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Abstract

Graphic novels have grown in popularity during @tyears. A growing band of
supporters are advocating for graphic novels tadsel in both public libraries and
schools. However, research into this area in Nealatel is limited. This study
investigated the current situation by exploring Heéamilton teachers and school
librarians were utilising graphic novels and the{periences during these activities. A
qualitative approach of semi-structured intervievith volunteer participants was
chosen in order to solicit rich information on fiieenomenon. The study found the
use of graphic novels in schools was an emergiegg@menon and the format was
being used to a limited extent. However, both teexhnd librarians felt they were a
successful learning tool with many benefits foidstots. These included increased
enthusiasm and engagement from students, in plarticays and reluctant readers, a
focus on visual literacy skills, and connectionghwiopular culture. All participants
recommended graphic novels have a place in sciodie future, highlighting the
potential they have as a legitimate learning resmurhis study recommends graphic
novels continue to be used in schools or be addptedose schools without them. It
also recommends schools select a wide range ohigrapvel genres in order to cater
to the needs of the variety of students identiisdesponding positively to the

format.

Keywords

e Graphic novels
* Learning resources
e Multimodal meaning
e Popular culture

* Visual literacy



Introduction

In 2008 graphic novel sales in the United States@anada alone hit $395 million
(Reid, 2009). Of this, libraries represented aro$B8 million in sales. In public and
school libraries around the world, graphic novets@nstantly on loan and heavily
reserved by patrons, especially teens (Andera,;2B0man, 2003; Lyga & Lyga,
2004; McPherson, 2006; Serchay, 2004; Weiner, 296ling, 2007). Recent
literature on graphic novels indicates the growtlgraphic novels is a worldwide
phenomenon, with many librarians advocating grapbiels as a tool to encourage
reluctant readers, and in particular boys, to reddntarily (Crawford, 2004; Foster,
2004; Frey & Fisher, 2004; Gorman, 2003; Lyga & &yg8004; Weiner, 2001).
Others have seen the benefits of graphic novedslasational tools and are
encouraging their use in schools to foster literaog cater to the visual learning
needs of students (Albright & Walsh, 2003; Carls2®0)8; Laycock, 2007;
McElmeel, 2008; Teale, Kim & Boerman-Cornell, 2008pwever, there are also
opponents of graphic novels who feel strongly thatcontent is too graphic and the
themes inappropriate for young readers (Albrightv&lsh, 2003; Brenner, 2006;
Censorship Dateline, 2007; Eisner, 2003; Fitzsimen@007; Mori, 2007; Watts,
2003). They also feel the novels do not fosterditg skills because they are too
visual, thus failing to encourage students to bhe& bwn imagination (Jacobs, 2007;
British Schools, 1998). However, in New Zealand¢heas been little research into
graphic novels and in particular their use in s¢tiobhis study aimed to examine to
what extent Hamilton schools had adopted graphielsaas a learning resource, how
they were introducing them to students, and theestts’ responses to their use. This
was done by exploring teachers’ and school libre’i@xperiences using graphic

novels as learning tools.



1. Statement of the problem

11 Purpose statement

The purpose of the study was to investigate theotigeaphic novels in Hamilton
schools by recording the experiences of teachetsamool librarians who were
encouraging the use of graphic novels as a leatowign order to better understand
the current situation. This allowed the identifioatof what phase Hamilton was in
when examining the adoption of the graphic novwelschools. This study also aimed
to provide a formal base of research which couldde= to assist other New Zealand
teachers who might be considering implementingalisarning programmes
involving graphic novels, but who were strugglingind local data on the
phenomenon to influence their decision. It miglsbgbrovide school librarians with a
formal platform from which they could argue for tinelusion of graphic novels in

New Zealand school libraries.

This exploration was done through a qualitativelgtimvolving interviews with
teachers, teacher-librarians or school librariahe wsed graphic novels in school
programmes and activities. This approach alloweddisearcher to gather rich in-
depth information (Creswell, 2009), which built previous studies done on graphic
novels in public libraries (Boyd, 2000) and the oégisual resources in the
classroom (McDowall, 2004) to help build a pictofe¢he success or otherwise of
graphic novels as a visual learning resource. Kngwiow successful graphic novels
were as a visual resource in New Zealand schoallsl ¢eelp determine future
approaches to school curricula and influence schiwr@lry collection development
policies. More research is needed to cement begiontt the place of graphic novels
in schools. The more official research is publisied more the practice of including

graphic novels will be accepted.



1.2 Problem statement

There is little information on the extent to whigtaphic novels are used as a learning
resource in New Zealand schools. This lack of fdmasearch may be hindering the
uptake of graphical novels as a visual learninguese, as teachers and librarians
may be hesitant to introduce a learning tool witremme empirical data confirming

its value in the school environment, or without gydance on suitable programmes
or activities in which they can be included. WHhheés is available at an international
level, it is not at a national level. Every countias a different educational

curriculum, and knowing how successfully a resoditsanto your own curriculum is

a far more valuable measure of its potential tledying purely on overseas data.

1.3  Sub problems

* We do not know how New Zealand teachers and li@narare using graphic

novels as a learning resource in schools.

* We do not know how successful graphic novels amelaarning resource in New

Zealand.

* We do not know how students are responding to $keeofigraphic novels in

education in New Zealand.

* We do not know which students respond best to $keeofi graphic novels in

school activities in New Zealand.

1.4 Research questions

Overall research question:

To what extent have Hamilton schools adopted grapbvels as a learning resource

and how successful have they been as a visuaihegaol?



Sub questions:

* What value do teachers place on visual resourcéeinlassroom? This will
indicate whether there is a greater emphasis arahissources then there has
been in the past. This knowledge could help schio@rians in their acquisition

of new resources and collection development pdicie

* How are teachers and school librarians introdugragphic novels into school
programmes and activities? This will examine thgesyof activities teachers and
librarians use graphic novels in. It will indicatgraphic novels are the main
focus of activities or if they only play a minodean school resources. It will also
show what subjects and parts of the curriculunbast supported by the use of
graphic novels. This knowledge will help schootdibans provide the right

balance in resources between graphic novels addidrzal print novels.

* What types of graphic novels are teachers and $tibcarians using? This will
show whether schools are using more recreatiomaiskd graphic novels, such as
superhero graphic novels, or more educational ues$ as Shakespeare in
graphic novel format. This may indicate to schdmidrians the type of graphic

novels to provide in their libraries.

* What benefits do teachers and librarians feel gcapdvels bring to schools?
This will show how graphic novels are helping impgdearning in schools, both

in classrooms and libraries.

* What changes in students’ skills and attitudes heaehers and librarians
observed when using graphic novels? This will sifayvaphic novels are having
a positive impact on students and in what waysesttgld learning and attitudes to
learning have changed through their use.

e Do particular groups of students respond bettgraphic novels than others?
This will gauge how students themselves are respgrid graphic novels and

highlight if there are certain groups of student®wespond better to the use of



graphic novels as a learning resource and therefarkl be targeted in future

educational and library programmes involving theorece.

15 Definition of key terms

Graphic novels
Graphic novels and comic books are visual textschvbombine words and images to
create what is termed sequential art (Eisner, 2088@\ever, graphic novels are

considered to be longer and involve a completeygtorga & Lyga, 2004).

Learning resources
Learning resources are materials used for leamnimgh are made accessible in a
library or school (Oxford English Dictionary, 198@raphic novels are an example

of one type of learning resource.

Multimodal meaning
Multimodal meaning is a form of meaning making wharore than one mode of
meaning or literacy is required to build understagdCazden et al, 1996). Therefore,

it draws on multiple forms of literacy to createanang (Jacobs, 2007).

Popular culture

Popular culture is the cultural traditions of oy people (Oxford English
Dictionary, 1989). Popular culture includes a vigrigf media, including books,
movies, television, advertising, fashion and mBiooks, 2008).

Visual literacy
Visual literacy encompasses a group of skills whedus on the vision-competencies
of a person and allow that person to create urateistg and meaning by interpreting

images and communicating using those images (Avger& Ericson, 1997).



2. Conceptual framework

2.1 Paradigm

This project used an interpretivist paradigm (Pidk2007) due to the social nature of
the study, as it examined the current situatiomiwiai natural setting, that of schools,
and sought understanding of that situation (Crds2@09). This research aimed to
investigate a knowledge void by examining teachans! librarians’ use of graphic
novels in Hamilton schools. It was hoped this waengose, through exploring their
personal experiences, the current thinking by tecand school librarians towards
graphic novels as a learning resource. This insight then be used by other teachers

to assess the viability of using graphic novela &gyitimate learning tool.

Within the interpretivist paradigm, the researahsed a qualitative approach of semi-
structured interviews with teachers (Creswell, 2008e type of research conducted
fell into the phenomenological strategy of quaMatesearch, which aimed to
examine study participants’ experiences conceraipgenomenon (Creswell, 2009;
Fraenkel & Wallen, 2006; Grbich, 2007). By examfirst-hand experiences, it was
hoped the essence of the phenomenon would be eglyélalis adding to the conscious
knowledge of the phenomenon (Grbich, 2007). Theteagy was chosen because the
open-ended questions associated with first-persaftative interviews could provide
a rich source of data from which to develop theares build knowledge (Creswell,
2009; Grbich, 2007). Teachers and school librareaesn the best position for
observing trends in education, as they are atdtedrbnt of educational initiatives,
both having to implement programmes and observeethdts of them. Data
collection was also interactive, meaning the redearhad the ability to explore
issues raised in interviews and develop a leveetdil not available in quantitative
methods (Creswell, 2009).



2.2 Theoretical framework

This research project was framed in the light eflew London Group’s
Multiliteracies Theory. This theory asserts tharéhare numerous ways in which
humans build cognitive understanding and eachexdhways of learning must be
given the same emphasis in educational practinggarticular, this research is
drawing on the visual literacy aspect of the Mitéiilacies Theory, as graphic novels

are often considered a visual learning tool.

The Multiliteracies Theory was first put forward1896 by a group of educators
calling itself the New London Group. It advocatesd broader approach to literacy
than traditional language-based approaches in todeeet the needs of modern
societies dominated by technology and where culand linguistic diversity is
becoming the norm (Cazden et al, 1996). The authgssrt that working, public and
private lives are changing and therefore schoolstithiange to meet the needs of a
new generation. Schools need to be aware of tfereift methods of identifying
meaning, in particular where textual meaning iatesl to visual, audio, spatial and
behavioural meaning. The New London Group inclgieslesigns of meaning-
making, or multiliteracies: linguistic, visual,dio, gestural, spatial and multimodal.
This research aimed to examine how one of thesgrdgwisual meaning-making,
was being addressed in classrooms through thefggapmhic novels and how this

emphasis on visual meaning-making may be helpunggesits improve their learning.

Traditionally schools have concentrated on lingaiahd logical-mathematical skills,
but unfortunately not all students have been stekegnder this approach (Gardner,
1999). There is now recognition in many schoola aked to broaden literacy
education to include forms of literacy which hawedme prominent due to changing
technology (Albright & Walsh, 2003; Brooks, 2008¢e# & Fisher, 2004; Gorman,
2003; Lyga & Lyga, 2004; McDowall, 2004). In pattiar there is a push to recognise
the importance of visual literacy. The Multiliteras Theory stresses that students are
growing up in a visually intense world where theystinterpret images on a daily
basis from television, movies, and magazines, Itbdard advertising, web pages, and
computer games (Cazden et al, 1996). To cope highgtudents and teachers need to

be flexible and have a variety of tools at thegpdisal (Cazden et al, 1996). Graphic



novels fit well into this pedagogy as they are mewsognised as a multimodal medium
by many in the library and education sectors (JacdB07; McPherson, 2006;
Schwarz, 2002; Williams, 2008). Many also belidveyt stimulate critical thinking by
encouraging readers to examine the relationshipd®at the images, text and layout
of the pages (Carlson, 2008; McPherson, 2006)attiqular, graphic novels may be
able to assist with visual literacy, and this reske@xamined how they were used in

schools to achieve this.



