland's framework in providing a suitable lens for analysing the
politically charged historical context in which Premchand was writing. The political struggle for

India’s independence was at a peak and Premchand was strongly influenced by it. In 1921, he
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resigned from government service in support of Gandhi’s Non-Cooperation movement and
decided to devote his literary endeavours for the service of the nation (Ranganathan, 2023).

Besides, his views on literature were imbued with a political tone.

It is on this ground that Sutherland’s framework has been utilised to engage with Premchand’s

ideological engagement in his children’s literature, which shall be discussed hereon.

According to Sutherland, “the politics of advocacy seeks to persuade readers of its ideology; to

promote the authors’ world views and notions of what
Premchand believed that

literature in a colonial
society ought to have a social and behaviour” (p. 147). This means the author directly

is or ought to be; to influence readers’ thinking, feeling,

and political purpose of
educating its citizens, by
virtue of which it might not

advocates a particular ideology that they seek to

consciously inculcate amongst child readers. Firstly, that

have great aesthetic value. Premchand sought to consciously inculcate patriotismin
Thus, he implied that ) ) ) ]
literature in such a society his readers is evident from his Preface to Durgadas

would inevitably be where he establishes the importance of introducing
ideological, considering the
state of lack of freedom its

people were in. facilitates character development and instils love for

male readers to stories of ‘national heroes’ which

their homeland. Secondly, Sutherland’s argument that
the politics of advocacy “frequently sets up attractive role models for the young, inducing
admiration, and extolling certain values as virtues” (1985, p. 146) seems applicable to
Premchand’s text, Bakamalon ke Darshan [View of the Greats], a collection of inspirational
biographies of great men which highlights and glorifies the values of patriotism, self-sacrifice,
courage and bravery embodied by these men. Thirdly, the politics of advocacy “promote the
authors’ world views and notions of what is or ought to be” (p. 147). This is evident in Ram-
charcha [Discussing Ram], the narrative and content of which is shaped by Premchand’s
perception of the contemporary colonial milieu and his critique of it. It is important to note that
the politics of advocacy is relatively prominent in Premchand’s biographies as compared to his
stories. The texts mentioned here are all biographies. This can be related to the inherent nature
of the genre. Sutherland, illustrating the ideological nature of biographies, points out:

“Biographies of famous people tend to simplify, or adulate or indoctrinate” (1985, p. 144).

On the other hand, children’s stories written by Premchand aligh more with the “politics of
attack,” posited by Sutherland. The “politics of attack” directs attack against social attitudes,
institutions, practices and beliefs, “world views and value systems” which are against the

author’s perception of “right and wrong, good and evil, justice, fair play, decency or truth” (p.
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147). For instance, in his story, Kutte ki Kahani [Story of a Dogl, Premchand calls out the
hollowness and hypocrisy of caste inequalities prevalent in India in a specific subplot. Thus,
Premchand’s attempt to advocate national consciousness and instil patriotism in child readers
through the “politics of advocacy” needs to be juxtaposed with his attempt to make children
aware of social issues prevalent within their society through the “politics of attack.” Thus, genre
seems to be a major factor determining the level of ideological engagement in Premchand’s
children’s literature. Nevertheless, this paper argues that the “politics of advocacy” is a
prominent feature of his children’s literature, whereby he sought to advocate national
consciousness amongst children. This argument can be substantiated by examining non-fiction
written by Premchand which according to Abidi (2022), “carries the quintessence of his

ideology” (p. 15).

One such non-fiction piece is an essay titled Bacchon ko Svadheen banao [Make Children Self-
Reliant], published in his magazine Hans [Swan] in April 1930, where he openly expresses his
views on the education and upbringing of children. Addressing the essay to parents, he asserted
the need for them to enable their young boys to become self-reliant. According to him, being
self-reliant meant being self-disciplined so that they could distinguish between right and wrong
on the basis of their discretion and be capable of protecting themselves, independent of

parental supervision.

He opined:

Children should be taught to become self-reliant. In the past, when obeying and
respecting elders was the most sought after rule and every low caste bowed down in
respect to the upper caste, then it was appropriate to teach boys right from their
childhood to respect their elders. However, to teach the boys of today to obey the
orders of an external power is to turn a blind eye to the greatest need of boys.
Considering the situation that the youth is facing today, the need of the hour is
independence of thoughts and actions rather than etiquette and courtesy..The
objective of the boy’s life is to find employment, rather than obeying orders. In reality,
the boy who blindly obeys his parents’ orders lacks self-confidence. He always waits

for someone or the other to give orders (Premchand, 1930, pp. 15-16)

By stating that boys should not blindly obey the orders of their parents nor an external power,
he made the case for boys to act independently and think for themselves in two spheres: the
domestic and the political. While the former is directly evident since the essay is directly

addressed to parents, the latter is more implicit. It can be argued that Premchand was alluding
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to the colonial government through his usage of the term, external power. This can be
understood by contextualising the political ideology of the magazine Hans [Swan] which was
aimed at inspiring Indians to mobilise against British rule (Sigi, 2006, p. 53). It is in this context
that the patriotic undertone behind his plea against teaching boys to obey the orders of an

external power should be understood. He further argued that:

Children of rich, indulgent families, steeped in luxury who were dependent on their
servants for every small chore or errand and had every facility for travel and
entertainment at their disposal had the tendency to harm their brothers at the cost of

their self-interest and become government sycophants (Premchand, 1930, p. 17)

Though it cannot be said with certainty that Premchand was hinting at one’s ‘countrymen’
through use of the term ‘brothers’, it can be sufficiently argued that Premchand’s attempt to
raise national consciousness amongst male children went hand in hand with his appeal to their
parents of enabling them to become self-reliant by steering them away from becoming

subservient to the colonial state.

The implicit assumption behind Premchand’s appeal to enable young boys to become self-reliant
was that they were agentic beings who should be encouraged to exercise their discretion and
realise their potential. This reflects in his aforementioned works. He seeks to awaken patriotism
amongst his readers through his text, Durgadas. In Bakamalon ke Darshan [View of the Greats],
he presents role models for children to emulate. Through Ram-charcha [Discussing Ram], he
seeks to make his readers aware of the state of India’s unfreedom under colonial control. In
Kutte ki Kahani [Story of a Dog], he inspires his readers towards the cause of freedom by
establishing its importance. These texts seem to be governed by the common assumption that
children had the potential of supporting the cause of freedom and participating in the freedom
struggle. Thus, Premchand’s children’s texts can be placed under the category of “British, Anglo-
Indian, and Bengali children’s literature of empire” which “not only engage in political activism,
but also seek to empower children (both real and fictional) by celebrating them as active colonial
and anti-colonial agents” (Goswami, p. 3). Thus, Supriya Goswami’s concept of “empowered
childhoods” (2012, p. 4) is useful in foregrounding Premchand’s assumption of male children

agentic beings capable of actively participating in the freedom struggle.
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5. Conclusion

While a wide range of scholars have substantively theorised ideological engagement in
children’s literature, it is important to acknowledge it as a “socio-historical process” (Zipes,
1981), the nuances of which can be fully understood only when it is placed in its specific context.
Thus, this paper highlights the importance of locating ideological engagement in children’s
literature within a particular historical and socio-cultural context. It is based on Hollindale’s
premise that ideology is an inevitable and unavoidable factor in the interaction between books
and children because of the multiplicity and diversity of both ‘book’ and ‘child’ and of the social
world inhabited by them (1988/1992, p. 27). Taking this argument into consideration, this paper
has sought to analyse ideological engagement in children’s literature in a colonial society through
the case study of children’s literature written by Premchand. His children’s literature enables us
to understand how an author with strong views on colonialism creatively utilised literature as a

medium to channel and propagate his ideology amongst his child readers.

Premchand was a strong proponent of “purposive literature” (Jalil, 2017) i.e. literature written
with the purpose of bringing about social change. He was of the opinion that literature of an
unfree country like India should educate and offer advice to its people. This greatly reflected in
his literary texts written for children (predominantly male) through which he sought to develop
their character by teaching them certain values and virtues. The main purpose of Premchand’s
children’s literature was character development. The values and virtues that Premchand sought
to inculcate in his child readers were laden with a strong patriotic fervour. He sought to advocate
national consciousness through his children’s literature by instilling in his readers values of
patriotism, self-reliance, bravery, courage and justice which would enable them to actively
participate in the freedom struggle and would hold them in good stead in an independent India
of the future. His emphasis on these values needs to be contextualised within the “nationalist
discourse” (Nijhawan, 2004, pp. 3723-3725) on childhood prevalent in early twentieth century

colonial India.

The intricacies of ideological engagement in Premchand’s children’s literature can be effectively
understood through Sutherland’s conceptual framework on the levels of ideological
engagement. The paper has established the relevance of the concept of the “politics of
advocacy” (1985, pp. 145-147) in understanding Premchand’s attempt to advocate national
consciousness through his children’s literature. The politics of advocacy is evident in
Premchand’s biographies for children, namely Durgadas, Bakamalon ke Darshan [View of the

Greats] and Ram-charcha [Discussing Ram], where he seeks to inculcate patriotism in boys,
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present role models of men dedicated to the cause of freedom and make his readers aware of
the lack of freedom under colonial control respectively. This argument can be substantiated by
reading his children’s texts along with his essay titled ‘Make Children Self-Reliant’ which can be
referred to as an ideological declaration of sorts. Here, amongst other exhortations, he urges
parents to enable their male children to become self-reliant by steering them away from
becoming subservient to the colonial state. Having stated this, it is also important to
acknowledge that genre is a major factor determining the level of ideological engagement in
Premchand’s children’s literature. While Premchand’s biographies align with Sutherland’s
concept of the “politics of advocacy,” his children’s stories gravitate more towards the “politics
of attack,” whereby he cast an implicit critique on social inequalities prevalent within Indian

society.

It is important to note that Premchand’s children’s literature should not be read in isolation.
Rather, it should be juxtaposed with the literature that he wrote for adults on two grounds;
firstly, a comparative analysis will facilitate understanding differences, “correlations and
similarities” of “values, attitudes, and assumptions” (Sutherland, 1985, p. 156) conveyed in the
two bodies of work. This will contribute towards acquiring a comprehensive view of ideological
engagement in Premchand’s literature at large. Secondly, though this paper has restricted its
scope to texts written for children, analysing adult writings written by Premchand that featured
child characters, their inner worlds and their relationships with the family and society at large
will help gain a layered understanding of Premchand’s views on childhood, upbringing and

socialisation of children.
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Abstract

This article explores the ways in which of Greek urban middle-class individuals defined as readers
engage with and navigate social and cultural spaces, emphasizing the agency and creativity in their
reading practices. The study adopts an ethnographic approach. Data were collected through in-depth
interviews followed by thematic analysis. The study focuses specifically on the role of physical and
spatial contexts in shaping reading experiences and practices, paying attention to meanings of
reading that are often overlooked. It penetrates the private sphere and analyzes readings that take
place in a "safe" space, contrasting with the shared readings that occur in the public sphere. The
analysis highlights how the environment and the characteristics of specific places such can influence
and shape reading experiences as embodied acts. At the same time, the analysis illuminates the
readers’ agency in relation to reading practices, while offering an analytical record of subjective and
experiential dimension of reading.

Key words: embodied reading, reading practices, reading places, reading agency, ethnographic approach.

Resumen

Este articulo explora las formas en que los individuos griegos de clase media urbana definidos como
lectores se involucran y navegan en espacios sociales y culturales, enfatizando la agencia y la
creatividad en sus practicas de lectura. El estudio adopta un enfoque etnografico. Los datos fueron
recolectados a través de entrevistas en profundidad seguidas de andlisis tematico. El estudio se
centra especificamente en el papel de los contextos fisicos y espaciales en la configuracién de las
experiencias y practicas de lectura, prestando atencién a los significados de la lectura que a menudo
se pasan por alto. Penetra en la esfera intima y analiza las lecturas que se dan en un espacio “seguro”,
contrastandolas con las lecturas compartidas que se dan en la esfera publica. El anélisis destaca cémo
el entorno y las caracteristicas de lugares especificos pueden influir y dar forma a las experiencias de
lectura como actos encarnados. Al mismo tiempo, el andlisis ilumina la agencia de los lectores en
relacién con las practicas de lectura, al tiempo que ofrece un registro analitico de la dimensi6n
subjetiva y experiencial de la lectura.

Palabras clave: lectura encarnada, practicas de lectura, lugares de lectura, agencia de lectura, enfoque
etnografico.
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Resum

Aquest article explora les maneres en que els individus de classe mitjana urbana grega, definits com
a lectors, es relacionen i naveguen pels espais socials i culturals, posant émfasi en l'agéncia i la
creativitat en les seues practiques lectores. L'estudi adopta un enfocament etnografic. Les dades es
van recollir mitjancant entrevistes en profunditat seguides d'analisi tematica. L'estudi se centra
especificament en el paper dels contextos fisics i espacials en la configuracié de les experiencies i
practiques lectores, prestant atencid als significats de la lectura que sovint es passen per alt. Penetra
en l'ambit intim i analitza les lectures que tenen lloc en un espai "segur”, contrastant amb les lectures
compartides que es donen en l'esfera publica. L'analisi posa de manifest com l'entorn i les
caracteristiques de llocs concrets poden influir i donar forma a les experiencies de lectura com a actes
encarnats. Al mateix temps, 1'analisi il-lumina 1'agéncia dels lectors en relacié a les practiques
lectores, alhora que ofereix un registre analitic de la dimensi6 subjectiva i vivencial de la lectura.

Paraules clau: lectura encarnada, practiques lectores, llocs de lectura, agencia lectora, enfocament
etnografic.

Extended abstract

This article delves into the realm of Greek urban middle-class readers and their engagement with
social and cultural spaces, shedding light on their agency and creativity within the realm of reading
practices. Employing an ethnographic approach, the study aims to explore the multifaceted ways in
which these individuals define themselves as readers and navigate the diverse landscapes of literary
experiences.

As stated, the study adopts an ethnographic approach, viewing literacy as a social practice (Besnier,
2000). Part 1, explains the reasons behind selecting an ethnographic approach and the methodology
employed to conduct the research. In order to capture the rich nuances of this phenomenon, in-depth
interviews were conducted. The participants were enlisted through snowball sampling, which is a
non-probability sampling technique. In this method the pool of initially-enrolled participants is used
to assist on recruiting additional participants who meet the criteria for the study (Goodman 1961).
Consequently, the specific criteria were established by the participants themselves, with the primary
requirement being someone to identify as a "reader” The interview plan adhered to an unstructured
format, devoid of predetermined questions, but centered around thematic areas. The interview’s
purpose was to gain a deeper understanding of how spaces influence the reading experience as an
embodied act. The collected data underwent thematic analysis allowing for a deep understanding of
reading practices of twenty-one urban middle-class individuals (from Athens, Thessaloniki and
Mytilene) and their significance within their lives.

Part 2, “Spaces and embodied reading: from the private to the public sphere” introduces to key
concepts of space. It explains that representations of space are where everyday life is experienced,
where subjects place their experiences connecting this idea to the spaces where reading happens
today. This section highlights aspects of private reading spaces. The private sphere is often lauded
from the participants in this research for its appropriateness as a setting for reading activities. With
its inherent lack of sociability and absence of formality, it is regarded as a tranquil and pleasurable
environment conducive to engaging in interactive and enjoyable reading experiences.

While Part 2 brings to surface ways that institutionalized spaces affects on their reading experience,
Part 3 explores the construction of reading activities within institutionalized spaces, with a particular
emphasis on the library as an example. The physical characteristics and layout of the library have a
significant impact on how people navigate and behave within its premises, shaping their experiences
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and influencing social interactions. The library holds a unique position as a dedicated space for
reading, serving as one of the environments where reading is practiced as a synchronous collective
activity. By examining the discourse of the readers involved in this study, the research presents an
exploration of the challenges posed to dominant readings often promoted by public libraries.

In Part 4, the discussion shifts towards the concept of on-the-go readings. Readers engage in reading
activities in various locations, driven by their desire to utilize their free time effectively during the
day and to enhance their enjoyment of the reading experience. The urban experience of large cities
is vividly portrayed through the perspectives of the readers. It is observed that readers often carry
books in their bags, which they either read during their commute on subways or buses or find
suitable "reading spots” such as tranquil cafes with soft music or benches in parks, where they open
their books and immerse themselves in reading.

