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Abstract

FL education has proven to be a resource for a successful access to the global society. Research
in the field of EFL teaching has been trying to incorporate young adult literature and digital
reading in language teaching. The present project aims at designing new EFL-high-school-ac-
tivities addressed to the Diglit-project students to help them understand the value of English
YAL and tech-tools in terms of personal growth and engagement in society. A questionnaire
was used to investigate students’ reading habits and preferences in terms of time dedicated to
reading, preferred genres, topics of interest and device use. Results suggested that students feel
attracted by books with dynamic plots and teenage protagonists: a general interest was found
also for topics related to contemporary global issues. Data showed that students read mostly on
paper or on smartphones. To conclude, as a product, a digital social reading activity composed
of a set of pre-, while- and post- reading activities on “The Giver” by Lois Lowry was created

on the Actively Learn platform.
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Introduction

Research in the field of foreign language education and especially English as foreign language
education has been focusing on the development of new methods to adopt with young students
to potentiate their language skills. The CEFR recognizes foreign language education as one of
the tools to empower students, helping them become active part of our societies, which are
becoming more and more interconnected and multicultural. Current research studies have been
trying to find a method to introduce literature in the language curriculum, making it more
engaging, thanks to the use of modern technologies. Scholars in the EFL education field
suggest that literature is a powerful resource for FL students: on the one hand, it can help them
explore new linguistic features of the language (i.e. vocabulary, grammatic structures, styles
of writing), on the other hand, it can also help them explore new themes and topics that they
may reinterpret on the basis of their own life experiences. In other words, literature is a tool
that encourages students to reflect on themselves and on the reality they live in. In addition,
scholars (See Bowers-Campbell,2011; Rebora et al., 2021; Scharber, 2009) have underlined
how in recent years digital reading, and consequently digital social reading, have been growing
in popularity: young people, especially, are attracted by digital content and they spend more
time than ever reading on digital devices. This is why the present work aims to explore new
methods to combine Young Adult Literature (henceforth) YAL and digital reading to include
them in the language curriculum. The idea is to transform the language classroom from a place
where students learn grammar and vocabulary to a place where they can reflect on identity,
culture, citizenship, and society. This research is part of a larger European project, the “Lit up
your phones, DigLit — A Digital Toolkit for ESL/EFL Classroom to Combat social Inequalities
in times of Covid 19 Crises”, which involves three research hubs (University of Graz,
University of Pecs, University of Venice) and which aims at bringing young adult literature

and digital tools in high-school EFL classes.

The dissertation is composed of four sections. In the first section, we will provide an overview
of the research carried out in the EFL/ESL field. Specifically, we will focus on the role of
literature in foreign language education, on reading and learner autonomy, and on technology-
based literature teaching. In the second section, the Diglit study will be introduced: this case

study has been carried out with a sample of students from three high-schools from Austria,
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Italy, and Hungary participating in the European project. Therefore, we will briefly introduce
the project and its aims, then we will present the questionnaire that was administered to the
students. Consequently, the data collected by means of the questionnaire will be presented. A
brief discussion about the results will be included at the end of the second section. In the third
chapter, we will describe a digital social reading activity that could potentially be carried out
with the Diglit students. The activity has been designed around the “The Giver” by Lois Lowry
using Actively Learn on the basis of the preferences that students expressed in the
questionnaire. The chapter will present in order: the book, the platform, the learning activity
with its pre-, while- and post-reading phases. A fourth and last section will summarize the
whole work, including a brief analysis of strengths and weaknesses and possible

improvements.
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Chapter 1

Young Adult Literature and Digital Reading in FL classes

Contemporary research has been focusing on the importance of potentiating foreign language
education by using literature in language classes and a thread inside this field of research wants
to explore the possibilities of making literature reading digital to meet the needs of the new
generations of students. The focus of the present research project will be on two main topics:
the use of young adult literature in foreign language education and the adoption of digital tools
in EFL classes to teach literature. The following chapter will discuss in order the followings:
the role of literature in foreign language education; theories, and approaches in teaching litera-

ture; and how to teach literature through technology.
1.1 Literature in Foreign Language Education

Giving a precise definition of literature is a challenging task for scholars. Many theories have
been developed to explain what can be considered as a literary text and how literary education
and language education relate to one another. There is no univocal way to define literature: to
explore the characteristics of it, we need to focus on intrinsic aspects, such as the genres and
the main themes; and extrinsic aspects, such as the author or the social, cultural and artistic
tendences of his/her times (Spaliviero, 2020). Despite scholarly debates, it is possible to identify
some features that allow us to distinguish between a literary and a non-literary text. Jakobson
(1985) supports the idea that literature is permeated by universal principles that never change.
According to this author, literary language has some peculiar characteristics related to: the pho-
nological aspect (figures of sound), the graphic aspect (peculiar structure of poetry), the mor-
phosyntactic aspect (e.g., parataxis or hypotaxis) and the lexical aspect (figures of speech, ne-
ologisms). On the other hand, other scholars claim that each literary work should be analysed
together with the social and cultural context where it was generated and be interpreted depend-
ing on the historical, social, and cultural background of the readers. In this sense, Di Girolamo
(1978) argues that the readers are the ones who should decide whether to consider a work a
literary text or not.

Research, starting from the 1980s, has been trying to identify the role of literature in language

learning (Tehan et al., 2015). The use of literary texts in foreign language education is a matter
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of debate among scholars since many seem to be the advantages and limits of such a praxis. As
Tehan et al. (2015) explain, we may identify two different positions concerning the role of
literature as part of language teaching programs. The first position is regarded as the “essential-
ist position”: scholars supporting this view claim that the study of literature is essential to pro-
mote language learning and language proficiency and consequently also cultural awareness,
critical thinking, and motivation. On the other hand, some researchers support a “non-essential-
ist position”. The non-essentialist approach sees literature as having limited relevance in terms
of language teaching and learning, since “literary texts have no essence that distinguishes them
from other types of texts” (Yuksel, 2007 in Tehan et al., 2015, p. 46). Therefore, literature is

not considered as an adequate tool to boost L2 proficiency.

In the following section, some arguments in favour and against the use of literature in language
classes will be presented to provide a general overview of the main claims supported by aca-

demic research in this field.
1.1.1 Advantages and limits of using literature in Foreign Language

Education

In the field of literary education, the very act of reading a text is considered as an act of com-
munication which involves the addresser, usually the author, the recipient, the reader, and a
mediator, the teacher (Spaliviero, 2020). In this type of communicational context, the reader is
stimulated to get to know the message of the author using critical thinking. The reading process
will coincide with a process of introspection. Therefore, in this case, the teacher would be an
intermediary figure with the mission of facilitating the students’ analytical process (Spaliviero,

2020).

Scholars have proven that literature and the reading process that learners undergo can have
many positive effects on students. One of the positive effects of literature is related to linguistic
benefits: when students are exposed to authentic materials, they can experiment with many
styles, registers and adapt to many different stages of difficulty (Tasneen, 2010). Lazar (1993)
pointed out that the use of literature as a source of authentic material can be a powerful stimulus
during the language learning process since it promotes students’ interpretative abilities and ex-
pands their language awareness. Similarly, Spaliviero (2020) suggests that literary education
supports linguistic education. Thanks to literature, learners can improve their lexical and mor-

phosyntactic knowledge and can develop strategies to tackle the literary text reading process.
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Overall, the exposure to literary language could result in a general improvement in receptive
skills, pronunciation, and critical thinking. In addition, as Spack (1985) points out, working
with literary texts can help improving writing and composition abilities. Another aspect to take
into consideration is that literary texts are polysemic and rich in content that may reflect stu-
dents’ life experiences. In this context, exposure to literary texts could have a general educa-
tional value (McKay, 1982). The texts provide learners with new knowledge about the world
and can open their perspectives about various human conditions and situations (Ur, 1996).
Therefore, texts can be the means through which students start a process of individual empow-
erment (Tsang et al., 2020). Readers can enter in syntony with the message and feelings that
the author wants to convey: such final tuning can be a source of motivation since readers can
feel a connection between the content of the text and their own lives (Tasneen, 2010). Hirvela
(2001) states that when learners read a literary text, they have the chance to directly interact
with the characters, comparing themselves with them and their experiences. What is more, dur-
ing the reading process, learners are required to be critical and creative: they should be flexible
to understand the style, the language, and the content, even in cultural terms. Reading requires
the learner to use “his/her imagination in discussing literature, which, in turn, contributes to
making learning a memorable and enjoyable experience” (Al Rabadi, 2015, p. 102). As Rosen-
blatt explains “the reader seeks in literature a great variety of satisfactions” (Rosenblatt, 1995,
p. 36). Overall, literature can be a fun and enjoyable tool (Ur, 1996), which gives space to talk
about personal emotions and feelings (Tehan et al., 2015). To conclude, the use of literary texts
in EFL classes can also be related to an improvement in terms of intercultural communicative
competence. The process of communication with the text may affect the way in which the reader
communicates with others. Literature can give students the tools to engage in intercultural com-
munication, which will help them redefine their own identity while at the same time develop
tolerance and curiosity toward cultural differences (Goémez, 2011; Spaliviero, 2020; Tasneen,
2010). What Gémez (2011) underlines is that “second language learning should not only be
effective communication, but the search for the understanding of cultural boundaries and the
attempt to come to terms with those boundaries” (Gomez, 2011, p. 50). This means that when
we talk about intercultural communicative competence, we are in fact dealing with two issues:
language learning and culture learning. In this terms, literary texts are considered “ideal mate-
rials to promote meaning negotiation and the access to cultural knowledge” (Gémez, 2011, p.
52). While reading literary texts students can interact with what they find inside the text and

negotiate meaning. This will help them develop a sense of tolerance and respect for diversity.
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Many studies which collected students’ opinions about reading have also provided evidence
that literature for young adults can bring benefits. In a study that aimed at gathering data about
learners’ perception of literary genres, Tsang et al. (2020) found that learners refer specifically
to language-related benefits and non-language related benefits. In the first category are included
all the positive effects that the exposure to literary language can have on the four macro-skills,
namely: reading, writing, speaking, and listening (Tsang et al., 2020). In the second category,
there are non-language related benefits, which include those related to the sphere of personal
identity and of intercultural communication. On the basis of the study conducted by Tehan et
al. (2015) about the students’ opinions concerning the use of literature, the majority of the stu-
dents interviewed agreed with the idea that literature is an essential part of foreign language
classes. Of all the students involved in the study, 65% were convinced that literature classes
should be mandatory. Similarly, Ivey et al. (2013) found that adolescents who had the chance
to read books at school and outside language classes underwent a positive process of self-trans-
formation. The opportunity to compare their own life experiences with the adventures of the
literary characters was for them a source of strength: students learned new skills on how to
handle relationships, were more actively engaged in meaningful connections with friends and
family, and they also found that literature was a source of inspiration in the conversations with
peers. Students could find in literature the strengthening contents and messages that they needed
to overcome the difficulties that they were living in their own lives, to constructively reshape

their own realities (Ivey et al., 2013).

On the other hand, there may also be some limitations in using literature in foreign language
education. As we mentioned before, literary texts can be very rich and complex, both in terms
of lexical choices and in terms of multi-layered meanings (Savvidou, 2004; Spaliviero, 2020).
These aspects may be at times too difficult to handle for students, and a general sensation of
frustration and overwhelm can prevent learners from getting in touch with the content of the
texts. In the study conducted by Tasneen (2010) it was found that both teachers and students
agreed on the fact that literature can be a powerful resource. This notwithstanding, some issues
were recognized, especially the fact that the language level is sometimes too high, texts are

sometimes too long and boring, and resources are sometimes lacking (Tasneen, 2010).

In this context, research shows that teachers’ difficulties in dealing with literary texts may limit

the efficacy of their use in classroom:
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Because of the linguistic difficulty and the need to know about the culture of the
target language, language teachers may be reluctant to benefit from the works of
literature in the language classroom. Parallel to this idea, McKay (1982) states that
one of the most common opinions against the use of literature for language teaching
purposes is the structural complexity and unique use of language, which will not

help the teaching of grammar.” (Tehan et al., 2015, p. 47)

To summarize, literature can be difficult to include inside a language curriculum because of its
complexity in terms of linguistic choices as well as content. However, there are some general
aspects and guidelines that can be followed by teachers to take the most out of literature, in
such a way to give the students the chance to benefit from it. Recently, renewed attention to
literature has been given by the Common European Framework of Reference, which has been
extended with some sections dedicated to the inclusion of literature in FL classes. In doing this,
the Council of Europe wanted to underline the value of literature not only in foreign language
teaching, but also within the socio-political context. Learning a foreign language and discover-
ing more about its culture will affect people’s behaviour in society: foreign language compe-
tences are tools to access knowledge and to express oneself. Knowledge and the ability to ex-
press thoughts and opinions are what gives citizens power to feel part of the community and act
in society. These topics, which are one of the main points of the Council of Europe language

policy, will be developed in detail in the next section.
1.1.2 Literature in the Common European Framework of Reference

(CEFR)

The Common European Framework of Reference for Languages: learning, teaching, assess-
ment (CEFR) provides a series of guidelines that can be used to classify the language profi-
ciency of foreign language learners based on Common Reference Levels (A1 to C2). The CEFR
guidelines are indeed part of a wider educational plan, which sees plurilingual education as “a
way to promote democratic citizenship, social cohesion and intercultural dialogue” (CEFR,
(2018, p. 27). This model states that language should be considered as “a vehicle for opportunity
and success in social, educational and professional domains” (CEFR, 2018, p. 27): in other
words, language is an instrument to master to participate in society. The focus of the CEFR
guidelines are the learners’ real-life communication needs: when students are learning a lan-
guage, they need to learn how to use their knowledge to behave in concrete situations. There-

fore, the CEFR guidelines are a series of pedagogic considerations which “propose an analysis
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of learners’ needs and the use of “can do” descriptors and “communicative tasks” (CEFR, 2018,
p. 29). For the purposes of the present study, we will focus on the CEFR guidelines related to

literature in the reding and writing domains.

Literature teaching in CEFR

Literature is now considered a useful resource that can provide students with the authentic
learning material they need to learn the language, enrich their background knowledge about
cultural diversity and boost their personal growth (Alter et al., 2019). Despite some improve-
ments in the field, the use of literary texts in language classes still seems to be marginalized and
dedicated only to students with higher levels of knowledge of the language (Jones, 2012). To
contrast the tendency of the “marginalization of literature”, the Companion to the Common
European Framework of Reference (2018) has been updated with new content related to literary
texts. The aim of this addition was to remark the importance of literature in language teaching:
the model focuses on teaching as well as assessing literature competences. What is particularly
relevant is that the “standardized competence descriptors help translate the concepts of literary
competence delineated in the model into ““ “can do” statements.” (Alter et al., 2019). Literature
should not be included inside the program just for its sake, it should be a tool which enables
students to re-elaborate the literature content and style by means of action-oriented approaches

and tasks.

[Literature] needs to have a clear learning pay-off which matches students’ needs,
particularly on a course where time is limited. The need for a pay-off suggests there
is benefit in linking the use of literature to the CEFR, particularly as many courses,
major English language exams and textbooks are now linked to these outcomes.”

(Jones, 2012, p. 74)

Literacies? such as reading and writing, but also cultural literacy, civic literacy, media and in-
formation literacy, disciplinary literacy (e.g. science, finance, health) and digital literacy, or
critical literacy are the tools that give access to knowledge and self-expression, and they can be
developed starting from literature. All these different types of literacies include sets of skills
and abilities that students can use to navigate society, learn more about a given discipline, look
for trustworthy information and news, use digital tools effectively or entertain relationships

with people from other cultures.

