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Abstract

There is a productive discussion concerning the use of videogames in (literacy) education, focusing on
their unique pedagogic potentials and on their interconnection with contemporary developments in tex-
tual and semiotic issues. Our main aim is to extend this discussion towards a more critical post-videogam-
ing perspective, in the sense that videogames have to be considered as part and parcel of the contempo-
rary, complex socio-cultural and historical context. Therefore, we focus on highlighting indicative aspects
of this complexity, and we adopt concepts from the field of critical sociolinguistics, such as scales, strate-
gies, and orders of literacy. We analyze a combination of quantitative (1.185 questionnaires) and qualita-
tive data (6 ethnographic case studies) originating from children 11-15 years old. Our analysis reveals
that, although videogaming tends to be a common youth practice, the other important differences/ine-
qualities permeating parenting strategies, school practices, and children’s literate identities remain un-
changed, posing serious questions in terms of the promising educational use of videogames. We propose
a historically sensitive perspective in order to connect videogames with schooling and especially L1 teach-
ing.
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1. INTRODUCTION

The close etymological interrelationship among the words nailw [paizo] (i.e. play in
Ancient and Modern Greek), maiyviov/mayvidt [paignion/paichnidi] (i.e. game in An-
cient and Modern Greek, respectively) and nadevw/sknaibevw [paideuo/ek-
paideuo] (i.e. educate in Ancient and Modern Greek, respectively), which have the
same root, that is, the word nal¢/maibi [pais/paidi] (i.e. child in Ancient and Modern
Greek, respectively) (Chantraine, 1984, pp.848-850), acutely demonstrates the
strong interplay among game play, children, and education. Therefore, extending the
aforementioned etymological similarities, it is not surprising that the turn towards
the wide use of videogames in children’s out-of-school time has engaged the atten-
tion of academic inquiry and public discussions related to education.

As we will discuss in the next section, relevant literature acknowledges, to a wide
extent, the necessity of videogames’ educational use in that (a) they have a unique
learning potential, which facilitates changes to the present, static teaching culture,
and (b) they constitute an important element of children’s funds of knowledge
brought to school, which should not be ignored.

Scientific inquiry related to the use of videogames in language education enriches
the discussion with issues pertaining to literacy and semiosis. The majority of rele-
vant literature (Beavis et al., 2017; Hanghgj et al., 2020; Marlatt, 2018; Steinkuehler
& King, 2009) extends this discourse of pedagogic potentials to the digital literacy
perspective, arguing that using videogames in literacy education offers the possibil-
ity of enriching the language teaching curricula in terms of the new textual, interac-
tive and multimodal reality.

We consider that research of videogames in education has offered interesting
pedagogical implications. However, we view it as mainly edugamification-centered,
in that it has videogames as its starting and finishing point. We support that broad-
ening the discussion towards a post-digital and, consequently, post-videogaming
perspective, in which the importance of videogames is incorporated in a complex
socio-cultural and historical context, will give rise to interesting new dimensions. In
order to delineate this complexity, we draw upon notions from critical sociolinguistic
traditions (social semiotics, Critical Discourse Analysis and sociolinguistics of globali-
zation). More specifically, we use the notion of scales, which is widely used in recent
sociolinguistic research. As it will be indicated in the next section, this concept has
already been widely used in spatiotemporal terms, focusing on children’s in and out-
of-school literacy practices. The notion of scales, as it will be further developed in
this paper, enables us to underscore the complexity of our times and enrich domi-
nant approaches. We believe that the extension towards a multiscalar perspective
in conjunction with a post-digital perspective, will facilitate the depiction of a more
holistic and complex reality. In order to demonstrate this complexity at the level of
children’s literacy practices, we use the notion of “orders of literacy”.

We use a combination of quantitative and qualitative data from a large-scale re-
search project (2011-2015). Our data comprise 1,185 questionnaires completed by
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children 11-15 years old and 6 ethnographic case studies with children of the same
age. Our main aim is to turn the interest towards a post-videogaming perspective in
research, focusing on the relation among children’s videogaming, their wider literacy
practices, their identities, and then connecting our findings with language education.
This is an intriguing interplay and investigation which rarely is discussed in existing
surveys on children’s out-of-school game habits.