The Part 5 that follows, centers on the book buying experience, particularly emphasizing the
bookstore as a realm of sensory exploration, described by readers as a "laboratory of aromas and
tastes" (Nancy, 2009). This idea reinforces the concept of reading as an embodied act. The research
raises the question of whether bookstores are merely commercial spaces or if they can be perceived
as havens of reading pleasure. Indirectly responding to this inquiry, the subjects of the study highlight
alternative practices and uses of books as commodities, demonstrating their commitment to reading
and the enrichment it brings, beyond mere commercial transactions.

From the previous discussion, it can be seen that through this research, it becomes possible to
illuminate the intricate connections between books, readers, and the act of reading within the context
of physical spaces. The study sheds light on the profound interplay and relationship between these
elements, emphasizing how the spatial environment influences and shapes the reading experience.
Often overlooked, the meanings associated with reading in different physical settings provide
valuable insights into the readers' engagement with texts. By focusing on the private sphere,
characterized by "personal” reading spaces, in contrast to shared readings occurring in public
spheres, we gain a nuanced understanding of the ways in which the environment influences and
shapes reading experiences as embodied acts.

Through the analysis of these contextual factors, this study not only reveals the impact of the
environment on reading experiences, but also illuminates the agency of the readers themselves. The
readers' active role in shaping their reading practices becomes evident as they navigate and negotiate
the boundaries of social and cultural spaces. Readers, through their agency, actively transform the
act of reading into a dynamic and creative process, exerting influence over the meanings and
interpretations they derive from the texts they engage with.

Furthermore, this study seeks to provide an analytical record of the subjective and experiential
dimensions of reading. By delving into the readers’ perspectives, emotions, and personal narratives,
we gain a holistic understanding of their reading practices and the significance attached to them. This
analytical approach allows us to move beyond a mere exploration of reading habits and preferences,
providing insights into the transformative power of reading within the lives of Greek urban middle-
class individuals.

In conclusion, this research illuminates the dynamic interplay between readers, texts, and
social/cultural environments, emphasizing the agency and creativity exercised by readers in
navigating these spaces. Its interdisciplinary findings make valuable contributions to the field of
literary studies, while also holding implications for scholars, educators, and policymakers seeking a
comprehensive understanding of the multifaceted nature of reading practices and their
transformative potential within contemporary society.
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1. Elcaywyn

H mapoloa PeAETN EMLXELPEL VO KOTAVONOEL TIC XWPLKEG SLAOTACELG TG avayvwong. Me aAla
Aoyla, mpoomaBel va «TOTMOOETNOELY AVAYVWOEL, OTA XWPLKA cupdpalopevd touc. Mou
£6palouv oL aVayVWOoELG TWV oUYXPOVWV avayvwotwy/ Tplwv; To epwtnuo auto Ba urmopolos
va anavtnBel oxnUATIKA Kol AANEG EPEUVEC TIOCOTLKAG TIPOCEYYLONG TO €XOUV OTO TOPEABOV
gruxelpnoet [BA. NamapyanA kat Matwiwtng (1999)]. To OTL £€va MOC00TO avayvwotwy Stapalet
yla Topadelypa oTiG SNUOCLEG CUYKOLWVWVIEG TIOPEXEL LA YEVIKN €lKOVA. TL HoG AEEL OUWG YL
TOUG QVOYVWOTEG/ TPLEG OE TILO TMPOOWTILKO eMinedo; AElMEL TO OTOLKEIO HULAG TIPOCWITIKAG
paptuplag. H acuyxpovn £pguva tou MNavaylwtomnoudou (2022) xpnCLUOTMOLWVTAS TTOCOTLIKA OF
oUVOUOOUO HE TIOLOTIKA OTOLXELal KAAUTITEL O€ éva BaBuo auth tTnv EANAeldn. Emavadlatumwvel
Ta BaoKA MAPASOCLOKA EPWTHMATA YO TNV AVAYVWAN, T OTtolal CUVEEOVTOL OPYAVIKA LLE TNV
KOTAVONGON TWV KOWVWVLKWY 6uVONKwV mou yevvoLv tn dhavayvwaoio. MapaAinia enyelpel va
ovaAloesl Toug oUVOeTOoUG SE0UOUG HETOED avayvwong, KOUATOUPAC, KOWVWVIKWY OXECEWV Kol
gfouoiag otn onuepvy EAANVIKA Kowwvia. Ztnv (Sla katevBuvon, aA\d pe KabBapd TMOLOTIKN
TPOCEyYyLon, KLVeital n mopouaoa €psuva. YioBetwvtag eBvoypadikn mpooéyylon oToxevEL va
avadelfel péoa amo tov AOYo TwV avayvVWwoTwV/TPLWV TOUG XWPOUC ToUG omoloug ol idlol/eg
enevlUoUV e aVaYyVWOELS Kal TOUG AOYOUG yLa TOUG oTtoloug Toug emiAéyouv. AuTol pmopet va
glval xwpoL mou avopevopeva cUVS£0VTAL LLE TNV AVAYVWON 1] XWPOoL arpocdoKNTOoL Kol Xwpol
avopoAdyntol amo TG ouvnBelg £€peuvec. H mapoloa £peuva oTOXEVEL va avoSELEEL TIPAKTLKEG

QVAYVWONG KoL VONUOTOSOTHOELG OE OXECN UE AUTOUG TOUG XWPOUG.

XapTtoypadwvtog TOUg XWPOoUE Omou e56pAlsL n avayvworn, oL avoyvVwoTeg WAoUV EUUEoa N
AlyOTepO £upeoa yla tnv dla tn «duon» TG

XapToypa@mwvtag ToOuG XwPOoug EUMAOUTIIOVTOG TN YVWON OXETIKA HE TO TIWG
omov &8palet n avayvwomn, ot
AQVAYVWOTEC WAOVVY  £upeoa 1)
Alyotepo £ppeca yla T 8l T
«@Uon» TG gpmAovti{ovrag T HEOO OO TOV AOYO TWV QVayVWOTWV/IpLwV
YV®WOTN OYETIKA ME TO TG
eTITEAELITAL 1] AVAYV®WOY] KAl TL
oUUBALVEL TPV, HETA KO KATA TN

eruteAeltaL n avayvwon kat Tt cupPaivel mpuy,

META KL KATA T SLAPKELA TNG. H peAéTn cuxva

okoAouBel avadpoplkd TG SLASPOUEG TWV
BBAlwv mou evtomilovtal OTI TPOCWTILKES
Suapkea tng. ouMoyég Toug. Ymé autd Tto Tmpioua, o

LOLWTLKOG XWPOE —0 XWPOC TNG TPOCWITLKIG
ouMoync BPBAlwv— cuvdéetal pe AdN TEAEOUEVEC QAVAYVWOEL OTOUG XWPOUC TOU £XOUV
emuteAeotel. OL Adyol Tou avaduovtal MAPEXOUV Hia KAAUTEPN KATAVONGN TOU TPOMOU HE ToV

omolo Ta avayvwoTlka meptBailovia sival avamdéomnaota pe tn dnuloupyila voriuatog otnv
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avayvwon (Colclough, 2011, 6. 112), 600 Kal TNG SUVOULIKAG OUTWY TWV XWPWV OE OXECN UE TN

SLopopdWoN AvVoyVWOTIKWY TIPOKTLKWV.

2. Twti emA YO Ke EOVOYPA@IKT TIPOCEYYLOT) KAL TTWC £YLVE 1] £PEVVA

Kata tov Nte Zeptw Ol OXETIKEC £peuveCg adopolv w¢ emi To mAsiotov TN Si6aoKaAia TNG
avayvwong. InUEWWVEL emiong otL oto medio ¢ Kowvwvioloyiag ol £€pguveg gival oTtatikoU
TUToU, KABWG TEPLOCOTEPO UTIOAOYITOUV TN CUCXETLON AVALECQ OTA AVTLKEpeva mou SlaBalet
KAVELG, TNV KOWWVLKN UTIOYWYN TOUC KAl TOUG TOTIOUG OTOUC OTtoloug ouxValel, mapd avaluouy
outr Kabeauth tn Slepyacia TNG avayvwong, TIC TPOMLKOTNTEG Kol TNV TturtoAoyia tng (Nte

Zeptw, 2010).

H mapoloa épeuva emiBupel va cupPalel oto va «pEpel 0To0 GWG TNV OQUTOVOMLA TNG
QVOYVWOTLKNG TIPOKTIKAG KATW OO TOV LUMEPLAALOMO TG ypadnc» (Nte Zeptw, 2010, 0. 376).
ALOTL, VOL UEV ONUELWVOVTAL EPEVUVEC TIOU UEAETAVE TOV YPOLUOTIOUO WG KOWVWVLKN TIPAKTLKN,
oAAG aUTEG adopouV KATA KOVOVA TOV YPOUUATIONO wG cuvoAo (ypadn- avdyvwaon) n ival
£peuvec ou avadEpovtal Kuplwg otn ypadn. H mapoloa £peuva eVIACOETAL OTO KALUA TWV
gbvoypadikwyv PeAeTwY Tepl ypappaTiopol, Stadopomnoleital OpwE amnod TG TPonyoUUEVEG,
gotialovtog otnv avayvwon. AviAwvtag amo tnv Kowwvik Otwpia tou lpappatiopou
TPEOPBEeVEL OTL YLOL VOL KOTOWVONGOUHE TNV aVAYVWOon TIPEMEL va oV LE WG XPNOLUOTOLELTAL, TL
TIPAY LATIKA KAVOUV TOL UTIOKELMEVOL UE QUTH KOL TL VO AT EXEL OE CUYKEKPLUEVA TIEPLEXOUEVOL
(Papen, 2005, o. 59, Barton kal Hamilton, 1998, o. 3, Besnier, 2000). Etol, To onuelo ekkivnong
yla aUTr TNV MPOCEYYLoN €ival OTL N avayvwaon £ival KOWWVLKA TIPAKTLKH LoXUPLOUOG Tou Sivel

TO TpOTAYUO O Hia eBvoypadikr okomLd.

Ou UTOPOVOUIE VA LOXUPLOTOVUE OTLT AVAYV®OOT G
SpacTnpLOTHTA YUpakTNpileTal and pEVOTOTTA KAL CUVETIWG
AapuBavel kaOe @opda To oXNUA TOV TIEPLEXOVTOG XWPOL. N £vag
TOAUNPOG TTAPAAANALOLOG IOV AVASELKVUEL TNV EVHETABANTOTTA
TG AVAYVWOTIKNG SpactnplotnTag.

Ou ouvevtelelg oe Babog (in-depth interview) amoteAolv tnv KUpla mnyn SeSopévwv mou
Xpnotpomnolnonkav otnv mapoloa £PEUVO N OTOL0 ATTOTEAEL LEPOG LA EUPUTEPNG LEAETNC YL
TIC AVOYVWOTIKEG TIPOKTLKEG KOl TG Xpnoelg BIBAlwv amod eikool £va dtopa O0TIKAG peoalag
TA€NG o TpeLg eEAANVIKEG TTOAELS. OL cuvevTelEeLg mpayuotonolBnkav katd to Sidotnuoa 2012-
2013 éwa Lwong otnv ABrva, tn Osocoaiovikn kat Tt MutiAfvn. H GUUPETOXH TWV UTIOKELMEVWY

€ywve pe TNV TEXVIKA OdeypatoAndiog «yovootifadar», pio pn mbavotiky UEBoSO
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SeypatoAnyiog mou ypnotuomnoleital otnv €psuva medlou Katd tnv omola KABe ATOUO Tou
CUMUETEXEL OTLC OUVEVTEVEELG KaAe(TaL va TTpOTELVEL GANO ATOMA VOL CULLLETACYOUV OTNV €peuva
(Babbie 2011, 0. 292, Goodman 1961). Katd cuVEMELQ, TA CUYKEKPLUEVA KPLTRpLa KaBopiloTtnkav
ord Toug (6lOUG TOUC OUMMETEXOVIEG, HE TIPWTAPXIKA Tpolnmdbeon vo eival KAmolog
«OVOAYVWOTNGY» N, TILO CUYKEKPLUEVA, «dhavayvwotne» 1 «BBALOdPAog». H detypatoinia
xtovootiBadag avayvwpilel T onuoocia Tou KOWwVIKOU SLKTUOU KAl TWV OXECEWV yla TN
Snuloupylo OUCLOOTIKWY CUVEECEWY LE TOUC CUUUETEXOVTEG. H LEAETN AUTH aVASELKVUEL TOUG
TPOMOUG e TOug omoloug n avdyvwaon cuvbéel toug avBpwroug (Barton & Hamilton 1998, o.
16) amokaAurtovtag éva avadudpevo SIKTUo «avayvwoTtwy». Ta OVOUOTA TWV UTIOKELLEVWY
niou avadépovtal eival Peuvdwvupa. H nAikia, n amacyoAnon kot n katdotoon {wng, Omws Atav
Katd tnv Tepiodo Twv ouvevteUEewv, TapatiBevtol otnv ocuveéxela cuvOedepéva e T

OIMOCTIACLOTO AOYOU TWV QVaYyVWOTWV/TPLWV.

H ocuvévteuén oe BaBo¢ amoteAel MOLOTIK EPEUVNTLKA TEXVIKI TIOU TEPIAAUBAVEL EVTATIKEG
OTOULKEG CUVEVTEUEELG UE VA UKPO aplBO CUVOUIANTWYV yLo va SLEpeuVNBOUV OL OTITLKEC TOUG
yla plo ouykekplpévn béa 1 kataotaon (Gibbs, 2008). Itn ouykekpluévn €peuva ol
ouvevtelelc os PAaBocg oxedlaoTnKav yla Vo EMITPEMOUV OTA UTIOKEIPEVA TNG €peuvag va
ekdpalovrtal eAevBepa 600 T0 Suvatdv EPLOCOTEPO 0TV cUTNTOUV TG EUMELPLEG, TIC AmOPELg
KOl TIC avauvAoell TouC. OL ouvevteUEelg Ntav un Sopnuéveg, Xwplg MPoKaBOoPLOUEVEC
£PWTNOELS, AAAQ akoAouBoUv Tov «ouvhBn Yapaktipa tng £Bvoypadlkig cuvolAlog Tou
EYKETOL OTNV €vtaon HETAEU NG «PuUOKOTNTAG» KOL TNG KEVOPXNOTPWONG» HLAG KAANG
cuvoLAiag Onwg evvoouvtal os eBvoypadiko mAaiowo (Madden, 2010, 6. 65). Auto enétpee
OTa UTTOKEIMEVO VO TTIOUV TLG LOTOpPLeC Tou oxetilovTtal e TNV avayvwaon ToU ATAV CNUOVTIKEC
ylo QUTQ, avTi va amavtouv os mpokaBoplopéveg epwtroels (Barton & Hamilton, 1998, o. 64).
Kata tn SLdpKela TG CUVEVTEUENG WOTOCO, OE OPLOPEVA ONUEla, avadUovTav EPWTINOELC TTIOU
KpilBnke okomo va teBolv kabwg Ba eumloutilav 1 Ba avapabulav ta dedopéva. Omnote
OUVERALVE AUTO NATav Ue LOLALTEPN MPOCOXA OTO AMPAGKOTTO TNG adryNoNC TWV UTIOKELUEVWV.
Katd mepimtwon oL epwTroEelg QUTEG Uopel va armeuBlvovtav os eplypadLko eninedo (mwe
avtidauBaveoat), oe Soulkd emninedo (mowx n oxyéon) n va emniyelpoloav cuykpioelg (mota

Stapopa) (McCurdy, Spradley kat Shandy 1972:178-179).

AMWTEPOG 0TOXOG ATOV va avadelyBolv molotikd eBvoypadikd dedopéva mov Ba Bondricouv
oTNV Katavonaon To BabUTEPOU VONLATOG TTOU KATEXEL N AVAYVWON OTLC {WEG TWV UTIOKELUEVWV.
JuvBEtovtag Kal avaAuovtog to SeS0UEvVa AQUTA, OKOTIOE TNG £PEUVAC EIVaL VO OTTOKTIOEL hLa

BaBLd katavonon TG eyyeVoUC onUaciag tng avayvwaong otn {wn Twv epwtnBéviwy, Kabwg Kot
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va Slepeuvnoel TNV autofloypadiki €EEALEN TWV AVAYVWOTLKWVY TOUG EUMEeLpLwv (Mason 2011:

175).