2 Types of literacies: https://www.theedadvocate.org/what-are-the-13-types-of-literacy/ (accessed 22.09.22)
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As reported in the 2018 Companion (2018), three new scales have been added to deal with the
topics of creative texts and literature. They include “reading as a leisure activity”, “expressing
a personal response to creative texts (including literature)” and “analysis and criticism of crea-
tive texts (including literature)” (CEFR, 2018, p. 25). In this case “reading as leisure activity”
is part of the receptive skills, while the other two competences are based on production skills
and the interaction between students and texts. With “reading as a leisure activity” the CEFR
refers to reding-related competences and activities that can vary depending on: the length and
variety of the texts, the types of texts (literary texts, creative texts, magazines or newspaper
articles, blogs, biographies), topics (from everyday topics to abstract and literary topics), type
of language (from simple to elaborated), ease of reading (from guessing the meaning using
images to autonomous reading of a large variety of texts), depth of understanding (from under-
standing the main points to have a complete understanding of the multi-layered meanings)
(CEFR, 2018, p. 58). This guidelines on possible types of readings and on reading-related com-

petences address the issue of literature use in EFL classes: literature-like materials can be both

a source of pleasure for learners and a source of knowledge to deepen the main language skills.

On the other hand, in terms of writing abilities, the CEFR refers to creative writing and “‘ex-
pressing a personal response to creative texts (including literature)”. Creative writing focuses
indeed on description and narrative; therefore, it can benefit from knowledge derived by literary
texts. The main aspects involved in creative writing are the content described (from every-day
information to engaging experience description), the type of text (diary, short stories, poems up
to well-developed and structured descriptions), the complexity of the discourse, and the use of
language (from simple lexical choices and sentences to the style appropriate to the genre). To
conclude, always from the perspective of production skills, working with literature in language
classes is related to the abilities that students can develop at the oral level. The reference here
is to the “analysis and criticism of creative texts (including literature)”: students are asked to
use spoken language to express their feelings and thoughts about the content they read. To

summarise:

while the scale ‘Reading as a leisure activity’ mostly expands the text corpus that
users/ learners are required to understand to include literature, ‘Expressing a per-
sonal response’ and ‘Analysis and criticism of creative texts’ get to the core of ex-
ploring works of literature for what they are: creative texts, purposefully con-

structed not merely to inform but possibly to entertain, to explore new worlds, to
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paint pictures with words, to question perceived notions of being, to provoke—and

so much more. (Alter et al., 2019, p. 4)

To conclude, we may notice that the will to recognise literature as an essential part of an action-
oriented language education is strongly present inside the 2018 Companion to the CEFR. It is
a source that should be included in the language curricula to satisfy learns’ needs. In the next
section we will focus on how young adult literature in foreign language education can really
become a tool that supports students in their path to becoming active citizens of nowadays so-
ciety. We will see how literature content can help them explore global issues related to the UN

2030 Agenda.
1.1.3 Young Adult Literature

For the present research we will focus on a branch of literature, namely young adult literature
(YAL). Young adult literature is composed specifically by literary content adapted to the needs
and perspective of adolescents and it frequently focuses on topics and events that parallel teen-
agers’ daily struggles: “writers of adolescent or young adult fiction typically present the strug-
gle to grow up as a universally defining characteristic of adolescence, one with which all readers
will resonate” (Beach, 2011, p. 26). When we talk about literature in young adult foreign lan-
guage education two main tendences have emerged in the past. The first perspective sees liter-
ature as a “cultural ideal”, while the second one sees it as a form of “cultural access”. In the
literature as “cultural ideal” perspective the role of literature is to support a cultural standard:
the everlasting cultural value of classics should have the role to enhance rigor and discipline in
learners. Following this perspective, no personal interpretations of literature are promoted. Op-
posed to this view, more recently, the idea of literature as ‘cultural access’ has been spreading:
in this case, through literature students have the chance to develop cognitive, aesthetic, social
and political capacities. They are in fact active protagonists since their literacy skills enable
them to be part of a democratic society. This position supports multiple interpretations of liter-
ary meanings on the basis of the variations in the social contexts (Beach, 2011). Perspectives
about the role of literature in education have changed with time, and so have the perspectives
about the role of the reader. One of the turning points in this field is collocated between the
1970s and the 1980s, when the ideas of Louis. M. Rosenblatt (1995) “Literature as Exploration”
became widely appreciated. She suggested to move away from the idea that there exists only
one interpretation of literature and invited to embrace the idea that the role of the reader and of

his/her interpretation is essential:
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“The literary work exists in the live circuit set up between reader and text: the reader
infuses intellectual and emotional meanings into the pattern of verbal symbols, and those

symbols channel his thoughts and feelings” (Louise M. Rosenblatt, 1995, p. 29).

It was indeed during these years that Rosenblatt’s “transactional theory” emerged: the meaning
of the text exists in the transaction between literature reading and the reader him/herself. In
1994, the idea of the role of the reader was furtherly integrated. The New London Group pro-
posed a new view of literature based on the idea of “multiliteracies” (Beach, 2011, p. 35): lit-
erature should therefore be a socio-political practice (Beach, 2011, p. 86) and learners are the

real protagonists.

Even though in the past there were no books written specifically for young adults, in recent
years the field of young adult literature has expanded significantly. Recent surveys (see teeen-
reads.com® and The Young Adult Library Service Association - YALSA#) have shown that in
fact young adults like reading, especially when it comes to magazines and comics (Beach, 2011)
and many are the factors that contribute to what young adults read (for example what publishers

offer and what the teacher provides or suggests) (Beach, 2011).
Using YAL in FL to raise awareness among students about the UN SDGs

issues

The present thesis project aims at focusing on the role of language teaching, and especially on
the role of young adult literature teaching, as tools to introduce students to global issues. In this
section we focus on the role of literature, and especially of YAL, in supporting some of the
issues brought up by the Sustainable Development Goals set by the United Nations 2030
Agenda.

In order to give students the possibility to become active participants in their reality, English
language teachers have been supporting projects to boost autonomy as well as team-work in the
language curriculum (Maley et al., 2017, p. 5). Many projects have been developed by educators

to tackle contemporary issues in the language classroom, see for example: IATEFL’s Global

3 Teenreads website: https://www.listchallenges.com/teenreadscom-ultimate-reading-list (accessed 08.08.22)
4 YALSA website: https://www.ala.org/valsa/ (accessed 08.08.22)
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Issues SIG®, TESOL’s Social Responsibility Interest Section ®and JALT’s Global Issues SIG”.
The idea that language education is not just related to the study of language itself is nowadays
paramount: language classes, and specifically English language classes, have an educational
aim that goes beyond the grammar or vocabulary learning process. English classes are not re-
quired to deal with a specific subject matter, it is for this reason that EFL teaching should focus
on bringing into the classroom issues related to our social, economic and environmental reality
(Maley et al., 2017). The EFL classroom should therefore be a space where learners can find
their own strategies to become active individuals in their societies (Maley et al., 2017). Con-
temporary issues cannot be fixed easily, but the role played by education and by teacher’s com-

mitment can help raise awareness and grow constructive and productive mindsets (Maley et al.,

2017).

Teachers’ aims should be both functional and educational. Language teaching of
all kinds — but my main concern will be foreign language teaching as practiced in
general education — should develop competence for communication and interac-
tion whilst stimulating critical thinking and action in the world. (Byram, 2013, p.

53)

Following Byram's (2013) theory of intercultural citizenship, language teaching and citizenship
education should be integrated: “linguistic, sociolinguistic and discourse competence in lan-
guage, combined with intercultural competences in the discovery, analysis, comparison and
critique of cultures” (Byram, 2013, p. 59). Students should receive an education oriented to-
wards moral and ethical values; they should learn political literacy. Only in this way could they

become active citizens.

At this point, we need to provide a definition of what the Sustainable Development Goals
(SDGs) are. They are 17 objectives articulated in 169 targets that have been developed in 2015
during the Sustainable Development Summit. These 17 objectives are aimed at gathering atten-
tion around some major global issues to promote concrete action and intervention. The main

areas of concern are poverty, inequality, injustice, and climate change.

S JATEFL’s Global Issues SIG website: https:/gisig.iatefl.org/ (accessed 08.08.22)

& TESOL’s Social Responsibility Interest Section webpage: https://my.tesol.org/communities/community-home?Communi-
tyKey=ca55369d-6da3-454c-a68f-68tbe03db770 (accessed 08.08.22)

7 JALT’s Global Issues SIG website: https:/jalt.org/groups/sigs/global-issues-language-education (accessed 08.08.22)
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See: United Nation Webpage on the Sustainable Development Goals®.

What is essential to underline is that all SDGs are connected with one another in a sort of chain
and tackling one problem may mean bring solutions and improvement also in other areas. How-
ever, dealing with these topics may be difficult since they can bring negative feelings, and a
general sense of overwhelm. From this perspective, reading activities can be extremely helpful
to give the students the possibility to elaborate themselves some suggestions and ideas on how
to tackle these issues starting from their own small realities. In this context, young adult liter-

ature materials can be a door to knowledge and awareness for young students:

Anthropologists tell us that storytelling is central to human existence, that it is a
common feature of every known culture. From infancy, every human being learns
that stories carry narrative meaning. Stories can engage readers emotionally, having
an effect on both attitude and motivation (Day and Bamford, 1998, pp. 21-31). It is
this emotional engagement which makes stories such an effective vehicle for the
discussion of global issues. Stories are powerful; they engage us with the lives of
individuals faced with problems. When we read them, they provoke the very human
feelings of understanding and empathy. We experience the problems as the charac-

ters do. (Maley et al., 2017, p. 181)

The main goal in this case is to merge language and content by means of foreign language
literature. Learners with an intermediate level of English could develop the abilities to interpret
a text dense of meaning in the target language and can learn how to re-elaborate that meaning
in order to, eventually, formulate their own thoughts and suggestions (Hoecherl-Alden, 2006).
Through literature learners acquire experience (Rosenblatt, 1995). When students read, they are
dying in the social context of a given text, this very act will allow them “defining the roles,
norms, beliefs, traditions, and purposes constituting the meaning of characters’ actions based
on their knowledge of the historical and cultural forces shaping a world” (Beach, 2011, p. 12).
Starting from the story they are reading they can extract a general “know-how” to extend the
literary meanings to the concrete context they live in thanks to “text-to-world” connections
(Beach, 2011, p. 13). Learning about the sustainable development goals and elaborating possi-
ble ideas to find concrete solutions should be part of school education. Indeed, social and aes-

thetic elements are one thing in literature, as (Rosenblatt, 1995) explained.

8See the link about UN SDGs : https:/sdgs.un.org/goals (accessed 29.09.22)
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The literature teacher may not be primarily concerned with giving scientific infor-
mation; yet it is his responsibility to further the assimilation of habits of thought
conducive to social understanding. He shares with all other teachers the task of
providing the student with the proper equipment for making sound social and ethi-
cal judgments. Indeed, the English teacher can play an important part in this pro-
cess, since the student’s social adjustments may be more deeply influenced by what
he absorbs through literature than by what he learns through the theoretical materi-

als of the usual social science course. (Rosenblatt, 1995, pp. 25-26)

The classroom environment should be the place where learners can find their own ‘Self” and

start thinking about themselves as protagonists of the historical period they live in.

1.2 Theories and approaches in teaching literature

Literature has already covered a central role in language teaching in the past, nevertheless is the
approach to literature teaching that has significantly evolved over time (Al Rabadi, 2015). Lit-
erary texts were the core of language education during the period of the Grammar-Translation
method, being them a primary source for grammar, vocabulary, and translation training. With
the Audiolingual Method, however, literature became less relevant, and it continued to be mar-
ginalized for all the 1970s, coming back in vogue only in the 1980s. From this period, teachers
started to reconsider the potential of literature in terms of source for authentic material, catalyst
for communication, and example of properly written language (Al Rabadi, 2015). What is more,
as we have already mentioned, the idea that literary texts can have only one correct interpreta-
tion gradually vanished, giving space to the idea of multiple possible interpretations of a given

literary piece, with the acknowledgement of the role of the reader (Rosenblatt, 1995).

Following theoretical guidelines, literature teaching can be adapted to multiple different models
(Savvidou, 2004). Some theoretical approaches are language-centred or structure-centred and
leave no space to the analysis of content and meaning. One of these methods is the “language
model” (Savvidou, 2004): this is an approach aimed at using the literary text to focus on lin-
guistic content: exercises are used to teach grammar, vocabulary or figurative expressions, and
no attention is paid to literary goals. A similar approach that focuses on the structural and lin-
guistic aspects of the text is what Amer (2003) refers to as the “story grammar approach” which

is aimed at helping students to focus on the text structure. The comprehension strategies that
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students can adopt to read the narrative text, on one side, and the expository text, on the other

side, may be different since the two text types are organized differently.

Other literature teaching approaches focus on the context in which literary works were pro-
duced. In this case, we may mention the “cultural model” (Savvidou, 2004): learners learn about
the context in which the novel was written and focus on the historical period. This approach
shares similarities with what Beach et al. (2011) define as “transmission theories”, that is teach-
ing methods that consider students “vessels to fill up” (Beach, 2011, p. 7) and where “the pri-
mary focus is on coverage of different literary periods, historical backgrounds, biographical
information about authors, literary concepts, or genre characteristics, as reflected in literature
textbooks” (Beach, 2011, p. 7). The limitation of this model however is that it tends to be

teacher-centred and builds on the idea of “correct answers” (Beach, 2011; Savvidou, 2004).

Gradually, these teacher-centred approaches were abandoned to leave space to a type of litera-
ture teaching where students are the protagonists of learning. In “student-centred theories”
(Beach, 2011), learners choose what they want to read. Savvidou (2004) talks about the “per-
sonal growth model”: here students are asked to think critically, express their thoughts and
emotions about the literary content, and develop the appropriate language to do so. Similarly,
the “reader response approach” presented by Amer (2003) requires the reader to be active, to
reflect on the content, to extrapolate meanings, and to re-elaborate the information. However,
also student-centred approaches can have some limitations, namely the fact that they consider
the learner as detached from other students and sometimes also from the learning environment.
For this reason, together with the psychological theories of Vygotsky (1978), a “socio-cultural
learning theory” has been developed (Beach, 2011). In this case, literature reading is seen as an
activity that should best be done in groups. Students work on literature together with peers,

bringing knowledge from the social and cultural background of the group (Beach, 2011).

To conclude, scholars underline how mixing teaching approaches could be fruitful. Some re-
searchers suggest that literature teaching could be based on a mixture of cultural, linguistic and
personal growth models in order to be linguistically, methodologically and motivationally com-
plete (Savvidou, 2004). In this way students are introduced to a variety of text on various levels
of linguistic difficulty, they learn appropriate strategies about how to approach a literary text
and lastly, they find pleasure in doing it. In the next section we will summarise some of the

suggestions given by scholars on how to plan the teaching and reading of literature.
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1.2.1 How to structure literature teaching

Research has focused on how to plan and organize the use of literature in foreign language
classes, before the very beginning of the planning process, it is essential that the teacher has
clear in mind the curriculum goals. Once those goals have been established a series of steps can

be taken into consideration. These are presented briefly below.

Text Selection

One of the first steps is to analyse the type of learners and readers that will participate in the
activity. The teacher should consider their reading abilities and should base his/her choice of
materials on the students’ needs, preferences, and interests. The selection of the texts should
take into consideration that learners are different from one another. In terms of text selection,

Beach (2011) focuses on some characteristics that a text should have to be eligible:

1. Appeal and Involvement. Books should have a “lasting and universal” ap-

peal, an attractive cover, and high degree of personal, emotional involvement.

2. Literary Quality. Books should be substantive and not “fluffy.” They

should offer unique perspectives and ways of thinking.

3. Characters. Characters should be old enough to understand the problems
and concerns of teenagers. They should be realistic, compelling, and distinc-

tive.

4. Content and Style. The subject matter should be relevant to teenagers, with
good descriptions, vivid imagery, and an appropriate (not condescending)

tone.

5. Plot. The plot should have a good blend of action and description with a
satisfying (not necessarily happy ending).

6. Genres. The final list should contain many different genres on topics that

appeal to a variety of teen readers.
(Beach, 2011, p. 92)

To raise interest for reading the teacher could promote different kinds of book genres giving

students a considerable amount of time to read what they choose on their own (“sustained silent
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reading”). As Guthrie (2004) (quoted in Beach, 2011, p. 120) claims, “The readers’ sense of
purpose often influences their degree of engagement with a text, as well as their investment in
the activities that surround that text and influence their understanding of it”. In the study con-
ducted by Ivey et al (2013), teachers gave students the opportunity to decide on their own how
and to what extend enter in touch with the literary texts provided by the school. Learners had
the chance to choose the type of text to read. They received no pressure from the teacher and
could take their own time to read the material they chose. The purpose was that of understanding
how self-paced reading, autonomy in reading and personal relevance in text choice could have

a positive effect in promoting reading in young students.