3. Literature review

3.1 Introduction

This literature review examines the current atesitbwards graphic novels and their
potential value as a learning resource in Hamigtcmools. While literature

specifically relating to graphic novels in New Zaad is limited, there is much
overseas literature dealing with the topic. Theréture falls into two areas:
education-focused and library-focused literatuiee €ducational literature, using
concepts gained from Multiliteracies Theory, addessthe importance of visual
media in creating a holistic approach to educatitooutlines the value of visual
learning techniques for students, especially rahicteaders. The library literature
focuses on the place of graphic novels in schodlpmlic libraries. All of this builds

a picture of an emerging phenomenon that has tivempim help young people engage

more positively with reading.

3.2 Background

Graphic novels first appeared around the late 19%idls many crediting Will Eisner
with introducing the format (Frey & Fisher, 2004e&hey, 2007; Kan, 2003; Mori,
2007). Comics have been around for much longer ifé&feR003). But it is the
emergence of graphic novels over last 20 yearstemdgrowing popularity that has
caught the attention of many librarians and scisaddike and has raised the question

of the role graphic novels can play in modern etlangractices.

It is important to clearly define each format. Es(2003) defines comic books as
presenting a “montage of both word and image” jpt@Bcreate what he terms as
sequential art. Graphic novels, although basediesame sequential art as comics,
are considered “more weighty and arty versionsiefdomic book” (Murray, 2007, p.
19). Lyga and Lyga (2004) offer a fuller definitioThey describe graphic novels as
more like traditional novels, as they are longet have a complete story in each
book, in contrast to many comics, which are sémialature. They also make the

distinction that all graphic novels are comic bqdikst not all comic books are



graphic novels. It is important to stress thatapbic novel is a format and not a
genre (Heaney, 2007; Kan, 2003). Included in thisnkt is manga, a form of graphic
novel originating in Japan which normally includesle-eyed characters and is read
back to front (Gorman, 2008).

3.3  Visual literacy and multiple literacies

Young people today are growing up in a world brimgmvith visual images, from
advertising to television to computers and moreddse of this, visual literacy is
gaining prominence as a genuine form of literaciwithe education sector
(Schwarz, 2002).

One theory that recognises this changing environisghe New London Group’s
Multiliteracies Theory (Cazden et al, 1996). Thisdry asserts that there are
numerous ways in which humans build cognitive usi@erding, including literacies
based on linguistic, visual, audio, gestural, spaind multimodal skills. Therefore, a
variety of resources are needed to cater to eaiWidual’s preferred method of
learning and to address the range of literaciddrem now have to deal with. The
New London Group argues that by taking a broadprageh to literacy than
traditional language-based approaches, educa®mane likely to meet the needs of
modern societies dominated by technology and wtdtaral and linguistic diversity
has become the norm. Frey and Fisher (2004) beletres pedagogy, and argue that
many reading intervention programmes fail to reecegmultiple literacies. They
believe using popular culture, such as graphic Isoue the classroom builds on
students’ multiple literacies, thus catering to hieeds of more children. As well as
Frey and Fisher, others who have associated mailitgtacies with graphic novels
include Albright and Walsh (2003), Jacobs (2007¢P¥erson (2006), and Schwarz
(2002).

3.4  Popular culture

Because of the visual world they live in, youngpledoday are exposed to popular
culture such as advertising, comics, movies, telemj and computer games on an

almost daily basis. They enjoy being immersed ipuar culture and feel connected

10



to it (Brooks, 2008). By bridging the gap betweearhing and popular culture,
educators can tap into resources which appealittests and will encourage them to
learn (Albright & Walsh, 2003; Brooks, 2008; HugHdassell & Rodge, 2007).

Many comics and graphic novels have now been tumtedilms, includingBatman
SupermanandTheFantastic Four The conversion industry is booming with more
released in 2009, includintheSpirit, WatchmenX-Men Origins: Wolveringand
Dragonball Evolution which is based on a manga series. In turn, aéieing their
heroes on screen, many children are clamberinmée, hitting book stores and
libraries in search of comics and graphic novelsindr (2001), Foster (2004) and
Gorman (2003) are among those advocating for thegghic novel titles to be kept in
libraries because of their connection to populdtuce.

Many teachers do not take graphic novels seridustause they are popular culture
and therefore won't use them in classrooms (Alldr&ghWalsh, 2003; Mori, 2007,
Fitzsimmons, 2007; Watts, 2003). A solid foundatodmesearch is beginning to
emerge which aims to contradict this perceptiomright and Walsh (2003)
investigated what they termed culture jamming. Tin®Ives using visual culture,
such as advertising and mass media, in classrosmas alternative teaching method.
They found this type of teaching catered to thetiplel literacies of modern students

and helped increase students’ critical analysigsski

Frey and Fisher (2004) also investigated the ugmptlar culture, in this case in an
urban high school ninth-grade writing class desigioe struggling students. Using
action research, they introduced graphic novetbe¢astudents through shared reading
followed by a discussion of meaning, vocabulargpetand mood. The students then
wrote their own story using the words and themssutised. Frey and Fisher
observed their responses, noting how confidence gral that there was “more
evidence of complex sentences and multiple ideatugents’ work” (p.22). They
concluded by stating that using popular culturkegsons not only improved students’
writing, but students also become more knowledgeabhsumers of information.
The methodology proved a successful approachadiewed the researchers to
monitor the impact introducing graphic novels had aompare writing results before

and after the intervention. This study involvedaedse range of struggling readers,
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including those who spoke English as a second EgguHowever, the study
involved only 32 students, which means the sangplea small to be able to

successfully generalise to other situations (Kempemgfield, & Teddlie, 2003).

In some cases young people do not identify wittiti@nal books because they are
unable to relate to the stories told in them. Repesearch into the use of the
electronic resourcéhe Game and other storissNew Zealand schools exemplifies
this (McDowall & Boyd, 2003; McDowall, 2004). Theixed method study followed
11 students, chosen from purposive sampling ars$ethas reluctant readers, as they
worked through a four-week unit based around ttexactive CD-ROMIhe Game

and other storiesinterviews, logs, observation and reading testsewased to record
data (McDowall & Boyd, 2003). It was found thatdgumts in this study particularly
enjoyed being able to identify with characters atwtylines in the electronic books
and found the themes relevant to their lives (McBibvi2004). Although this research
does not include graphic novels, the results cbaldhapped to other visual resources
such as graphic novels. This study is particuleglgvant to the current study as itis a
New Zealand study which indicates there are imtest being implemented which
address multiple literacies, and in particular &lditeracy. It also included

interviews, which produced a rich set of data. Heevethe short length of the
research meant student achievement was limited (Mel) & Boyd, 2003) and the
small sample meant results could not be generafiseahper, Stringfield, & Teddlie,
2003).

3.5  Graphic novels in schools

There have been several other studies, as wdibae listed above, conducted in
schools looking at visual literacy and the placgmiphic novels in classrooms and
school libraries. Most are qualitative, either iwiag observational studies (Albright
& Walsh, 2003; Andera, 2007; Bergin, 2005; Cho, Gh&rashen, 2005;
Fitzsimmons, 2007; Frey & Fisher, 2004; Schneid@f7), or case studies,
interviews and focus groups (Lamanno, 2007; Layc@6R7; Norton, 2003; Ranker,
2007; Walton, 2007). However, because the obsemnaltstudies are from personal
experience, it is hard to map those results torciteations. Samples are generally

small and each situation has its own variablegjémicing factors, and bias on the part

12



of the observer or researcher, making generalwiifigult. Nevertheless, research
findings were generally positive for the use of plap culture, including graphic
novels, as a reading resource in the classroomylglaowed that graphic novels
increase the engagement of students with theitexgased their critical
understanding, and improved comprehension (Albggkivalsh, 2003; Frey &
Fisher, 2004; Lancy & Hayes, 1988; Laycock, 2007).

One study which exemplifies these findings is Lak® (2007) research into reading
Macbeth Here the use of the mainstream text and the graqavel version of the
play were compared within two classes of Year 8bdyere was evidence that the
boys developed cognitive engagement with the gcapbwel, often discussing the
visual nature and artist’s interpretation of thayplThere were also positive signs of
behavioural engagement, with boys staying intedeistiéhe work throughout the unit,

which was not seen with the traditional text.

However, Laycock noted that not all the boys engoseading the graphic novel
version. The reasons for this were varied and didooint to one factor. Therefore,
Laycock felt there was a place for graphic novelge curriculum, but not as
replacement for traditional resources. This reicégrthe Multiliteracies Theory,
which advocates for a variety of resources whiaghaater to the multiple literacies of
modern society (Cazden et al, 1996), and impliescthrriculum needs to be balanced

to cater to all learning needs.

3.6 Reluctant readers, foreign language students drboys

A major theme identified in the literature is tr@naection between graphic novels
and those classed as reluctant or struggling red@eawford, 2004; Lyga & Lyga,
2004; Snowball, 2005), and in particular boys andents learning English as a
second language. Reluctant readers can be deseshaumotivated or lacking the

skills required to construct meaning through regdlrtyga & Lyga, 2004).

Literature advocating graphic novels as a succkkesftning tool for adolescent males
is growing in prevalence (Andera, 2007; Gowing, @ataycock, 2007; Walton,
2007; Welldon, 2005). Many authors feel that bdysaaly have a connection with the

13



format through associations with popular culturej are therefore more likely to
respond to programmes involving graphic novels. Bwualies focused solely on
boys’ reactions to the introduction of graphic nisy&vith both studies showing
positive increases in skills and motivation. Layc¢2007), as mentioned earlier,
found cognitive and behavioural engagement incoedseng the study, while
Walton (2007) identified six specific strategieybaitilised when reading graphic
novels. Walton used an interpretivist paradigmesigh the study and utilised both
interviews and focus groups to attain the qualieatata. This proved successful,
allowing the study to progress from the generahtospecific and eventually

identifying the six strategies from the data reeakd

Cho, Choi and Krashen (2005), Frey and Fisher (R@0d Ranker (2007) focused
their studies on students who spoke English as@nsdanguage. All used qualitative
approaches to attempt to build understanding gl tstudents. Their methods
included reading aloud, sustained silent readirthueming graphic novels as writing
prompts. All noticed students’ engagement withithages helped them to increase
their understanding of vocabulary, context, aneét@@ho, Choi and Krashen also

found students’ motivation to read increased.

However, one study has contradicted previous residtmanno (2007) used a reading
intervention programme to investigate the use aplic novels with students with
severe reading difficulties and found no significemprovement in their skills. This
may be due to the short length of the study (nieeks) and the existing lack of skills
of the participants. Lamanno concluded that fos tavel of learning disability, an
intensive programme of substantial length woulddupiired before any
improvements were witnessed. However, becausedullg ssed mixed methods and
concluded with an open-ended questionnaire desigmedlicit qualitative data from
students, Lamanno was able to assess studentsehsespto the programme. Many
said they enjoyed working with graphic novels ameltfelt the programme had
helped improve their skills. This perception mayn@e from the students feeling

comfortable using the books, as opposed to anymgabvement in skills.
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3.7  Graphic novels in New Zealand

There has been limited research published in Nealafe on graphic novels in
general and even less on graphic novels as ahegresource in schools. What has
been published shows the steady progression visediums have made, but the lack

of published material indicates a need for furihgestigation.