2. THEORETICAL FRAMEWORK

2.1 Academic discussions about edugamification

The turn to digitally mediated playing in children’s life has dynamically fuelled a huge
academic discussion around, what could be called edugamification, or the use of
games in educational contexts.

This discussion is mainly based on a strong pedagogic assumption, because it is
considered that playing digital games holds the most promising pedagogical and
learning potential. It is stressed that the interactivity of games facilitates learning by
doing, that learning is situated and based on learners’ literate identities, and that the
new knowledge is the result of immersed experimentation and collaboration (Beavis
et al., 2017; Gee, 2003; Hanghgj, 2017; Jensen, 2017; Williamson 2009). Moreover,
itis underscored that these practices are supported by online affinity groups wherein
rich, collaborative, and supportive literacy practices take place (Gee, 2003; Steinku-
ehler, 2007; Zaidan, 2019). In this frame, contemporary schooling and curricular re-
quirements are assessed depending on whether they “afford or limit the space for
students’ funds of knowledge to emerge within the classroom” (Abrams, 2012, p.2).

This discourse on the educational use of games is enriched by more specific ar-
guments and research in language teaching, drawing from various theoretical tradi-
tions (for a comprehensive review, see Abrams, 2015b). Progressivist views
(Chouliaraki, 1995) are permeating this research, such as principles of “the personal
growth model” and in terms of the educational exploitation of children’s out-of-
school experiences, the questioning of the differentiation between literary canon
and other art forms (Bacalja, 2020; Burn, 2016). In this line of thought, it is consid-
ered that children can engage in rich and complex literacy practices (reading, writing,
sharing) surrounding game playing (e.g., paratexts, Apperley & Walsh, 2012; Hanghgj
et al., 2020), using language for meaningful and multiple reasons, interconnecting
traditional and new literacies (e.g., new narrative forms, new kinds of textuality in
games) (Burn, 2016) and bridging in-school and out-of-school reality.

The impact of the multiliteracies tradition is underlined in relevant literature
(Abrams, 2015a, 2015b; Beavis et al., 2017; Hanghgj et al., 2020; Marlatt, 2018;
Steinkuehler & King, 2009, p. 57). In this case, the notions of new textuality, multi-
modality, design and text as action are quite prominent. To this direction, Beavis
(2014, p. 435) remarked: “Games, it seemed to me, were dense, multilayered, and
intertextual, and they exemplified literacy changing in the direction of design (Kress,
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2003; New London Group, 1996)”. Critical literacy traditions also have contributed
to the development of critical approaches in the field (Bacalja 2018, 2020; Beavis,
2014; Beavis et al., 2017).

In short, the dominant arguments support the claim that using videogames in
school settings can connect children’s out-of-school literacies with schooled ones,
balancing the traditionally called ‘home-school mismatch hypothesis’ (Koutsogi-
annis, 2009). The main assumption behind these arguments is that the use of games
in school can bridge productively out-of-school practices, such as videogaming, with
in-school realities, such as using ICTs for whole-class projection of information, drill
and practice, simple internet search and basic IT skills. The interactive characteristics
of videogames contribute to better pedagogic practices and especially to literacy and
language development, and to easily connect the print-based schooled reality with
the new ‘textual’ reality (Kress, 2010).

Apart from the dominant argument, there has been critical work on games and
literacies (e.g. Buckingham, 2007; Burn, 2016). There also has been quite limited re-
search that focuses on school reality and complexity, and interrogates some of the
dominant “big ideas” (Williamson, 2009). In this line of thought, it is underlined that
children have different experiences and attitudes towards games (Hanghgj et al.,
2020), and teachers’ experiences and educational identities lead to different choices
in terms of game-based teaching practices (Beavis et al., 2017; Hanghgj et al., 2020).
It is not accidental that, in research focusing on videogames as part of everyday
school life, the emerging reality is far more complex and multidimensional, and, thus,
less optimistic compared to dominant assumptions (Selwyn et al., 2017).