Reading tasks: pre-reading, while-reading and post-reading activities

After the text selection it is important to think about how to structure the various reading steps
and tasks, giving them a logical and sequential order, as students benefit from carefully struc-
tured and sequenced tasks (Harper 1988). Many scholars support an approach based on the use
of three-phases: the pre-reading phase, the while-reading phase, and the post-reading phase (Al
Rabadi, 2015; Barnett, 1988; Beach, 2011):

[...] pre-reading activities as brainstorming for appropriate background knowledge
or imagining text content from a title or illustrations, activities while reading such
as discussing word formation and word meanings in context, and post-reading
global comprehension activities requiring student readers to summarize or get the

gist of a text. (Barnett, 1988, p. 150)

Before starting, it could be useful to provide students with an explanation about the aim and the
goal of the activity they will carry out, in such a way that they can be focused and aware. The
first step at this point will be to provide students with the background knowledge and the spe-
cific linguistic terminology they will need to tackle the text: familiarizing with the content and
the terminology can be very beneficial, since “linguistic competence affects the student's ability
to read and comprehend” (Harper, 1988, p. 404). Teachers could also start working on the in-
terpretative strategies. This would be essential to help students “acquiring general reading and

response strategies” (Beach, 2011, p. 119).

General process strategies include setting purposes; activating schematic back-

ground; decoding words; making personal connections; visualizing settings, scenes,
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characters, events and ideas; summarizing and bringing meaning forward through-
out a reading; predicting; asking questions; and monitoring comprehension and us-

ing fix-up strategies as needed (Beach, 2011, p. 119).

Research shows that comprehension is facilitated when the students adopt a specific strategy to
tackle a given text type (Taylor and Beach, 1984; Berkowitz, 1986; Wilkinson, 1999 in Amer,
2003). According to Cooper (1986), there are many elements that the student can identify inside
the text, namely: the place and time of the story, the protagonists carrying out the actions, a
problematic situation, and the events that can solve the problem. The literature teacher would
need to select appropriate tasks and tools to give students the possibility to learn the analytical

strategies.

While the learners are reading the text, some activities could help them understand the content
step by step (Harper, 1988). Chen (2014) conducted a study investigating how literature can be
used to acquire language in EFL classes. This study suggests that readers can benefit from both

shared reading and independent reading.

Shared reading refers to two or more people sharing the reading of a text. In an
activity called echo or shadow reading, students are asked to read aloud along with
the teacher. The teacher reads aloud at slow pace, but faster than the students can
read by themselves. The students’ reading should lag slightly behind the teachers.
This helps with learning pronunciation and phrasing. This technique is helpful even
for advanced students, because of the word pronunciation support. Resist the temp-
tation to stop at each unfamiliar word. Students should begin to cluster meaning

into chunks or phrases. (Chen, 2014, p. 234)

Another possible method that may be used to structure reading is what Chen (2014) calls a
“variation of the think aloud protocol” (Chen, 2014, p. 235).

Place a red dot or other symbol in the text periodically at strategic spots. When
readers come to these markers, they must convey what they are thinking by speak-
ing out loud or writing their thoughts down on a separate sheet of paper (Tierney &

Readence, 2000). (Chen, 2014, p. 235)

While students are actively working on the task the role of the teacher should be the one of
“showing students” how to engage in the task (and not “telling them what would be correct™)

(Beach, 2011, p. 52). Students need to be guided, they need to see that active participation is
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the best option, and therefore they will benefit from the presence of an open-minded, flexible

and tolerant teacher who gives value to every student contribution (Beach, 2011, p. 53).

At this stage, after having completed the reading task, students could focus on post-reading
activities. Here, the aim is to help learners clarifying and digesting the content of the text. Har-
per (1988) refers to interpretation activities based, for example, on class discussions, role play,
interviews to the characters, or rewriting activities (Harper, 1988, p. 406) and synthesis activi-
ties: “activities that permit the student to view the work as a unique whole, appreciate the inter-
dependence of parts, experience and verbalize the effect of the total work, and unify what they
have learned” (Harper, 1988, p. 407). Some example of synthesis activities could be individual
of the group, the teacher could ask opinions, or ask to comment statements about the text, writ-
ing activities where students, such as essays or open questions where students can work on the

topic of the text (Harper, 1988, p. 407).

1.2.2 Two major reading styles: Intensive and extensive reading

Scholars define two major types of reading styles that can be chosen based on the literary ma-
terial students would have to work on. The first style is referred as intensive reading, while the

second style is the extensive reading (see Barnett, 1988; Day et al., 1998).

Intensive reading

Intensive reading involves learners reading in detail with specific learning aims and
tasks. [...] Intensive reading activities include skimming a text for specific infor-
mation to answer true or false statements or filling gaps in a summary, scanning a
text to match headings to paragraphs, and scanning jumbled paragraphs and then
reading them carefully to put them into the correct order.” (British Council Inten-

sive Reading webpage®).

Detailed analysis of the reading materials by intensive reading allows learners to master the
language effectively (Mart et al., 2015, p. 85) Intensive reading is an activity where learners
can work with smaller samples of language in very detailed way. This activity is frequently
done in class under the guidance of the teacher. However, research shows that there could be
the risk that the intensive reading activities become a mere exercise on grammar and that, after

all, students would not be able to reuse this knowledge in new contexts (Mart et al., 2015).

9British Council intensive reading webpage: https://www.teachingenglish.org.uk/article/intensive-reading (accessed 08.08.22)
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Extensive reading

The extensive reading approach involves students reading long texts or large quan-
tities for general understanding, with the intention of enjoying the texts. Students
are allowed to choose the books they read depending on their interests, and there is
not always a follow-up discussion or work in class. In this way students are encour-
aged to read for pleasure and should become better readers. (British Council Exten-

sive Reading webpage'?).

Extensive reading requires a large selection of books to be available, so in this case having a
class library could be very useful. With extensive reading, since students can choose what they
want to read, they are free to abandon one book and choose another one. Extensive reading can
be also an activity that students do out of class, in addition to silent reading sessions at school.
The goal of this approach is to enhance fluency, pleasure in reading and motivation. The teacher
in this case can also decide to keep track of what each student reads and eventually recommend
other books. Empirical studies suggest that learners of all proficiency levels benefit from the
extensive reading approach (Park, 2020): L2 vocabulary will expand, and comprehension im-

proves together with grammar (Mart et al., 2015).

However, extensive reading alone may be incomplete since students have less time to focus on
specific aspects. Similarly, also intensive reading practice can be limited, as students might
have no chance to focus directly on meaning and could be exposed to less literary material. It
is for this reason that the combination of extensive and intensive reading could be the best

option. Studies suggest that this mix of approaches:

leads to substantial proficiency gains in language learning process; while extensive
reading aims at fluency, intensive reading aims at accuracy. [...] a combination of
extensive and intensive reading brought about desired outcomes, increased the ef-
ficiency of learning, fostered interest of the learners, and developed purposeful and
positive attitudes towards language learning. Extensive reading allowed learners to
become aware of how language items they studied in intensive reading function in

sentences. (Mart et al., 2015, p. 85,89)

19British Council Extensive Reading webpage: https://www.teachingenglish.org.uk/article/extensive-reading (accessed
08.08.22)
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1.2.3 Learner autonomy in reading

One of the important aspects that has emerged in the last decades concerning language teaching
is the concept of autonomy (Benson, 2011b; R. Smith, 2007). It was applied to the field of
learning in the 1970s in France, when Henri Holec (1981) (see Benson, 2011a) pointed out that
there was “the need for a term to describe people’s ability to take charge of their own learning
“(Smith, 2007, p. 395). It seems that language learners tend to have control of their learning
process spontaneously, and in the case in which this ability is not present in a learner, it can be
developed. This tendency of keeping track of one’s own learning path seems to have positive
effects, especially when compared with an assisted and less autonomous type of teaching (Ben-

son, 2011b, p. 16). Following the description of the British Council:

Autonomy means the ability to take control of one's own learning, inde-
pendently or in collaboration with others. An autonomous learner will take
more responsibility for learning and is likely to be more effective than a learner
who is reliant on the teacher. Learner training in the classroom encourages au-
tonomy and is an important element of language teaching. [...] An autonomous
learner will set their own goals, reflect on their progress, and seek opportunities
to practise outside the classroom. [...] Asking learners to keep diaries to reflect
on the way they learn best and teaching them how to use tools such as diction-
aries can encourage autonomy. Asking the question, 'could the learners do this
for themselves?' about any activity planned for class will help create the con-
ditions for the development of greater learner autonomy in class (see British

Council webpage on Autonomy'")

Autonomy varies a lot depending on the context and is multidimensional (Benson, 2011b, p.
16). Some scholars support the idea that there are many responsibilities that the learner
should be able to handle. Some of them include setting the objectives, deciding the contents,
define which language learning methods to use, keep track of acquisition and of what is
being learned (Borg et al., 2012, p. 4). To conclude, learners could find it beneficial to un-
derstand how to engage with reading in an autonomous way, as this could help them tackle

reading with less effort and expand their interest even outside the classroom environment.

11 British Council webpage on Autonomy: https://www.teachingenglish.org.uk/article/autonomy (accessed 08.08.22)
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1.3 Teaching Literature through technology

The present thesis investigates the role of young adult literature and digital reading in foreign
language teaching and learning. Recently, scholars have been studying how literature and read-
ing are growing within the digital environment. In the following section we will introduce the
concept of digital reading to see how it can be integrated inside language classes to promote
literature reading. In contemporary society it is no more possible to consider literacy as the
ability to read and write, since with the advent of technology, reading and writing is no more
confined to paper. We access text via computers, smartphones, e-books and more. In these
reading environments texts become more and more complex and multi-layered, consequently,
“the literacies required to navigate, interpret, design, and analyse these texts also grows, in
complexity. New technologies and a more global society require a rethinking of what it means

to be literate in today’s world.” (Serafini, 2014, p. 26).

The term multiliteracies or multiple literacies refers to the reconceptualization of
literacy as a multidimensional set of competencies and social practices in response
to the increasing complexity and multimodal nature of texts. Visual literacy, media
literacy, critical literacy, computer literacy, and other types of literacies [...]. (Ser-

afini, 2014, p. 26)

One of the landmarks in this field is the work of The New London Group (1996). This group of
experts published a manifesto which had the aim to present the idea of “multiliteracy” together
with some pedagogical guidelines. They underlined how new technological devices have been
changing the way in which we communicate, creating space for content that combines the use

of text sound and images.

In the 1990s the National Council of Teachers of English and the International Reading Asso-

ciation developed the 21 Century Literacies Framework. In this framework it is stated that:

Active, successful participants in this 21st century global society must be able to:
develop proficiency and fluency with the tools of technology; Build intentional
cross-cultural connections and relationships with others so to pose and solve prob-
lems collaboratively and strengthen independent thought; Design and share infor-
mation for global communities to meet a variety of purposes; Manage, analyse, and

synthesize multiple streams of simultaneous information; Create, critique, analyse,
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and evaluate multimedia texts; Attend to the ethical responsibilities required by

these complex environments. (NCTE Executive Committee, 2008, p. 1).

Following this line of thought, the European Union has elaborated a Digital Education Action
Plan (2020). This document specifies how education needs new types of training based on the
use of technology. “Basic digital skills should become part of the core transferable skills that
any citizen should have to be able to develop personally; engage in society as an active citizen;
use public services; and exercise basic rights” (Digital Education Action Plan, 2020, p. 9). Ed-
ucation should embrace technology, since digital tools have the potential of providing better
quality education in a more inclusive way, in an environment where equality would be guaran-
teed. The document states clearly that to achieve this goal there is the necessity to involve all

parts of society, including educators, learners, scholars, families, private and public institutions.

We are now so socially enmeshed in digital literacy practices that the concept of
optional extrication from the digital world is not realistic, yet language and literacy
instruction continue to resist digitized multimedia and multimodal literacy practices

as optional or secondary to flat textual practices. (Lotherington et al., 2011, p. 239)

In other words, digital literacy has not only an educational, but also a political role (Chun et al.,
2016). Thus, there is the need to raise awareness about how to approach them. Digital contents
should be used in a critical way and students should be able to discern when they are biased or

inappropriate (Chun et al., 2016).

For the purposes of the present research, we would focus on digital literacy and young adult
literature to understand how digital tools and Y AL can help students becoming conscious adults
and citizens. In Italy, the Ministery of Education addresses this issue, and other issues connected
with digital education in the Generazioni Connesse — Safer Internet Centre website'? which is
supported and founded by the European Union. Part of the Ministry plan is to include digital
literacy training inside the school curriculum. In these terms, digital reading should be inte-
grated in foreign language learning classrooms. In the next sections we will see more in detail

what digital reading is and how it can assume a social dimension when used in class.

12 Generazioni Connesse — Safer Internet Centre website: https:/www.generazioniconnesse.it/site/it/home-page/ (accessed
08.08.22)
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1.3.1 Reading digital texts

With the growth of technology our way of reading has changed. In recent years, research has
shown that paper-based reading and screen-based reading are two different practices since they
require different skills, strategies and levels of concentration (Reiber-Kuijpers et al., 2021).
This difference tends to be widely accepted in reading research: “digital reading involves a
different logic and set of practices governed by multimodality” (Rowsell et al., 2009, p. 106).
Some researchers indeed suggest that the digital environment can be beneficial because it al-

lows the reader to be the protagonist of the reading process.

Scholars agree on the fact that the reading process is difficult to describe in an univocal way, it
is for this reason that many different theories have been developed trying to account for all the
different dimensions of the reading process. Rosenblatt (1978) transactional theory still recov-
ers an important role in the field: this theory is considered still valid when we switch from the
printed environment to the digital one, since “readers, quite literally, craft unique transactions
through the links they choose to follow in digital spaces” (Turner et al., 2020, p. 2). The creation
of meaning that takes place between the reader and the very text s/he is reading is unique both
when we deal with printed text and with digital ones. In addition, some researchers suggest that
the reading process consists in a meaning-construction process, which is born from the combi-
nation of background information that the reader possesses and information that are derived
from the text (see Kintsch, 1988; 2013; Perfetti & Staffura, 2014 in Reiber-Kuijpers et al.,
2021). These ideas are considered valid to describe the reading process of a printed text but
probably need to be integrated if we want to describe the digital reading process. Research
suggest that digital reading is not opposed to print reading, on the contrary it is a sort of exten-

sion of it (Reiber-Kuijpers et al., 2021):

In print settings, ‘typical text’ usually refers to a single, linear text, written by an
identified author, with a clear target audience, and produced by a team of profes-
sional authors, editors, and publishers. In digital settings, text is not so easily spec-
ified. It could be a single text or a network of multiple sources; in plain, hypertext
or hypermedia formats; linear, semi-linear, or nonlinear in structure; the author(s)
and target audience may or may not be identified; and quality and accuracy are not

always guaranteed by authors, editors, or publishers. (Reiber-Kuijpers et al., 2021,
p.4)
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Scholars underline that the medium used to access written information and its features, have a
role in influencing the behaviour of the reader that will approach that content. Digital reading
is not to be interpretated as written material that shifts from paper to a screen, but on the con-
trary, as something that is much more interactive, requires a careful navigation and is non-linear
in structure (Reiber-Kuijpers et al., 2021). Adolescents of today have access to written material
in both formats (Turner et al., 2020), but digital contents are easily available in larger quantity
(Reiber-Kuijpers et al., 2021), it is for this reason that learners need to learn how to deal
properly with both mediums respectively. Some research indeed suggests that student notice
how school-reading is mainly print-reading, while the leisure reading that they carry out outside
school is predominantly on screen (Turner et al., 2020). Some data suggest that sometimes
learners tend to avoid considering screen-reading as real reading (Duncan et al., 2016). How-
ever, digital literacy skills are more and more part of daily life, and they should receive space

in education.