In 1994, Lee-Smith found there were only two pubbeary comic collections in
New Zealand. However, circulation statistics at ohthose libraries were extremely
high. While insightful, Lee-Smith’s article is amtal and does not involve any in-

depth research.

In 2000, when Boyd conducted research using mixethaadology to investigate
graphic novels in New Zealand public libraries, tbgearch was still absent. Boyd’s
survey of district libraries found of the 44 resgdents, 25 now had graphic novel
collections. The case study found 56 percent afeeausing the graphic novel
collection currently attended primary or secondantyool, while 66 percent were aged
13-17 years old. This shows there is much inteneste format from young people.
Boyd'’s research mainly produced statistical dathil\good for providing a general
overall picture, the scope still remains for mooalgative research which

investigates the reasons behind the phenomenon.

In 2002, Crawford conducted a basic quantitativel\sinto graphic novels in New
Zealand by asking 30 students in Year 8 to reaglexson of comic books and
graphic novels and answer a questionnaire. Althdiglwford admits the results are
brief and inconclusive, he did note the books hadsative reception from both girls
and boys and that majority of students wanted thtenal used in classroom work.
While this study lacks depth, it does indicate ¢hisrscope for more research,

especially within the classroom setting.

This timeline shows the growing popularity of gragphovels in both schools and
libraries in New Zealand. However, the studiesary a beginning and more in-
depth research is required to effectively defirertble of graphic novels in schools as

a learning resource.
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3.8 Conclusion

Graphic novels have been a growing phenomenontbedast 20 years. Their visual
nature has appealed to those pushing the MultidgsrTheory. Also the fact that
young people today view graphic novels as populdure, and thus identify with the
material, means graphic novels are in a perfedtipngo be used in the classroom.
There is a solid base of qualitative researchumhiolg observations, interviews, focus
groups and action research, being done overseagraphic novels, which shows
very positive signs for the classroom use of visnatiums. However, a search of the
literature shows very little research has been domNew Zealand into the subject. So
how are educators introducing visual mediums sgafraphic novels into the
classroom? Are they successful as a learning res®wnd who is benefiting the
most from their use in classrooms? Research iratieia is undeveloped and there is

certainly scope for more in-depth investigations.
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4. Research design

4.1 Methodology

This project involved a qualitative research appho@ickard, 2007) involving semi-
structured interviews with selected teachers, tealibrarians or school librarians
from Hamilton city schools. A qualitative approaghs chosen because it offered the
opportunity to explore the reasons behind the plmemon of graphic novels and it
provided a deeper understanding of the situatian gossible with quantitative
research (Gorman & Clayton, 1997). This would Heipd a platform to launch

further research.

There have been many qualitative studies condusteseas into graphic novels and
their use in schools (Albright & Walsh, 2003; Ande2007; Bergin, 2005;
Fitzsimmons, 2007; Frey & Fisher, 2004; Lancy & Hay1988; Laycock, 2007;
Norton, 2003; Schneider, 2007; Snowball, 2007; Wml2007). These studies
provide evidence that a qualitative approach canige a rich source of information.
Many of the studies were observational, often cetepol by educators or teachers
working in the field and investigating their stuti€mesponses to graphic novels
(Albright & Walsh, 2003; Fitzsimmons, 2007; FreyRsher, 2004; Lancy & Hayes,
1988; Laycock, 2007; Schneider, 2007; Walton, 200f)s led to the present project
as it was seen how much insight personal experseoicéhose in the field could yield

on the phenomenon.

4.2 Method
4.2.1 Chosen methods
The method selected for this project was semi-girad face-to-face
interviews with selected teachers, teacher-libreriand school librarians, as
this was a well-tested means of gathering rich datthe subject (Pickard,

2007). An open-ended interview technique directgdrbinterview guide (see
Appendix D) was used with the aim of solicitingh#e data than would be
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possible with a closed, fixed response interviewr(@n & Clayton, 1997;
Pickard, 2007). Because of the inexperience ofg¢kearcher, an informal
conversational interview technique was ruled outeions were designed to
reflect the major issues identified in the literatveview and the research
questions posed at the beginning of the projeat. iterview questions were
not used to restrict responses, but rather to geoaiframework for

discussion.

Two studies in particular which used qualitativeemriews guided this
research project. Norton (2003) showed the powartefviews to solicit rich
data when interviewing child readers of Archie ccsniNorton was
particularly “intrigued by the children’s enthusiasind insight” (p. 141).
Conveyance of such emotions would be very diffiasihg quantitative
methods. Walton (2007), on the other hand, wastaltentify specific
strategies adolescent males used to create meaomgyraphic novels thanks
to an interpretivist approach involving intervieasd focus groups.

Others also mixed interviews with focus groups @aok, 2007; Snowball,
2007) in their studies of the use of visual matsiiia classrooms and libraries.
However, focus groups were ruled out in this staslyt was hoped individual

interviews would provide more detailed personalezignces.

4.2.2 Research sample

The target population of this project encompasdgutianary, intermediate

and secondary schools in Hamilton, New Zealandyglad 984). It did not
include rural schools or pre-schools, kindergartartertiary institutions.
Hamilton was chosen because it was representdtiveioy New Zealand
cities and because of the proximity to the reseaisibase. However, because
of time and resource constraints, conducting ingéevs at all schools was

ruled out as it would have been too much of a bufdeone beginner
researcher (Kemper, Stringfield, & Teddlie, 2003).
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Therefore, purposive sampling (Gorman & Claytor7Z;®Pickard, 2007) was
used to determine which teachers and librariang weerviewed. Purposive
sampling was patrticular relevant to this projecit &entified information-rich
cases which could be examined in depth in orderdwide greater
understanding of the phenomenon (Pickard, 200 Aneder, because of the
small sample size, the results were not represeatat the full population,
and therefore it was not possible to generalisen(per, Stringfield, &
Teddlie, 2003).

Teachers and school librarians were chosen asitiview subjects because
their work as educators puts them in a prime spobserve students’
responses to visual learning materials, and thexef@ir experiences would
be a rich source of data on the topic (Gorman &la 1997). Interviews
were conducted at schools in an environment in vinterviewees felt

comfortable to talk and at a time convenient tarthe

4.2.3 Pilot study

A pilot structured interview with one teacher wasiducted to ascertain any
problems or ambiguities with the method (Picka@D2). The aim was to
improve the reliability and validity of the instremtation. One teacher was

chosen participate in an interview and identify aogcerns.

The pilot study raised some important points. Biystome of the questions
were repetitive and covered the same ground asouequestions. Therefore,
the question set was refined in order to eliminlig problem. Secondly, the
pilot study showed that the questions were at tiveeg general and did not
solicit the in-depth personal experiences the rebea aimed to uncover.
Therefore, new questions were introduced which Bbtggexplore specific

personal experiences in more detail.

19



4.2.4 Limitations and delimitations

Sample

The study was limited to the geographical areaahiton City in the
Waikato region of New Zealand. The sample sizeHis project covered only
one geographical zone and therefore was too smb# statistically viable for
generalising beyond the project scope (Kempemgfiald, & Teddlie, 2003).

Initial investigations into the presence of grapmwels in Hamilton school
libraries revealed the sample pool for this proyeas smaller than expected,
with many schools indicating they either did notdagraphic novels in their
libraries, or that they had only had a few in tb#ection. The response rate
from schools identified as having graphic novelexilons in their libraries
was 58%, with several of these indicating they warable to help. Of this,
the number of teachers who volunteered was lowar tlesired, with several
schools nominating librarians to participate. Tiene, the project was
extended from exclusively teachers’ experienceddaasrooms to include
librarians’ experiences as well. This allowed acegptable number of
volunteer participants to be found. Three teachrdsthree librarians were
chosen. However, because of the limited samplé pad the small size of

the study, it is not possible to generalise beythedoroject scope.

Schools at all age levels were included in theaetewhere possible to
identify any patterns between type of school arduge of graphic novels as
learning resources. Schools without graphic nogbéctions were excluded
as this research was only investigating the cumdoption and use of graphic

novels.

Bias

Qualitative research is subject to personal inatgtion and therefore some
degree of bias was present both by the researodeeachers and librarians to

the subject matter (Creswell, 2009). The resealsh@w on graphic novels
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may be coloured by her experience in public limsyrivhere the popularity of
graphic novels has taken off in the past few yddosvever, the researcher is
not a graphic novel reader and has not been expgosgdphic novels in
education before entering the library professiaasBnay be present with
participants’ responses due to the fact the scheltstook part have chosen,
rather than rejected, graphic novels as a resoantkthose who volunteered
could be viewed as biased in favour of graphic hase in schools, merely
because those most likely to volunteer are thosevelve developed a

personal connection with graphic novels.

Of the six schools who participated, five had alldeating of seven or more,
with two rated as decile 10 schools. This indictessample is not
representative of all schools in Hamilton, butiessked in favour of schools in
higher socio-economic areas. This may be indicaifwbe school’s ability to
afford graphic novels, as funding may be more tgaiailable for library

collections in schools in higher socio-economi@are

Exclusions

This research explored only the extent to whiclplgianovels were used as a
learning resource within schools and teachers’lidnarians’ experiences with
graphic novels. It did not cover students’ persamntraction or responses to

graphic novels.

425 Ethics

The researcher firstly gained ethics approval twdoet interviews from the
Victoria University’'s Human Ethics Committee. Fallmg this, written
permission was sought from school principals tk t@th teachers or
librarians (see Appendix A). Research aims wery giplained (see
Appendix B) and consent forms (see Appendix C) gya&ith from participants.
Any information identifying participants was excedlfrom the final report to
ensure confidentiality. Interview data was entenéd password-protected

computer files which only the researcher could sscand any printed
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4.3

material was stored securely to ensure informatias not misused by others.
Participants were sent a written copy of summasgaech findings at the

completion of the project.

Data analysis techniques

Data analysis was done using content analysiseohtierview data (Babbie, 2008;

Creswell & Plano Clark, 2007). Data was coded ne¢hways using descriptive, topic

and analytical coding to identify patterns and tesr(Richards, 2005). The

researcher:

4.4

recorded interviews on an digital recording de\dod took written notes;
transcribed the interviews into a word processioguthent (Cresswell, 2009);
explored the data by reading through responsesdantifying themes in order to
develop a preliminary understanding of the reqi@tresswell, 2009);

coded data using descriptive coding to investigadeattributes of each interview
case (Richards, 2005);

coded data using topic coding (Richards, 2005) hgplied predetermined and
emerging codes (Cresswell, 2009) to phrases, ssegeand paragraphs in order
to group evidence in a way that reflected the mebequestions identified at the
beginning of the project and other themes whichrgegduring exploration of
the data;

coded data using analytical coding to interpret i@fi@éct on meaning within the
data in order to address the research questions\amdll aims of the project
(Richards, 2005);

Wrote a summary and conclusion of the findingshefriesearch project.