To ox€8l0 TNG CUVEVTEUENG ETIKEVIPWONKE O OeUaTIKEG TiEPLOXEG. AkoAouBnoe Bepatikn
aVAAUOHN PE OTOXO TOV EVIOTLOMO KOl TNV avamntuén Bepdtwy mou mpokUTTouV ansubeiag ano
Ta molotikd SeSopéva. H Bepatikr avaluon enétpede pia SLEPELVNTIKA TIPOCEYYLON yLa TV
katavonon Ttwv 6edopévwyv (Mason 2002). OL Oepatikég TeploXeG Olepeuvolv  TIG
ocupudpaldpeveg TTUXEG TNG avaAyvwong, ocuumepllapBavopévne tne euddaviong tng oes
OUYKEKPLUEVOUCG Beopolg, TomoBeoieg Kal XPOVIKEG TEPLOSOUC. MEoa amo T OepaTIKEG
TEPLOXEG N avaAuon epPablvel oe amtéc ekPPAOCELS TNG AVAYVWONC, OTWC TIPOCWTILKEG
EUMELPLEC N AVAUVAOELG, KoL £EETATEL TIG OXETELG TTOU KAAALEPYEL N avayvwon. Mepikol amo Toug
KUploug Topeic mou SlepeuvnBnkav OTIC ouVeVTEUEELS NTav oL €€RG: afleg KAl OTAOCELG TTOU
oxetilovtal HE TNV avAyvwon, TIC QVOYVWOTIKEG TPOKTIKEG, Ta PPAla  (wg
OVTIKELUEVA/TIEPLEXOLEVO), TOUG XWPOUG OVAYVWONG KaL TG auToPLoypadLkéG LOTOPLEG OXETIKA

LE TNV avayvwon Kot to BLRALa.

ApxLKa n oulNTNon e0TLALEL OTOV LOLWTLKO XWPO, XWPO cuAoyn ¢ Twv BLBALwY Kal teplypadel Ta
Intuata mou oxetilovral pe TNV OlOKTNGOlO TOUG Kol avalntd VonuUatoSOTAOCELS TNG
MPoowTKNC PBLBALOOAKNC. 2Tn ouVEXela, OTPEPETAL OTNV TPOBANUATOTOINCN XWPWV TNG
avayvwong onwg avaduovtal otov AOYyo Twv TANPodOopNTWY ETILXELPWVTOG TNV OvVASELEN
TIPOKTLKWYV Kol okEPewV TIou daivetal mwg BETouv {nTrpaTa yla to Xwpo. H oculntnon dépvel
eniong oTto TPOOKNVIO TN SLlEPelvNon TWV OXECEWV TWV UTIOKELWEVWV UE TOV XWPO TNG
BBALOBNKNG wg Beopilkol opydvou. Autd mpoodépel otolxeia yia va oulntnBel o poAog

NYEUOVIKWV LOoPP WV avayvwaong o€ oXEoN HE TLG TIPAKTIKES TWV AVOYVWOTWV/TPLWV.

3. XwpoL Kol CWUATOTIOMUEVT] AVAYV®OoT): Xm0 TNV WBwTIKY ot dnuiocila
caipa
H avayvwon sival pia uAkn dpaotnplotnta mou adopd To WA Kal eyypddeTal o EVa XWPO
Kal oe plo oxéon He tov €autd Kal Toug GAAoug (ZdnpomovAou, 2015). MNa tn Babutepn
Katavonon t¢ ¢olvopevoloylag tng avayvwaong n XwpLkn tomoBEétnon Tou owHaTog ToU
Stafalel €xet buaitepn onuacia (Colclough, 2011, o. 99). ESw BOa eoTldCOUUE OTN
onuacloSOTNON TOU XWPOU OTOV OMoio KLVeltal n avayvwaon gyypadovtag Tnv eumnelpia otov
XWpo, Tpocodidovtag vonua Kol HETAHOPPWVOVIAC TOV O «OVAYVWOTLKO». € QUTH TN
SladLkaoia Ta UTIOKELEVA CUVATTOUV OXEOELS e TLG ToTtoBeaieg mou kataAapfavouv aAAd Kat
LE UVAUEG TIOU gUMAEKOUV avBpwWIouC Kal yeyovota. Evag xwpog, GAAWOTE, amoKTd vonua,

onuaocia Kol ouvlEoelg Héoa amo avBpwTmveg SpaoTtnpLOTNTEG, AVOUVIOELG KOl TIOAITIOTIKEC
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TIPOKTLKEG. JUVOEETAL e Hla aloBnon TauTOTNTAG, LOTOPLAC KOl CUVALOBNUOTOG. ZUVETWG,
UIOpPEL val YIVEL KATOVONTOG WG N BLWHEVN EUTELPLA KAL EPUNVELA LE TNV OTola EUTOTIETAL ATIO

ATopa N KOWOTNTEG.

EBvoypadikég PeAETEC TOU UALKOU TTOALTLIOMOU TTou adopouv cuvadr B£uata, aoyoAolvTal Ue
TOV TPOTIO TIOU OL XWPOL EUTTEPLEXOUV TIAPAYOUV KAl avamapayouv, dAAA{ouV Kal TPOTOToLoUY
TNV TPOCWTILKA KAl KOWWVLIKNA eumelpio. Mia avtiAnn tng €vvolag Tou Xwpou Tou EXEL
EMNPEAOEL TNV avOpwriohoyikr mpoomtikn Kablepwvel o Lefebvre (Outhwaite, 2003, o. 654,
Moran, 2005, 0. 116) mou Loxupiletat 0Tl 0 TOTOG IOV SLEEAYETOL N UTIAPXEL KATL KATOLOKEVU ATETALL
oo YWPLKEC TIPAKTLIKEC KOl AVATOPAOTACELS. MTTopoUpE va BEwWPHOOUE TNV TPAKTIKH TOU
XWPOU w¢ «pio Stalektikn Stadpaon», EVW N avoamapdotacn ToU XWPou, amo TNV AAAn mAsupa,
amoteAeital anmd Kuplapxeg oulntnoelg, oL omoleg «mpoodlopilouv TL PLwvoupe, TL
avthapupavopacte kol TL okedTopootey. OL OVANAPOOTACEL TOU XWPOU Eelval ekel mou
Buwvetal n kaBnuepvoTNTa, EKEL TTOU TA UTTOKE(PEVO TOTIOBETOUV TIC EUTELPLEC TOUC (Lefebvre,

1991).

H UAKA Kol €VVOLOAOYIKN Tapaywyr TWV XWPWV avayvwong, Omw¢ culnTeitol omd Toug
OVaAYVWOTEC/TPLEC OTNV TOpoVoO EPEUVA, CUCYETI{ETAL HE TO Tapardvw Bewpntiko mAaioto. Ot
ouvopAnTtég/TpLeg avadEpovial o SLadIlkacieg Omou n avayvVwOoTIKY EUMELpLo TipooapUOTETaL
HEOW TOU OWHOTOG OTOV XWPO TIoU cupPaivel i/ kot ocuppopdwvetal He uTtodeifeLc, odnyieg,
€VTOAEG TToU urtoBaMovtal i emBaAovtal amnd toug idloug toug xwpout. I'ia va kataAdfBovpe
™ SuVaKY aG KAVOUUE evay (0wG TOAUNPO TAPUAANALGUO TTOU AVASEIKVUEL OUWS TNV
EVUETABANTOTNTA TNG AVAYVWOTIKNG SpactnploTNTaG. O UTTOPOVCAE VO LOXUPLOTOVUE
OTLT) AVAYVWOT WG SpACTNPLOTTA XAPAKTNPIJETAL ATIO PEVOTOTTA KL CUVETIWS AAUBAVeL

KAOE (pOpA TO OXNUA TOV TIEPLEXOVTOG XWPOU.

Avalntwvtag Tig KataAAnAeg ouvOnKeg, i aALwg TNV KAtdAANAn «atpoodatpa» (Latour, 2007),
oplopévol Bewpolv To OTiTL Toug 1 TNV gyyUG EMEKTOON TOU, OMWE TO UMOAKOVL TOUG yLa
napadelyua, Tov To KatdAnAo xwpo yia StaBaocpa. H dwwtiky odaipa efaipetal yia tnv
KaTaAANAOTNTA TG 600V adopd TNV avayvwoTiki Spactnplotnta. EAelETAL KOWWVIKOTNTAC,
Sev €xeL emionpo YopaKTpa cuVENWS Bewpeital pia Eekolpaotn dpactnELOTNTA e TNV ool
omoAapBAVEL KAVEIG TOV Xwpo TOu ot pia oxéon aAAnAemidpacng pe tnv amolouch Tng
avayvwong. O KOWWVLKOG XapakTRpag tng Snuoctag odbaipag avilpeTwiletal we eUnodlo otnv
npoonAwaon ya tov Nikndopo, evnTa ETWV TTAVETLOTNULAKO, TTou (gL Pe TV cLIUYO TOU OTnV
ABrva. MdaAlota, yla tov (510 To Stdpaopa ekTog LBLWTIKAG odaipag eppnveletal we pia popdn

enidelngc:
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AwBalw oto omity, omaving og ka@e kat E§w. To Stafaopa eivat EmayyeALATIKO KAt
Apa TIPETEL VA YIVETAL GTO YPAPELD, GTOUG XWPOUS epyaciag, To & GAXo elvat (BLlwTikd
Kol Oewpwd OTL TIPETEL KL EKEIVO VA YIVETAL 0TO OTITL KAl AKOUX GE TLO ISLWTIKOUG
XWPOUG OTIWG elvat g Péva To KPEPATL T EVAG KAVATIEG. (...) Oewpw OTL To StaBaopa
€Ew, KaTd TNV Ao pov, Yivetat Hovo yla A0youg emidelEnG... Sev umopw va StaBaow

€€w! (Niknopog)

Y10 umaAkove Stafalw apketa. Oty eipatl 6To THTL 0 XWPOG IOV Bar SLHAEEW elvat TO
umaAkove. M’ apéoel o elval eEwTEPIKOS XWPOoG, W apéoel 0 WTIONAG...Nopilw to
PwG glval To kKOPLo. AAAG KL oL KapEKAEG oV €xouvpe 0To UTtaAKOVL ([eAdel) Eivod
avamauTikeS. (EAAN, Tplavta eT®V, HEVEL LE TOV CUVTPOPO TNG oTnV ABNva, uTTELBLVVY

ypageiov o€ [Mavemotuiako Mpoypapua)

Aev Tpénel va umoBEooupe OUWG, OTL TO oTiTL 6ev UMopel va amoteAéoel iy MOAAATAWY
QMOCTIACEWY, OTIWG EMLONUALVEL 0 AVTWVNG, TPLAVTA 600 €TWV, o (gL 0T OecoAAOVIKN Kol
elval vroymeotog Sidaxtopag ToAttikwv Emiommuwmv. MNapoakdtw, pou e€nyel Tig Aemtég
OIMOXPWOELG OTLG LETABOAEG TTOU OVTIAAUPBAVETAL OTNV «ATUOODALPAY, LETA ATIO ATTALTATLKO Kol
noAUwpo SidBaocpa oto omitt. Otav oL cuvOnkeg Sev eival MAéov KatdAnAeg, xpeldletal
ouvnBwg va alatet meplfallov inyaivovtag oe éva kade TOAAEG GOPEC YLa VA CUVEXLOEL TN

UEAETN.

'Oty -Tov £xeL TUXEL AGYW TwV 6TIOLSWV- SlaBdlw Tdpa TTEpa TTOAD KAt OAN 1 Hépa
@evyel ue  SaPfacpa, oamd  Eva onuElo KAl  HETA  av  £€XEL  QuTO  TO
KATAVAYKAOTLKO...apxL{ouv va 6" evoyxAovv 1] va emtnpedlouv TV amd8001 60U HIKPES
AeTtTOpEPELEG VOUITW. AnAadn TL Beppokpacia Ba €xel TO SWUATLO...yLaTi ElvaL 0 XWPOG
IOV KABeaaL OAN TNV NUEPQA KAl KapLd @opa elval TTOAD avuTIO@OPO KAl CWUATIKA Kol
Yuyxwa -8lwg otav mpémel va Swafacelg katt mov Sev Bédelg. Kat Exw
ouvveldntomomoetl 0Tt BonBave TApa TOAD 0L KATAAANAEG GLUVOTKES, MOTE Vo eivat

TIOLOTIKY] 1] AVAYVWOoT).

4. BIBALOONKEG: 0 KAT' €§OXAV XWPOG AVAYVWONG

Av autd ocupBaivouv otn odaipa TN WBLWTKOTNTAS, a¢ SOUHE TWPA TWG KATAOKEVATETAL N
oVOYVWOTIK  6p0oTneLOTNTO.  HECA OE  OUYKEKPLUEVOUG BeopoBetnuévoug  Xwpoug,
ETUKEVTPpWVOVTAG To evladépov oto mapadelypa tng BLBAoBrAkne. Méoa amd tnv UALKOTNTA
TOU OAAG KAl TV OpYAvVWOoN Tou €va KTAPLo eTdpd oTnv Kivnon Twv avBpwrnwv pHéca s auto
KoL otnv avBpwrivn oupmnepldopd, Onuoupywvtag €va  TAalolo  eumelplag  Kal

anoBappuvovtag KATOLEC HOPDEC KOWWVLKAC emadng evw evBappUvel GAAeg. H BLBAL0BAKN
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elvatl évag xwpog eldIkOC, adlepWHEVOC OTNV avAyVwWaorn, £vag armod Toug Alyoug TOmoug Omou N
avayvwaon elval pia ouyxpoviky cUAAOYIKN acyxoAia. Méoa amod Tnv opyavwaon Kat tn puoLwon
TOU XWPOU, TOU XPOVOU KOL TWV KLVICEWV TOL CWHATA pag ekmaldelovral Stapopdwvovtal amd
Kuplapyec Lotopilkd popdEc xpriong tng PLBALOBAKNG evw oL 0dnyieg yia T xprion tng dlag g
BBALOBNKNG -KAVOVEG TIPOKELMEVOU va cuvtnpnBolv cuAloyEG Tou mpoopilovtav yla Kown

xpnon (Saenger, 1997)- emuteivouv tnv aioBnon ehéyyxou kat puBuLoNGL.

Y1o tnv évvola ¢ etepotomniag Tou Foucault n BLBALoBrkn Ba pmopoloe va MPoodLopLoTel wg
«EVOG TOTIOG TIOU CUYKEVTPWVEL OAOUC TOUC XPOVOUC KaL Ttou Ba gival o 610G eKTO¢ XpOvou Kol
oTO amupoBAnTo Tou Xpdvou» (Qoukw, 1984). OL eTepoTOTiEG CUVOEOVTAL IE ETEPOXPOVIOHOUG.
H etepotomia &ekwvael va Asttoupyel mANnpwg otav ol davBpwrol Bpiokovtal oe éva i60¢
andAutng pnéng pe tov mapadootlako toug xpovo. Mia mAnpng culntnon yla TNV TtepoTonia
wotooo Bpioketal mMépa and 1o nedio autAG TNG HEAETNG. YIIOSEIKVUETAL OUWE TO YEVIKOTEPO
TEplypappa pLog térolag ouvdeoncg kabwg Sivetal éudacn oe €KelVEC TG OTIYUEC TIOU OL
OVAYVWOTEC/TPLEC VONUATOSO0TOUV TO XAPAKTNPLOTIKO TNG PAENG LE TOV TTapadOoCLaKO XWPO Kot
TOV XpOVO WG LdLaitepa yonTeuTiko otolyelo. H cuoyx£tion toviletal dlaitepa otav n BLRALONRKN
OVTOTIOKPIVETAL 08 MAPASOCLOKEG ovamopaotdoslg (EUALVN, maAld ktA). H atpdodatpa tng
BLBALoBRkNg 6mou duAdcoovtal BPAla aAAwv emoxwv dnuloupyel pia aicbnon mpootaociog.
Ztn dnuLoupyla autou Tou KALLOTOG OUVTEAEL N TOALA KATOOKEUT, N dTlaypévn amo EUAo, Ta
MLKpA mpaova optatid. OL oAU poviépveg BLBALOBRAKES —oL ‘“Téleleg - mapouoLalovTal KPUEG

KOlL KOTA KAToLo tpomo Sev mapExouv aiobnon npootaciag (Eco, 2012, o. 306).