For the aim of this project, we would focus on adolescents that read texts in a foreign language,
in our case English. This means that it would be appropriate to focus not only on what it means
to read digitally, and how this type of reading can be beneficial, we should also consider that
students would read digitally in a language which is not their first language. In the following
paragraphs we will therefore focus briefly on L1 reading versus L2 reading, we will explore the
main characteristics of the L2 digital reading environment, and we will sum up some of the

main digital reading strategies that scholars suggest.

Firstly, we should consider that reading materials in a second language are more difficult to
tackle for learners if compared with L1 texts. Some scholars suggest that L2 reading builds on
L1 reading abilities due to a transfer phenomenon (see Day & Bamford, 1998; Grabe & Stoller,
2011; Hudson, 2007; Koda, 2005 quoted in Reiber-Kuijpers et al., 2021). On the other hand,
other experts claim that reading skills are not confined to one language, they can be accessed
when needed (see Swan & Walter, 2017 quoted in Reiber-Kuijpers et al., 2021). In general,
however, L2 reading requires more effort because the knowledge of the L2 is more limited:
learners know less words and need more time to recognise and understand them, and they may
be lacking the background/cultural knowledge related to the context (Reiber-Kuijpers et al.,
2021). Reading comprehension is related to many factors indeed. What scholars have observed,
in fact, is that reading comprehension is closely related to word identification and reading flu-

ency in teenagers (Duncan et al., 2016). What is more, scholars argue that language learners
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may find L2 digital reading more difficult because “digital environments may require working

memory capacity that exceeds L2 readers’ capabilities” (Reiber-Kuijpers et al., 2021, p. 24).

In general, when we talk about digital reading environments, we should take into consideration
some typical features. Firstly, in this environment, chances are high that digital material is au-
thentic language. Secondly, the written text in digital environments can be organized in differ-
ent ways depending on various needs, and this aspect requires the learner to be more active,
flexible, and aware: “Digital texts can be completely linear (like printed texts), semi-linear (e.g.,
a pdf with glosses) or nonlinear (a hyperlinked network of texts). Higher degrees of nonlinearity
seem to require more navigational skills and strategies.”(Reiber-Kuijpers et al., 2021, p. 14).
Another important characteristic is related with the format and the layout: the presence of dif-
ferent fonts, colours and images seems to make the content more engaging, but it could also
increase the chances to get lost in the page. If with a paper page it is easy to annotate, underline
and highlight, it is not so easy with a webpage, nonetheless it is possible: while reading online
on a screen it is possible to use some useful tools such as annotators or online dictionaries that

can help the comprehension (Reiber-Kuijpers et al., 2021).

Digital reading can also be challenging. Some scholars have found evidence that readers
““viewed” rather than “read” as they scanned digital texts very rapidly” (Li, 2020). This seems
to support the idea that screen-reading is shallow and sometimes more superficial. It is for this
reason that, when readers, and specifically second language readers, approach a digital reading
environment they should be strong of some strategies and skills that will help them navigate

digital texts (i.e. using hyperlinks, scrolling, choosing from the menus) (L1, 2020).

Some basic strategies that learners use while interacting with the printed text are: locating, syn-
thesising, inferring, skimming, translating, writing notes, thinking about their own background
knowledge, using bookmarks, making use of dog-eared pages, marginalia, sticky notes, under-
lining and highlighting (L1, 2020; Reiber-Kuijpers et al., 2021; Turner et al., 2020), all strategies
that are usually used in combination. In an online environment readers may adopt some of these
tactics and integrate them with some new skills. Concerning that, Li (2020) developed SLORSI,
the Second Language Online Reading Strategies Inventory, because they claim print reading
strategies may not be enough for students when they approach a digital text. This work focuses

on these aspects:
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global (cognitive strategies using advanced planning and comprehension monitor-
ing techniques), problem-solving (interactive strategies for dealing with difficult
texts), and support strategies (basic decoding strategies and seeking out tools to aid

comprehension). (Reiber-Kuijpers et al., 2021, p. 7)

In general, some of the tactics that can be used by students in digital environments could be:
trying to focus and avoiding distractions by using Ad Blockers, use reader view extensions, use
online notebooks such as OneNote, Evernote, Google Keep, cloud-based bookmarking such as
Diigo or Pocket, file management options such as Dropbox, Google Drive (Turner et al., 2020)
or other platforms where it possible to actively work on the text such as eComma and Actively
Learn. All in all, one of the most interesting aspects of working on a screen is that frequently it

is possible to cooperate and make the reading “social”.

1.3.2 Digital Social Reading

Reading activities can be carried out autonomously or in group, but eventually reading experi-
ences tend to be enhanced when they are accompanied by an opinion-sharing process. One of
the most important aspects of reading is related to the possibility that readers have, to share the
content of what they read together with their opinions and considerations about it with other
readers. Recently, scholars have been studying how the increasing use of technology can help
readers in sharing their thoughts about what they read, making reading not only digital but also

interactive and interpersonal.

Book clubs, for example, are not a recent invention (Bowers-Campbell, 2011; J. M. Smith,
2019), and with time they have been evolving, embracing new technologies. In recent years,
reading communities have find a place in the world of media technology in various platforms
such as Gooreads, Lovelybooks or Wattpad (Rebora et al., 2021). Research recently conducted
in this field focus on two main possibilities: working directly on digital texts by means of apps,

platforms or other digital tools that support annotations (eComma’3, Actively Learn'* Glose

13 eComma: https://ecomma.coerll.utexas.edu/ (accessed 08.08.22)

18 Actively Learn: https://www.activelylearn.com/ (accessed 08.08.22)
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Education'®, Diigo® etc.), and sharing ideas by means of synchronous and asynchronous fo-
rums or post-sharing platforms (Moodle etc.). Scholars working in the field of reading research

recognise now the importance of talking about “Digital Social Reading” (Rebora et al., 2021):

In our study, we propose the term digital social reading (DSR) for shared reading
experiences which happen either online or offline but involve some use of digital
technology and media, either for reading or for sharing experiences elicited by
books. While this label disregards some key aspects of the phenomenon (e.g., the
extensive writing activity in DSR communities), it still catches the determinant role
of social interactions around the experience of reading, which are visible through

DSR practices and platforms. (Rebora et al., 2021, p. 1i231)

Research can benefit from digital social reading, because, contrary to what happened when only
print reading was possible, now there is access to a considerably large amount of data created
by readers themselves on different platforms concerning their own reading experience, data
which can be analysed and studied by experts who work in the reading research field (e.g. sen-
timent analysis investigations) to learn more about reading habits and their relationship with
digital tools (Rebora et al., 2021). Social reading is a term that underlines the importance of
considering reading as process that can indeed rotate around a community. Research shows that
collaboration around a reading activity can boost motivation, corroborate interpersonal com-
munication skills, promote deep-reading and help comprehension (Additionally et al, 2007;

Eeds and Wells, 1989 in Bowers-Campbell (2011).

The shared meaning making that occurs during literature discussions is indeed ex-
citing, as students are given opportunities to ask questions, offer new perspectives,
and engage with the text in new ways. In this way, literature discussions are reflec-
tive of Rosenblatt’s (1978/1994) transactional theory. The interactions that occur
between the reader and the text are further enhanced by the new perspectives and

knowledge gained from each discussion. (Smith, 2019, p. 638)

Digital social reading could be one of the resources at the disposal of English teachers to work
on young adult literary content with their students. Many studies about online book clubs have
shown that learners can benefit from such activities in different ways. For example, studies

which used Moodle (Scharber, 2009), Edmodo (J. M. Smith, 2019) or the eLearning Commons

15 Glose Education: https://glose.education/home (accessed 08.08.22)
16 Diigo: https:/www.diigo.com/ (accessed 08.08.22)
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platform (Bowers-Campbell, 2011)) and forums have proven that such spaces, when strategi-
cally and carefully designed by teachers and librarians, are safe-environments where students
can actively participate in both synchronous and asynchronous discussions about a text (Bow-
ers-Campbell, 2011; Scharber, 2009). Learners may be divided in groups and have the oppor-
tunity to choose from an array of different books (J. M. Smith, 2019). In many cases students
have the possibility to choose a book to read and then share their ideas about it by submitting a
post or a comment on a platform. Since the interaction is online, students have the possibility
to access or add themselves additional information regarding the book content via hyperlinks
to useful webpages or videos. What is more, learners can decide to upload images or documents
that are related to the reading task (Scharber, 2009). This would give students the possibility to
re-elaborate and create connections on three levels: text-to-self level, when they are able to
connect the text to their lives; text-to-text level, when they connect the message or scenes of
one book to other texts they know; and text-to world level, when students adapt the message of
the book on the reality they live in (Bowers-Campbell, 2011). In order to assure positive out-
comes, scholars have underlined the importance of planning carefully online-bookclub activi-
ties by making sure to choose the appropriate platform, defining carefully the tasks, avoiding
giving students limited option about what to read and giving precise guidelines about appropri-

ate behaviour to guarantee safety (e.g. no hate-language).

To summarize, so far we have seen that reading is the praxis that give people access to
knowledge that enable them to face problems and be active toward change. Reading is however
no more confined to one medium but is spreading thanks to the technology that younger people

see as part of their lives, and for this reason is changing.

In the next chapter, we will present an on-going case study, the Diglit project, which aims at
investigating how English YAL can be successfully integrated in high-school-foreign-language

classes thanks to the use of digital tools.
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Chapter 2

The Diglit research project

2.1 The Diglit Project

In this section we will present a case-study that is currently being carried out at the University
of Venice together with the cooperation of other two European universities. In this section we
will therefore introduce the Diglit project and its aims, we will present the results collected
thanks to the joint work of the three European universities, and we will finally analyse the Diglit
data with the aim of understanding how they can be relevant to develop a digital reading activ-
ity.

The Diglit project is an Erasmus+ program project ''founded by the European Union. It is a
two-year long project (June 2021 - June 2023) and involves three partner hubs of research in
the field of language education from three different European Countries. The Italian hub for
this project is composed of two partners, Ca’ Foscari University of Venice and the IIS
TronZanella of Schio; the Austrian hub is composed of the Karl-Franzens-Universitaet Graz
and the Priv. Gymnasium und Oberstufenrealgymnasium des Schulvereins der Ursulinen in
Graz, and lastly the Hungerian hub which is composed by the Pécsi Tudomanyegyetem - Uni-
versity of Pécs and the Pécsi Tudomanyegyetem Gyakorld Altalanos Iskola, Gimnazium és
Ovoda in Pécs. The three university research groups, in cooperation with the teaching staff of
the three respective high schools, are collaborating to carry out a research experiment which

involves directly some high-school language learners.

The aim of the project is twofold: firstly, gathering information about high-school language
learners’ thoughts and opinions about reading, literature, and technological devices, and sec-
ondly, based on the data collected, producing a Digital Toolkit for ESL/EFL Classrooms to
Combat Social Inequalities in Times of Covid19 Crises. The product of the project will include
a set of suggestion to support school use of the Diglit Toolkit, a Pupil Guide that will facilitate
the application of the Toolkit, a collection of Young Adult Literature texts for EFL/ESL learners
and a collection of media files to use in schools and community settings. This set of tools is

being designed for both ESL/EFL teachers and pupils. The former group could indeed take

7 Diglitproject link: https:/diglit.narrativedidactics.org/ (accessed 17.08.22)
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advantage from the Diglit toolkit to embed digital education in foreign language classes to en-
hance awareness about social inequalities and support the fight for equality through the usage

of young adult literature.

In this section, we will explain the methodology that has been used to design and administer
the questionnaire, we will provide information about the participants, and we will briefly pre-
sent the Diglit YAL collection. The data collected by means of this experimentation will be

subsequently presented and finally analysed.

2.1.1 The Diglit Young Adult Literature Collection

The Diglit YAL collection has been devised firstly to Categories

carry out the research project and secondly to pro-
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Figure 2. Category search inside the Diglit website

been grouped into categories based on: genre, topic,

format, year of publication, language, language level, target audience, length. There is also the

possibility to look for a text using a search bar and inserting a keyword. Each text has indeed
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been tagged with tags that relate specifically to its content, therefore it is possible to look for

inspiration in the tag cloud.

It is possible to select the page of every single book to find some information about the text.
The book section contains a summary of the book, the year of release, the author, the ISBN,
and links about where to find the book in audiobook/ ebook version. When possible, some
extracts and usage suggestions for teaching are included. Here is the example of the page of the

book “The Giver” by Lois Lowry.
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o the moment in life they are living. The books
—— should support students in their coming of age
Figure 3. An example of book entry inside the YAL website and should help them deal with topics such as
diversity, cultural identity, equality, sexuality, love, mental health and more. Some of these
texts would probably help readers growing up and becoming more conscious about themselves.
Other books address brother issues that are deeply connected with society, so reading them may

help increasing awareness about the complexity of the reality we live in.

To conclude, in addition to the YAL collection, on the website there are also references to other
collections of books which follow the same trend. Some examples are: Reedsy prompts'®, Fan-

Fiction!?, Oxford Owl?’, Common Sense Media?'.

18 Reedsy prompts link: https://blog.reedsy.com/short-stories/ (accessed 17.08.22)

19 FanFiction link: https://www.fanfiction.net/ (accessed 17.08.22)

20 Oxford Owl link: https://www.oxfordowl.co.uk/ (accessed 17.08.22)

21 Common Sense Media link: https://www.commonsensemedia.org/book-lists (accessed 17.08.22)
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2.2 Methodology

The Diglit research group has been focusing on two main aspects in this research, namely: the
usage of Young Adult Literature texts in EFL/ESL classes and the incorporation of digital tools
in FL education to work on literary contents. The first part of the project is aimed at gathering
data directly from the high-school EFL learners of the three countries, to understand more about
their reading habits in terms of amount of time dedicated to reading, preferred genres, topics of
interest and device used. The second part of the study will consist in classroom experimentation:

students will use their own smartphones to work on the YAL collection.

The present Master’s thesis project will use the data collected from the Diglit study as a refer-
ence to understand high-school students reading habits and needs with the aim of designing a
tailor-made classroom activity which incorporates digital reading and young adult literature.
We will therefore use the data collected by means of the Diglit questionnaire to answer our first

research questions:
1. What are students reading habits?

2. What are students’ perceptions about the YAL collection developed within the
Diglit project?

Our hypothesis is, on the bases of previous research carried out, that students will be open
toward literature, especially when books deal with topics, plots, and characters that learners
find stimulating, relevant and connected with their own life experience. We may also suggest
that students will welcome digital reading and will be open toward the use of technological

devices.
2.2.1 Participants

The participants involved in this study are high-school students from the three schools that take
part in the project: the Priv. Gymnasium und Oberstufenrealgymnasium des Schulvereins der
Ursulinen in Graz, the Pécsi Tudomanyegyetem Gyakorlé Altalanos Iskola, Gimnazium és
Ovoda in Pécs, and the IIS TronZanella of Schio. The sample was composed by a total of 115
high-school English language learners: 38 students from Austria, 38 students from Hungary
and 39 students from Italy. The age of the participants ranges between 13 and 19 years old.
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Figure 4. Participant sample (age and gender)

In all the three groups the number of females was higher than the number of males. Two stu-

dents preferred not to state their gender.
2.2.2 The Questionnaire

The sample of students selected for the project have been asked to fill in a questionnaire de-
signed on purpose to gather information about students’ reading habits and preferences. Before
administering the questionnaire to students, each high-school English language teacher deliv-
ered an introductory session where students were introduced to the Diglit project and had the

chance to go through the list of suggested readings which are part of the YAL Diglit collection.

The YAL collection introductory activity was articulated in three steps. During the first phase
students were involved in a warm-up activity where they had to talk in pairs about their reading
habits. The guiding questions were: 1) Do you like reading? 2) Why/Why not? 3) Where do
you like reading? 4) How often do you read? 5) What do you like reading? 6) Which lan-
guage/languages do you read in? These questions had the aim of introducing students to the
topics they would have found later in the questionnaire. The second phase consisted in a group
work: students had to go inside the Diglit Project website, click on the YAL collection and
explore it, helping themselves with the category sections and with the tags. They were asked to
choose three texts they were interested in and provide an explanation for their choice. During

122 on how

the third step students had to express their preferences using Padlet (a video tutoria
to use Padlet was shown beforehand). For this part of the activity guidelines were provided,

explaining what should have been added in the Padlet entry: provide the title of the text, the

22 padlet Tutorial for Students - How to Join and Participate: https:/www.youtube.com/watch?v=delW1Jtoq w (accessed
17.08.22)
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reason why they chose it, write their names, and add a special feature (logo or quote) for each
group.