Reliability and validity

To increase the reliability and validity of resulise researcher:

read through and checked transcripts on severakauts to ensure there were no

obvious errors (Cresswell, 2009);
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ensured consistency when coding data by constelndgking the meaning of
assigned codes had not shifted as analysis was(Goesswell, 2009);

used self-reflection to clarify any bias on thetdithe researcher (Cresswell,
2009);

presented negative and discrepant informationerfittal report that ran counter
to identified themes (Cresswell, 2009).
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5. Findings

Data were collected during the month of May, 20@@nf six semi-structured face-to-
face interviews with three teachers and threeina from Hamilton primary,
intermediate and secondary schools.

51 Overview

To what extent have Hamilton schools adopted grapbinovels as a learning

resource and how successful have they been as aiaidearning tool?

This research project found the adoption and uggagthic novels as a learning tool
in Hamilton schools was an emerging phenomenony Wege being adopted by
schools, but only used as a learning tool to adichextent. The mean for participants’
use of graphic novels in schools was 3.16 yeargewte mean for the number of
years working in schools was 11.3 years (see Figjlelow). The median was two
years and 12 years respectively. This showed tiagihic novels were a recent arrival
on the scene for participants, many of whom haa lireeolved in education for an
extended period of time. Two participants could/iesved as early adopters, with 12
years’ experience between them, while the remaifunghad only recently adopted
them as a resource, with either one or two yeaysereence each. These figures
indicated the use of graphic novels in schools avedatively new phenomenon in
Hamilton, and that the schools involved in thisjpcbmay be considered as leading

the way in the adoption and use of graphic novels.
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Figure 1
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The study found there were several factors influienthe extent to which graphic
novels were adopted. Influences such as libranyorss, professional development
opportunities, and the inclusion of graphic novelaniversity teaching courses were
encouraging the use of the format and helping peformal recognition of graphic
novels as a legitimate learning tool. Librariesevierund to play a key role in
providing momentum for the adoption of graphic neywith three participants
referring to the influence libraries and librarytwerks had on their motivation to
select graphic novels for their schools.

Participant one: “With the library network systenihin the schools,

we have library network meetings with the Nationakary and one of
the topics was graphic novels.”
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Participant three: “Well, the librarian actuallycdae are going to a
workshop, do you want to come along. And | didedlise so many

schools were into graphic novels and we thougttslaagood idea.”

Participant five, a teacher who made the first nsadwesource graphic novels, also

received “strong support” from school librarians:

“Our librarians were fabulous. Though they didniitg understand the
level of passion that some readers have, they stdrbappy to get it
in, in as much as they were happy to gethe Whale Rideror happy
to get inWild Swandor older readers.”

Two participants referred to professional develophopportunities, such as courses

outside their schools, which were promoting theafsgraphic novels.

Participant two: “I did a course with Wayne Millbaut using graphic
novels in the school. So he is going around thexcgypromoting the
use of graphic novels and giving lots of resoufoeseachers and

ideas for teachers to use.”

Adding to this formal professional development tiggrant four commented on the

inclusion of graphic novels in teaching coursesraversity:

“I had a lecturer ... introduce me to the use of gramovels in a level
two English course at university ... University laeilts think it's a

great idea, great idea.”

The study also found the sourcing of graphic nowals another factor facilitating the
adoption of graphic novels. Quality educationalpiia novels were becoming easier
to source as more publishing companies producee graphic novel literature which

was suitable for school-aged children.

Participant two: “But there is just a wealth of nbaoks coming, the

benchmark is just going higher and higher I thinKit's] much easier
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than it used to be [to source them]And they are producing them

now to be appropriate for a wide age range.”

Participant six: “Yes, they are more readily avaléa... | guess if they

[publishing companies] see the demand, they'll ey

However, the perception that graphic novels welleofwiolent and sexualised
content was still present in some schools and inasrig the extent to which graphic
novels were adopted at these schools. While paaintithree commented that there
were more educational graphic novels coming oig,whas offset by the view that the

school was still struggling to find graphic noviiat were “non-offensive”:

“We don’t have very many yet, because it's verydharfind decent
ones ... we didn’t just want them for entertainmeaitie. We also
wanted them for, you know, to encourage theiraaltthinking, and
actually have some themes that they could thinkial®o that was the

hard part.”

This was also reflected in participant six’s cominen

“Drawbacks for me would be watching the violencegduse graphic
violence is much clearer than written, the writteord. And so once

again, | am very careful with what we choose.”

While three participants particularly mentioned Nency DrewandHardy Boys
series as resources they had, and which childreyeshreading, participant three’s

perception of these books was vastly different:

“I have looked at thélardy Boysand theNancy Drewgraphic novels,
but we wouldn’t be able to have them in our librdrgcause the Hardy
Boys look as though they are on steroids, and N&mew looks like
Barbie. You know, and it's very, very sexualisethdihat’s not

suitable.”
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Another factor limiting the extent to which graplmiovels were adopted by schools
was funding. Three participants listed funding #melcost of providing graphic

novels as an influencing factor on their use.

Participant three: “And if you do get a good orilee BOOAD it's $70.
You know, and if you are working on a budget, giste a steep price

to pay. So that’s the pity - good graphic noveksexpensive.”

The study found the extent graphic novels were usethssrooms was limited by
age. Schools were adopting graphic novels as arolas resource for intermediate
and secondary students, but as a library resounlgdar younger students. The only
subject in which graphic novel modules were tawggs English. Participants one and
six both ran library activities at their primaryhsols, while participant two, whose
school has students from Year 1 to 8, ran a libaativity while another teacher in the
school ran a classroom programme. However, therdam programme was for older

students at the school:

“And we have featured graphic novels as one ofitbekly features. |
don’t do it every year. About every other year. Biganwhile the
teachers, the Year 8 teachers, someone’s doingst years up in the

classroom.”

The remaining three participants were all involiethtermediate or secondary
education. Participants four and five both usedntiéth middle year levels.

Participant five: “We have a set prescription wotlr syllabus and
curriculum, and so, in the junior school, particlyawe’ll use them in
Year 9 and 10, and not in the senior school, untestates directly to

an area of the curriculum, but not deliberately.”

While participant three was targeting all senioidgints from Year 9 upwards:

“At the moment, we’re using them, well | use thesometimes for

visual literacy and for levels, for Year 11 to I3pmactice for their
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external, because they get a visual text ... And Wehr 9 and 10 we
use them basically to encourage kids who are @hiceaders to

actually read, and that works quite well.”

While the study found the adoption of graphic nevelschools was in the early
adoption phase, the success they have had asyatg#rol was more evident.
Participants had mainly positive experiences ugnaghic novels in schools. One of
the major themes identified in the data was theachgraphic novels had on students’

engagement and enthusiasm. All six participanteththis theme during interviews.

Participant one: “They bring enthusiasm to childitest before
wouldn’t have had any ... It's a really good buzzeally good vibe

from the children.”

Participant four: “But within the time | was withém, from the
beginning of the module to the end of it, the ermgagnt went through

the roof with some of them”
Participants particularly experienced successftd@mues when using graphic novels
with reluctant readers and boys, who respondedcpéatly well to interaction with

the format.

Participant one: “It is predominantly the boys thet into the graphic

novels.”

Participant three: “The reluctant readers [respoiodt positively]. The

boys are more reluctant than the girls.”

Participant six: “Benefits include reading miledgereluctant readers

- they sometimes look like a fat book, but are dasgad.”

The librarians also noted the books’ popularitywatl students, with all three

commenting that they were never on the shelves.
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Participant one: “And again, the graphic novelsytte not on the

shelf. They're never on the shelf.”

Participant two: “The most popular reserved boothatminute is a
little wordless book that has about 100 imagegpge calledMister
O. And even though we have had the book for a ykarg’s still 19

reserves on it.”

Another theme identified in the study was the biepafrticipants felt came from

linking visual and written language, as all sixedavisual resources very highly.

Participant one: “And | think that's too where gnapnovels will help
because they've got pictures, so you can lookeaibrds, and even if
they read the words, the pictures will reinforgesd they are instantly

getting more success, and the reading flows.”

Participant four: “They’re an up-to-date mediumngaip-to-date
medium, that combines visual language and writiaglage. And

that’s really important.”

The study also identified the presence of a canfver whether graphic novels
stimulated further interest from students in litara, reading and libraries. Three

participants felt they were successful at this.

Participant one: “I think they make the library ra@ccessible, just

that the children want to come in and access trarly.”

Participant three: “I've got a Year 12 kid who’sstgxia, he really
struggles with reading. And we’ve gétormbreakerthe graphic novel
... Well, he’s read the graphic nov&lormbreakerand he’s actually
gone and read other Anthony Horowitz books. Bothes actual text

... Because | saw him, I've never seen Daniel realtlha other day he

was sitting reading a book. So that’s good.”
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However, two participants warned this was not asvdne case.

Participant two: “Maybe in that whereas you migavé persuaded
some children to read a longer novel before, tleelyappy to go with

the graphic novel and forgo the novel.”

Participant five: “If | were to observe a junioask as a whole class, |
would say no, | wouldn’t say it stimulates thenreéad different texts

and a wide range of graphic novels.”

The study found factors which were viewed as drakb#o the format included
perceived poor reputation, poor physical qualitpobks, and as mentioned earlier,

content and cost concerns.

Participant four: “There are some people around arediterary
snobs, who would look down their nose at them .fadt, the only
negative response | got was from another teachet.itiwas a look-
down-your-nose, scornful, “oh, so you're the guyovh teaching

Batman are you?".”

Participant five: “I don’t think many staff membeage going to
champion more funds going towards graphic novefawour of their

favourite short stories and anthologies, to my ogappointment.”

Participant six: “[They] bend in bags. Some of tham not well

bound.”

But these factors were outweighed by the bendditsewed by participants. Overall,
this study found teachers’ and librarians’ expesenwith graphic novels in schools
were positive. Participants were optimistic anchastastic about the potential graphic
novels had as a learning tool, and all six pardéictp recommended they continued to

be used in schools in future or be adopted by teokeols without them.
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Participant one: “We’re not planning on getting oicchem anytime
soon. | think if that anything, this sort of thiogming out shows that
people are recognising there is a need for theohtlzat they are
popular and the success that people have with gerarally speaks

for itself, if people are reading the literaturegmaphic novels.”

Participant four: “I don’t think you are dumbingwlo texts. But they
are a very successful, massively commercially abél type of text.
So if we are not teaching this, then we are denthieg a very

modern, plausible text to read.”

Participant five: “So | think it is absolutely nessary all schools in
New Zealand have a graphic novel shelf somewhetegxhaustive,
but there.”

However, participant three, while recommending owhools adopt them, tempered
that with a warning that schools needed to be 8eéeand concentrate on quality
graphic novels that “will hook them into qualityading, that will increase their
critical thinking, that will elevate vocabulary asdntence structure and actually

educate the kids”.

5.2 Visual resources

What value do teachers place on visual resources the classroom?

The study found that both teachers and librariahged visual resources highly, with
five out of six participants stating they were ‘yeor “extremely” important in

schools today. Participant five was aware of haachers needed to “meet the
different areas of multiple intelligences” and asWhedge the various learning styles.
This reflected the same principles of the Multiiteies Theory put forward by the
New London Group (Cazden et al, 1996). This teaspheke often of the need to cater

to visual-spatial learners:
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“Our weak learners, particularly, need visual tetthey haven't
captured the learning at an earlier stage, asagsedlur visual-spatial
learners, who are either dyslexia or struggle Vdgtter symbols as
opposed to picture symbols ... | think educatorsbae@ming aware of
the need to identify different types of learninglameet that need, as |
mentioned earlier before with the visual-spatiarters who think
primarily in terms of pictures, as opposed to dmying a logical-
sequential sort of thinking.”