Kat oto mavemiotuo ftav §vo BRA0O1KES, pia Tav ToAL TaAld Kot pia povtépva
eTEWVN Kot Stafalo kKaAVTEPA GTNV AAAN, TNV TIAALA...TTOV SEV T YALVE OXESOV KOVELS.
AMG Ntav Tapa oAU wpaia. ‘Htav oo va joovva TG va 60U Tw..HTAV 0€ GAAO
kbopo. ‘Eviwbeg 6Tl foovva.. Sev elxe moAD kO6opo, NTav Alyo TO TOALO TO
TIAVETILOTNILLO, TA XOUNAA QOTA, £TOL OKOTEWA... TV wpala, W dpeoe ekel. Exel
pumopovoa kat StaBalal (MupTw, TPLAVTA TEVTE XPOVWOYV, HEYOXAWMEVT 0TO AovEivo

atd 'EAANveG Yovelg, Soudetel o€ 18lwTikd oxoAeio otnv ABrva)

Ouwg, TO XOPOKINPLOTIKO TWV ETEPOTOTILWY TIOU  ETUONUAIVOUV  TEPLOCOTEPO  OL
mAnpodopnTtég/tpleg Sev elval autd, oA 8lwg To yeyovog tng UMOPENG EVOG CUOTHOTOG
ovolypatog Kot KAELGLUOTOG TO OMOoLo aVTATIOKPIVETAL O GUYKEKPLUEVOUG TPOTIOUG ETUTEAECNG

katpooPBaong (Poukw, 1984). OLtAnpodopnTtéG MPoBAAAOUV AVTLOTACELG OTNV KATAOKEU N TNG

1 BA. xapaktnploTika&: «Kavoviouos 360¢: Ot avayvawotes Sev eMITPEMETAL VA KukAO@opolv EumdAnTtoL otn
BiBAtoOnkn». University of Cambridge, Moore Library.
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QVAYVWOTLKNG dpaoTneLOTNTAG UE £V GUYKEKPLUEVO TPOTIO TIOU YIveTOL OTOo TAALCLO NG
BLBAL0OAKNG. Evtomilouv molkiloug AGyoug yLa Toug omoloug améxouv amno &va Xwpo Omou n
pHopdn avAyvwong TPETEL VO UTIOKOUEL 0 0pLoBeTroel. To KOWWVIKO MAaiolo Kal n éa
moMwv atopwv mou Stafalouv tautoxpova otov iSlo xwpo, eival Baoclkd otolxeia mou
anoBappuvouv tov Nikndopo. EmmpocBeta, o Apng, EIKOCL EVWEA ETWV TIOU SI8AOKEL LOVGLKT)
o€ SNUOTIKO oxoAelo avadEpel WG EUMOBLO TIG CUVONKEG BepLOKPACLAG TIOU EMIKPATOUV WOTE
va emteivouv TV TAON TOU yla UTtvo. Ev TéAEL, kot ol SU0 KAVOUV AOYyw YLa N-TIOLOTLKNA

ovayvwaon otov Xwpo tn¢ BLBALoORKNG.

Oewpw OTL givat Alyo koAUtepo amd to SdBacua ™G TovaAétag. Tati sival
mpookalpo SwaBacpa. Eivat Atyo kodUtepo 1 l0wG apKeTd KOAVTEPO AAAG Sev €xel
Kapia oxéon pe to StdBacpa Touv omitiov. AAAG Sev €xel Kapia oxéon, To GAlo eivat
mpodokalpo StdBacua (...) Aev ateB&vopal oAY AveTa, ylati elvat o xwpog ToAAwY
avBpwTwv, cAAG 6Tav apxilw kal eLTAAK® 0To SdBacpa EExvaw aUTO TO YEYOVOS

kot StaBalw. ITavtwg 8¢ pe mapotpivel oe kapia mepimtwon. (Nkn@opog)

Baptépat Aev Epw ylatl. Me tidvel voota oTig BBAL0ONKES... Zé€atn ! 'Exel (€0t 0TIS

BBAoONkeg. [ToAV (€otn oTig BLBAodNkes ! (Apng)

H nouxia mou emPAAAeTal oTOUG XWPOoUG TG BLBALOOAKNG yla va TipocTatevoel tn Slaomoaon
T(POCOXAG TWV AVAYVWOTWV/TPLWV Kat N td€a tn¢ BLBALBNKNC we nouxaotnpiou (Saenger, 2006,
0. 171) daivetal otL Suoxepaivel TV avayvwon oplopévwy mAnpodopntwv/tpuwyv. Oplopévol
AVAYVOOTEG/TPLES, OTIwG 0 Kupldkog kat 1 'EAAN, Bewpovv v emiBeBAnuévn nouyia wg
QTOTPETTIKO TIAPAYOVTA YL ML ATtoSO0TIKTY avayvwor). H «a@iown» amovsia Boptov, 1
amovoia kiviong kat Opdong Aettovpyel Tapadofwsg Yyl KATOLOUG OVOYVWOTES

TIUPEUTIOSLOTIKA 0T CUYKEVTPWOT VTEVOL HIloVTAG TOUG KABE GTLY | TNV KATAGTOAT TOUG.

AwoBavopovv Alyo doynua ylxti 60Aog 0 KOGHOG oV TNYave ekel yia va StafBdoel,
ETIPETIE VAL SLATNPTOEL LA EavayKaoLEv ovy i kat to Bgpa pe Tig BIBAL0OKEG... Sgv
umdpeoa mMOTE va oUYKeVTPWO®W, va Slafdow ovoLaoTIKE, YTl 6Tav EXES éva
otaBepd 1xo Sev o’ evoyAel. Evwdy am’ tnv amdAuvtn novxia to va méoet éva poAUPL eivat
NX0G ekeivn TN oTiypun. AnAad), Exelg okapmaveBaopata...o 1X0G ToU SpOLOL Tov Elval
otaBepdg elvan {TTTTTTTLTT kat Sev aAAdlel yiati eivat {TTTT. Me BonBdel meploadtepo
VO CUYKEVTPWO®. ZTNV amdAuTn nouyia, To va KAVELS auTO KAl VX AKOVOTEL, Tapdlel
katt (Kuptdxog, Tplavta xpovwy, (el 6t OecoaAovikn pe ™ cUVTPo@O Tou, SouAgVEL

WG VTIAAANAOG o€ KeEVTPLKO BLIBALOTIWAEO TNG TTOANG)
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Eve ' apéoel to mepfaArrov ¢ BiBAobnKng, SuokoAgvopal va Viow olkela. Ag
viwBw kabdAov otkela... auth 1 novyia 1 omola dpwe pmopel va Statapayxbel kL amod
KATL TEAEIWG AOXETO... eV EEpw. A pov Snuovpyel kabBdAov cLVOT|KEG TETOLES TIOV Vi
UTOPW Vo oLYKevTpwOw. Agv ' apéael (...) Iov og mapatnpovv. Evid 6to petpo,
viwBw otL yivopat Atyo amapatipntn pe to BAlo. Eved ot BipAodnkn vouilw ott
elval oAU kowwvikd... Topa Oa palevtovue €8w va Swafdacovps, oAdd O«

KOLTaXTOVUE Kal Alyo. Aev pov apéoet, OxL (EAAN)

‘Evag emutpdoBetog Adyog ylo Tov omoio n avayvwon Bewpeital Alyotepo amodoTLKN ) TIOLOTIKN
ortd moAAoOUC CUVOMIANTEG, TIPOKUTITEL OO TOV KOWWVLKO Ttapdyovta onwe Biyel mapamdavw n
EA\N WAWVTOC yla TNV mopatnpnon, To BAEUO TTOU EUVOEL N akwvnola KoL n €Vtovn OTTIKN
SpactnplOTNTA 0 OXEON HE omoLadnToTe GAAN. To BEUa auTO amacyoAEl KOl EMAVEPXETOL KAl
oe AM\eg ouvoplhieg. O Apncg eival blaitepa emikpltikog, kabwg Bewpel OtL moAAol
Xpnotgomolouv tn BBALOBAKN WG XWPo e TNV emidachn avayvwong Kal e HOVO OKOTO ThV
KoWwwvLIkn emtadn. H Odlela, mapouoLlaleTal TEPLOCOTEPO PETPLOTOONCS, AAAA WOTOOO CUVTEIVEL
otnv anoyn otL Sev Asttoupyel kaveic povo “avayvwotikd” otn BLPAL0ONKN aAAd neplocdTEPO

KOLWVWVLKA.

115 BBALoOKES YeVikd viwBw apoia. Niwbw va onkwbw va @Oyw amd KeL Tépa.
Axkov, B cov @avel TapdEevo kol AoyMUo aAAG, vopilw OTL LTIAPXEL TTAPA TIOAV
peydAn voxpioia otig BLA0BNKeg! Agv pmopm va KATAAGBw YTl va TTPETEL KAVE(G
va Tael o€ pla BipAodnkn vy va Stafdoel. Katadafailvw yati va aet va Savelotel
éva BBAlo amd ke, aAAG ag TOVUE BewpPw OTL ekel TTAEL 0 KOGUOG YL va Tov Souv! (...)
Noullw ot exel maeL kaveig yia va {evyapwoet. Kt autols mov Sev mapadéxovtal 4Tt

TIAVE KATIOL YL va LEVYAPWOEOVY, EYW TOUG avTITaB® mapa moAv. (Apng)

(..) 60eG @opég £xw Bpebel oe BPAOONKN oTO TAPEABIY, KUPIWG oTA XPOVLIX TOV
TIAVETLOTNLIOV —TIAVTA A0YXOALOHOVV E TO TL KAVOUV OL YUPw Hou-8NAadT akoOpa Ki
av Sev NOeAa TeAkd £BAeTa TTAVTA TL KAVOUV 0L AAAOL, Edayva va Bpw YVwoToUG... HE
amoomovoe Tapa TOAV autod, 8 Siafala... (OdAewn, TPLAVTA TECGAPWVY XPOVWYV,

PAPUAKOTIOLAG, EL e TOVG YOVE(G TNG 0T Becoaiovik.)

OL meploodtepol/eg amod touc/tig mAnpodopntég/tpleg dev viwbouv OtL dev umopolv va
0LOKNOOUV TLG LOLWTLKEG TIPAKTLKEG AVAYVWONG O VAV KOLVO XWPO avVAYyVWGCNG TTOU UTTIOKELTOL OE
puBuioelg, omweg n BLBALONAKN. Evag Adyog mou amoppinmtouv ThV avAyvwaon GTov XWPo TN¢
BBALoONnkNng elvat ylati Sivouv mpotepaldtnTa othv amoAouacn TNg avayvwaong, n omoio

ocuvenayetal pla popdn eleuvbepiag, un opatr) ocuvnbwe otn Snuodcla odaipa. e aAUTO TO
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mAalolo, mapadoolakég agleg mou cuvdEéovTal e KavoviopuoU g tng BLBALOORKNG Katappimtovral

o€ pia odaipa mou dev untdkettal oe TAaiolo €€wBev eAéyyou, Oomwe cupPaivel otn BLBALOOBNAKN.

Agv pov épyxetal va SwaBdow otn BAONKN... Tati dev elpar povn! (Xplotiva,

TEVVTA ETWV, (el aTnv ABNva, Si8dokel otnv TpitoBdduia Exmaidevon)

Ag BéAw va To kavw. Tt katapynv pmopovv va kottav’ ot dAAot Tt Stafalw kot e W’
apéoel autd. Ae 1 apeoel va BAETEL 0 GAAOG TL Stafalets. (Maplog Sekaevvea Xpovawy,

@ortntns o€ ZxoAr Kinuatoypdgov)

H doknon tng efouciag mou ocuvBétouv oL puBuicelg g BLBALOONKNG yivetal péow TG
grutnpnong. O Foucault opilel Tnv emtnpnon weg «éva ouvolo Spacswv Mavw O SUVATEC
Opacelc —evepyel oto medio SuvVATOTNTAC OMOU EPYETAL VO EYYPAPEL | CUUTTEPLPOPA TWV
SPWVTWV UTTOKEIUEVWVY»— CUUTIANPWVOVTAC OTL «TTXPAKLVEL, ETIAYEL, EKTPEMEL, SIEUKOAUVEL I
KaVeL katt 1tio SUoKkoAo, SLEUPUVEL N MEPLOPILEl, KaBoTd KATL TEPLOCOTEPO 1) Alyotepo midavo.
Oplaka eéavaykalet n eunodilet anoAvuta» (OQoukw, 2008, a. 92). O Lyons (2012) woyupiletal
OTL TO HOVTEAO £TUTAPNONG ATAV TO 1810 oTLC BLBALOBNKeS TNG AyyAiag Tou 19°° alwva OTwe auTo
mou Teplypddel o Foucault yia tic dudakég. MaAlota, Kavel AOyo Kal ylo “opXLTEKTOVIKO
eKPoBLONO” ToV oTtolo AVESUE N VEOKAAGLKH apXLTEKTOVLKA TwV BIBALOBNKwWV TTou Sopoloe Eva

-O)L KL TO00 PLAOEEVO- TtEPIBAAAOV VLA TOUG OVAYVWOTES EPYATLKNG TAENC.

Me ti-mo-ta Sev pmopw va Stadow og BRALOONKY, YTl av kal yw elpat ouxog
avBpwTog dtav Safalw dev kKAvw @acapia, OTAV Hov EMPAAAOLVY TNV Nou)ia Kal
UTIAPYEL YUPW KOGUOG TIoU Tov €xel emBANOel 1 novyia kot va elval PeTpnueves ot
KW OELG TOVG... XUTO PE KATATILELEL aOpnTA. MTOp® va TAw va SIaAeEw éva BLBALo
amod ekel, kat va to Stafdow otov xwpo pov. (Biktwpag, tplavta mévte, S18&aokel

[TAnpo@opkr| o€ SnuoTikd oX0AEl0)

Ytov avtimoda Bpioketal n amdAavcon tng avayvwonc. Na t Qwrtelvr, mou sival dekoevvéa
gtwy, gival pottitpla oxoAng NAnpodopikng kat et petafl Oscoalovikng Kot lwavvivwy, pia
avamnauTikn B€on, pia eAeubepia KIvioewv Kal n eAevBepla Tou Kamviopotog cuvBETouv €va

mAaiolo anoAauong to omnoio dev pmopet va uttapésl otn BLRALOBNKN.

E 8ev, Sev... Aev pmopeis va kamvicelg, Sev pumopeis va foAevuTels kadd. E€pw eyw elvat
oAU GUYKEKPLHEVO TO TIWG Ba StaBaaelg ot BAL0ONKN. Elvat tpokabopiopévo. Zov
Agel aUTO elval To TPATECL ooV, aUTN elval 1 KapEKAQ 6OV, AUTOG lval 0 XWPOG GOV

auTO B KAVELG, §eV UTIOPEIG VA TO KAVELG KATIWG QAALWG.
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lowg va PNV €xoupe ayylEel akoun TNV MPAKTIKN ATOAYLOTOINcN TOU XWEOoU Twv BLBALoBnkwv
Kal ot BLPALoONKeg ou €xoupe ocuvnBioeL i oL AVATAPACTACELS TOUC VO AMEXOUV Alyo amo To
TPOTUTIO Tou 150U OLWVaA, 6TOV OMOL0 ATAV «LEPOG XWPOE KATAVUENG OTIOU TMPETIEL VAL ETILKPOTEL

nouxia» cOPPWVA PE TOUG KAVOVIGUOUC

OpLoPEVOL AVAYVROOTEG/TPLEG BEWPOVV mG  BBAwobrkng g ZopPovvng
™y emPefinpévn novyia  t™mg (Saenger, 2006, o©. 171). Ot
BBAL001kn¢ Y QTOTPEMTIKO ) )

TMapdyovta  yl@ M QTOSOTIKY) mAnpoopNTEG/TpLEg &V Toutol,
avayvwon. H «a@lowkn» amovoia apdLlopntolv tov Xwpo, audLloBnTwvtag

OopVBov, M amovcia kKivnong Kat
Spaong Asttovpyel Tapadoiwg yux
KATIOLOUG AVAYVWOTEG TAPEUTOSLOTIKA
0Tl OUYKEVTPWON vTevOupi{ovTag OUOLOOTIKA HME KAVOVEG pNTOUC Kat
TOUG KO£ 6 TLyp1] TNV KATAGTOAN TOVG.

pEéoa OTL «EVOODEOULKEGY OXEOELG

efouolag mou oL Beopol Spouv

appntou¢. OucLOOTIKA, OpdLoBnToLV
TOUG KOVOVEG EVOG GUYKEKPLUEVOU TUTIOU
OVAYyVWonG améXovTag, Ol TEEPLOCOTEPOL, Ao TO XWPOo Tou mpoodlopilouv wg Lwvn eAéyxou,
SnAwvovtag He TNV amoxn Toug thv anoppudn ¢ wxvog kat tng “atiag” Tou. H audlopritnon
autr pnopel va cuoyetiotel pe éva véo «modus legendi» (tpomog avayvwaong) Tou onoiou ot
dopeic eival kupiwg oL veapol avayvwoteg (Cavallo kat Chartier (2008). H avayvwon o€ auto to
VEO TAQIOLO «ETUTPETELY HLla evTEAWG €AeUBepn aTopik otdon (to va Slafalel kaveig
EamAwPEVOC OTO MATWHA, OKOUUTLOPEVOG OTOV TolXo, KATw N Tdvw amo/oto to ypadeio)

TIPOKELUEVOU va Slapopdpwoel Evav xwpo olkelotntac (Sidiropoulou, in press).