Students where then asked to fill in a questionnaire created with Google Form. Participants
were given the possibility to complete the questionnaire either at home or at school, using a
computer or their smartphone. The questionnaire was in English, and students had the chance
to decide whether to use their first language or English to answer the open questions inside the
questionnaire. In the three countries the questionnaire was administered in different months: in

Austria and Italy in February 2022, in Hungary in March 2022.

The questionnaire consisted of three different sections. An introductory section included a text
which presented the questionnaire to students: the structure and content of the questionnaire
was presented briefly together with the aim of the questionnaire. The first section was meant at
gathering data about each participant. Here students had to give information about their country,
school, class, age, and gender. The second section of the questionnaire focused on reading pref-
erences and was composed by 6 questions. Those questions were aimed at gathering infor-
mation about students’ literature preferences, reading habits (such as how often they read), fa-
vourite text genres, device preference, interesting topics they would like to explore, and to con-
clude, whether they like to share what they read and how. The third part of the questionnaire
focused on the Diglit book list: students were asked to name the YAL books they considered
more interesting and less interesting to read and to motivate their answers (either in English or

in their L1).

As for the structure of the questionnaire, most of the questions had a multiple-choice structure
or provided a scale. In the last section open questions were included. This type of structure
allows researchers to conduct quantitative as well as qualitative analysis of the data collected.
Numerical data was useful to understand the general tendencies and trends, while written an-

swers provided an insight in each student’s opinion.

The data collected have been analysed together with the Diglit group members. The quantitative
data were analysed using Excel, while the qualitative data were analysed through Content Anal-
ysis (Dornyei 2007) using Maxqda Analytics Pro, a software for qualitative analysis that al-
lowed to extract graphs, which give the chance to eyeball the key concepts and ideas expressed

by students in their answers.

43



2.3 Results

In this section we will present the data collected by means of the questionnaire. The preliminary
data analysis and visual data presentation of this section have been provided directly from the

Diglit equipe.

The first question (see figure 5) focuses on learners reading habits, specifically on the frequency
with which they read. Answers to this question were compared between countries. More than
half of the sample including the three countries, read at least once or twice a month. More
specifically: 37 people stated that they read once/twice a month and 38 stated that they read
once or twice a week. Among the whole group of learners 23 affirm to read every day. In Austria
students who seem to read quite often (from once a week to everyday) are 23 out 38, in Hungary
17 students out of 38, in Italy 21 students out of 39. In general students’ reading frequency
seems to be quite homogeneous across the three countries, having Austria as the country with
less students who hardly ever read (3 students) and Hungary as the country with most students

who read hardly ever (8 students).

Question 1: How often do you read on your free time?

MW Seriesl
10
Series2
8 Series3
6 Seriesd
a
2
0
Austria Hungary Italy
Country everyday hardly ever once/twice a month once/twice a week Grand Total
Austria 7 3 12 16
Hungary 8 8 13 9
Italy 8 6 12 13
Grand Total 23 17 37 38

Figure 5. Student reading frequency
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The second question (see figures 6 and 7) focuses on the type of reading material that learners
read more frequently. When it comes to the types of text, most of the students say to prefer
social media (176 votes) and novels (132 votes). After these two types are newsmedia (92 votes)
and short stories (66 votes). The genre that seems to attract less attention is the one of plays
with only 14 votes. From this preliminary analysis we may notice that social media and news-
media together have collected 298 votes out of 712 votes, so more than one third of the votes
address types of texts that can be read exclusively thanks to a technological device. By com-
paring the votes expressed in each country, we may observe that no statistical difference can be
found. In all the three countries social media and newsmedia are the two kinds of text that attract

most the attention of students.

Question 2: What kind of texts do you read most? (you can choose more than one option)

200
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100

80

W n. newspapers

. newsmedia

60 n. social media
40 n. novels
20 . . . short stories
o -

| |

Total non-fiction

M. newspapers 62 Wn. poetry

mn. newsmedia 92 W n. comics
n. social media W n. magazines
n. novels mn. plays

. short stories 66

mn. non-fiction 28

Wn. poetry 28

mn. comics 60

B n. magazines 54

mn. plays 14

Figure 6. Text genres preferred by students

What kind of text do you read most? (you can choose more than one option) (by country)
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Figure 7. Text genre preferences by students by country
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The third question (see figure 8) was about the device on which learners usually read. The type
of reading support that students seem to prefer is still paper, with 59 votes of 115. However, 44
votes out of the total were in favour of the use of the mobile phone. We may take into consid-
eration that most of the genres that have been provided in the multiple-choice answer are mostly
available on paper, while only social media and newsmedia can be accessed only by means of
a technological device. It seems that students do not like reading on a PC or tablet, since only
7 participants stated that they use these types of devices. Only 5 students out of the total use
Kindle.

Question 3: You read mostly

30

20
W on a PC/tablet

15 on Kindle
on paper

10
on your phone

, m | -
Austria Hungary Italy
Country on a PC/tablet on Kindle on paper on your phone Grand Total
Austria 2 1 17 18 38
Hungary 3 1 17 17 38
Italy 2 3 25 9 39
Grand Total 7 5 59 44 115

Figure 8. Reading devices preferred by students
The fourth question (see figures 9 and 10) was about the story and was more oriented towards
literature. The types of stories that have more success among students are: fantasy stories with
66 votes, detective stories with 63 votes, adventure stories with 62 votes, and romances with 58
votes. Horror, gothic and dystopian stories have sensibly less votes. Other possible genres and

categories that have been suggested from students are:

- Thriller (3)
- Technothriller (1)
- Historical fiction (3)

- Novels that tackle current events (2)

- Youth (1)
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- Sport (2)

- Fishing/Nature (1)
- Self-help (1)

- Classic novels (1)

(Data provided by the Diglit equipe)

What we may notice is that students seem to be open toward a wide variety of genres. This
could be a good starting point to engage them in a reading project. By making a comparison
between countries, we may notice that no statistical difference was found. Austrian students
tend to prefer romance (25) and fantasy or adventure (20 votes respectively). Hungarian stu-
dents are oriented toward fantasy (25) and adventure (24). Italian students seem to prefer de-
tective stories (31) and fantasy or romance (21 votes respectively). Overall, the fantasy genre

seems the favourite one among the students of the sample.
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Question 4: What kind of stories attract you most? (You can select more than one option)
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Figure 9. Types of stories preferred by students
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Figure 10. Types of stories preferred by students by country
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The fifth question (see figure 11) was about the tendency of students to share what they read

with other people. Also, in this case students had the chance to choose between three options:

never, sometimes or often.

Overall, 79 participants out of the total chose “sometimes” as option. This tendency is homo-

geneous in all the three countries, since the option “sometimes” collected 25 votes in Austria,

23 votes in Hungary and 31 votes in Italy.
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Question 5a: Do you like to share what you read?

35
30
25
20 H no, never
15 often
10 sometimes
5 I
, N -
Austria Hungary Italy
Country no, never often sometimes Grand Total
Austria 5 8 25 38
Hungary 9 6 23 38
Italy 2 6 31 39
Grand Total 16 20 79 115

Figure 11. Students' tendency to share what they read with others

For the students who stated that they like to share what they read an additional question has
been added, regarding the way in which they prefer to share what they read (see question 5b
and figure 12). The answer that was preferred by students in this case was “talking to friends”
(with 100 votes), followed by “talking to family” (10 votes) and “through apps” (with 7 votes).
The option “posting on social media” is the one which received less votes, only 6 across coun-
tries. In general, no differences in preferences have been found across countries. From these
data we may conclude that students consider sharing the books or stories that they read as some-
thing personal, and perhaps private enough not to be shared in social media environments. It is
also possible that they consider social media as the wrong place where to share the content of

what they read.
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Question 5b: If you answered "'sometimes' or "often" to question Sa, how do you nor-

mally like to share what you read? (you can choose more than one option)

40
35
30
25
20
15 W n. talking to friends
10 H n. posting on social media
5 - - n. through apps
0 . .
Austria Hungary Italy n. talking to family
| n. talking to friends 32 32 36
W n. posting on social media 3 3 0
n. through apps 2 4
n. talking to family 4 3 3
n. posting on social
Country n. talking to friends media n. through apps n. talking to family
Austria 32 3 2 4
Hungary 32 3 4 3
Italy 36 1 3
Grand Total 100 6 7 10

Figure 12. Modality used by students to share what they read with others

Question 6a (see figure 13 and 14) was aimed at gathering information about topics that could
attract learners’ interest. The four topics suggested were: human relationships, the advancement
of science, climate change, social problems. By observing all the data from the three countries,
students chose “social problems” and “human relationships™ as topics that literature should deal
with. Advancement in science and climate change received, in general, lower rates. No statisti-
cal differences were found between countries. In general, no one of the four topics has been

underrated.
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Question 6a: What themes do you think literature today should deal with? Rate each

theme in terms of importance (1=not at all important; 4= very important)

Human relationships X
Climate change

Country Grand Total Country ———

Austria 2,842105263 Austria 2,921052632
Hungary 3,184210526 Hungary 2,868421053
Italy 3,358974359 Italy 2,948717949
Grand Total 3,130434783 Grand Total 2,913043478
Advancement of science Social problems

Country Grand Total Country Grand Total

Austria 2,184210526 Austria 3,105263158
Hungary 2,710526316 Hungary 3,368421053
Italy 2,846153846 Italy 3,512820513
Grand Total 2,582608696 Grand Total 3,330434783

Figure 13. Importance given by students to different text-related topics
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Figure 14. Importance given by students to text-related themes by country

Thanks to the question 6b (see figure 15) students had the chance to add some topics that were
not included in answer 6a. Some major topics that emerged thanks to the Maxqda Analytics Pro
2020 refer to Global issues (8 votes), equality and discrimination (15 votes) and mental health
(13 votes). Together with these broad categories are some more specific example. Some topics

may be associated with the theme of youth, growth, and mental health such as self-discovery;
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emotions; everyday problems; teenage problems; future life; family problems and relationship
with parents; bullying; school rules; social media or travel. In this case students have mentioned
issues that relate to the stage of life they are going through. However, students showed the will
to find in literature the appropriate content to face social issues as well, such as: disability;
ethnicity and racism (e.g. black lives matter movement); gender equality and violence against
women or LGBTQ+ issues. Inside the list are also included broader themes connected with
global events such as: climate change, migration, food insecurity, global economy, multicultur-
alism, or war. One also mentioned the topic of “modern heroes” and a couple of participants
were interested in exploring the topic of “lessons from the past”. Interestingly this topic was
brought up in Hungary, where the questionnaire was completed after the conflict in Ukraine
started, direct mentions to the war in Ukraine were made, reaffirming that learning from past

mistakes should help avoiding making the same mistakes in the future.

These data are particularly relevant because they signal an interest from students themselves
toward themes on two main levels: inward-level themes with which students have a personal
connection due to the stage of life they are living, and, on the other hand, outward- level themes,
those that are related to contemporary issues (which are also included in the UN 2030 Agenda).
From the suggestion collected we may notice a certain level of awareness among students about
the importance of growing “inside”, cultivating their personality, and “outside” as citizens that
are responsible of what happens around them. The fact that students mentioned topics related
to both spheres may suggest that they consider the two spheres complementary one with the
other. Overall, their topic suggestions show the hope to find in literature a tool to face life

challenges.
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Question 6b: Add other themes to the list if need be and give a reason why you think they
should be added.

Added themes Mentions
Self-discovery
emotions
Social media
GLOBAL issues
climate change
migration
food insecurity
global economy
importance of multiculturalism
‘war
lessons from the past
School rules
Travel
Family problems
relationship with parents
Future life
modern eroes
EQUALITY & DISCRIMINATION

e N e e L N AT N e - ]

n

disability
black lives matter
racism
LGBTQ +
gender equality
violence against women
bullying

MENTAL HEALTH

I

7}

every day problems
teenage problems 1

o

Figure 15. Additional themes suggested by students

In question 7a (see figure 16) students were asked about the Diglit reading list. They had the

chance to express their preference on the basis of the texts included in the YAL collection.

The title suggestions given by students were related to the genres that they themselves sug-
gested. More specifically they said to prefer books which talk about racism (“To kill a mock-
ingbird” with 16 votes and “The 57 bus” with 8 votes), coming of age and identity ( ““ The rest
of us just live here” with 7 votes, “The giver” with 8 votes, “Trees” with 7 votes), mental health
( “We were liars” with 19 votes and “Don’t call me crazy with 15 votes), gender equality and

LGBTQ+ (“I am Malala” with 7 votes, “Red white and royal blue” with 8 votes).
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Question 7a: What texts from the Diglit Reading List would you be MORE interested in

reading? Name at least three.

TEXT Mentions
Percy Jackson (Greek mithology) 6

The rest of us just live here (fantasy, coming of 7
age)
Trees (poetry, identity)

I am Malala (biography, gender equality)

The 57 bus (non-fiction, racism)

2
7
8
The giver (dystopian, coming of age) 8
Red white and royal blue (romance, LGBTQ+) 8

8

The Short Knife (historical fiction, migration)

Howl’s moving castle (fantasy) 15
Don't call me crazy (non-fiction, mental health) 15
To kill a mockingbird (fiction, racism) 16
We Were Liars (fiction, mental health) 19

Figure 16. Texts students considered more interesting to read from
the YAL collection

Question 7b (see figure 17) gave the students the possibility to provide an extended answer to
motivate their previous choices. A graph with key ideas extracted from their written answers
have been provided. The content analysis was carried out using Maxqda Analytics Pro. We may
suggest that other external factors could have had a role in influencing the preferences expressed
by students, for example the notoriety of the title, in other words, whether the book is considered
a classic (see for example “To kill a mockingbird”) or whether the title of the book can be
associated to a movie or a series of movies that participants may have already heard about (See
for example “ The hunger games”, “Howl’s moving castle”, “The giver” or “Percy Jackson”).
The genres included in this title selection are quite varied and it is not possible to identify a

single trend toward a specific genre.
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Question 7b: For each text, please say why

Everytime a rainbow dies
Yes she can
“ I am Malaia
N e ~
c . L o ~
| feel, It could teach me something, I'm o Climbing the stoirs X @]
1me age of the characters e} nt t
me age of CHARACTER (3) i’ current events (5)
.\ 5 women (3) f !:
feelings: romantic relationships, friendship \'\ (cm| | g!’ﬂi"g}o know/find yourself (7)
o B gender equality (4) 2
life of teenagers (17) ==
@] & Don't call me crazy @ - | &
from social media (2) mental health (14) | i
© 2 history (3)
| _ from friends (5) - s I - history (3)
from TV (1) ™ The places I've cried in public Wewerelios -~ | &
& " __— other non-English cultures (2)
ALREADY HEARD OF IT (10) ~——_ 5 ,' X
\ s tamos @) —a " Topic(11)
i ToKill a Mockingbird  racism (7) am S
™\
\ samething light (3) 38
\ ; .
a— 4
I watched the movie (14) .7--,_, — The sisterhood of the travelling pants (- |
N e Percy Jockson | LENGHT (1)
The Hunger Games ™ | /
N —~ | l:

N\ ' i il
N Howlsmovingcostle \ 7 TTLE(1)
White and royal bive — = B T ]
GENRE (19) o
" PLOT (24)
/ \ original (2)
J "_

sense of discoveny/mystery (12) realness (4)

adventurous (3) - fun (2)

Figure 17. Analysis of students’ book-preference motivations

In question 8a (see figure 18), students were asked to express their opinion about the list entry

that they considered less interesting. In this case, the titles that appeared to be less interesting

for students belong to different genres and deal with many different topics. From the data col-

lected it is not possible to observe a trend in the answers given, since no category and no topic

has been completely discarded by students. We suggest that the characteristics of the descrip-

tions of the books provided inside the YAL website may have played a role in influencing

students’ choices. We hypothesise that richer and more catching descriptions could have sound

more interesting.
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Question 8a: What texts from the Diglit Reading List would you be LESS interested in

reading?

| TEXT ‘ Mentions ‘

Birthday (LGBTQ+, romance) 8
| The last one: a novel (LGBTO+)

We were Liars (mental health) 4

Unbroken-13 stories starring disabled kids 2

(disability)

‘ Frankly in love (romance) 11
My brother's name is Jessica (LGBTO+) 5
Climbing the stairs {cultural identity) 2
The sisterhood of the traveling pants 2
(friendship)
Eleanor & Park (coming of age) 4

Figure 18. YAL collection texts students consid-
ered less interesting to read.