While the remaining five were not consciously awairenultiple literacies, they did
recognise the need to address and cater to viseraldy in their classrooms and
libraries, noting young people’s close associatuith visual resources.

Participant four: “Visual language is one of thejonshree strands of
the English curriculum ... There is a large emphagig now. People
are really, schools, teachers are really puttingraphasis on it,

studying things like advertisements.”

Participant six: “Data is received visually thesgsl a visual society,
digital screens - illustrations support young reade

Four participants noted that the emphasis on vigsalurces had increased during
their careers, as the awareness in schools ofelifféearning styles increased and the
need to cater to more visual learners became appare

Participant two: “Absolutely. It's become a lot redeatured, focused
on. ... Definitely in education, as well, of librasyaff and teachers,

there is more of an emphasis [on visual resources].

Participant three: “Because there is much more asipton using
equipment such as the data projector, power pdimtggs like that.
Which when | started off teaching, you had yourrbead and that was

your visual. Now you’ve got DVDs, you've got videg®u've got
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orals, you've got the data projector. You've gaiyyknow, a far wider

variety of options.”

This appears to be driven by students’ connecbquopular culture and visual

language, with all six participants commenting lois influence.

Participant five: “I think our current New Zealaadlture is one of
over-saturation of visual images, from film to teton to multimedia
applications through the internet and mobile devides cell phones. |
think it's swung the other way and we’re heavilfluenced by visual

language.”

Participant six: “Children are asking for items dhdt, that fall in that
category because they are attuned to visual legrtortechnology,

TV, games.”

However, one teacher noted that students weregdiinggwith interpreting visual
images and combining visual and written languaggetermine meaning from a text,

and required guidance in order to overcome thesess

Participant three: “They actually struggle. Thetuadly struggle to
sort of, they might say “oh this is very nice ambd”, but they really
struggle to bring the text and the picture togetfmenetimes ... And
then once you give them prompts, they do a loheftime get it.”

A second pointed out that there were reluctanteesadf graphic novels who

struggled with the visual texts.

Participant five: “In as much as we’ll have a reétunt reader of straight
text on paper, we have reluctant readers of graptwels. And | think
for the same reasons that a visual-spatial prireamwner will engage
graphic novels easily and with coherency, so tdbanperson who can

read a novel and chapter book struggle with grapbiels.”
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5.3  School programmes and activities involving gragc novels

How are teachers and school librarians introducinggraphic novels into school

programmes and activities?

The study found that schools were using graphieltsowm both library and classroom
activities. As stated above, the classroom prograswvere aimed at older students,
while the library programmes and activities wereylounger, primary-aged students.
In all three classroom programmes, and in onerygpeogramme, graphic novels
were used in an individual module where they wiesfocus of that module. In the
other two libraries, they were used as a part dewactivities emphasising reading

skills and reading enjoyment.

Of the classroom programmes, the study found thesarbject that incorporated
graphic novels was English. Within this subjecagdric novels were used to highlight
varying educational concepts, such as plot, charaetion and authorship.

Participant four: “There was enough in it for Y&aand 8 students.
They're quite advanced students, so | could pushtto look at
concepts like author, you know, who is the autifdhis, look at
character, characterisation, things like that. $ Weeking for
something that incorporated all of the major stutes$ of an English
text and that graphic novel gave me that ... I'venfdit easy, just as
easy to factor in literary structural context, Bsuessons, author,
point of view, characterisation, all of that stydfot, it's all there,

themes, you know.”

All of the units taught in classrooms incorporatesiial literacy elements in some

way.

Participant three: “We first go into all the visuligéracy about
techniques, colour, lightings, dialogue, the laythinhgs like that.”
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Participant four: “What | would do is sometimesyduld use an
overhead projection and I'd have the speech butlti¢'d have
blocked out the words. So they would have to try anticipate from

the visual language what's happening in the picture

The library activities ranged from simply highligig new books to a formal three-
session programme for reluctant readers and theemps. Two focused on the reader,

while the third focused on learning about graplueeis as a format.

Participant one: “Well, one of the programmes thaas thinking of,
was we have a programme called Reading Togethechwdbasically
for reluctant readers ... and it's basically encoingghe children to

read and find reading enjoyable.”

Participant two: “We have featured graphic novel®ae of the
weekly features ... One of them for example, is mglan A to Z of
comic book characters, and the kids absolute loae And another
one is giving them all these different terms, tiitige plewds, which
are the little droplets that appear around a charachead when he
looks as though he is about to faint. Swalloopsld/tave to be my
favourite, where there’s the wind-up for a punci.gdzing them these

words they can look in graphic novels and comicgHem.”

The target audience of the activities using graplixels was split almost evenly into
two groups, all students and reluctant readersed participants ran activities aimed

at all students.
Participant four: “But not really targeted at atmgarar group, because
the aspects of the text that we were looking Hitink appealed, there

were enough to appeal, enough aspects in thapeaho all students”

Another two ran activities particularly for reluntaeaders.
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Participant six: “Our low readers ... So right fronetbeginner reader,
through to the reluctant, also high interest wité older children who

are perhaps not picking up novels.”

The final participant used graphic novels in two\attes, firstly for a visual literacy

unit for all students, and secondly to encouragectant readers to read.

Participant three: “At the moment, we’re using thewell | use them,
sometimes for visual literacy and for levels, fagar 11 to 13 ... And
with Year 9 and 10 we use them basically to engpikdds who are

reluctant readers to actually read, and that wquite well.”

5.4  Types of graphic novels selected for use

What types of graphic novels are teachers and schiddbrarians using?

The study found that the majority of schools hadae range of graphic novels, with
four out of the six participants saying their sdsdocluded most genres such as

superheroes, classic titles, myths and fairytgjeseral fiction, and non-fiction.

Participant one: “I mean, we have a whole lot afifiction as well, |
shouldn’t forget about that. The likes of the stofyHelen Keller, and
Levi Strauss jeans, and Kodak camera, all of tamlag, the non-

fictional section in graphic novel, which is a réél”

Participant two: “We’ve got a wide range. Very ptgsare theHardy
BoysandNancy Drew so they enjoy the detective stories. They like
the traditional superheroes. But we also have a gaoge, and they're
very popular as well - one boy borrow€ainappedby Robert Louis
Stevenson yesterday — of classics. And at the mjnitave been
enlarging the section of mythology, myths and letyetecause there

are some superb versions of those currently.”
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Participant five: “I try to find mainstream grapmovels that are
accessible and familiar to the general populafi@nexample,
SupermanSpiderwomanwell she’s not as popular, but also teen

character novels, such as haenen”

Of the remaining two, one had a wider range of fetlean the second, who was very
selective about which graphic novels were choseth Biese participants were

selective due to their school’s vision and prinegpl

Participant three: “It's because of the philosopltiye overall spiritual

tones of it.”
Participant six: “It has to fit with our curriculuin

Both raised concerns over the content and wereiegbabout the violence and

sexuality that was associated with graphic novels.
Participant three: “Well, from our point of viewgree of the graphic
novels that we've looked at weren't suitable, yoow, because a lot

of them hinge on violence and sexuality.”

Manga was noticeably absent, with only particigara mentioning this genre, but

dismissing it as inappropriate for her school.

“A lot of manga is more suitable for high schootaese of the

relationship content and the level of violencetih i
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5.5

Benefits of using graphic novels in schools

What benefits do teachers and librarians feel grapic novels bring to schools?

As mentioned earlier, all teachers and librariamesrviewed felt graphic novels were

beneficial for schools. While several drawbacksendentified, the study found

participants felt these were outweighed by the bsntey had witnessed in their

experiences. Participants were positive and erdhtisiabout the potential graphic

novels had as a learning tool. As previously mewth a major benefit identified in

this study was the impact graphic novels had odestts’ engagement and

enthusiasm. Three participants mentioned persoqarences which highlighted the

engagement and enthusiasm shown by students.

Participant one: “He’sBen Tehvery popular ... we had a queue at

lunchtime when | announced I'd be putting them authe shelf.”

Participant three: “I've had one kid, Josiah, wieeis telling me: “I
don't like reading, this book is too fat”. He adtyaomes into the
library lunchtime to read Obelix ... One lunchtimeda¢ there the
whole lunchtime reading Asterix and Obelix, andweze thinking oh

well at least he is reading, which is good.”

The visual nature of graphic novels, and the pdiaephat they were a modern

medium, appealed to students, and this was seemagor benefit by five out of the

Six participants.

Participant two: “[Students] enjoy looking for tery and seeing
where the story is going. They also enjoy, anddltbat are
particularly well done, the use of perspectivet tiree minute you are
looking from a bird’s eye point of view and the hexnute you're

face to face with the character. They love that.”
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Participant six: “Visual appeal encourages a begjimeader to pick it
up and have a go ... For those that are artistioatlyned, they convey

meaning, expression, setting — visually.”

Another major benefit identified in the study whs ability of graphic novels to help
students overcome barriers to learning by offesagnething different which can also

challenge them.

Participant one: “But if the child’s reading a bablat is too difficult,
then they not having success, and then they dajoyeeading. They
find it a struggle, and they just don't enjoy itadit So that's where
graphic novels have been absolutely wonderful, iezgou can get a
graphic novel that has lots of pictures on the pageight only have
three little snippets of paragraphs, but it's erfotigat they don't feel
they are opening a book covered in text when tloeytdnow where
to start. And once that gets the ball rolling, thest grow in

confidence.”

Participant four: “There was enough in it for Y&aand 8 students.
They're quite advanced students, so | could pushtto look at
concepts like author ... Certainly as an introductert, kind of text,
they work very well with youngsters who are gooadders anyway.

It's a different kind of text they would want totgeto.”

As mentioned earlier, there was conflict over wketiraphic novels stimulated
interest in literature, reading and libraries. Ehparticipants said they assisted

students to move on to other types of reading.

Participant one: “And that’s where the graphic riewection comes
into its own, because we’d say to people, and sxae do have quite
a wide range, there’s generally something, andcgousort of go off

on a tangent from there, you know, “there’s theptbiabooks that will

flow on from this” and that’s a bit of a startingipt.”
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Participant six: “They expand the collection foe tthildren that would
otherwise maybe not voluntarily choose a book otogine section of

novels, well there will be some in there now.”

However, two felt they were not assisting studémimove on to other types of texts

or more challenging reading.

Participant two: “Maybe in that whereas you migavé persuaded
some children to read a longer novel before, tleelyappy to go with

the graphic novel and forgo the novel.”

Participant five: “If | were to observe a junioask as a whole class, |
would say no, | wouldn’t say it stimulates thenreéad different texts

and a wide range of graphic novels.”

Concerns were also raised over the perceived reputaf graphic novels, with three
participants commenting there was a stigma attatdhéte format inherited from

earlier comic book critics.

Participant three: “But in general graphic novedgs’'tihave a good
reputation because you equate them with — veryqig®ple don’t
know the difference between comics and graphic iIsoveBut very

often it's equated with comic books, as, you kntash.”

Participant five: “Graphic novels are welcome ansirige other
English resources, but rather as a casual visatrer than a valid
family member of literature. | think there is stllvery strong stigma
attached to the way graphic novels are either edeat used in

classrooms.”