Y€ aVTLOLOOTOAN HE TOUG epLoodTEPOUG TIANPOodOoPNTES, N Zwr, TPLAVTA TWV, GLAOAoyog, Tou
UEVEL JE TOUG YOVEIC TNG otnv ABrva, mpocapudletal o eUkoAa ota Sedopéva. Kavel, emiong,
AOYO yla TN SUAAOYLIKOTNTO TNG AVOYVWOTLKAG EUMELplag wg ouvipodiki oxéon. Daivetal otl
map’ OTL avayvwpilel TNV eMBOAR TWV KAVOVWV TTOU EMIKPATOUV, TOUG 0TPEDEL TIPOC 0HENOC TNG.
Mo autd to AOyo eTUAEYEL CUVELSNTA TNV EMUTAPNON, O MiA TOALTIKN EKUETAAEUONG TWV
Sebopévwy ouvBnkwv yla tnv anddoon tnc. «H BLBALOONKN cuvetilel Toug ameiBapyoug
ovayvwoTteg» dailvetal va AEEL «KaL YW AVAKW O QUTH TNV Katnyopila». Av kat n idla Bewpel
OTL alomolel TI¢ ouvbnkeg, pou Sivel TNV aioBnon OtTL MpOKeLTal AMAWG yla TNV €KAoyikeuon

piag mAnpouc ecwtepikevong, pia eEopBoloyikeupévn mel®dapynon.

Aut6 Tov pov apéoel ot BPACONKN - emEd] £xw TPOPANUA UE TNV TIPOGOXT
WSuaitepa 0TV €L GTO OTILTL, VTIAPYOVY TOCK AAAX TIpAypaTa oV Ba pmopoloa va
KAV®W 0TO OTITL ATtO TO VA SOVAEYW... ZTN BLBAL0ONKN LVTIAPXEL KOWWVIKOG EAEYXOG.
Agv pmopeis va kavels oo xalo! Mpémet va elpat Prido-akiv T, PIAo-GUYKEVTPWUEVT...

Av xoltdg ovvéyela aAlov, Ba evoyxAnoelg. OTOTE KATA KATIOL0 TPATIO 1) CLUVON KN TNG
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BBAoONKNG elval «ecV mpoonAwpévog oto Kelpevo». Katd kamowo tpdémo pe
meplopilel auto. ‘Omws ol amodektol xot ot BLBALONKN Sev elval oUTe TakoLVLA,
€lval ag TTOVUE TO TANKTPOAGYLO, KATIOLOG VA TIANKTPOAOYEL... €lvall EVOXANTIKO aAAG
elval évag amodektog Nxo6... H amodekt otdomn ot BLBAodnkn eival to va kabeoat
va StaBalets. Emiong, otn BLBAL0ON KN aloBdvopat o aAAnAgyyin, OTL UTTAPYOLVE Kot
GAAoL oL oTroloL YpeLdleTal V& KAVOUVY 0, TL ey TwPA. ANAadT] To KAVW KATAE KATOL0
TPOTIO 6TV BEAW va TIEBapyow ToV eXVTO LoV Kal SuckoAevopal. ‘Ouwg ToTE Sev
Exw TEAELWOEL Eva TPOTLEKT ot BRALOONKN... TAwW Y Alyo péXpL va GUYKEVTPWOW

KoL HETd ouveyilw oTO OTLTL

Ze pia paAlov avtiBetn ekTinon Twv (SLWV XOPOKTNPLOTIKWY TTPOXWPA 0 OWUAG, TPLAVTA TIEVTE
Xpovwyv, dnuoctloypddog mou leL otnv ABrva. H cUAOYLIKOTNTA TNG AVAYVWGNG, N ETILKEVTIPWON
oto BLBAio kal n evolhayn avayvVwoUdTwy O KATL TTEPLOCOTEPO PUXAYWYLKO £lval aLtieg mou
TOV QTOHOKPUVOUV amo Tov Xwpo uiag BBAlobnkng. H eAeuBepia tng avayvwong sival autd
TIOU EMLSLWKEL YLOL UTO KOl TIPOTLUAEL €va Tilo XaAapod meptBaliov Omou o i8log pubuilel tnv

QvVAyvwaor| Tou oToug pubpoug mou emBupel.

[IpOTIU® VA TTAW O€ KAPETEPLA, KAL va PNV eipat o€ TtepBaAiov 6Ttov 6Aot StafBdlovv
1} oV To SLdBacpa elval ETITAKTIKO — TL GAAO va Kavelg otn BLBAodkn B Stafaoelg,
EVW OTNV KAPETEPLA UTTOPW VA TO A@Now TO BIBAL0 KATW Kol va CLVEXIOW VA TIV®
TOV Ka@E pov 1 va xaledw 1) va KATOW VA ONUELWOW KATL 1] va BydAw abAntik)

e@nuepiSa mov ot BRALONKN pumopel va pavdtave tapagevo. (Owpag)

14 A
5. AVAyVWOELG €V KLVI|OEL

H popdn tou PBiBAiou SteukoAUvel tn peTaPOPA TOU WG OVTLKELWEVOU KOl EVIOYUEL TIG
«UETATOTILOELG» TNG aAvAyvwong. Omwg onUelwveL n Zwh «UJ€¢ a¢ MOUUE VA TTAG OTO TAPKO, VAl
eloal kamouv yvua, va gloal oto Aewpopeio, va eioal kAepta otn Soulela... Omou Kot va
Bpiokeoal umopeic va to avoiéeic” . 'EToL, N avayvwon eviomniletol os §1adopeTIKOUC TOTIOUC O
pia mpoomdPsia twv mAnpodopnTwv/Tplwy va amodpUyouv PuBOUIcELl TOU KOWWVIKOU
neplBaiAovtog, og pia avalitnon «MeEPLOCOTEPNG» amOAAUonG 000 Kal o€ pia mpoondadsia
EKUETAAAEUONG «KEVWV» XPOVWV KOTA Tn SLAPKELD TNG HEPOC. MmopoUpe va moUpe OTL N
avayvwaon 6ev €xel TOmo. «O TOMOC Tou avayvwotn Sev ival edw 1 ekel, ToUTOC | 0 AAAOG AN

oUTe 0 €vag oUTe 0 AANOG, LETA KOl GUYXPOVWG £Ew» (NTe Zeptw, 2010, o. 385).

[Maipvw 10 mModNAato cuvnBwg Kat TAw KATou kat Safalw.. o TAPKA 1] OTN
BaAacoa. AAG Ttavta £xw eva BLBAlo pall pov — 6TTOL Kol v TTAWw GTNV TOAVTA EXW

éva BpAlo. Auti TN oty éxw padl pov «BivkeApav 1 To Iempwpévo» tou loapn.
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AnAadn) vopilw 0Tl Ta TEAeuTala SEKA XPOVIX SEV VTIAPYEL LEPA IOV VAL NV EXW £V
BBAlo oty todvta pov. Elvat yia péva katt cav ouvtpo@og. Eeldn mepmataw moAl
KOl YW HEYAAN KEVA, KL TIEPVA® TIOAAEG WPEG TNG HEPAS LOV EKTOG OTILTION, ETELSN
aKOUA €V £XW PTAGEL GTOV «OIKO» KL TPEXW VA 6WO® AT’ TOV EXVTO POV elpat TOAD
otn yopa omote &xw mavta éva BBAlo pali.. (TAoog, TPLAVTA TECCAPWY ETWV,

ovyypa@£ag, SoLAeVEL WG VTTAAANAOG o€ BEaTPO)

Ta BBAla pmaivouv og toavteg Gpelyovtag yLa €va IPOopLoUO Kal av §gv avolxtoUV Katd Tn
Sladpour, oto UETPO 1 To Aewdopeio, avoiyovtal os Kadpé mou nailouv APEUN HLOUOLKN, OE
TIAyKAKLOL KOl TtapKa. ApKeTol amod toug/Tic mAnpodopnTteg/-TpLleg Lou piAnoav emiong, yla to
SlaBaopa otnv mapalia, oto mAaiolo Stakomwv. Qotdoo, n Avva, €(kOOL EVVEX ETWV TIOU
Slapével otnv ABnva, aAda €xel wg mpoowplvly Bacon tnv Kolavn kabBwg epydletal wg
oupBaclouxog apxaloAoyog, BEtel TOAU e0OTOXA TNV AOTLKOTNTA TNG AVOYVWOTIKAG EUTIELPLOC
TIOU TapakAatw Ba Soupe va tomobeteital ot SnUdoleC cuyKowvwvieg. Autol Tou TUTIOU N
OVAYVWON OXETI(ETAL AUECO E TA K LEYAAD KEVAY TTOU avadEpeL o TAOOG, avti yla Ty yyutnta

TWV ATNOCTACEWV HIOG EMAPXLOKAG TTOANG.

Te pa peyaAn moAn viwbw EXELS aUTO TO OTEPEOTUTIO 1] TNV ELKOVQ, OTL Byaivelg o
évav ka@e Ba el kamouTtoivo kat Oa StaBalels kot Ba akovyetal T¢al amod Tiow KAt
KATL TéToL... evTagel. 'H TTaALd ot Oecoadovikn elya Lot wpa KEVO KAl Tyava Kot
StdBala kot HETA elya LABNUA... ] AUA KATOW VA TIEPLUEV® KATIOLOV, AU EXW KEVO...
ESw - otnv Koldvn dxt 1600, yati Sev vtapyovve tétota keva! ‘OAa eivat SimAa. AAAG

otV ABnva tavta £xw éva BLAlo oty TodvTa...

Ekto¢ amo tig avrtaAlayeg BLBALwvY kal tn dpdon mou evtomiletal otn odaipa Tou omitov, n
QwTtewvn Hou A€eL OTL He TO oUVTPOPO TG TIOANEC dopEC avalntolv €va «wpaio PEPOG yLa
SlaBacpar». Qaivetal apketd nepimAoko va cuyKevipwBouv OAa Ta KpLTrpLa TTOU cUVBETOUY
OUTO TO «Wwpaio HEpog». Otav T pwIdw «Tws Ba ATav €va wpaio HEPOG yLa va SLaBACELG;»

pou Sivel TNV mapakdATw meplypadn:

‘Eva ka @€ 16Vx0 UE XaAap1] LOUCLKN TIOU 0 KOGHOG TIOU HAJEVEL VAL EIVALT)OUXOG, VO 1)
yivetat mavikog. AnAadn SimAa cov va unv elval g mapéa SEKATEVTE ATOUWVY TTOV
ou{nTave oAtk Kal BpilovTal... (€L TdeL ag TOVUE 0TO «ZwYla: BifAlo, Todt kat
Yupmabeiar; E, Twg eival ekel, aldd va umv elval t6o0o EevEPWTOG 0 XWPOG, va ¢’

apéoel Na eTULTPETIETAL TO KATIVIOUA OTIWO ST TIOTE.
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Ta kputipla Tou Apn Sladopomololvtal yla €va Ll6avikd HEPOG yLa avayvwon, Ke Tn B€a va
ETUTELVEL TNV amoAauaon, ONwC onUeELWONKe Katl arnd aAAoug/-e¢ AnpodopnTEG/-TPLEG, EVW O

Kuplakog €xeL KataAnéel oe ouyKekpLpéva KadE XpLlovTag Ta «OTEKLO OVAYVWONGY.

M’ apéoet va Stafalw og wpaia pépn pe wpaia BEa. AVt Yl va un vimBw OTL EKElv
NV OPA XAV® KATL AL o’ T (w1) pov. AnAadn), W apéoelva Stafalw oty Tapatoa.

Me @dvto to nhofacitepa, tétola... (Apng)

[Inyaivw oe ka@é, kKal o€ CLUYKEKPLUEVH Ka@E. XN Oecoalovikn elval to «Palermo»

QG TOVE TIOV TtAw Kot Staalw ekel, 1 otov «Aodia». (Kuplakog)

Apketol mAnpodopntég pilnoav yla avayvwon otic SnUOCLEG CUYKOLWWVIEG KOTA T SLapKeLa
NG UETAKIVNONC TOUG Péoa otnv TOAN aAAG Kol yla Ttlo HEYAAEC amooTtdoels. H odaipa twv
Snuoowwyv petadopwv «eival ornpepa o Kate€oxnv Xwpog Omou n €vvola SnUoclog Xwpog
Satnpet éva vonua. AnpdoLlog Xwpog we 0 Xwpog 0mou OA0G 0 KOOUOC SLAOTAUPWVETAL e OAO
TOV KOO0, aAAG XWpPOog OTIoU SLapopdwVETaL N KOV YVWHN, TauTiletal og peydlo Pabuo ue
TOV XWPO TwV dNUocwv petadopwv» (Auge, 2009, 0. 50). To UETPO —KaL KOT EMEKTAON Ol
Snuooteg petadopéc- Ppibel «AemrTopepelwvy Tou amsuBUvovtal otoug AAAoUG, Kol amoteAel

TOUTOXPOVA VA OALKO KOLWVWVIKO PaLVOUEVO KOl Eval LUBLOTOPNUATLKO Koltaopa (0.1.: 74).

Mo oY £5w Srafalw oTo PETPO KAL 0TO AewPOPELD. L€ Ka@E ev AW, Yot vopi{w
o6tLotnV EAAGSa o€ Bewpovy, ag o, Pwvio, av To kKavels. Nopillw £Ew 600 £xw et
elvatl ToAY ocuvnBlopévo, TToAD SnAadn Kot o€ PHETPO Kol 08 KAPE TP TTOAV.. TNV
EAAGSa To eiya kavel Suo-Tpelg popég kat Sev EEpw pe KolToVoAV TEPlEPY... VL
Bewpeloal £Tol ekkevTpKOG, Eadpds, yKéL av eloatl avTpag... vouillw ot Sev elval
avekTikol. (ZmOpog, Tpldvta mévte, TavTperévos pe ™ Ne@én, £xouv pia k6PN KAl

Covv otnv ABMva kat oto Iapiot).

Imavia StaBalw omity, Stafalw moAh cuyva otav sipal oe Stadpouég. Ao Snudoia
vtmpeoia péxpt TagidL ue TPEVO, PE AEPOTIAGVO...KAL LoV apEoel TOAD ylaTi £xw KATL
otafepd pumPooTd pov Kat 6Aa yOpw kwolvtal M apéoel mapa moAd avuto. 'H oto
Tpévo, 504 apafootolyia... Tpedaivopat yio @daom tpévo, oUTE Kav o€ TAo(0, 0€ TPEVO!
Eivat o puBuog, to mapabupo, To TOUKOU-TOVUKOU... 1] EVAAAXYT] TWV TOTILWV, TO OTL O
@PUOGeL OTIWG 0To TAo(0... (ZaBiva, Tplavta eTwv, SNUOCLOYPAPOG, SOVAEVEL Yl TO

deotIBAA Oecoarovikng katl pEveL povipa otnv Abnva).

Ma tnv EAAN n avayvwon oto PETPO lval TAKTIKO GalvOLEVO TIOU YiveTal o KaBnueptvr Baaon

otov 6pouo yla T SoUAELd amd TV avaTtoALkr) ATTLKN Tipog To KEVTPO TG ABrvag. O xwpog aAAd
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Kol oL UETEMIBLBACELS £XOUV OLOHOPPWOEL CUYKEKPLUEVEG QVOYVWOTIKEG TIPAKTIKEG TIOU

TEPLYPAPEL OTN CUVEXELA.