Also in this case Maxqda Analytics Pro has been used to carry out the qualitative analysis of

the written answers provided by students.

The content analysis carried out on students’ written answers revealed some interesting details
about their perspectives (see question 8b, figure 19). As we can see from the diagram, students
focused on topic and plot, explaining that in some cases the topic of the book seemed boring (9
responses), or too distant from what they would prefer to read (not real (2), trivial (4), too much
drama (3)). Some explanations also mentioned the genre, expressing no interest in romances or
poetry for example. A topic that receives quite many critiques if compared to others was
“LGBTQ+” (17 mentions), some participants seemed not to be interested in this theme: they do
not recognise themselves in the character, do not relate with these issues and consider the topic
overrated. In some cases, other motivations were provided: some students did not want to read
the book because the film was disappointing. In some other cases, they did not consider the

website book description as appropriate.
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Question 8b: For each text, please say why

] C]
; autobiography (1
& descriptions are off (2) short stones{} u ; graphy (1)
/
/
_didn't like the film (4) | a - N/ /_/ fantasy (1)
FILM poetry (T)
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| - \ ~ non-fiction (1)
already watched the films and/or books (2) o ]— some are random [« | 1 N
lack of topic variety (0) romance (15) play (1)
- \ novels (2)
too many books about LGBTQ+, there are other - 7
issues; don't relate to if; not interested; exaggerated;, @ L o @
overrated, | don't want to hear it anymore; | don't _ 12
i i . LGBTQ+ (17) not real (2) o
like their attitude to force their ideas on other not recognise myself in the character (1) | plot is trivial (4)
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Figure 19. Analysis of student less-interesting-book-choice motivations

With question 9, students had the chance to add their own title suggestions to help expanding

the Diglit collection, in Figure 20 there are the most popular titles appeared across countries.

Many titles suggested across countries by students belonged to the genre of crime stories or
dystopian stories. A classic was also mentioned, “1984” from George Orwell. Some book titles

had also a counterpart in films, such as Harry Potter.

The data analysis carried out in the following section will help designing a digital reading ac-
tivity that could fit with the habits and interests of the students. The questionnaire has pro-
vided the chance to collect reliable and useful data. Overall, we may notice that opinions ex-
pressed by students across countries tend to be homogenous: students are confident in using
technological devices and seem to know it is essential not to neglect reading. They seem to be
open to quite a wide range of themes that relate both to their daily life experience, and to

broader issues.
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Question 9: It's your turn to contribute to the Diglit Reading List! Write down the title
and author of a text that you think should be added to the list and that responds to the

themes of the project and to young people's interests.

Harry Potter 7 across countries
The Hate U Give (black lives matter 6 across countries
movement; racism)

Born a crime (coming of age) 7 across countries

One of us is next, One of us is lying, One of | Several mentions across
us is next countries
(series; murder mysteries)

1984 (G. Orwell) (dystopian) 5 across countries
Maze runner (dystopian) 5 across countries
The fault in our stars (heartbreaking love) 3 across countries
Sherlock Holmes (crime) 2 across countries

Figure 20. Book titles suggested by students

2.4 Discussion

In the present section we will discuss the results collected by means of the Diglit questionnaire.
The data will help us answering our initial research questions related to students’ reading habits.

Our research questions are:
1. What are students’ reading habits?

2. What are students’ perceptions about the YAL collection developed within

the Diglit project?

From the data collected we can say that our hypothesis is partially confirmed. In general stu-
dents have demonstrated to have a positive attitude toward literature and reading in general.
They have shown to be interested in many different literary genres. From the data collected on
their reading habits, we can notice that they consider paper the main device for reading, but
they are used to utilize their smartphones as well. From the written answers they provided, it
seems that students consider literature as a space where they can explore personal as well as

societal and global issues.

The first aspect that we will take into consideration in our discussion is the preference in terms

of genre and type of story. Students have expressed a wide range of preferences demonstrating
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to be open towards many genres and many different plots and themes. These findings are con-
sistent with previous case studies conducted in the field of language education (see Ivey et al.,
2013; Tehan et al., 2015; Tsang et al., 2020): such results highlight the importance of guaran-
teeing students a certain degree of freedom in choosing what they want to read, providing them
with many different reading suggestions. The fact that each student has the chance and feels
free to express his/her own preference in terms of book choice is essential. As we have discussed
in the first chapter, scholars suggest that having a school or classroom library can turn out to be
a powerful resource. A student-centred approach has to provide students with the freedom to
choose among a variety of materials. Students will indeed feel more involved and motivated
and will see literature reading not as an obligation but as a source of pleasure (see Ivey et al.,

2013; Tsang et al., 2020).

The second aspect that we will take into consideration is the type of device used to read and,
connected to it, the tendency of the students to share what they read with other people. The data
collected suggest that students still considered literature reading as an activity connected to
paper. However, their answers suggest that they spend time reading on their phones. What is
more, many of the sources that they read can be accessed via technological device, see for
example social media and newsmedia. We may conclude that students may find it stimulating
to read pieces of literature on their phones. As Reiber-Kuijpers et al. (2021) suggested, digital
reading is not opposed to print reding, it is complementary to it. From the answers that we
collected, it seems that students are aware of this fact. This is also consistent with what students
expressed by means of the questionnaire, the first two types of texts preferred by students were
social media and novels, two types of contents that match the device preferences that they ex-
pressed (phone and paper). These data are also in line with the idea expressed by Turner et al.
(2020), who pointed out that students are aware of the fact that school reading is mainly printed,
while leisure reading that they carry out on their own is mainly on screen. The fact that students
like sharing ideas about what they read with friends and family is a good starting point. Having
the possibility to share opinions about the literary contents is part of making reading a social
activity. What is more, as research suggest, digital reading is a social phenomenon. In recent
years online book-clubs and forums have been spreading and digital social reading has been
acquiring increasing relevance (see Bowers-Campbell, 2011; Scharber, 2009; Turner et al.,

2020).

The third aspect that we will consider in our analysis relates to student book preferences inside

the YAL collection. As we may deduce from the data collected, the choices that students made
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are consistent with what is suggested by scholars (see Beach, 2011): students prefer texts where
protagonists share some characteristics or life experiences with them, where the plot is interest-
ing and relevant for teenagers. Students are interested in adventurous stories that include some
mystery and are original. They are interested in narrations that will help them finding them-
selves and at the same time deal with current events. We may also notice that books that have
more catching and accurate descriptions on the website resulted to be more interesting for stu-
dents. From their preferences we see that there is a tendency to prefer invented stories. They
also tended to gravitate toward titles that were already familiar to them or texts they heard about
through social media, movies, or friends. The books that students were less interested in reading
were connected to “boring” topics or topics students did not feel any connections with: in these
terms the LGBTQ+ topics have received multiple mentions because students that do not feel to
belong to this community struggle in acknowledging the importance of talking about such is-
sues. Students pointed out that the descriptions of some of the books inside the YAL collection

were not interesting to them.

The last aspect which is worth mentioning are the themes that students reputed important and
the types of books that they suggested. Even in this case the data collected tend to confirm
previous research. In answering question 6a students have shown to be interested in all the areas
suggested. The areas of “social problems” and “human relationships” captured their attention
most. This may suggest that they would like to find in books content which can be related to
society and its functioning and interpersonal relationships, perhaps to understand better how to
handle them in their everyday life. From the answers that students provided, they demonstrated
to be conscious about the fact that literature can become a tool to discuss about current issues
related to society, economy, climate, equality, freedom, or health. We may therefore suggest
that a literature-based activity which connects them to real personal and societal issues would
be much appreciated. As Jones (2012) pointed out, there is the need for literature to have a clear
pay-off. Literary texts should not be read exclusively for literature’s sake, but also to learn more
about life. In their answers students underlined how gender equality, the fight against discrim-
ination, mental health issues and global conflicts are issues that afflict our society, specifically
learners referred to discrimination in terms of race and gender, to mental issues among teenag-
ers after the Covid 19 crisis and to global conflicts such as the war in Ukraine. Students have
expressed the desire to find a space at school were to talk about these issues, and we may sug-
gest that the language classes could be one place where to start ( see Maley et al., 2017) To

conclude, students were also asked to provide some examples of book titles that can be included
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inside the list, and, as we may notice, their suggestions are in line with the titles of the YAL
collection both in terms of genres and in terms of themes. This is an additional element which
demonstrates, as previous research suggested, how young learners like reading and how they
recognise the value of literature (see the analysis conducted by The Young Adult Literary Ser-
vice Association — YALSA). These aspects will therefore be taken into consideration in the

choice of the book for our activity and in developing the activity itself.

Overall, we may notice that students look for stories that are not perfect copies of reality. They
look for content which has some surreal elements but that can, at the same time, offer the op-
portunity to reflect on problematics that affect the time in which we live. Another key element
is the necessity to find a point of reference in the main character(s): students may learn from
the actions that book characters perform and may find in literature a source of help to overcome

their own struggles.

In the following section we will present a digital reading activity based on one of the books of

the YAL collection. Students’ answers will guide the choices in designing the activity.
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Chapter 3

Transforming a Diglit-Y AL-collection book into a digital reading

experience

This chapter aims at presenting a proposal for an English language classroom activity that could
potentially be developed inside the Diglit Project. The idea is to develop an activity on one of
the Diglit-Young-Adult-Literature Collection books using a digital reading platform, with the
hope to help students understand the value that literature and reading can have, both in terms of
personal growth and in terms of societal-and-global-issue awareness. We will therefore try to

device an activity starting from the following questions:

- How can a digital reading activity be designed based on students’ preferences?

- How can digital reading activities on a YAL book help students reflect on their personal

growth and on broader social and global issues of our time?

To create an activity that fits the needs of the students we will take their preferences into con-
sideration. The activity that we are going to present in this chapter has been based on Lois

Lowry’s book “The Giver” and on the use of Actively Learn as the digital reading platform.

In the next section we will briefly present the methodology that has been used to device the

classroom activity, talking specifically about the materials needed to design this activity.
3.1 The YAL Book

The book chosen for the classroom activity is “The Giver” from Lois Lowry. This book was
published in 1993 and is considered nowadays a modern classic in the field of young adult
literature. It is composed by a total of twenty-three relatively short chapters and is perfect for

students at B1+ level of English as we will see in the next section.

“The Giver” tells the story?® of a young boy, Jonas, who lives in a community which is appar-
ently perfect and with no problems. People know how they must behave, and they firmly respect
the rules. Jonas lives in his family unit with his sister Lily, his mother and his father, a nurturer

who brings home Gabriel, a newly born child who needs extra care. Gabriel will need to meet

3 Summary of the book: https://www.youtube.com/watch?v=hghALo6K-ww&t=509s
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the standards and grow accordingly, otherwise it will be released. Jonas does not know what
“being released” means but everybody knows that it involves living the community and be sent
to Elsewhere. The important day arrives, and Jonas and his family participate at the Ceremony
of Twelve, the ceremony where boys and girls are assigned a job and a role as adults in society.
Jonas has been chosen to recover the most prestigious position; he will become the “receiver of
memory” of his community. The protagonist does not know what the future holds, but he im-
mediately starts his training with a special tutor, who wants to be called “The Giver”. This elder
man is the only person inside the community who holds the memories of generations. People
inside the community have indeed no knowledge about the past. The goal for this society is to
achieve Sameness: their plan is to have a uniform geography, a uniform climate, and no differ-
ences between people. Sameness involves eliminating freedom of choice, emotions, and col-
ours, which can lead to mistakes and pain. When Jonas gradually begins his training, he starts
receiving all the memories about the past and he realises how his society is imprisoned and
subjugated. The former girl who was meant to become the receiver was the daughter of the
Giver; she left the community for Elsewhere because she could not bear the situation that now
Jonas is experiencing. Once she had escaped, all the memories that she had learned came back
to the community. Jonas continues with the training and learns that “release” means death and
that the little Gabriel will be killed. Jonas decides to figure out a plan together with the Giver
to escape from the community, to give the people the chance to reconnect with their memories.
Jonas decides to escape with Gabriel to the top of a hill. They will use a sledge to go down and

reach Elsewhere, where Jonas hopes to find a new and worm world.

This story is rich of many themes and symbols that reflect the reality in which we live. One of
the major themes is the control of memory which is manipulated to control people, memories
of the past and history, especially negative ones, are in fact a source of knowledge and wisdom
that could impact stability. Another important thread is the conformity and the lack of individ-
uality or self-expression: no difference means no conflict, no discrimination nor competition.
A total control of climate indeed, following this way of reasoning, will lead to a predictable and
safe life. A final important element is the need of security which is achieved by depriving people

of their freedom.

This book is rich of themes and symbols, and it displays many different layers of meaning.
Some of the elements that are included inside the book could be a source of inspiration for
students to understand better themselves and the reality they live in. We will see all the threads

in more detail in the activity section.
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3.2 The digital reading platform: Actively Learn

Since the present project aims at bringing digital reading inside the English language classroom,
a platform for digital reading that could be easily accessible via mobile needed to be found. The
platform that will be used for the activity is Actively Learn. It displays a series of resources
(articles, poems, books and more) that can be used to create digital classroom activities. The
materials available are related to ELA, science, and social studies. For this project we will refer

only to the ELA section.

Actively Learn is a platform that has been devised for English native speaker students, for this
reason it is a perfect source of authentic material. There is the possibility to choose the grade of
your classroom and the Lexile level. The Lexile framework 2%is a tool that has been devised to
quantify the reading ability of the reader and the level of difficulty of a text. This framework
includes two types of measurement: the Lexile reader measure, which measures the readers’
ability, and the Lexile text measures, which describes the difficulty of a text. Both scales are
composed by a number and the letter “L”. This framework will be helpful to find out the right
correspondence between the level of the reader and of the book. It is possible for students to
take a reading test, linked to the Lexile framework, so that students will know the value to
associate with their ability (e.g. 940L). The difficulty of the text is scientifically calculated tak-
ing into consideration the sentence length and the word frequency in each text. The books that
will fit the student’s level belong to a range of about 50 Lexile above and 100 Lexile below the
student’s Lexile level result.

TABLE 4. COMPARISON OF STUDENT (LEARNER)

AND TEXT RANGES

CEFR Graded Reader
Student A, te R
Level HUEHLEEEICRELE Range Text Aggregate Range (IQR)

Al Below OL to 620L 230L to 340L
A2 180L to 910L 425L to 715L
Bl 705L to 1210L 588L to 860L
B2 1000L to 1370L 598L to 993L
Cc1 1290L to 1400L 760L to 1200L
Cc2 1405L to 1595L

Figure 21. Lexile student and text ranges associated to the CEFR levels

24 See An Introduction to The Lexile Framework® for Reading
video: https://www.youtube.com/watch?v=I[UznnqghDAE (accessed 30.07.22)
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To make the search easier, a Lexile book database **has been created, where it is possible to

enter all information (the student’s Lexile level and the topics of interest) to obtain a list of

suitable books. All in all, this framework is also useful to monitor progress.

“The Giver” has a Lexile level of 760L, so it corresponds to a good B1 level for foreign lan-

guage learners.

1700L
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1500L
1400L
1300L
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Figure 22. The Lexile measure of "The Giver" of Lois Lowry (see source link)
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Jonas Feels Apprehensive
Explanation Of Ceremony Of Twelve
Baby Gabriel Spends The Night
Release Of Roberto

A Pill For Stirrings

The Ceremonies Begin

Chief Elder Skips Jonas

Jonas Is Receiver Of Memory

Memory Of Snow

Memory Of Sunburn From The Giver
Jonas Sees Red

Explanation Of Sameness

Memory Of Warfare

Memory Of Christmas Love

Life Has Meaning

The Giver And Jonas Discuss Release
Release Of The Newchild Twin
Rosemary Is The Giver's Daughter
Jonas Flees With Gabriel

Jonas And Gabe Travel

The Sled In The Snowstorm To Elsewhere

When the user enters inside the Actively Learn platform?’, it is possible to create a free teacher

account that gives access to most of the materials in the platform. Once the teacher has created

an account, they are free to create their virtual classrooms where all the assignments will go.