But this was offset by four of the participants enemting that this reputation was

changing for the better.
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Participant two: “I think that they were looked down for a long
time. Comics were inferior. Tintin and Asterix alassic ... But other
forms of comics have been not given the recognitian they deserve
and that they are now getting. But | think it'stjgppening in the last
three years in New Zealand that people like Jereong Gotham
Comics in Auckland and people like Wayne Mills, mgpiaround the
country giving teachers professional developmedtlaw to use
comics, that they’re getting a lot more credibility

Participant four: “University lecturers think itssgreat idea, great idea.
The English department [at the university] use grapovels
themselves for university courses, so that’s, yoovk there’s no
higher tick in the box for that.”

As noted earlier, other drawbacks included poorspgay quality, the cost of the

books, and that some content was inappropriatgdiong people.

Participant three: “So we’ve gone to great lengthget some good
ones ... The quality and the content, yes. And thalkiat we look at
for our, I know [our librarian] does. She lookgla quality and the

content. Everything is read before we put on oehas.”

Participant five: “But within that, there’re somestrictions with what
this department will deem as acceptable, for exarvgatchmen
would not be acceptable. | think it raises too mgugstions in a
lesson over a period of time to be able to answekt.times, the
drawback can be that the narrative is weak in faeba visual
spectacular — there is that danger.”
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5.6

Changes to students’ skills and attitudes

What changes in students’ skills and attitudes havieachers and librarians

observed when using graphic novels?

The study found that while both teachers and liarexhad noticed positive changes

in the attitudes and skills of students who wesalieg graphic novels, this was not

the case with all students. Changes in skills nbtedarticipants included improved

vocabulary, reading, and searching skills.

Participant one: “What | see in the library is thair reading skills are
changing. They are more interested in reading. Hieymore
interested in the library, which has the flow-ofeef that they are

more oral.”

Participant three: “Sometimes you can see a diffsren their
vocabulary. Depending on the text, like sometimeneéAsterix and

Obelix extends their vocabulary because it's sacas

Participant six: “It also helps them with their sghang skills, because
we then show them how to find more. We bring therthe computer
and we tell them how to search for more. And thttésbeginning of

life skills, information skills.”

In particular, participants commented that studer@se experiencing improved

responses to the text, and were producing bettek ecause of this.

Participant three: “I had a Year 12 girl last ygatThe Ravenand she
did a brilliant reading response about fear andidead yeah, that was

fantastic.”

Participant four: “I had a range of activities thag did afterwards - we
re-wrote the story from a first-person point ofwieSo there were

some great, great pieces of work done there.”
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Positive changes seen in students’ attitudes iedwash increase in enthusiasm for
reading, as well as for using libraries, and manafidence, which led to students

being more vocal with their thoughts.

Participant one: “I think they make the library ra@ccessible, just
that the children want to come in and access bnarly ... They are a
lot more vocal, a lot more, a lot happier in thedry ... One of the
things they will do, is tell me about the book tiveyread, which of

course, they never used to do before. They're stiegkabout it.”

Participant two: “There’s possibly more enthusiagsout borrowing a
book from the library, from a librarian’s perspeeti And, as | say,
there are a lot of them on reserve, that kids aiéinvg for and eager to

read. And they get really excited when it's thamtto have it.”

However, not all students displayed the above cbsnmgskills and attitudes, and in

general did not appear to have any interest inimgagraphic novels.

Participant two: “There are some who aren't intexésyes. We had a
boy who left at the end of last year who hadn’thsaenovie before the
age of 10, and he’s not interested in seeing mafie®oks, and he

wasn't interested in reading graphic novels. Hediko create his own

pictures in his mind.”

Participant three: “They actually struggle to safrtthey might say “oh
this is very nice and good”, but they really striggig bring the text
and the picture together sometimes ... There arevdmsdon’t like

the pictures ... Very often they are kids who prefevels.”

Participant five: “In as much as we’ll have a reétunt reader of straight
text on paper, we have reluctant readers of graptwels ... | know
that graphic novels are not for everyone, and Issnit’ll bring the

same sort of tensions that Shakespeare does torethetant readers.”
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5.7  Student responses to graphic novels in schools

Do particular groups of students respond better tgraphic novels than others?

The study found that the students who respondectht® positively to the use of

graphic novels in schools were boys and reluceaders.

Participant two: “But they've definitely printed wan excess that will
appeal to boys. I think with everyone talking abboys and reading,
that in the book publishing industry in generald amthe writing, there
has been this huge sway to writing and publishimggss for boys ...
And it's, yes, the reluctant readers, they aregush a bonus for

reluctant readers.”

Participant four: “But also they worked well witbyngsters who
weren’'t keen readers, who ummed and aaahed anédassind in

the library and things like that.”

Participant five: “Stereotypically, | would say trethnically that the
Maori and Polynesian boys seem to respond moreefigeand quickly
to superheroes than perhaps the other ethnic gravipgthat is - I'm

not sure.”

However, while boys were the most enthusiastic agmaphic novels, this study also
found girls responded well to the format, with fparticipants experiencing positive

responses from female students.

Participant one: “In fact one of the girls we'vet go the course at the

moment is very big into picture books, visual babks
Participant four: “And | suppose, maybe surprisgnglyou look at a

Batmangraphic novel, some of the works that the girtsdpiced were

fantastic, they really were.”
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Also mentioned, but to a lesser degree, were visaahers and English as a second
language (ESOL) students. Three participants ratsefbrmer in their interviews,

while two talked about the latter.

Participant five: “The boy who is primarily a viduend a spatial
learner, who thinks primarily in pictures and spand less in words
and sequential ordering of teaching and learniagdonds positively

to graphic novels].

Participant six: “l haven’t mentioned yet ESOL stk and
international students. We had a group of Japastesients stay. Well,
they're very good for them, because with verydifnglish they can
see the story. And English as a second languagmufostudents, it just

helps them. It’s like a bridge.”
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6. Discussion and analysis

6.1 Role of libraries in advocating for graphic noels

One of the most important findings in this studynfra library perspective is that
libraries appear to provide the driving force behine adoption of graphic novels in

many schools.

Participant two: “I wouldn’t be surprised if yound that the schools
that have them are members of the School Libraspgiation, the
librarians are. Because they're always talking almhat’s new, and
where do we go from here, and information literaoyl there’'s a huge
amount of information literacy opportunity in graphovels ...and
therefore, it’s the librarians who are generalliyitig what is
happening, | think you'll find. So if you talk teachers, | think a lot of
it will reflect back on whether the library has ked up the ball or

not.”

Comments like this one indicate teachers are g#talising the potential of the format
only after librarians have taken an interest imth&he implications of this are huge
for the future use of graphic novels in schooldj@asaries hold the key to unlocking
the potential of graphic novels in schools. By guydeachers and showing the
benefits graphic novels bring to learning, in gatar in relation to boys and reluctant
readers, librarians can change the way graphicle@ve perceived in educational
circles. Only then will the historical stigma atiad to graphic novels begin to

diminish.

This finding is not surprising in light of oversdasrature which shows librarians
such as Foster (2004), Gorman (2003), Kan (2008)aland Lyga (2004), Searchay
(2004), and Weiner (2001) have been keen advot@tgsaphic novels for more than
five years and have been vocal in their suppothefformat. Their combined voice is
helping change the perception of graphic novelsraidhe world, and may account
for the positive reputation generally found in thiady. The more library advocates
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spread the word, the more the format will beconeepied in schools today by their
educational colleagues. Without the support an&ibgf librarians, schools may

fail to recognise the potential graphic novels has@n educational learning resource.

6.2  Acceptance as an educational learning tool

The results of this study are encouraging for there of graphic novels in schools.
While it is still an emerging phenomenon in Hamlchools, the signs are positive
that New Zealand is not too far behind the reshefworld in recognising the
potential of the format for educational purposefieWput in context of recent
overseas literature, this study shows New Zealamdasonably placed for the speed
at which schools are adopting educational prograsnmelving graphic novels. Of
the studies identified in the literature reviewe #arliest was 2003 when Norton
looked at the use of Archie comics and Albright &valsh investigated visual culture
in the classroom. In the six years since then, nodhgr studies have been conducted,
with many only done two years ago (Andera, 2007#gBe 2005; Cho, Choi &
Krashen, 2005; Fitzsimmons, 2007; Frey & Fishef4&0amanno, 2007; Laycock,
2007; Ranker, 2007; Schneider, 2007; Walton, 200@. participants in this study
adopted graphic novels between one and seven ggaysvith a mean of 3.16 years,
illustrating they are keeping pace with moves iergeas educational circles. This is
promising as it shows New Zealand educators areeawfaoverseas developments

and are implementing them where they feel it isefieral to do so.

This study has also shown graphic novels are bewpmbre accepted as an
educational learning tool. Highlighting this chamgperception is the fact that three
of the schools who participated in the study andepli by religious principles. This is
important to note as Christian schools have nditicmally been advocates of graphic
novels due to concerns over content, which they véewed as inappropriate and
contrary to their values (McNicol, 2005). For thesbools to be including graphic
novels, and for them to be able to source suitgtdphic novels with content to

match their educational values, shows that theeatigituation is different to that seen
in the past, and steps are being made to legititheséormat. These schools are

recognising the value of visual resources, and@g &s they can source quality
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resources which convey the appropriate messageatkehappy to adopt graphic

novels.

Participant three: “Well, from our point of viewgrae of the graphic
novels that we’'ve looked at weren't suitable, yoww, because a lot
of them hinge on violence and sexuality. So we'grgjto great
lengths to get some good ones, like we'veRBmbwulf the graphic
novel, we've actually got graphic novels ®he Heavenly Marwhich
is a Christian novel, we’ve gdthe Arrival So we try and get critically
acclaimed ones to actually get the kids, not jostiew them as
comics, but as text that convey themes and ideasgh text and

pictures.”

This desire to source quality graphic novels ingisdahe link between graphic novels
and inappropriate content is starting to dissadwel therefore attitudes towards the
format are changing. Librarians such as Gormang§p80d Kan (2003) have long
been putting together lists of educational graplmeels for schools to use in their
desire to select the right books for their schdbis means the barriers to using
graphic novels, in particular sourcing quality drepnovels with educational content
and the perceived reputation of graphic novelspaneg removed, opening up the

way for them to be used as a genuine learning reson schools.

One reason for the improving reputation of graptugels is that they are being
included in professional development programmesfarmdal teaching practices in
universities. This inclusion may be the determirfiagor which helps other educators

recognise the benefits of the format.
Participant five: “And that's where it'll be suca#sl in schools or not,
is where people like Wayne [Mills] are allowed &rry on with what

they are doing, promoting the genre.”

This is good news for graphic novel advocatest mdlifting the profile of graphic

novels, therefore helping schools recognise therial value of the format for
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education. This also helps increase the validitgraphic novels as a learning tool.

However, caution must be applied here, as peragptice only beginning to change.

Participant three: “But very often it's equatediwtiomic books, as,
you know, trash. And that is a mind set that | khive have to change,
especially among non-English teachers becauseqtiated, a graphic

novel is a comic, which is not correct.”

Participant five: “I think more PD [professionaih@dopment], as we
talked about earlier, needs to occur for teachparticularly teachers
who are not engaged in graphic novels, in as madkachers who are
not engaged in poetry to any depth.”

As these participants have noted, awareness neddsraised among non-advocates
before graphic novels will be accepted unreservélys awareness will be helped by
more empirical studies, such as this one, wherbéd¢nefits of the format can be
published in formal educational channels. As thislg has shown, graphic novels can
be a useful tool to raise enthusiasm and engagemsnidents while still catering to
curriculum requirements. Graphic novels can alstsastudents with visual literacy

when provided with appropriate guidance from teexlad librarians.