M’ apéoel va 0AoKANpOV® Eva Ke@aAato. ‘Otav Tiidow to BLAlo, & BAw va aprow
T0 Ke@&Aao ot péon... Katyl auto BAETw og ol otdon elpat, av sipat moAd Kkovta
Sev Eekvaw To emopevo. 'H emiong, KATIOLEG (POPES VTIAPYEL EVA SLACTNX OTO KEIPEVO
TIOV EIVAL 00 VX TEAELWVEL T A LoTOPIX Kol HETA EEKLVA L ETIOUEVT)... EXEL EVA UIKPO
KEVO, XwPIs va aAAGlel Ke@AAAL0. Z' QUTO UTIOPEL VO OTAPATIOW HEPIKES POPES ATV
elval avaykn... AAALwg 8e Ba otapatiow. Emeldn mepvaw moAL xpovo 6To HETPO, YA
péva eivat pa 81E€odo¢. Alomolw evav kevo xpovo Stafalovtag — KATL TO 0Tiolo ue

QTOCTACLOTIOLEL ATTO TOV XWpPo oToVv oToio Bplokopat. (EAAN)

AOYW TwWV LPNAWV YVWOTIKWV AMALTHOEWY TNC OVAYVWONG, EL8IKA o £val SUVAULKO KOWVWVLIKO
nieplBaAov Onwce eival n moAn g ABrvag yla tnv omoia WAAG n EAAN, oL avoyvwoTeg/TPLEG
XPELALETaL VO SNLLOUPYHOOUV XWPOUC OTOUC OTtolouG N LOLWTLKA Epyacio pmopel va mpoxwpnost
oXeTIka anpookormta. O Goffman mpoodEpel Tov 6po «XxwPog xprHong» (use space) yla va opioet
TNV TEPLOXN TIOU SnULloupyEiTal yUupw amo po SpaotnpldtnTa Tou owuatog, AUTOC 0 XWPOog
XPNONG TIPETEL VO TTPOOTATEVTEL amd TNV €lofoAn GAAwv. Ouwg ta 6pla mou SnuLoupyel o
avayvwotng ival Stamepatd, onwg dpaivetal, epoocov ol dtadikacieg aAANAeTiépaong e Toug
GAAOUG KOL LE TOV KOLWVWVLKO XWwpo cuveyilouv va udiotavral. O Adyoc Twv ovayvwoTwv/TpLwnv
avadEeLKVUEL WG SLATIPAYLOTEUOVTAL QUTA TA PEUCTA OPLA KAl WG UTeEpaAoTi{ovTal Toug
XWPOUC avayvwong Kabwg umepaomi{ovtal To SIKOlwWUAE TOUC OTNV €0WTEPLKOTNTA, COE LA

gumnelpia mou Sev emBu oLV va emiBAénetal (Laughlin, 2016, 0. 118-119).

6. BifAlotwAcia, aioOoelg, AaBpavayvmoelg

«Onwg n Bahacca £toL kal to BLBALo sival pia e€alpetiki popdr) Tou avolktoU» AéeL o Recalcati
(2022, 0. 16). Yuvbéovtog auTOV Tov eUOTOXO TTAPAAMNALGUO e TNV Tapoloa TTPOCEYYLOn, TO
BBAio sivat éva 161alov avTtikeipevo mou Kiveitol ota opla Petafl UALKOU Kol SlavonTtikou
otolyelou. AmoteAel QVTIKEIEVO TTEPLEKTIKO KOL UE LOLALTEPOTNTEG EVW Ui TPOCANYI ToU W
«eviaio» mapaAeimel onUAVTIKEG TTUXEG TOU TL oupBaivel 6tav oL AvBpwoL To XpnoLonoLouV
(216npomoudou, 2015). Tnv iSta otypun to PLPAio sivat kot Eva mpoidv Tou €xel, cuvnobwg,
gumopikn aia. To MO AVILMTPOCWTIEUTIKO PEPOC OTIOU YiveTal N epmopikr) cuvaAiayn BLBAlwv
gival ta BiPAonwAeia. ¥tn cuvéxela Ba dolue WG aviloTpEDOoVTaLl Ol OpPOoL HE TAKTIKEC Kol
EVAMAKTIKEG XPAOELC TwV BLBALWV-EUMOPEVUATWY TIpo¢ 0deAOC TNG avayvwonc. Itnv idla
YPOUUN UE TOo AOyo mepl awoBrnoswv, o Nancy umepaomiletol to BLPAlomtwAeio ev eidel

opwpotonwAeiov N TaxapomAacteiou: £va €pyaOTPLO OPWHATWY Kal YEUOEWV HECW TOU
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omoilou KATL cav Apwia SLAVEUETAL, KATAVEUETAL, YiveTal atoBnto. Emonuaivel To yeyovog otL
0 avayvwotng os éva BBAlonwAeio Sev StaPalet, i StaPfalel moAu Alyo, alha EsdulAilel,
avalnta kat Pnladel tov dpdpo tou. Aev kataBpoyBilel, aAAd Sokiudlel, €lOTVEEL, HUPLLEL
(Nancy, 2009, o. 38). AkOpa Kol LOVO HEow TNC adn¢ Ta BLRAL ETILKOWVWVOUV LE GUYKEKPLUEVEC
EVTUTIWOELG TOU avayvwoTn: To Bapog, tnv udn, i TNV eVAuyloia Pe Ta onoia KAamolog Bswpel
otL umopel va Stakpivel tic Stakupavoelg plag ¢wvng (Nancy, 2009, c. 38-40). 3to (610 KAlpa o
Eco (2012, 0. 314) SlepwTtdtal olog amno pog dev €xel oodppavOel TN pUpwSLA Twv BLBALwV ota
padla peyolwv BipAonwAsiwv. AkOpa KL av Sgv avinkouv ot pag sival dpopég mou xalevoupe
ta BLBAia pe tnv eAntida OtL Bo «avTARCOoUUE» yVwon amo OAa autd ou Sev €xoupe Slafdosl

KalL lval YEUATA JLE UTTOOXEOELG.

MaAotepa, o pio kouBévta mou eixa pe pio yvwotn yla to mota BLPAlonmwAsio 0TO KEVTPO TNG
ABnvag elvaL Lo OLKOVOULKA LoU artokAAUE KATL IOV pou €Kave Wolaitepn eviunwon. OtLkatd
KAmolo Tpomo xpnolpomnolel ta BiBAlonwAeia cav Savelotikeég BLBAoOnkes. Etol, kabwg
«Slapalel ypnyopa» ayopalel peplkd PBiBAia, ta oAOKANPWVEL O CUVTOUO XPOVO KOl Ta
eruotpEédel. Mou emionpave OTL KATA TNV avayvwon tng elvat 8laitepa MPOCEKTIKA va N Ta
dOeipel (m.x. 6ev ta avoliyel mMOAU KTA). e Sldotnpa evog pnva —6co AéetL n amddelén otL sivatl
To SlAoTNUO TIOU MMOPEIC VO TA KPOTHOEL O Teplmtwon allayn¢— emotpédel oto
BBAlomtwAeio kat ta aAAGLEL pe kaTola AAAa. ZuvnBwc Sev Ta eMOTPEPEL OAQ, KPATAEL KATIOLA,
oANG akoOpa av 6ev BEAeL Kavéva Uopel va KAvel emotpodr] xpnudatwy. MpoKetTal yla pia
OVAYVWOTLKN TIPAKTIKI TIOU 0€ KABe mepintwon aflomolel To vOULpo TTAaiolo. Exovtag akoUoeL
NV TPOKTLKA aut MoALOTEPA, N TPAKTIKA Tng Euyeviag mou eival mavw amoé tplavia,
mavipepévn, fel kal gpyaletal oe WOLWTIKO oXoAeio ¢ ABrvag wg kabnyntpla KAaoikng
Owoloyiag. pou dpavnke OTL oTEKOTAV OTOV avtimoda. € pia AAAN AoyLKr TIOU avadeLKVUEL Ta

BBAlomtwAeia oav xwpoug avayvwaong AEet:

Yto Aovdivo ' apeoe va Stadlw oe bookshops. Kaud @opd kabdpovv kat Stapalo.

Ta aydpala kat kaBopovv kat Stadfala. ‘Htav kat po koA apxm.

210 1810 mMAaiolo, o Biktwpag kat n Zapiva cuvdualouv, evoeXoUEVWE O TILO ATLa popdn, TLg
TIAPATIAVW AOYLKEG LE TNV TIPAKTIKN TNG «AaBpavayvwong», 0w o i8Log o Biktwpag ovoudlel.

H ZoBiva evtomilel moTe ApXLOE AUTA N TTPOKTLKA:

Journal of Literary Education n.7, 2023 / ISSN 2659-3149 199



Maretta Sidiropoulou

Mmopw va tepdow xpovo o€ BALOTIWAED YL yla v ayopdow aAAd yia va Slafacw.
0moTe TOAV ouyxva Safalw moinon oto mMOSL [TaAld dtav juovy pabniTpla mMijyawva
o€ BBAoTIwAEla KaL eTTELSY] eV iy AeTA Y va ayopdow, Sev elya KaBOAoL Ae@T&

ToTE ylati Sev elya el06dnpa, kabopouv kat Stafala oAokAnpa BiBAla o€ CLUVEXELES.

O Biktwpag katd t Sldpkela Tng «Aabpaiag avayvwaong» evog EUMOPEUATOG TIoU Sev EXEL
okopa armodaciost av Bo MANPWOEL TO avtitipo, Statnpel tn cuvaicBnon OTL MPOKeLTAL YL
gumopevpa. AAG Oev elval pévo n eumoplk cuvallayr, auth mou tov deopelel 600 N

ouUVLOBNUATIKA OVAyKT.

Agv pmopw va to Kavw oAU wpa. Mmopw va avo&w éva BiAlo og kava BiBAoTwAeio
QAAG Sev PTTOP® VA TO KAV ToA) Wpa, VIwBw éva ayxog OTL KATL TIPETIEL VA YIVEL PE

auto. 'Ntaget to Stafalelg aAAd T, Oa To Tapels; Oa to apnoets; TL Oa To KAVELs;

7. Xvintmon

H épeuva mpoodEpel otn oUVOEDN LILOG CUVOALKAG ELKOVAG TNG UTIOKELEVLKNG KO BLWMATIKAG
Spactnplotntag tng avayvwong. MNopéxel emiong ONUAVIIKEG YVWOELC OXETIKA HUE TNV
opdLoBATnon Kuplapxwyv OvVayvWoeEwY, OTw¢ ekdpdalovtol cuvABwe amd TG Snuooleg
BLBAL0OAKeS. Omwg avadeixOnke armd tnv €peuva OL TEPLOCOTEPOL AVOYVWOTEG/TPLEG TIPOTLHOUV
ehevBepla KIVAOEWV KaL XWPOUG TTOU ETUTPETOUV TNV AOKNGCN TIPOCWTILKWY TIPOKTLIKWY OE OXEON
HE TNV avayvwor). AAoL oTpEPOoVTaL O «AVUTIOTOKTEGY MOPPEC aVAYVWONG, aVILOTPEDOVTAG

Kall XpnoLpomolwvTag MoAAEG dopég Beapou mpog OdeAOS TouG.

OL TEPLOGOTEPOL AVAYVWOTEG/TPLEC TTPOTLUOVV EAEVOEPLA KIVI|GEWV KL
XWPOLG TIOV ETULTPETOVV TNV ACKT O] TPOCWTUK®V TIPAKTIKWV GE OX£0T)
HE TNV avayvwol]. AAAOL GTPEPOVTAL GE «AVUTIOTOKTEG» HOPPEG
AVAYV®WOTG, OVTIOTPEQPOVTAC KAl XPTCLUOTOLWVTAG TIOAAEG (POPES
0£010VG TTPOG OPEAGG TOVG.

Méoa amd ta AdyLa TWV aVOYVWOTWY/TPLWV AMOTUTIWVETAL WG éva Babuod n emkowvwvia tng
WBWTIKAC odaipag —omou oL MAnpodopnTEC/TpLeg cUAEYOULV Kat Statnpouv ta BLBAia Toug- pe
TOV ouXVa SNUOCLO XWPO TNG AvAyvwong eNETpee va avadelyBolv onuela cuvoxng HeTagy
BLBALWY, AvVayVWOTWV KOL AVAYVWOTIKAG SpaoTnpldTNTOC UTIO TO IPLloa Tou Xwpou. Nepvwvtag
ortd T cUANOYEC TToU 0ploBeToUV TOV LOLWTLKO XWPOo o€ AAOUC XWPOoUuC avayvwong dtakpivetatl
n apdofiTnon Kuplapxwv avayvwoewv onwg ekdpalovial cuvAbwg amd TG SNUOCLES

BBALoBNKeG. OL meplocOTEPOL TIPOTLUOUV EAEUBEPLA KIVACEWY KOL XWPOUC TIOU ETILTPETIOUV TNV
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AOKNON TIPOCWTILKWY TIPAKTIKWY. AAAOL OTPEPOVTOL OE «AVUTIOTAKTEC» HOPDEC avAyvVwaong,

QVTLOTPEDOVTAG KOL XPNOLLOTIOLWVTAC TIOAEG popéG Beapolg tpog 6deAOG TOUG.

H £€peuva akolouBnoe tnv mopeia BBALwY KoL avayvwoewy o€ Hio oelpd TOTwY, Sladpopwy,
XWPWV TIou cuvoSelovtal amd SPACELG KOl TIPAKTIKEC Kal adopolv dpeoa Thn dlaotoon Tng
CWHATIKOTNTAG TNC avayvwong. H “yaptoypddnon” amoTumwveL TNV EMIKOWWVIA TNG LOLWTLKAC
odaipag -6mou oL mAnpodopnTEG/-Tple¢ cUAAEyouv Kal Slatnpouv ta BLBAla Toug- pe tov
ouxva dnUoOoLo XWwPo TG avayvwong. AUtA Tn Aoyikn emLTpémel va avodelyBolv onueio pLog
BaButepng olvbeong eTaty BIBALWY, AVAYVWOTWY KL OVAYVWOTLKAS SpaoTtnpLOTNTAG UTO TO
nipiopa Tou Ywpou. OL TIPOKTIKEG aUTEG BonBolv va SlatapayBouv Kuplapxeg avamapacTAoELC.
Kat sival akptBwg ot vonuatoSotHoslg Twyv MANpodopnTwV/TpLWV CXETIKA LUE TOV XWPO TIOU
KAVOUV aKOUO TIEPLOCOTEPO EUKPLVEG OTL N avayvwon Sev elval povo 1o dapacpa, dev eivat
HOVO «Eva TPAYHO» OUTO TIOU YIVETAL KATd Tn SLApKeELla TNG avayvwong, oAAd mMOANATIAEG

TMAPAAANAEG SPATELS, yEYOVOG TTOU SLEVPUVEL TNV €vvola TNG TTANBUVTLIKOTNTAS TNG AVAYVWONG.

‘Eva mebdio mou Ba pmopouce emiong va SiepeuvnBel eBvoypadikd eival n alayn Ttwv
ouyxpovwv BLBAloBnkwv Tpog €va TePLocOTEPO «dLAOEEvoy TepLBAAAOV Kal n otadlakn
LETATPOTIN TOUG QIO XWPOUG avayvwaong BLBALwY og Xwpoug avolytol¢ oe S1opopPETIKEG LOPDEG
QVAYVWONG KoL OVOYVWOUATWY TAQLCLWUEVEG oo atpoodatlpa eleubepiag. MNepattépw
pueAéteg otnv (6la  katevBuvon Ba

umopouoav va TAPEXOUV HLA  LOXUPN

r N A
MPOKANGN  TPOGC  TOUG  Kuplapyoug, Ou VONUATOS0TNOELS TWV
r I

, , AVAYVWOTOV/TPLWV GYETIKA NUE TOV

bebopevoug Kol pHAaAAov , Y , /P , X l1,
XWPO KAVOUV aKONX TEPLOGOTEPO
QTAOUGTEUHEVOUG Adyoug mepi €UKPLVEG OTL ] avayvwon Sev elvat

14 r 14 14

avayvwong, Kol vo Uumootnpifel tnv Hovo to Swafacpa. Agv sival povo

«EVa TTPpaypa» quTo oL YiveTal Katd

avayvwplon evog euplTATOU GACHUATOC ™ Sidpkela TC avéyvmons, oAk

avayvwoewv — oto  TAaiolo Lo TOAQTAEG  TapdAAnAes  Spacelg,
EKTIALOEVTIKAG KOl KOWWVLKNG TIOALTLKAG. YEYOVOG Tov Sievplvel TV évvola
™mg TANOUVTIKOTNTAG ™mg

Mia akOpo TIPOEKTOON TNC MEAETNG Ba aVéyveoTc.
umopovos va adopd TG PndloKEG

QVOYVWOELG KOL QVOYVWOATO O OXECN LE TO XWpPo. ISlaitepo evdladépov mapouatdlel To va
efetdoel kaveig mwg ta Pndlakd meptparlovia, Omwe ta NAskTpovikd PBLBAla Kal to péoa
KOWWVIKAG SIKTOWOoNG, SlopopdwVouY  TIC TIPAKTIKEC avAYyVWONG KAl T KOLVEG
OANAETIOPAOELG PETAEY TWV OVAYVWOTWY, AmoKOAUTTOVTaG TNV £€eAlocduevn ¢puon g
avayvwong otnv PndLlakn emoxn Uno to Mplopa pag enauénuévng avtiAndng tou xwpou.