Some of the services inside the platform are free others are reserved to teachers with a premium

account that can be obtained only by the school.

The top bar in the homepage has a menu that the teacher can use to choose the materials based

on the genre or on the theme.

% See the Lexile Database website: https://hub.lexile.com/find-a-book/search (accessed 30.07.22)
26 Source Link — Lexile Level of “The giver” from Lois Lowry: https:/lexile.com/wp-content/up-

loads/2017/08/The-Giver 925-1185.pdf (accessed 30.07.22)

27 Actively Learn: https://www.activelylearn.com/ (accessed 30.07.22)
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Figure 23. The Genre section in upper bar of Actively Learn
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Figure 24. The theme section in the upper bar of Actively Learn

To create a digital classroom inside the platform, the teacher needs to click on the hamburger

menu on the top left of the screen and select the “plus” button in correspondence of “classes”.

At this point a window opens, where the teacher can insert the name of the classroom (and

can select the grade of the students).

\GE

student Library @

Add new class

Class name (up to 40 characters)

To start a new class, enter the info below:

Grade level

CANCEL SUBMIT

Figure 25. Panel to create a class in Actively Learn.
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It is possible to add a text to work on inside the teacher workspace. Once the teacher has pre-
pared the digital activity, they can assign the activity to the class they want by sharing the link
and the class code with the students. To keep track of what happens inside the classes the teacher
can access the roaster section and see the students and their work. Usually, when students enter

inside the platform there is a short video tutorial that explains how Actively Learn works.

—— 0 ” -
= om® [3 @  Roster  Assignments  Gradebook  StudentData @  ClassData B 2 o

EnglishClass v cuassserTnGs

The Giver

23

Figure 26. Class section in Actively Learn

—  Betively & . -
= em () & Roster Assignments. Gradebook Student Data & Class Data 8 ?

EnglishClass v cLass SETTiNGS
class code: grzjc

A\ Last Signin Joined Class Extra Help &

Figure 27. The roaster section of the English class

Figures 26 and 27 show how the class setting in Actively Learn looks like. It is possible to see
all the assignments and all the students that have access to the activities. On the right, there is a
panel which enables to assess some of the class features. Some of the options are available only

with the premium account, such as the access to students’ data and statistics.

When the teacher opens the book in Actively Learn a tool bar appears at the top. Here, it is
possible to regulate the settings, share the text with a colleague, work on the questions and notes
inside the text or search a particular word and access the table of contents. On the right there is

a special button to see the student preview and it is also possible to have Actively Learn read
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the text out loud. It is possible to choose the colour of the background, the font (see the option
for dyslexia), the dimension of the words, the page numeration and more. There is also the
possibility to see all the questions and notes one after the other, and to move freely from one

chapter of the book to the other.

M . "
< Lo - [z L] g GRADE - J7 QM STUDENT PREVIEW My instruction ~ < =
T T = macT o

Text Settings
‘ Mark assignment as quiz »

Margin and Spacing @ Contents
Report text error

E = Copyright
Remove guestions by section

Dedication

Text size
Remove all questions and notes
A “ A Introduction

Title Page

View notes
Tisa View questions

Theme

v . Thr
o000 O0 Fout
Paragraph and Page Numbering Flve
n orr six
Dyslexic settings Seven
-
Eight i

CLOSE  RESTORE DEFAULTS

Figure 28. Editing the book — the upper bar

At the beginning of each chapter there is the possibility to add a box for the instructions and a
box for a pre-reading question. Similarly at the end of the chapter there is a button to add a
comprehension question. While reading the text students can highlight it with different colours,
add comments and media, annotate the text, or answer the questions prepared by the teacher.
The platform is designed to provide linguistic support, students can select a word and look for
its definition or can select a sentence and see the translation. There is also the possibility to hear
the pronunciation of the word. All in all, the platform design helps students using a series of
reading strategies that can help them navigate the text and understand it (see Reiber-Kuijpers

etal., 2021).

Questions can be added by the teacher as a note on the margins, where also media (link, photos,

audios) can be added, or directly inside the grey question box inside the text.

This is how a note appears inside the text:
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E— °

unwieldy. Trucks; buses. Slowed them down. So—" He waved his
hand, as if a gesture had caused hills to disappear. "Sameness” he

concluded.

Jonas frowned. g EUTRETRFRRUTETIVITTH still. Just now and o suZZON

then." Jonas Is experiencing nature for
) o time.

The old man smiled. “So do " he said. “But that choice is not
natural enviranment.

ours” Wh ally appreciate?

“But sir," Jonas suggested, "since you have so much power—" Follow the li the text and
hear the sounds of nature in

The man corrected him “Honor," he said firmly. “] have great different areas of the world.

‘honor. 5o will you But you will find that that is not the same as

power.

HEAR ME WHILE YOU CAN

»o “Lie quietly now. Since we've entered into the topic of climate, let
‘me give you something else. And this time I'm not going to tell

you the name of it, because [ want to test the receiving, You ENvIRONMENT

should be able to perceive the name without being told. | gave
away snow and ded and downhill and runners by telling them to
you in advance.”

environment. Wha
usually appreciats SOCIE

WEAR ME WHILE TOU CAN

hitps:freaderuploadedmediaa X

Figure 29. Creating a note connected to the text

To edit the note, it is possible to choose the category where it belongs (the categories are cus-

tomizable and are associated to different colours). It is possible to add text, images, and links,

that can be access directly from the main page, a small window reproducing the media will

indeed appear.

This is how grey boxes inside the text appear:

quesTion 3

® swer (D) Multiple Cholce (D) Poll

O Drawing &

words | apter that equality, and equity.
style to set the mood and the

wa
qu
Ba

ADD OR EDIT ALIGNED STANDARDS (0} B

OPTIONS SAVE

1 the meaning of the following words and, if you
So far t a s hee . Ie / their definitions: sameness, drversity,

Figure 30. Question box inside the text

It is possible to select a word and add a note connected to it inside the text, a grey box will

appear. The question could be a short-answer question, a multiple-choice question, or a poll. In

general, it is also possible to select a word and insert a link to a webpage.

69



Students, when accessing the text, will have the chance to see all the questions and notes on the
chapter. To move to the following chapter, they need to provide their answers. The aim in this
case is to give the students the possibility not to lose the flow when reading. They can read the
whole chapter and then go back to the parts that are highlighted to answer the questions or can
answer straight-a-way. The idea is that reading should be linear, when possible, in order not to
add difficulties in terms of text navigation. This approach will help the student focus on one
chapter at time and will disincentivise shallow reading in favour of a more strategic and aware

approach (see Li, 2020).
3.3 The digital reading activity

The activity that we will present is designed referring to the students who take part in the Diglit
experiment. In the following section we will introduce the activity and we will provide an ex-
planation for the choices made. The goal is introducing students to one of the main texts of
young adult literature to help them understand that literature can be a tool which leads to per-
sonal growth and that provides ideas about the society and reality we live in. Student will have
the chance to reflect on their own lives and their own path to become adults and will have the
chance to learn more about global issues to develop a critical thinking approach towards them.
The idea is to put into practice what Bowers-Campbell (2011) refers to as text-to-self level and
text-to-world level of reading. While reading a text, students can undergo many different stages
of investigation: the stage of the text-to-self level, focuses on introspection. It is a stage in which
the text gives the students ideas and stimuli to reflect on themselves, on their personality on
their emotions and on their values. Reading the adventures of the protagonist will evoque in
students episodes, choices and situation of their own lives, and may help them finding solutions.
In addition, student will experiment with the text-to world dimension: as the protagonist have
choices to make and problems to solve in his society, so has the reader. The problems that affect
the reality of “The Giver” are in part brought to an extreme for literary sake (e.g. birth control,
roles in society, climate control, sameness), but they hint at real issues of our own societies,
issues that students have to face and confront themselves with, trying to understand what’s their
role in the context where they live. We hope that our activity would promote a process of indi-
vidual empowerment as Ur (1996) suggests. To conclude, students will have the chance to prac-
tice English language reading, potentiate their vocabulary, work on pronunciation and reflect
on the text style: all aspects that will eventually help students with their writing abilities too

(see Lazar, 1993; Spaliviero, 2020).
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To create a class in Actively Learn an account was created using my personal email and a
password. Subsequently a student account was created. The educator account was used to create
the activity, while the student account was used to see how the activity would appear to the

student and to make the activity visible to the people who have the credentials.

Inside the Actively Learn website the book “The Giver” was already available. however, due
to copyright reasons, to have the access to the entire book it was necessary to buy a licence. So,
a licence for one educator account and for one student account were purchased directly from
the platform (cost of one licence 4,99 euros). The licence lasts three months and can be extended
going to the platform section “rental licences”, see figure 6. Once the teacher has purchased the
licence, all the book is available to be edited. The book already contained a series of compre-
hension questions, but those questions were deleted since they did not fit with the aim of the

activity.
3.3.1 The activity

When students read a text on actively learn, the text is interactive. In our case in each chapter

of the book there were questions and resources that students could access via smartphone.

Following research suggestions (Al Rabadi, 2015; Barnett, 1988; Beach, 2011), we have de-
cided to structure the activity in three parts: pre-reading, while-reading and post-reading. What
has also been valued important is giving the students the chance to read autonomously without
imposing rigid time constrains. The pre-reading and the post reading are designed to be carried

out in class orally.
Pre-reading activity

The pre-reading activity, as suggested by scholars, will have the aim of providing students with

some background knowledge that could result helpful during the reading process.

This activity could take place during the last day of school, to introduce the book for the summer

vacations. It will last about an hour.

First, the students will be involved in a class brainstorming about the word “memory”: the
brainstorming can be carried out by using a blackboard or a digital whiteboard. Students will
have to think about terms and ideas about this topic. This step will introduce them to the main
theme of the book and will lead to the second part of the pre-reading activity. During the second

part, students would be shown an interview to the author, who explains how the idea of the
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book was born (Video “Lois Lowry’s Inspiration for 'The  Giver":

https://www.youtube.com/watch?v=gd0D-LrOmkY by BUILD series). A discussion will fol-

low to check students’ comprehension of the video, then they would be asked to describe what
the story of the book could be based on Lois Lowry’s interview. In this phase students can work
together in groups of 3-4 people and can think about a possible plot for the book. At the end
there will be a moment (around 15 minutes) to share the various stories. To conclude, the book
could be assigned as a summer reading, so that students will have the chance to live a social

reading experience by entering in the platform and share their comments.
While-reading activity

The while-reading activity will develop during the summer period and will not have specific
time constrains; students could have the possibility to read the book at their own pace. This
method is in line with learner autonomy studies, learner should keep track of their work more
independently and can use the prompts as guidelines (see Benson, 2011a, 201 1b; Smith, 2007).
What is more, the reading experience would become a social experience since students can see

the entries of other classmates.

The while-reading activity will be composed by a series of questions, notes, and materials that
students will find inside the text. In this way, they will have the chance to reflect on some of

the relevant passages inside the book.

To create the activity all options have been used. The goal was to provide students with a couple
of questions for each chapter connecting them with a relevant word or sentence inside the text.
Seven main threads have been used to categorise the boxes on the margins. The categories are

created on purpose to focus on the main threads inside the book. They are:

- Coming of age (purple): notes related specifically to the main character, Jonas. These
notes want to make the student reflect on what is happening to Jonas, how he faces the
challenges of his adolescence. Students are asked to reflect on what Jonas experiences
and on what they will experience or do in similar situations. The notes boxes are shown

below.
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Seven

DR. GUZZON COMING OF AGE VIEW IN TEXT DR. GUZZON COMING OF AG| VIEW IN TEXT

the memol
# He would be an adult, ‘ .

There are many types of memary.
When do you think people become adults? Is there a need to
"train” to become an adult?

Do you think that in all countries reaching the majority is an TYPES 0'.‘ MEMORY

event that happens at one and only chosen age?

@ -
Eight %‘l %

SENSORY WORKING SHORT-TERM
Hoiding sensory Manipulating Alows us to recall
DR. GUZZON COMING OF AGE VIEW IN TEXT info (eg.sounds,  info and heipful a brief string of
in remembering info (5-8 items)
iy details of o tosk for <30 seconds
# the qualities. ‘
Which are the qualities that you value most in a person? Which ._@_-
are your best qualities? o s
EFISODIC SEMANTIC PROCEDURAL
Ten long-term mamory  Long-term memory  Long=term memary
ol eutoblographical for general thot helps us
info (e.g, events knowledge (eg.  perform tasks (eg.
DR. GUZZON COMING OF AGE VIEW IN TEXT from childhood)  what werds mean) tiding @ bike)
@POSITIVELYTHERAPY
# The books

Why do you think this community has no access to books?
Why is reading important in our societies? Provide examples.

DR. GUZZON COMING OF AGE VIEW IN TEXT

DR. GUZZON COM IF AG VIEW 1N TEXT
& Ifyou gave sorme of it to me, maybe your pain would be # | can see that it was a dangerous way to live.”
less.” Do you think that feelings are always easy to handle? What do
- do rt feeli av&fwhmd?
Why do you think Jonas wants to i i r ies? yoitildiuhion yed sta e

Check out this Instagram
Sixteen page: hitps: i /pICZ-HVQ-PRYC/

DR. GUZZON COMING OF AGE VIEW IN TEXT

2 you"
What would be your happiest memory?

DR. GUZZON COMING OF AGE WVIEW IN TEXT

9 Ways to
Why do you think people in this society do not know feelings? C 0 p e Wlth
- Big

DR. GUZZON COMING OF AGE VIEW IN TEXT

# “The worst part of holding the memories is not the pain.
It’s the loneliness of it. Memories need to be shared.”

# [ was thinking, | mean feeling, actually, that it was kind of
nice, then.

Emotions

How has Jonas' way of thinking changed throughout the story?

DR. GUZZON COMING OF AGE VIEW IN TEXT

# The Giver would transfer every memory of courage and
strength that he could to Jonas.

If you had the same opportunity that Jonas has, would you like
older people to t fer you some knowledge?

Think about a person in your life that you think could help you in
the same way in which the Giver is helping Jonas.

Figure 31. "Coming of age" prompts
- Society (blue): these notes contain questions about the society Jonas lives in, these boxes

are used to help the student reflect on the story and to connect the issues narrated in the

book to real society issues.
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Two
# community,

Whao makes most of the decisions in this community, and how
much freedom do people have?

Three
DR. GUZZON Society VIEW IN TEXT
# individe

Why would this community not want to call attention to
differences between individuals?

Six

DR. GUZZON Society VIEW IN TEXT

# interder

In your own words define what interdependence means here.
Why is it important in this society?

DR. GUZZON Society VIEW IN TEXT

# Matching

Think about the society you Live in. How are marriage and love
seen in the country where you live?

What types of debates are there in your society about these
topics? (think about religion, or gender issues, sexual orientation)

Thirteen
DR. GUZZON Society VIEW IN TEXT
# the a time whe nt rs.

T 1ad dark brown skir

o

Why do you think there is no differentiation in skin colour in this
society?

Watch the video and write down one idea that caught your
attention. Add a comment down below.

Fourteen

DR. GUZZON Society

# The po

What do you know about hunger in the real world?

Answer the question and watch the video.

Global Food Prices

Global food supply:
A broken system?

Figure 32. "Society" prompts

Seven

DR. GUZZON Society VIEW IN TEXT
# The discipline

Explain what discipline is in Jonas' world. In general, do you think
that discipline is a positive or a negative concept? Explain why.

Twelve
DR. GUZZON Society VIEW IN TEXT
# Sameness.

In your opinion what do they mean by "master Sameness"? What
is their ultimate goal and why?

Answer the guestions and then have a look at the video.

DR. GUZZON Society VIEW IN TEXT

. Everyone had

Cultural Memory. Have you ever heard about it? What do you
think it is?

Take a look at this video.