6.3 Need for balanced collection of resources

While all teachers and librarians recognised theortance of visual resources, some
tempered that with recognition of the need for bedain teaching approaches and
collection management in libraries. This findingk&up the Multiliteracies Theory,
which emphasises the value of all learning stydesl, in particular visual learning
(Cazden et al, 1996).

Participant five: “I know that graphic novels am& for everyone, and |
can see it'll bring the same sort of tensions 8fakespeare does to
other reluctant readers. Again, it's critical atigl absolutely essential

that teachers realise this when attempting to elagaureading,
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writing, speaking, and responding to text. To igntrat in a learner

will be fatal.”

Participant six: “But once again it needs to beaibced collection -
when introducing anything to our collection we néetbok at the

balance of the whole collection.”

These comments support the Multiliteracies Theatyfprward by the New London
Group, which advocates for a variety of resouroagtiect different learning needs.
Therefore, while graphic novels are a useful resmuhey should be viewed as just
one part of a wider, all-encompassing approachitcaion. However, the study
findings do illustrate that more emphasis on viseaburces in schools and libraries is
justified. Librarians can focus on visual resources just graphic novels, but
resources such as picture books, educational D¥Rscomputer software, with the

knowledge there is a legitimate need for them hrosts today.

As for the types of graphic novels librarians skidog selecting, this study has shown
a wide variety of both recreational-focused graptugels, such as superhero graphic
novels, as well as educational ones, such as Sbedesin graphic novel format, is
appropriate in order to cater to students’ intexeSthools can limit their selection
policies as they see fit, but by utilising a widsiety, the ability to appeal to different
groups of students is increased, including gidsaaced students and ESOL students.
This will help graphic novels cement their placesa@mools as useful learning tool for

all age groups, sexes and learning levels.

6.4  Impact on students

The impact on students of using graphic novelshosls is compelling. There are
encouraging signs for enthusiasm, engagement, @mapsion of visual language,
and responses to the text. Students, who othemosiéd have been unresponsive, are
interested in libraries and reading, are seekiridwther reading, and are gaining

confidence in educational environments.
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Participant one: “[Students are] definitely gainoapfidence. The

before and after of the course is marked. Ther&ig aifference.”

Participant six: “I believe that they're a way ofpanding the
enjoyment of reading for certain children and thiit continue. |

believe that they are a bridge to get them intdiregp”

Comments such as these must be seen as benefialairtvolved, from librarians

and teachers to students and parents. Graphicsnbaeé the ability to break through
learning barriers because they are popular wittlestts, appeal to students’ visual
natures, and are associated with popular cultbhus, succeeding where other formats
may have failed. This backs up earlier overseasalitire which recognised the link to
popular culture and the benefits that could beeddecause of it (Albright & Walsh,
2003; Brooks, 2008; Hughes-Hassell & Rodge, 200f@grefore, it is positive to note

New Zealand students display similar responseséoseas students.

The study results highlight the success graphielsosan have as an educational tool,
especially with boys and reluctant readers, whamdtudy found to be the most
responsive to the format. This finding reflects reeas literature which also
highlighted the format’s appeal with these two gr®@Andera, 2007; Gowing, 2006;
Laycock, 2007; Walton, 2007; Welldon, 2005). Thasthors asserted that
associations with popular culture meant boys weseertikely to respond to
programmes involving graphic novels. This studykealcup those findings, and in
particular Laycock’s (2007) observations that beétanal engagement increased.

Boys in this study showed increased enthusiasrarfdrengagement with the format.

Participant six: “I have seen boys pick Baby Mousend read it, take
an issue and read it — it's pink — it doesn’t mdtie them] ... Yes, the
reluctant readers, and boys [respond the mostipelgit And if

they've had one, they’ll ask for more.”

While the study found boys and reluctant readerg\weedominantly the students
who responded positively to graphic novels, interesting to note that girls and

advanced students also engaged well with the forfigs finding is not as prevalent

52



in previous studies, although Crawford noted thenfd’s popularity with both sexes
in a brief study of New Zealand students in 2002 Teason for the previous lack of
association between females and graphic novelsbadecause the majority of
graphic novel publishers appear to target maleersad wo participants raised this
issue, commenting that girls were struggling ta fgmaphic novels that matched their

interests.

Participant two: “So the other ones now that this dike now, they
like theNancy Drewwe got a couple ddabysitters’ Clubwe’ve got
Baby MouseSo the girls like the ones that have feminineysitoes.
But they've definitely printed way in excess thall wppeal to boys. |
think with everyone talking about boys and readthgt in the book
publishing industry in general, and in the writitiggre has been this
huge sway to writing and publishing things for bog#ls will read a
lot of them, but I think girls are on the back fabtthe minute, that
there’s not being as much written for girls as ¢hisrfor boys.”

Concern needs to be shown to this finding as failarcater to the needs of girls may
result in the format failing to reach its potenaala learning resource in schools, as
educators may view the resource as more suitedy® énd reluctant readers and

therefore restrict its use to these groups.

Another group of students identified in this stadyresponding well to graphic novels
were ESOL students. This finding reflects earlesearch by Cho, Choi and Krashen
(2005), Frey and Fisher (2004), and Ranker (208@)vever, this finding was not
present to the same degree in the present stu@s students were only
mentioned as a secondary group to boys and reluetaders. However, this does
show the potential is there to use graphic noveBreappealing and modern resource

in New Zealand schools for overseas students legfnglish.

Participant four also felt advanced students relwtl to the use dBatmanas a
study text.
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Participant four: “There was enough in it for Y&aand 8 students.
They're quite advanced students, so | could pushtto look at

concepts like author.”

This interest from advanced students, girls, an@EStudents shows the format can
appeal to both sexes and all levels of students.i$hmportant because it shows
while graphic novels have huge appeal for boysrehattant readers, the format
should not be discounted as beneficial for otheupgs of students. Librarians need to
be careful when purchasing graphic novels that tftegot restrict interest in the
format to only boys or reluctant readers by narngitheir selection choices to only
those genres which appeal to these two groupsr®xdging resources that can cater
to all students’ interests, teachers and libranaifisexpand the appeal of the format
and avoid the risk of it becoming classed as adidhiesource for only boys or

reluctant readers.

6.5 Tension between access and content

There appears to be a tension between schoolsngantprovide access to graphic
novels for students, but also ensuring what thegssare quality resources

appropriate to the age of students.

Participant three: “The quality and the contens. y&nd that’s what we
look at for our, | know [our librarian] does. Sluks at the quality and
the content. Everything is read before we put ansbelves. So you
have to see, does this actually teach you sométhviogl know, look at
the vocabulary, the style, the pictures. Can yduadly get something

out of it?”

Participant five: “Seems to be that same idea Itraead before, that
any reading is better than no reading. | would wargualify that, that
any decent and intelligent reading is better thaneading. For |
would rather have them reading intelligently, tiséiting reading

passively, or coaxed into reading.”

54



This differs from previous studies where this tensivas not highlighted to a great
degree and may indicate that New Zealand schoelmare conservative, or may be
taking a more cautious approach, to graphic naeals overseas schools. However,
while this tension may be limiting the extent toiethgraphic novels are adopted at
the present time in New Zealand, it may prove berafn the long run, as it shows
teachers and librarians are aware of the impaattbag type of graphic novel could
potentially have on students. If the correct bagaisamaintained between access and
content, then graphic novels will be viewed as g&rappropriate resource with
potential benefits, as opposed to a violent andaéxorientated recreational
resource for adults. This latter type of graphigeiavill always be present, but by

implementing the right selection policy, it need he an issue in schools.

6.6 Limitations as a resource

6.6.1 Age

A notable divide exists in the way schools areodtrcing graphic novels
which appears to be based on the age of studestisol8 with intermediate
and secondary students are using them in the c@sswhile in primary
schools the focus is on the library, not the cla@sr. There is also less
interaction between senior secondary students ar Y&, 12 and 13 and
graphic novels in the classroom, with the mostdtad age range those
students in Year 8, 9 and 10.

Participant five: “We have a set prescription wotlr syllabus
and curriculum, and so, in the junior school, gaitarly, we’ll
use them in Year 9 and 10, and not in the sentwdcunless
it relates directly to an area of the curriculumt bot
deliberately ... At the moment the literacy with gnapnovels

is set up towards junior school, rather than sestbiool.”

This indicates that schools feel graphic novelshaoee suitable as a learning

resource for students in their early years of séapneducation. However,
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participant three also felt there were graphic t@wdich were better suited to

older students:

“Then we’ve got likeThe Arrival,which is by Tan, which has
actually got no dialogue, only pictures, whichas the more
sophisticated reader. So we usually, there we tafgar 11, 12
and 13 ... younger age groups struggle with that beeause it
Is a sophisticated graphic novel. It's really, hggbod. Very
thought provoking.”

This focus on older year levels as the most swgtatbldents for classroom
graphic novel programmes is similar to that seearménalysing overseas
studies. Of the studies highlighted in the literatreview in Section 3 of this
study, the majority involved intermediate or higihgol students (Albright &
Walsh, 2003; Bergin, 2005; Cho, Choi & Krashen,2dtzsimmons, 2007,
Frey & Fisher, 2004; Lamanno, 2007; Laycock, 209@rton, 2003;
Schneider, 2007; Walton, 2007). Only Andera (2081¥) Ranker (2007)
investigated primary students’ interactions witagpric novels. This implies
that there is a general consensus that classrotivitias are better suited to
older students. Librarians need to take note sfwhien selecting graphic
novels for teachers to use in classrooms, as thiegered to be aware of the

targeted age group and what resources are appefoiahat group.

6.6.2 Socio-economic status

The study involved six schools in Hamilton who lggdphic novels in their
school libraries and used them as an educatioohlThe decile ratings for
these schools ranged from four to 10, with a mdaight and a median of
7.5. Therefore, participants spoken to represdmids in the higher decile
range, and consequentially are less likely to peasentative of all schools,
especially lower socio-economic schools. This iegplihat graphic novel
collections are only associated with schools whnsigets allow for their
purchase. This is concerning as it may mean stadedwer socio-economic

areas are missing out on a viable, beneficial Visource because their
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schools lack the funding to provide them. Whethes tinding is limited to
New Zealand needs more investigation as the oveigesature does not

focus on this issue in any depth.
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7. Conclusions and recommendations

There still exists a tension between graphic noasla recreational tool and graphic
novels as an educational tool, but this tensi@agng as graphic novels with more
educational content are being published. With n@agsics, such as Shakespeare,
The Owl and the PussycandThe Hobbit now available in a visual format, as well
as critically acclaimed graphic novels suchvasis there appears to be more
acceptance of the place of graphic novels in sshaold the first steps towards
cementing them as a legitimate visual learninguesoare being made. However, the
lack of uptake of graphic novels in lower socio+eamic schools may be reason for
concern, as students may be missing out on thditeeokengaging with a visual

learning tool that appeals to reluctant readersbarys in particular.

This study recommends that graphic novels contiale used in schools, or be
adopted by those without them, as the benefitsestiscexperience outweigh the
drawbacks. It is also recommended that schoolstadode selection of graphic
novel genres in order to cater to the interest®fwide variety of students found in
this study to enjoy interacting with the format. 8ylising graphic novels as a
learning tool, schools will be addressing the issagsed by Multiliteracies Theory
and providing resources that visual learners ckter¢o and enjoy interacting with.
However, this needs to be done in balance withro#sources in order to provide a
holistic approach to education. Graphic novels hheeability to reach those students
who fail to connect with more traditional texts, ilghalso appealing to the wider
community of students. This study has shown grapbi@| texts can be successfully
applied within the New Zealand educational curton) and provide a bridge to
future learning for struggling students. School®wadil to recognise the format’s
ability to overcome barriers to learning may imtise denying their students a viable

and successful learning tool.
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7.1 Implications for further research

This study raised several possible research sasnian the future.