Mepattépw MPoomTikn yla Slelpuvon NG €pEuvag amoTeAel n €0Tiacn oTNV TOAUTPOTILKN/
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moAvaoOnTnpLakn avayvwon. EBvoypadikég mpooeyyioelg, OMwG UTA TOU ULOBETHBNKE otnv
napovoa £peuva, Ba MpocheEPAV CNUAVIIKA OTNV QVASELEN TNG CUUMEPIANTITIKAG eUTELplag
£VOC GAOUOTOC AVOYVWOEWV TIOU TIAPAPEVOUV adAVEIS OMWG QUTEG TWV AVOYVWOTWY HE
omTkeg PAGBeg. Mia iiBavn katevBuveon gival n LeAETN SladOpwV TPAKTIKWY AVAYVWONG TToU
gotialouv OTA QMTIKA Kol NXNTIKA PBBAla Kol TWE Ol OVAYVWOTEC EVOWMOTWVOUV Ta
QVOYVWOMOTO aUTOU Tou £l6oucg og SLadpopeTIKOUE XWPOUG AVAYVWONG. AUTEG OL TIPOTACELC
QITOCKOTIOUV OTO va ipowBrjcouv pia Babitepn Katavonon Tou BEUATOC KOl VoL EUMTVEUCOUV

TIEPALTEPW ETILOTNOVLIKH EVOOXOANON LE TO BENQ.
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Abstract

As societies evolve, a new global context is rising which demands respect for human rights and a new
model for coexistence as promoted and defended by the 2030 Agenda from the United Nations. These
necessary new models, which include Education for Sustainable Development and Global Citizenship,
can be learnt through films since some of these visual materials constitute a useful training tool when
related to the acquisition of values.

This article is aimed at evidencing how the introduction of intercultural cinema as a pedagogical tool
to learn about unknown social issues, foreign cultures and people enhances student’s
communication, cooperative skills and motivation. To accomplish this objective a didactic experience
shared by Secondary Education Students shall be presented. As a result, an increase in student’s
motivation to learn more about mixed opinions, languages, cultures, actions and reactions has been
observed.

Key words: ESL, cinema for education purposes, Education for Sustainable Development and Global
Citizenship, communicative competence, interculturality.
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Resumen

A medida que las sociedades evolucionan, surge un nuevo contexto global que exige el respeto de los
Derechos Humanos y un nuevo modelo de convivencia como el que promueve y defiende la Agenda
2030 de Naciones Unidas. Estos nuevos modelos necesarios, que integran la Educacién para el
Desarrollo Sostenible y la Ciudadania Global, se pueden asimilar a través del cine, ya que algunos de
estos materiales audiovisuales constituyen una herramienta de formacién util cuando se enfoca en
la adquisicion de valores.

Este articulo tiene como objetivo evidenciar como la introducciéon del cine intercultural como
herramienta pedagégica para aprender sobre temas sociales desconocidos, culturas y personas
extranjeras mejora la comunicacion, las habilidades cooperativas y la motivacién del estudiantado.
Para lograr este objetivo se presentara una experiencia didactica compartida por estudiantes de
Educacién Secundaria. Como resultado, se ha observado un aumento en la motivacién de los
estudiantes para aprender mas sobre opiniones, idiomas, culturas, acciones y reacciones
encontradas.

Palabras clave: inglés como segunda lengua, cine con fines educativos, Educacion para el Desarrollo
Sostenible y la Ciudadania Global, competencia comunicativa, interculturalidad.

Resum

A mesura que les societats evolucionen, sorgeix un nou context global que exigeix el respecte dels
drets humans i un nou model de convivencia com el que promou i defensa 1'Agenda 2030 de les
Nacions Unides. Aquests nous models necessaris, que integren 1'Educacié per al Desenvolupament
Sostenible i la Ciutadania Global, es poden assimilar a través del cinema, ja que alguns materials
audiovisuals constitueixen una eina de formaci6 util quan s'enfoca en 1'adquisicié de valors.

Aquest article té com a objectiu evidenciar com la introduccié del cinema intercultural com a eina
pedagogica per aprendre sobre temes socials desconeguts, cultures i persones estrangeres millora la
comunicacio, les habilitats cooperatives i la motivacid dels estudiants. Per assolir aquest objectiu, es
presentara una experiencia didactica compartida per estudiants d'Educacié Secundaria. Com a
resultat, s’ha observat un augment en la motivacié dels estudiants per aprendre més sobre opinions,
idiomes, cultures, accions i reaccions trobades.

Paraules clau: anglés com a segona llengua, cinema amb finalitats educatives, Educacié per al
Desenvolupament Sostenible i la Ciutadania Global, competéncia comunicativa, interculturalitat.

1. Introduction

Taking direct action is the sole means of contributing to the creation of a more equitable,
selfless, and fair world with reduced discrimination. Meaningful changes in society necessitate
targeted interventions, and altering people’s perceptions is key to transforming reality, a goal
achievable through education (Banks, 2015). Despite various groups proposing novel
educational approaches in response to the evolving environment, the evolution of education

within schools remains imperceptible.
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To enhance literary and linguistic education, there is a need to champion educational innovation
and research in Education for Sustainable Development and Global Citizenship. This paper
advocates for assigning a new and crucial role to formal education in fostering individual
development and concurrently enhancing global human relations. Embracing cultural
differences can have positive outcomes, fostering either positive relationships or detachment
based on the adopted educational perspective, extending beyond the community's boundaries

(Bartolomé and Cabrera, 2000).

The improvement of language skills in the English as a Foreign Language (EFL) classroom,
coupled with the incorporation of Global Citizenship education through films in the curriculum,
empowers young people to understand others, appreciate diversity, endorse shared values,
grasp human rights, and cultivate cooperation and responsible action skills (Aguado, 2005). This,

in turn, promotes equality of opportunities within the classroom.

The central aim of this proposal is twofold: firstly, to cultivate Education for Sustainable
Development and Global Citizenship through collaborative activities in English as a Second
Language (ESL), and secondly, to utilize Intercultural Cinema as the primary tool for addressing
the aforementioned issues. The film Diamantes Negros (Alcantud, 2013) serves as the principal

instrument to achieve these objectives.

2. Education for Sustainable Development and Global Citizenship fostered by
Intercultural Cinema through cooperative activities in ESL
Communicative challenges, that we are not always prepared to take, arise from the differences
among people (Hymes, 1972). This inability is often caused by attitudes of ignorance or rejection
of cultural differences (Byram, 2000), and the educational framework needs to ensure its
students acquire such basic skills as what separates us from other species: communication.
Moreover, within all the nuances involved in communication, the relevance of humans being
different from one another must be highlighted; that is, what intercultural communication
emphasises. Competence to communicate appreciation for cultural differences means being
able to relate symmetrically to people of other races, genders, backgrounds, etc. (Martinez

Usarralde, 2011 and 2015).

Still, the current situation is not limited to an intercultural reality, it goes beyond. Nowadays,
perceptions about borders have resulted in two opposing interpretations. One could say that
borders are blurring, should we consider the idea of Globalisation, leading to be belief that

people are becoming citizens of the world (Boni, 2011). As opposed to this interpretation, it can
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be argued that borders are nowadays becoming tighter, rather than blurred, especially in the

light of the refugee crisis.

In both ways, it is important to know how to behave among and towards people of different
origins and cultures, and to change the distorted perception we have opening our eyes to see
the environment as a whole (Banks, 2015). Education for “global perception” means learning
about nations, cultures, and civilizations, including the globalised pluralistic European society
and other societies, with a focus on understanding how these are all interconnected and how
they change, and on the individual’s responsibility in this enriching social development process
as we wish for its sustainability (Nguyen, 2015). In Kerr’s words, back from the pre-third era of

globalisation (1979, 110-111):

Educating [...] to be citizens of the world, as well as of city, state, and nation, involves
three areas of instruction: (1) special skills, (2) special knowledge, and (3) cross-
cultural awareness. Only one of these, the knowledge area, means changes in, or
additions to, the curriculum. The others involve, instead, kinds of thinking that can
and should become a part of the whole educational process, not separate subjects

(Abdi, Shultz & Pillay, 2015; Nguyen; 2015 y Samek, 2015).

Once the importance of education for the diffusion of intercultural values, and sustainable
development and global citizenship has been established, the best way to address these issues
must be considered. Cinema has been coming to the fore and has a significant socialising impact
(Losada Aldrey, 2009). It can be an essential resource in education. As McLuhan (1960) said in
Classroom without Walls, cinema complements knowledge and integrates ideas and languages.
According to him, ‘whatever pleases teaches more effectively,” introducing us both to the
smallness of the elements making them important, and in the immense spaces making them
accessible and endearing. Certainly, cinema entertains, distracts, and amuses and that is all
many people seek in it (Berk, 2009). But not seeking does not mean not finding that films also
instil ideas, influence people’s behaviour or make them identify themselves with certain values
(Pereira, 2005). Its impact is greater because it never stops being attractive to its spectators. The
taught contents should be assimilated and accompanied by a wide range of cognitive, emotional,

procedural, and moral experiences. As stated by Blasco et al. (2015, 2-3):
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Using movies in teaching is an effective way to reach people’s affective domain,
promote reflective attitudes, and link learning to experiences. Teaching with movies
triggers that disclose emotions allows questions, expectations and dilemmas to arise
for both learner and teacher. Movies provide a narrative model grounded in the
learners’ familiar world that is framed in emotions and images. Because they are
familiar, evocative, and non-threatening, grounded in both imagery and emotion,
movies are useful in teaching the human dimension required for developing as human
beings and for building identity in young learners. For teachers, the movie experience
helps also to confirm and clarify their role to bring new perspectives in teaching. The
movie learning scenario allows teaching points to be made quickly and directly with
specific scenes; facilitates the integration of emotions in the viewing experience; and
helps the learners to understand and recognize immediately the main messages
regarding attitudes and human values delivered by the movie characters. Fostering
reflection stimulates discussion about the breadth of human experience and elicits
profound conflicts and concerns learners have about their future professional roles

and personal lives

Ours would be a curriculum based on and promoting intelligence, rationality, and human
creativity. Surely, this poses a challenge to modern pedagogy, bridging the gaps between
cultures and subjects in the context of an EFL class. Such a curriculum involves integrating the
development of communication skills in foreign language teaching with the issues of
interculturality and education for sustainable development and global citizenship (Engel, 2014).
Cinema not only reaches the intelligence of people, but it also connects with their emotions,

generates motivation, and facilitates their commitment to social building and engagement.

And intercultural realities of schools in globalised societies are also opportunities for
cosmopolitan practices. We have already said that cinema can be a good tool, but to promote
local and global connection there is a concept that is not to be underestimated: cooperation.
According to Johnson & Johnson (1999, n. p.), cooperation “is working together to accomplish
shared goals. Within cooperative situations, individuals seek outcomes that are beneficial to

themselves and beneficial to all other group members”.

The differences that separate us are also those that connect us (Dervin et al, 2012). This, in the
school context, involves fostering support among students, their commitment to achieving a

common goal and promoting equal opportunities.
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3. Methodology

3.1. Context and sample of the research

Enhancing language education, sustainable development education, global citizenship, and
interculturality is an ambitious endeavour, and proposing to do so through films adds a
significant challenge in translating theory into practice. To address this challenge, the selected
centre was IES Tierno Galvan, situated in Montcada, within L’'Horta Nord region, 8 km north of
Valéncia. The population is predominantly Catalan-speaking, with a majority of students being

bilingual in Catalan and Spanish.

The school comprises a diverse and pluralistic community, encompassing secondary and high
school students, vocational students, teachers, administrative staff, and parents. The complexity
of this community necessitates an organizational structure that enables the school's functioning
and facilitates the attainment of goals outlined in the relevant curricula, aligning with the

identity of this Secondary Education centre.

Currently, the IES has approximately 800 students, primarily from Montcada, with a noticeable
rise in the number of foreign students over the past decade. While the students seem
homogeneous in terms of origin, there is notable heterogeneity in terms of age, with Secondary
Education students ranging from 11 to 18 years old and Vocational Training students spanning
from 16-year-olds to adults. Although these groups don't attend the same classes, they share

the same physical space.

Given the extensive data to be collected, a sample of students was necessary, with the chosen
group being in Bachillerato, the two-year post-16 stage in Spain that precedes university studies.
Despite their small number (17), these students, with a B2 English level, were more willing to
participate and engage in the lesson. Their teacher permitted the use of mobile phones for
research purposes in class. The students, accustomed to a rigid classroom arrangement, were
reorganized to create a space focused on audiovisuals and small group collaboration, deviating
from the traditional static rows, aiming to provide them with the opportunity to explore, learn,

and stay motivated throughout various lessons.

4. Objectives

The primary aim of this lesson was to foster contemplation and cultivate critical thinking among
second language (L2) students through a cross-curricular and multidisciplinary project. This
project simultaneously imparts skills in reading audiovisual content. Cinema, functioning as an

audiovisual medium, proves to be a valuable and stimulating educational instrument,
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independent of its inherent worth as a distinct semiotic system. (Pujals & Romea, 2001, 139).
Boussif and Sanchez (2021, 131-133) have demonstrated that films provide learners with diverse
benefits which fall within three main dimensions: The linguistic dimension, the motivational

dimension and the inter/cultural dimension.

The film Diamantes Negros was chosen for its likeliness to sensitise its spectators and to
promote actions of social intervention in favour of education as a way of combating the
exploitation of African children living in similar situations as the ones described in the story. We
propose the following educational plan to heighten students’ intercultural awareness while also
acquiring and enhancing skills associated with intercultural education, understanding social
identity within the context of Sustainable Development and Global Citizenship, and recognizing

education as a universal right, all achieved through the utilization of cinema.

The primary goals of our educational intervention are outlined below:

Foundational Competencies

e Proficiency in communication in L2
e Civic and social proficiency
e Awareness and expression of cultural aspects

Cognitive Competences

e Recognizing specific needs

e Developing the four core skills (reading, listening, writing, and speaking) with a focus on
communicative competence

e Understanding cinema in its critical dimension

e Acquiring knowledge about foreign countries and their people

e Recognizing how cultures may be misunderstood when viewed externally

e Applyingcritical thinking to articulate opinions on contemporary social issues and reality

Strategic and Instrumental Competencies

e Learning through audiovisual methods
e Learning through new technologies

Attitudinal Competencies

e Active participation in group activities

e Acting as a facilitator to assist fellow students

e Recognizing and challenging stereotypes about the African continent
e Gaining factual knowledge about the African continent

e Raising awareness of unfamiliar social situations
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e Finding enjoyment in the learning process
e Effectively using personal devices (phone, laptop) for learning purposes
e Demonstrating creativity

Expected Outcomes

Understanding general features of the African continent

Questioning common stereotypes often held by Europeans about Africa

Mastering the skill of writing a film synopsis

Developing the ability to write an engaged article based on a real newspaper headline
Learning about cultural shock

o U A wWwN R

Cultivating critical awareness

5. Chronogram

A strategy comprising four distinct sessions was devised to fulfil the previously outlined goals.
Each session was structured to reinforce information from the preceding one, introduce new
concepts, and briefly outline the methods to be utilized. This approach ensures that students
comprehend the unit’s progression. While they may not be aware of the ultimate objective due
to the discovery-oriented nature of the activity, they are guided through the activities,

establishing coherence in their understanding.

Sessions Action Protocol
Announcing the introduction of a new topic,
Session 1 approached uniquely through cinema, in the

final ten minutes of the preceding class.
Introducing the appropriate context and
background essential for understanding
Session 2 subsequent activities, focusing on facts about
the African continent and the questioning of
ethnic or racial stereotypes.
Engaging students in the exploration of
cultural shock and child trafficking by viewing

Session 3 the trailer of the film Diamantes Negros along
with some key scenes.
Summarizing all the acquired concepts and
encouraging reflection on the issue of child
. trafficking, students participate in a grou
Session 4 & p P group

writing activity where they compose
newspaper articles based on provided
headlines.