Seventeen

DR. GUZZON Society VIEW IN TEXT
# gesture,

What do you think happens when one of these twins is released?
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Environment (green): These questions are about the Climate Control policy that has
been adopted in Jonas’ world. Learning about their attempt to control the elements and
the climate is a good way to start thinking about how our planet is suffering because of

climate change

One
DR. GUZZON Environment VIEW IN TEXT DR. GUZZON Environment VIEW IN TEXT
# Neither child knew what the word meant, exactly, # “l wish we had those things,
How could neither child know what the word "animal” means? Jonas is experiencing nature for the first time.
Think about the moments when you are in a natural
environment. What do you usually appreciate?
Eleven

Follow the link in the text and hear the sounds of nature in
DR. GUZZON Environment VIEW IN TEXT different areas of the world.
# “Climate Control.

How have people of this community transformed the
environment?

HEAR ME WHILE YOU CAN

Nature is critical to our survival — its voice must be heard. Listen
to the sounds of nature and help us protect it for the benefitof all.

DR. GUZZON Environment VIEW IN TEXT DR. GUZZON Environment VIEW IN TEXT

# climate, # “Before Sameness. Before Climate Control,”

Watch the video. Humans have a significant impact on climate. But we can try to
Think about one new climate-friendly habit that can become part control our habits to respect the environment and take care of it.
of your daily routine.

Think about a challenge that you can set at home, at school or Technology can be very helpful! Here are a couple of apps that
with your friends to invalve other people and make your new have been designed to help people stay tuned. Have a look.

habit grow inside the group.

Add a comment with your idea. Do you already use pro-sustainability apps? Which ones?

We don't have time (https:/app.wedonthavetime.org/?
utm_source=wwwredirect)

Earth Hero

(https://www.earthhero.org/app/)

T We Don't Earth
Have Time. & Hero

Figure 33. "Environment" prompts

Literary features (red): language notes are created to focus on vocabulary items and
expressions to help students reflect on language. There are also references to images

created by author with the use of descriptions.
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DR. GUZZON Literary Features VIEW IN TEXT

DR. GUZZON Literary Features VIEW IN TEXT

# Stirrings.” & “Call me The Giver,
What does the Giver look like in your imagination?
If you had to choose an actor to play his role who would he be?

Mame one.

We are deliberately not told what Stirrings are. What do you think
they might be?

Ten

DR. GUZZON Literary Features VIEW IN TEXT
< = DR. GUZZON Literary Features VIEW IN TEXT
# But the most conspicuous difference was the books.

& “Warch,” The Giver said.

Nineteen

Follow the link and have a look at this Instagram post.
Doas any of these places resemble what Jonas is describing? How is suspense created in this scene?
Which image can you best associate with the description?

Designed by ¥i Architects, this mini
& trod . Thie all-wl i
estinntions.

of ap1. T
rtart’s most phatographed d

Figure 34. "Literary features" prompts

- Characters (pink): this category has been inserted without creating any special note
about it, students will have the chance to use it in their notes.

- Main idea & message (brown): notes belonging to this section usually underline some
important symbol inside the book, or an especially relevant passage for the development
of the story.

Twenty-one Twenty-three
DR. GUZZON MAIN IDEA & MESSAGE VIEW 1N TEXT DR. GUZZON MAIN IDEA & MESSAGE VIEW IN TEXT
# the river. # He forced his eyes open as they went downward,

downward, sliding, and all at once he could see lights,
and he recognized them now.

The sledge. the hill, and the lights are important elements of the
story. What do you think they symbolise?

The river is one of the few natural elements that are still intact
in this world. What do you think it symbolises?

How do you imagine this scene? Find a painting that could be
associated with the author's description and past it here.

Image: Lawren S. Harris. Mountains in Snow: Rocky Mountain Paintings vil, c.
1829, Oil on canvas, Overall: 131.3 x 147.4 cm. The Thomson Collection at the
Art Gallery of Ontario. @ Family of Lawren S. Harris

DR. GUZZON MAIN IDEA & MESSAGE VIEW IN TEXT

# Gabriel,

Gabriel is very important to Jonas. Why?
Which types of people in real society does he represent?

Figure 35. "Main idea and message" prompts
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- My thoughts (dark green): created for students to give them the possibility to add their
thoughts.

In addition to in-text notes, grey question boxes have been added. Usually, these boxes are
positioned at the end of the chapter, in order not to interrupt the reading flow. These questions
boxes usually refer to the videos that are suggested in the notes. The idea is to give the students
the time to watch the video once or twice and reflect on it once they have reached the end of
the chapter. Other boxes contain exercises that regard the whole chapter and focus on the lan-
guage or on the plot.

One Twelve

QUESTION 2 5 paints EDIT

Reflect on the meaning of the following words and, if

QUESTION 1 10 points

So far the description has been rich in details. Identify 5

you need, look for their definitions: sameness, diversity,
words inside the chapter that are significant in terms of equality, and equity.
style to set the mood and the scene.

Watch the videc on the note and answer to the following

question.

Thirteen
Based on the video, which sentence is correct?

[ Equality is the same as fairness and sameness. We

QUESTION 3 10 points EDIT

Follow the link on the previous note and watch the
video.

all have the same needs, so we need to find one
common solution.

Equity does not require power, resources and social
In the video there are many speakers talking about
memory, write down the 6 different fields they belong
to.

responsibilities.

We all have differences. We all have different
needs, therefore one common solution will not
work. Equity is based on access and opportunities
Write down one good memory and one bad memory that that really fit the needs of every single individual.

you think is essential to remember in your society. - r - -
[J] Equity and equality are the same things.

Fourteen Nineteen

QUESTION & 10 paints EDIT

Watch the video: "Global food supply, a broken system?"
The crisis of the food supply system is a real issue in

QUESTION 7 10 peints EDIT

Think about a possible soundtrack for this chapter. And

modern days. share it here.

Pay attention to what the experts say and try to
understand the problems that threaten the food supply Twenty_three
chain. Write down the four possible solutions that
people can implement to fight the food crisis.

QUESTION 8 10 points EDIT

Write some lines to complete the story of Jonas.
-How will his life be in the future?

Fifteen

Jonas's community does not have much freedom, but

-What will happen to its community?

they also don't have to experience the pain of war. Is it

worth it to live in ignorance and have to follow so many
rules if it allows you to avoid pain and suffering?

Sixteen

QUESTION 6 DOK 2 10 points EDIT

Describe the different stages of family life in Jonas's

society. Think about children, parents and elderlies.

Figure 36. End-of-chapter question boxes
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All the while-reading prompts want to make the students reflect on themselves and on the real-
ity, they live in. The videos, Instagram posts and pages, the links and images that has been
chosen deal with topics that are related to society and are linked to the sustainable development
goals. The questions and videos are not aimed at exploring one issue in detail, but rather they
tackle many different topics with the hope that students could take inspiration from the book
and the prompts and investigate one or more of these issues on their own. The main themes that

have been brought up are:

- Mental health. especially with the theme of emotions and memory. Two interesting
channels have been linked so that students, in case they want, could explore them, and
find interesting posts or videos about the topic of mental health. (see the two links about
mental health?®). Another video focuses on cultural memory and its relevance in society
under many different points of view (see the link about cultural memory?’). These topics
are strongly connected with the theme of memory inside the book and refer to Jonas’
training and learning about emotions and experiencing them for the first time.

- Environmental issues and climate change. In this case a video about how to talk and
think pro-actively about climate change and energy consumption has been provided. In
addition, a link to an audio has been included: students’ senses will be involved when
they will start listening at the sounds of nature, this involvement may help them figure
out their sensations and feelings about nature (see the links about the environment?’).
These themes reflect the Climate issues that affect Jonas’ society: to achieve Sameness,
the natural environment has been reshaped because it was not convenient and efficient,
no more mountains, N0 More SNOw.

- Equity, equality, and racism. A video that talks about the importance of accepting dif-
ferences inside society has been included, to point out the distinction between equity
and equality. A second video focuses on the concept of “race” and how it has evolved

in the years (see the links about equity, equality and racism?'). Both videos relate to

28 Links about mental health:

https://www.instagram.com/p/CZ-HvQ-PfYC/ (accessed 30.07.22)
https://instagram.com/positivelytherapy?igshid&=YmMyMTA2M2Y= (accessed 30.07.22)
2 Link about cultural memory:
https://www.youtube.com/watch?v=-LY YxWNxYgs (accessed 30.07.22)

30 Links about the environment:

https://www.conservation.org/hearme (accessed 30.07.22)
https://www.youtube.com/watch?v=DkZ7BJQupVA&t=10s (accessed 30.07.22)
https://app.wedonthavetime.org/?utm_source=wwwredirect (accessed 30.07.22)
https://www.earthhero.org/app/ (accessed 30.07.22)

31 Links about equity, equality, and racism:
https://www.youtube.com/watch?v=X0N22PMdF1U&t=1s (accessed 30.07.22)
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Jonas’ adventures. His society wants to eliminate individuality and make everyone the
same, differences are not accepted and people

that are born with difficulties of any kinds are sent away from the community or killed
(see Gabriel). What is more, Jonas asks himself how a society where people can see

different skin colours could be, hinting at racism problems that affect our societies.

- Hunger. One of the videos suggested focuses on the food crisis, explains how the food
supply chain works and the major problems that can affect it (see the link about the food
supply chain crisis*?). This theme is directly linked to one of the memories form the past
that Jonas receives, the one of hunger. His society does not know what it is. This is a

thought that causes him pain and concern.

Other notes and materials require some imaginative work or involve the sense of sight and
hearing. This may be useful to help the students visualise some images inside the book (e.g.
Think about a possible soundtrack for this chapter. And share it here / What does the giver look
like in you imagination? If you had to choose an actor to play his role, who would he be? Name
one) or places (e.g. Choose the photo of one of the most stunning libraries in the world from
the Instagram page®’) and works of art they already know (e.g. The sledge, the hill, and the
lights are important elements of the story. What do you think they symbolise? How do you
imagine this scene? Find a painting that could be associated with the author's description and
post it here). Some notes refer mainly to language and style and focus on the way a term is used
or on which words are used to provide a certain description (e.g. We are deliberately not told
what Stirrings are. What do you think they might be? / How is suspense created in this scene?
/ So far the description has been rich in details. Identify 5 words inside the chapter that are
significant in terms of style to set the mood and the scene). The idea of creating prompts that
contain images, videos and sounds is central to make the reading experience more stimulating

and interactive.

https://www.youtube.com/watch?v=926PqQUOVOg&t=2s (accessed 30.07.22)

32 Link about the food supply chain crisis: https:/www.youtube.com/watch?v=5Y cvKvxWaCE&t=2s (accessed
30.07.22)

33 Link to the Instagram page: https://www.instagram.com/p/CfaoOMorQ_n/?igshid=MDJmNzVkMjY%3D (ac-
cessed 30.07.22)
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Post-reading activity

The post reading activity will be carried out once that all the students have completed the book.
Ideally one of the first English lessons of the following year. The post reading activity will be
carried out in class. Students will do the activity in pairs and should discuss three aspects of the
book that they appreciated. At the end of this phase there will be a general discussion with the
teacher, students will share their opinion about the book. The teacher can ask them to weather

the links and resources have been useful and why.

To conclude, so far we have suggested one possible activity that could be carried out using an
online digital reading platform and one young adult literature book. The aim was introducing
students to literature showing how reading has a real value in personal and cultural terms. In
designing the activity, we have tried to provide an answer to the two research questions pre-

sented at the beginning of the chapter.
3.3.2 Design choices

The present digital reading activity has been designed based on the preferences that students
have expressed with the questionnaire. Firstly, the book, “The Giver,” was chosen because it
was included by students among their Diglit-Y AL-collection book preferences. It is indeed a
novel, which is one of the top-two genres preferred by students. In addition, the book satisfies
many of the requirements and preferences expressed by students: it has an interesting, adven-
turous, and original plot, it includes dystopic and fantastic elements, and is rich of mystery and
suspense. The main character is close, in terms of age, to the students of the project so they may
identify with him. What is more, the story narrated inside the book frequently hints at many
global issues that affect our societies, such as environmental issues, equality and freedom, hun-
ger, mental health, or cultural and personal identity. Secondly, students’ device preferences
have been taken into consideration: students like digital reading but they prefer to read on their
smartphone instead of using a PC or Kindle, for this reason, The Actively Learn platform has
been chosen. This system can be accessed via computer or directly from the smartphone. It
allows the teacher to create interactive and multimodal prompts to help the students work on
the text. What is more, students said that they like to share ideas about what they read with
friends, even though it is not always easy. With Actively Learn reading becomes social, students
can add their answers and comments while reading the book and share them with the classmates,

exchange ideas and opinions. Lastly, we also hope, that the easy access to the book, due to the
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use of the smartphone, could increase the frequency with which students read in English during

the week.

The digital social reading activities related to the text have been designed to help the students
reflect on themselves and on the reality, they live in. Students can connect with the episodes of
the main protagonist and reflect on what they would do or feel in similar situations. On the other
hand, the world inside “The Giver” will help them reflect on their own world and on the issues
that we are facing as a global society. The reflection is guided by multimodal prompts that

involve reading, listening, and writing skills.

Some of the strengths that characterize this activity are the fact that students can decide to read
anytime from their smartphones, they can see how other students are doing with the book, share
ideas, find interactive content to work on themselves and explore social issues. Students can
also practice with listening and writing and decide the pace that fits their needs. On the other
hand, there could be the risk that students will approach the text in a shallow-reading mode,

given the fact that multimodal prompts could distract their reading flow.

In the next section we will summarize the content presented so far analysing the present re-

search.
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Chapter 4

Conclusions

As scholars suggest, foreign language learning has an important value not only in the field of
education, but also in society. Literature, in these terms, is considered as a powerful tool to
boost student social interest and awareness. As scholars suggest, literature can be beneficial for
language learning, but it can also stimulate readers to learn more about the reality that surrounds
them. One of the aspects that may boost students’ interest in studying a foreign language and

reading more, is the type of device that they can use.

In Chapter 2 we saw that students tend to have a positive attitude toward literature and reading
in general, and they have shown to be interested in many different literary genres. They consider
paper the main device for reading, but they are used to utilize their smartphones as well, espe-
cially when it comes to leisure reading. From the written answers they provided, it seems that
students consider literature as a space where they can explore personal as well as societal and
global issues. These answers lead to the conclusion that literature and digital social reading can
be successfully combined to become part of the language curriculum. Digital social reading is
an innovative way to involve students: reading via smartphone and having the chance to share

the reading experience with others can be beneficial in terms of engagement and understanding.

Based on these findings, in Chapter 3, we developed a digital social read activity around the
book “The Giver” of Lois Lowry. The design of the activity included three phases a pre-reading
phase, a while-reading phase and a post-reading phase. The pre-reading and the post-reading
phases were designed to be carried out in class with the teacher, who would initially introduce
the students to the platform and to the book, and who will guide a reflection on the book at the
end. The while-reading phase has been designed to be carried out in autonomy, in order to give
students the possibility to read the book at their own pace and carry out the multimodal activities

autonomously.

The present research study has been carried out following a scientific approach, still, limitations
can be found. In terms of methodology, the questionnaire could have been integrated with in-

dividual or group interviews to investigate students’ ideas in more detail. Moreover, the ques-
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tionnaire could be expanded to a larger sample of students. On the other hand, there are limita-
tions also in relation to the Actively Learn activity. First of all, the activity has not been tested,
so we have no data that can help us evaluate it and that can provide ideas on how to improve its
design. A further limitation is that, being the activity accessible only by means of the educator
account and the Diglit-student account, it is not completely clear how the social reading expe-

rience would be.

To conclude we think that this work could be expanded by means of a classroom experimenta-
tion. This further step could be helpful to understand which changes could be made to make the
activity more suitable for students. The possibility to test the activity with students is a key

element since research in EFL/ESL focuses especially on young generations.

We hope that new generations will develop a renewed mindset towards language learning, find-
ing it engaging and useful. We hope that, thanks to new techniques and the advancement in
research, language classes can become a place where students will find strength, motivation and
where they learn how to prepare for the after-school reality. We hope that language classes

could became a lab where students can grow personally and become active citizens.
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