* As this study found the use of graphic novels imsts was an emerging
phenomenon, it would be appropriate to do a sinsilady in five years’ time to
assess whether this has changed, and if so howmafie schools have adopted
graphic novels and in what ways? Will their repiotaias a legitimate learning

tool be fully cementing into school curricula?

e The finding that lower-socio economic schools maybe adopting graphic
novels because of financial concerns merits furithegstigation. A quantitative
approach of surveying all schools in New Zealancklation to this topic would
be able to assess in much greater detail whetlseisthn issue which is affecting
the adoption of graphic novels in lower-socio ecuoiwareas and whether this

warrants the attention of educational funding bsdie

* As this study had a wide scope of looking at afivitees and programmes in
schools, a future research project could looksgiexific programme which has
introduced graphic novels to students, and askessipact of that programme on
students’ skills and attitudes. Students coulddsessed before the programme,
their interactions monitored during the programare] then their skills assessed
again at the end of the programme. As well as stiglents could be interviewed
about their experiences and how they feel aboyghycanovels. This would
provide insight into why students show the enthemiand engagement noted in
the present study.

» As this study found reluctant or struggling readesponded particularly well to
graphic novels, a future study could assess thacirthe format could have on
special needs children. Graphic novels have beenrskto break through learning
barriers for students in mainstream schools, bugtidr they could do the same
for those students suffering from severe learnisglilities could prove

differently and therefore would make an interestiegearch topic. Special needs
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students’ interactions and responses to the focowdt be monitored and skills
assessed before, during and after. However, this @y research would need to be
done over an extended period of time, as littleed#éihce may be noted if the
study period is too short (Lamanno, 2007).

Girls were found to react well to graphic novelshis study and therefore a
future study could investigate the value of therfat for all-girl schools. A
preliminary investigation for this study found giH schools in Hamilton did not
have many graphic novels as they felt girls wereimterested in them. However,
this study has shown this may not be the case.flitige research topic could
examine girls’ responses to the format in depthiamdstigate whether girls’
interest in the format is formed on a differentdeto boys. This could help all-
girl schools determine the value of graphic nov@ishem and what influence
this interest should have on collection managenmettteir school libraries.

Two participants in this study raised the topidvtEori resources in graphic novel
format. A future research topic, which would be artant from a New Zealand
perspective, could be to assess what visual respane available to Maori
students which highlight Maori subject matter, sashmyths and legends,
history, ancestry, and social issues. Also an ags&st could be done to
investigate Maori students’ responses to thesauress. This would show if these
resources foster improved learning practices iniviaad Pacific Island students

and whether there is any value in producing sinméapurces.
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Appendix A - Cover letter to schools

VICTORIA UNIVERSITY OF WELLINGTON
Te Whare Wananga o te Upoko o te Ika a Maui

.13
SCHOOL OF INFORMATION MANAGEMENT

101 Silverdale Road
Silverdale
Hamilton 3216

Friday, May 01, 2009

Principal’s name here
School’'s address here

Dear sirfmadam

| am a Masters student in Library and Information Studies at Victoria University of
Wellington. As part of this degree | am undertaking a research project examining the
adoption and use of graphic novels as a learning resource by teachers in Hamilton
schools.

Following a preliminary investigation, | have identified schools in Hamilton that have
graphic novels in their school libraries and where teachers may be using them in
classrooms as a learning resource. | would like to invite your school to participate in
this research project. My aim is to interview teachers who use graphic novels as a
learning resource in at least one classroom activity during the school year. This could
be any type of activity in any subject area, from a sustained silent reading
programme or programme for reluctant readers, to a popular culture module.

Teachers selected to participate will be provided with an information sheet and asked
to sign a consent form before commencing interviews. Participation is voluntary. It is
envisaged initial interviews will take around one hour. It will not be possible for you or
your school to be identified. All material collected will be kept confidential.

If your school would like to participate in this research project and you have a
suitable candidate who is willing to be interviewed, please contact me using the
detalils listed below. As the sample pool for this research is smaller than expected, |
would truly appreciate any offers of interest.
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VICTORIA UNIVERSITY OF WELLINGTON
Te Whare Wananga o te Upoko o te Ika a Maui

AE

el

SCHOOL OF INFORMATION MANAGEMENT

If you have any questions or would like to receive further information about the
project, please contact me at:

101 Silverdale Road,

Silverdale,

Hamilton

Email: walkerbryo@myvuw.ac.nz
Phone: (07) 856 9323 (home)

(07) 838 6842 (work)
021 0369604 (mobile)

or my supervisor, Prof. Gary Gorman, at the School of Information Management at
Victoria University, Wellington:

Email: gary.gorman@vuw.ac.nz
Phone: (04) 463 5782.

Thank you for considering my request.

Yours faithfully

Bryony Walker
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Appendix B - Participant information sheet

VICTORIA UNIVERSITY OF WELLINGTON
Te Whare Wananga o te Upoko o te Ika a Maui

.13
SCHOOL OF INFORMATION MANAGEMENT

Participant information sheet for a study of the ad option and use of
graphic novels as a learning resource in Hamilton s chools

Researcher: Bryony Walker: School of Information Management, Victoria University
of Wellington

| am a Masters student in Library and Information Studies at Victoria University of
Wellington. As part of this degree | am undertaking a research project examining the
adoption and use of graphic novels as a learning resource in Hamilton schools. This
project has received ethical approval from the School of Information Management
Human Ethics Committee.

The objectives of the project are to examine the current situation in schools in regard
to the use of graphic novels as a learning tool in classrooms and to assess how they
are being adopted by teachers and used as a learning resource. The results of this
project could help principals and teachers assess the benefits of using graphic novels
in classrooms and may provide evidence which could influence school library
collections in the future.

The principal of your school has given his/her consent for you to participate in this
research. Participants will partake in one or more private interviews at which their
experiences working with graphic novels in classrooms will be explored using a
series of open-ended questions as an interview guide. Interviews will be digitally
recorded and notes will be taken during the interview process.

Interviews will take place at a location chosen by the interview participant. In most
cases it is envisaged this will be their place of work. It is predicted that the initial
interview will take about an hour to complete. Should more information be required, a
further interview will be arranged at a time to suit the interview participant.
Participants have the right the check interview notes and amend details if required.

If you would like to withdraw from the project, you may do so without question at any
time before the start of data analysis on May 15, 2009. If you choose to withdraw, all
data you have provided will either be returned to you, if requested, or destroyed
immediately.
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VICTORIA UNIVERSITY OF WELLINGTON
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SCHOOL OF INFORMATION MANAGEMENT

Responses collected will form the basis of my research project and will be put into a
written report. It will not be possible for you or your school to be identified. All
material collected will be kept confidential. No other person besides me and my
supervisor, Prof. Gary Gorman, will hear the recorded interviews or see the written
notes made during the interviews.

All computer files containing personal details of participants, notes, and recordings
will be stored in password protected files which can only be accessed by the
researcher. All physical notes will be stored in a locked case which can only be
accessed by the researcher. An electronic copy of the final report will be submitted
for marking to the School of Information Management and a printed copy deposited
in the University Library. Recorded interviews and written notes will be destroyed one
year after the end of the project.

Feedback will be provided to participants through a summary of research findings
which will be mailed to participants at the end of the project. The results may be
presented at conferences, or published in academic or professional journals.

If you have any questions or would like to receive further information about the
project, please contact me at:

101 Silverdale Road,

Silverdale,

Hamilton

Email: walkerbryo@myvuw.ac.nz
Phone: (07) 856 9323 (home)

(07) 838 6842 (work)
021 0369604 (mobile)

or my supervisor, Prof. Gary Gorman, at:

School of Information Management
Victoria University,

P O Box 600,

Wellington

Email: gary.gorman@vuw.ac.nz
Phone: (04) 463 5782.

Bryony Walker Signed:
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Appendix C — Research participation consent form

VICTORIA UNIVERSITY OF WELLINGTON
Te Whare Wananga o te Upoko o te Ika a Maui

AE

el

SCHOOL OF INFORMATION MANAGEMENT

Research participation consent

Project title: Examining the adoption and use of gr aphic novels as a learning
resource in Hamilton schools

L1 1 have been given and have understood an explanation of this research project.

L1 1 have had an opportunity to ask questions and have them answered to my
satisfaction.

L1 I understand that | may withdraw myself (or any information | have provided) from

this project before May 15, 2009 without having to give reasons or without penalty of
any sort.

[ I understand that should | choose to withdraw, any data | have provided will be
returned to me or destroyed immediately.

L] 1 understand that any information | provide will be kept confidential to the
researcher and the supervisor.

[ I understand the published results will not use my name, and that no opinions will
be attributed to me in any way that will identify me or my school.

L] 1 understand that the digital recording of interviews will be electronically wiped
one year after the conclusion of the project.

L1 I understand | will receive a written copy of my interview notes if | request it and |

have the right to alter any comments or change any information | have provided
before May 15, 2009 if | feel this is necessary.

L] Yes, | agree to participate in the above named research project.

Signed:

Name of participant:
(please print clearly)

Date:
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Appendix D — Guideline interview questions

VICTORIA UNIVERSITY OF WELLINGTON
Te Whare Wananga o te Upoko o te Ika a Maui

s

SCHOOL OF INFORMATION MANAGEMENT

General questions to guide interviews:

Q1
Q2
Q3
Q4

Q5

Q6

Q7

Q8

Q9
Q10

Q11

Q12

How long have you been teaching?
What year levels do you teach?
What subjects do you teach?

How important are visual resources to teaching practice in schools
today?

Has the emphasis on visual resources changed during your career as a
teacher?

How are graphic novels viewed in light of other visual resources
available? i.e. what reputation do they have in the teaching
environments you have worked in?

How long have you been using graphic novels as a learning resource?

How often do you use graphic novels as a learning tool in your
classroom?

What made you choose graphic novels as a learning resource?

In what subjects, programmes or classroom activities do you use
graphic novels? Please explain in detail each programme and the part
graphic novels play. Are they the main focus or used as background
material for activities?

Are you targeting a particular group of learners when you use graphic
novels? If so, why?

What types or genres of graphic novels do you prefer when selecting
them as a learning resource? Why?
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Q13

Q14

Q15

Q16

Q17

Q18

Q19

Q20

Q21

In your experience, which students respond the most positively to
reading graphic novels? Can you give an example of a particular
occasion where a student’s response was positive and the reason for
this response?

Are there students who respond negatively to reading graphic novels?
Can you give an example of a particular occasion where a student’s
response was negative and the reason for this response?

In your experience, what changes to skills and attitudes have you seen
in students when using graphic novels as a learning tool?

Have you noticed if students are finding it easier to form understanding
or determine meaning from the text when they are using graphic novels
as opposed to traditional print texts?

What benefits do you perceive graphic novels bring to classroom
learning?

What drawbacks have you encountered when using graphic novels as
a learning tool?

What feedback have you received from the school community
(principals, teaching colleagues, parents, school librarians, students)
about the use of graphic novels as a learning resource?

How do you envisage graphic novels being used in schools in the
future?

Overall, would you recommend graphic novels be used in New Zealand
classrooms as a learning tool? Why or why not?
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