Table 1. Chronogram

http://doi.org/10.7203/JLE.7.27486 211



Intercultural Cinema to Foster Education for Sustainable Development and Global Citizenship: a
Didactic Case Study

6. Materials and Activities

Various resources and approaches exist for integrating videos into the classroom, serving as
valuable starting points (Cobo Pifiero, 2014). However, it can be challenging to find materials
that delve into the breadth of themes explored in this paper. Consequently, a diverse range of

materials has been utilized and generated, including:
e PowerPoint presentation: Providing factual information about Africa

e Video featuring a young girl sharing her experiences and impressions of African

stereotypes

e Kahoot, a free game-based learning platform facilitating the creation and engagement

in multiple-answer quizzes
e Video: Trailer of Diamantes Negros (Alcantud, 2013).
e Film: Diamantes Negros.

The focal point of this study revolves around the film Diamantes Negros, a societal critique
addressing a challenging issue within the exclusive realm of football. The narrative unfolds in
Mali, centring on Amadou and Moussa, two 15-year-old boys with disparate backgrounds.
Moussa enjoys a comfortable life on the outskirts of the capital, free from financial hardships,
while Amadou works in Bamako's market to support his ailing mother and two younger siblings.
Despite their contrasting circumstances, they share a common dream: to play football. Both
participate in a small team at a football academy in the capital, distinguishing themselves for

their soccer prowess.

Following a local tournament, a European talent scout approaches them, offering assistance in
realizing their dream of playing in Europe. While he pledges accommodation, the families are
responsible for covering the trip and bureaucratic expenses. Upon arriving in Spain, they quickly
discover that fulfilling their dream is more challenging than promised. They must confront issues
such as competition, racism, cultural shock, loneliness, and a sense of helplessness. Additionally,
they grapple with FIFA’s transfer regulations about the protection of minors, emphasizing the

illegality of signing underage foreign players.

e Activities
e Listening activity (expected answer in italics) about African stereotypes, we will

be using the video about stereotypes specified at the top of the list above.
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Listening

Thisis _Esi_, she is in _California_, she used to live in _Toronto, Canada_ but her family is
originally from _Ghana_. She is going to talk about _5_different _stereotypes about Africa .

These are:

1. There are lions walking around.

2. African music is all drums and dancing like a ‘wild’ person.

3. Africans speak (mouth-sound) language.

4. Africa is a country.

5. Everyone in Africa is poor: no clothes, flies in their eyes, living in mud houses.
But the truth is:

1. There are lions at the zoo.

2. There are so many different sounds from all over different countries. They also have hip-hop,
R&B, pop music, azonto...

3. They speak different languages. That one she doesn’t know what it is.
4. Africa is a continent with loads of countries in it with different cultures.

5. There are beautiful hotels, fancy restaurants, luxurious events, wealthy people.

Figure 1. Listening activity

e Speaking activity: synopsis of Diamantes Negros

/ Speaking \

Film:

Synopsis:

\2 /

Figure 2. Speaking activity
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e Writing activity: newspaper headlines that will be used as prompts for students’
articles

Young Africans, Lured by False Soccer Promises, Victims of Human Trafficking.
Alassane Diakite, the 'black diamond' fighting to protect children dream.

Al Bangura, former Premier League footballer 'was trafficked for sex'.

Diamantes Negros, a brave denunciation against child trafficking in football.
FIFA punishes Barga a year without signing because of irregularities in transfers of

underaged players from abroad.

Figure 3. Writing activity

7. Results and Discussion

The section below presents, analyses and discusses the results obtained using the teacher’s
direct observation, quantitative and qualitative evaluation, and a SWOT (Strengths,

Weaknesses, Opportunities and Threats) analysis of the teaching proposal.
o Direct Observation

Direct observation serves as a method to assess not only student-related elements but also
factors related to the classroom environment (Moreno Sandoval, 2013). While acknowledging
the debate around the objective nature of observation, its inherent subjectivity is considered a
small risk. Despite this, the information gleaned allows teachers to uncover challenges in the
acquisition and assimilation of knowledge. Furthermore, data collected after each session can
aid in pre-empting obstacles in subsequent interventions. To facilitate this, information was

documented in a chronological work diary during the implemented sessions.

The concept of working without a textbook initially captivates students, fostering motivation in
their participation in an unconventional English class. However, this enthusiasm is short-lived as
students, comfortable with the familiar, often find it challenging to embrace change despite
their initial curiosity. Beyond the shift in materials, the mode of working transforms from
individual focus to group collaboration. Encouraged to form groups with diverse levels,
personalities, and abilities (cooperative learning), students discovered that the more evenly
matched the groups, the greater the collective benefit. Initially resistant, they gradually found it

easier and more natural to share, discuss, argue, and make decisions together.

Session by session, the progressive revelation of the lesson's direction kept students engaged,

focused, and interested. The incorporation of African culture as the basis of the lesson evoked
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varied reactions, appearing both exotic and unfamiliar to their daily lives. Nevertheless, the
prospect of culminating their efforts in a film intrigued them, considering cinema primarily as a
source of entertainment and relaxation. Though enthusiasm waned when they realized the film
had a social theme, students began to appreciate it as they immersed themselves, sustaining

their commitment to the task.
These observations suggest:

The effectiveness of cinema as an educational tool.
People's resistance to confronting the unknown.

Students' flexibility in accepting new proposals after comprehension.

Eal S

The successful integration of new approaches (e.g., cooperative learning) following an
adaptation period.

5. People's interest in learning, particularly when the means are engaging.

6. The potential for introducing students to intercultural values and cultivating global
citizenship skills.

o Quantitative Evaluation

To quantitatively evaluate the work carried out following the designed lesson plan, 17 students
from a class in 2"Bachillerato answered a questionnaire at the end of the lesson which
comprised eight Yes/No questions and ten questions following the Likert scale. Each group of

questions was analysed separately as they produced different information.

In the first place, the analysis focused on measuring the degree of involvement and empathy
raised in students throughout the sessions. The results of the Yes/No questions were shown as

percentages in a bar chart.

Would you like to watch the whole film?

Did you know about the trafficking of underage African football players?
Do you know any other kind of human trafficking?

Have you been abroad for at least a month?

Have you spent some time with people coming from other countries?

Have had you any contact with any African culture?

N oo u s~ W DN oe

Are you interested in the way people live in other countries or continents?
8. Have you ever thought about living in another country for some time in the future?

The graph below presents the results of this analysis:
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Figure 4. Yes/No Questions Analysis

In this chart, the following observations are made:

1. Asignificant majority, 76.5% of students, expressed the desire to watch the entire film
despite initial reservations upon learning that it had a social theme.

2. A notable portion, 70.6% of students, already had awareness about the issue of child
trafficking before watching the film.

3. Knowledge about other forms of human trafficking was relatively evenly distributed
among students (47.1% to 52.9%). Those who named a different type mostly mentioned
women's trafficking, likely influenced by news coverage.

4. The majority, 82.4% of students, had not travelled abroad for at least a month, indicating
that their experience with foreign countries is primarily derived from short family trips.

5. Asubstantial majority, 88.2% of students, had encountered foreigners in their daily lives.

6. A modest percentage, 23.5% of students, had prior exposure to African culture,
indicating that the majority had limited knowledge about the continent before the
lesson, and the foreigners they had encountered were not from Africa.

7. All students expressed curiosity about the lifestyles in other countries or continents by
the end of the lesson.

8. Looking ahead, 58.8% of students contemplated living abroad at some point in the
future, while the remaining 41.2% planned to stay in Spain.

This information suggests that these students possess curiosity and interest in the world around
them, enjoying travel and interaction with diverse individuals. However, it appears that they

may not be fully aware of current events and social challenges.

Journal of Literary Education n.7, 2023 / ISSN 2659-3149 216



Maria Botella-Martinez, Rebeca Cristina Lopez-Gonzalez

Moreover, the examination concentrated on gauging students’ overall reactions to the activities

and thei

r sentiments toward them. To accomplish this, the outcomes, presented as percentages

from the Likert scale questions, were illustrated in a bar chart. The 10 questions are featured on

the chart, arranged in numerical order from 1 to 10, corresponding to the following inquiries:

o o N oo U B~ W N oE

10.

Did you find the class interesting?

Did it provoke in you some reflection on social issues?

Did it provoke in you some reflection about your situation?

Does it invite you to learn more things about Africa?

Did it open your mind about stereotypes?

How easy do you think it is to act against human trafficking?

Do you consider yourself luckier than other people?

Do you think you could do something to prevent human trafficking?

Do you see yourself as a future globetrotter instead of staying and living in your own
country?

To what extent are you affected by some form of injustice? (Moral, social, ecological,

etc.)?

The graph below presents the results of the analysis:

60,0%
50,0%
40,0% m Not at All
30,0% | | | W NotVery
Neutral
0, 4 = | -

20,0% Somewhat
10,0% +— —— i <II ] H—] ]I 3 Very Much

0,0% ’J \II T T T

1 2 3 4 5 6 7 8 9 10
-10,0%
Figure 5. Likert scale questions analysis
In this chart, the following observations are made:
1. 58.8% of students displayed some level of interest in the topic and the proposed
activities.
2. 29.4% of students acknowledged that the lesson had prompted them to reflect on social

issues to a varying extent, with 5.9% expressing indifference.
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3. Reflecting on sensitive issues did not necessarily translate to considering them a part of
their reality. 29.4% of students remained indifferent to how the issues described in the
lesson impacted or were relatable to their own reality.

4. A majority, 64.7% of students, expressed a desire to continue learning about Africa and
its cultures, while 23.5% admitted disinterest in this topic.

5. 70.6% of students learned about or confirmed the existence of stereotypes related to
different cultures, countries, ethnic groups, etc. They also acknowledged the
importance of dispelling these stereotypes and getting to know each individual on a
personal level.

6. Concerningly, 64.7% of students expressed pessimism about the possibility of taking
action against human trafficking. This issue could be addressed in future lessons focused
on interculturality and Education for Global Citizenship.

7. 82.4% of students considered themselves luckier than other people, a question designed
to encourage them to compare their reality to that of Moussa and Amadou, reflecting
the experiences of trafficked children.

8. A small percentage, 5.8% of students, felt powerless to fight against these injustices,
potentially viewing them as situations that remain distant from their lives.

9. In contrast to a previous question, 64.7% of students expressed eagerness to travel
abroad rather than stay in Spain, indicating an evolving perspective throughout the
guestionnaire. Encouraging students to question themselves appears to be an effective
tool for fostering reflection.

10. 64.7% of students declared themselves sensitive towards injustice and empathetic.
However, a small number admitted to having no interest at all in this issue.

This information indicates that students valued the activities and the chosen topic. They actively
engaged in the entire process, allowing the learning journey to unfold, making it their own, and

reflecting on different aspects of the issues discussed.

o Qualitative Evaluation

To qualitatively assess the progress achieved in the four teaching sessions, the writing activities
of various groups, along with the responses to the third part of the questionnaire mentioned
earlier, were reviewed. The latter aimed to measure students' interest, research skills, creativity,
personal development, and social engagement, particularly about the topics discussed during

the lesson.

This evaluation segment primarily emphasised the accurate use of written English. Students

strategically assigned roles within each group to ensure the active participation of every member
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and provide support to those facing challenges in the task. The outcomes were highly
satisfactory. Despite the time constraints, the texts, while not overly extensive, were well-
structured and grammatically sound, with only minor phrasing and spelling issues. Leveraging
their mobile phones and the internet, students researched the provided headlines and sought
vocabulary meanings in dictionaries. The collaborative writing activity demonstrated success
both in terms of teamwork and individual contributions. Students invested time in researching
the topic, drafting responses to key questions (who, what, why, etc.), and evenly distributing
group tasks (assignment of writing responsibilities, overseeing text structure, error correction,

and final revisions before submitting their work).

o Self-Assessment (SWOT for education analysis)

SWOT analysis (Trujillo, 2010) is an easy-to-use tool and a powerful mechanism for the analysis
of reality and decision-making. On the one hand, it takes into account the Strengths and
Weaknesses of internal factors, those found inside the school (staff, properties, processes, and
products). On the other hand, it analyses the Opportunities and Threats of external factors
(demographic, economic, technological, cultural, environmental, sociological, political, and
legal). Among all applications of this tool, the ones outstanding for this paper are: the teachers’
reflection on their development as professionals and the evaluation of the lesson plan

implemented in this study.

Drawing upon the notes in their learning journals and reflecting on the activities implemented,
the SWOT analysis table (refer to Table 2) can be completed to ease the analysis of the teacher’s
work, the effectiveness of the activities, and the integration of interculturality and Education for

Sustainable Development and Global Citizenship within the curriculum.

Strengths Weaknesses
- Energy, enthusiasm, and eagerness to work = -  Time limits the development of this study
exhibited by young teachers - Young teachers' lack of experience
- Issues that can be addressed | - Absence of teachers' assistants trained in the
comprehensively subject (big groups of students)
- Anparticipatory process - Lack of motivation and teacher training in
- An innovative proposal adaptable to the these subjects
future of education - Lack of time during school hours
- Experiences from organisations to draw upon | _ Complexity of educational reality
- Opportunity to assess changes - Process contingent on teachers particularly
- Potential to instigate tangible changes in the interested in these subjects
daily management of the centre - Lack of communication between centres that
- Development of communicative competence could develop similar projects
in English as a Second Language (ESL) witha | = |esson intended to encompass a lot of
focus on Education for Global Citizenship knowledge at once
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Opportunities Threats

- Including Education for Global Citizenship in
- Society does not give importance to
the curriculum has already been proposed
Education for Global Citizenship within the
- Increasing talk about interculturality and the
educational system (lack of support)
importance of knowing how to be part of a
- Itimplies policy changes
global society
- It may lead to the imposition by the central
- Possible support of this project by other
administration (difficult acceptance)
organizations or groups
- It can end up becoming an empty element of
- Young people considering professional or
the curriculum
educational stays abroad

Table 2. SWOT analysis
Following the SWOT analysis, certain conclusions regarding professional development have
emerged. To advance in research, success strategies and indicators must be investigated and
applied to enhance my teaching practice, accentuate the positive aspects of this proposal, and
mitigate the negative ones. Undoubtedly, delving into this exceptional resource requires time

and dedication from all involved.

8. Conclusions

Blending conceptual knowledge with practical experience renders teaching a complex activity,
requiring many years to master adequately. The overarching goal of Education for Sustainable
Development and Global Citizenship is to transform society—its mentality, attitudes, laws,
traditions, and behaviour—into a mature entity that transcends unjust or inhumane positions,
recognizing every person as deserving of rights, respect, and dignity. Cinema, in contemporary
society, wields substantial cultural, artistic, and human influence. Films serve as a medium
through which the values and countervalues of the world are expressed. Moreover, cinema
creates environments conducive to coexistence, fostering attitudes of dialogue, negotiation,
compromise, and commitment. Social problems portrayed on screen and resolved in unique
ways often become life lessons, prompting reflection, critical analysis, and even shifts in

attitudes.

All learning, including general culture, is perceived as structured around meaningful coherence
and rationality. It constitutes a systematic knowledge framework that enriches understanding,
cultivates critical thinking, improves human behaviour, and fuels the desire for continuous

learning.

This survey aims to analyse the feasibility of promoting Education for Global Citizenship through

cooperative activities in English as a Foreign Language (EFL). Additionally, it investigates whether
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the use of Intercultural Cinema as the primary tool ensures effective engagement with the

aforementioned issues.

Regarding the second objective, initial resistance to a lesson involving social content was
observed, but this resistance diminished as students acquired more information on the subject.
Increased knowledge correlated with an enhanced willingness to learn. The selection of the film
"Diamantes Negros" (2013) as the main resource for this lesson appears to have made a
significant difference, particularly in terms of motivating and encouraging students to exert
effort. Attention to students' interests and motivations in material and activity creation is also

noteworthy.

Several areas have been identified for further research. This investigation could expand to
encompass a broader range of intercultural films addressing diverse topics, and the lesson plans
designed for their implementation could be tested on a larger student population for more
conclusive results. Moreover, the proposal could be adapted to different levels, languages, and

areas of the curriculum, such as teaching values in physical education classes.

The theoretical concepts presented in this work—interculturalism, Education for Sustainable
Development and Global Citizenship, cooperative learning, and learning through films—have
traditionally been studied independently. By combining and integrating these elements in this
proposal, we aim to present a holistic approach to education that provides comprehensive

training for the citizens of the future.
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