Part of recent relevant literature begins to question many of the widely accepted
dominant dichotomies between the old and the new, the online and the offline, the
digital and the printed, the material and the immaterial (Burnett, 2013; Burnett &
Merchant, 2014), and it looks beyond the home-school binary (e.g. Bjgrgen & Erstad,
2015; Bulfin & Koutsogiannis, 2012; Lenters & McTavish, 2013). Dualisms are also
questioned in games, literacy and learning empirical research. Gilje & Silseth (2019),
for example, following a student “across a wide range of contexts,” highlighted “how
young people’s engagement in gaming and the knowledge acquired can be trans-
formed into a literacy practice in school, where game play in itself is often not val-
ued” (p. 189) (see also, Leander & Lovvorn, 2006).

The present research adopts such critical directions and expands its research lens
towards three interdependent directions, following the spirit of a nexus analytic per-
spective, which approaches language or literacy practices as rich multilayered phe-
nomena (Blommaert, 2005, 2010), wherein past and present, personal and social,
local and global elements coexist in a complicated way. The first one is horizontal
and focuses on a holistic approach, according to which videogames are viewed as
part of children’s (digital) literacy practices. This is explored in the next section under
the term “post-digital”. The second is vertical and attempts to highlight the dynamic
—and often invisible—relationship among children’s practices and current ideologies,
agentive initiatives, contextual parameters, and social stratification. It is theoretically
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explored under the notion of scales in the next section. The third is related to history
because it does not approach the present school reality as simply static and enriched
by the potential of videogames, but as an institution in a strong dialectic relationship
with the past and present.

This nexus analytic perspective will be further elaborated by outlining our theo-
retical framework.

2.2 Theoretical perspectives

In this text, we claim that we need a different theoretical frame for enriching the
extant research of videogames and education. Our fundamental assumptions are
that we live in a complex world whose complexity is not only based on the wide use
of digital media, in general, and of videogames, in particular. We claim that the pre-
sent historical juncture can be conceptualized in terms of a nexus of economic, so-
cial, technological and individual variables. This complex reality can provide us with
the necessary framework in order to understand children’s videogaming practices,
school as an institution, and the educational use of videogames. In order to meet
these requirements, we need new conceptualizations, as well as corresponding
methodological choices.

We claim that this theoretical inquiry should expand towards three interconnect-
ing directions (in which new concepts have to be used), that is, towards a post-digi-
tal, a multiscalar - historically sensitive perspective and the relevant methodological
choices.

2.2.1 Towards a post-digital / post-videogaming perspective

As it is already indicated, most of the literature discussed so far has a strong vide-
ogaming-centered focus, trying to capture the pedagogic potentials and the semiotic
particularities of videogames. Although the perspective of considering games as
strong learning vehicles has its interest, we believe that it should be supplemented
with a post-digital perspective (see Blommaert, 2020; Knox, 2019).

We support that “the digital has lost its novelty or salience” (Fuller & Jandric,
2019, p. 215), in that it has penetrated everyday reality and it has become part of
wider practices and accompanying ideologies. Therefore, it is quite difficult and one-
dimensional to approach children’s literacy practices or education only in terms of
specific digital environments (e.g. videogames), despite their significance. Thus, the
emphasis on wider practices and actions, in which digital and non-digital could be
intermingled (Blommaert 2019, 2020), has many advantages: (a) it incorporates
games in the present era, which is hardly neutral (see Silcock et al., 2016), (b) it con-
tributes “with understanding the digital as a moment in history, albeit a recent one”
(Knox, 2019), which means that emphasis on history has a significant priority (EIf et
al., 2020), and (c) it allows us to speak about children’s literate identities and not just
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gaming or digital literate identities. In other words, it is aligned with the essence of
a social semiotic perspective in that “the social is prior” (Kress 2012, 2013).

Such a perspective allows, among other things, the connection of videogames to
other dimensions related to the complex nature of contemporary times. Because
“[t]ools are inseparable from symbioses,” they are the organic part of a wider and
multilayered social reality, and “a society is defined by its amalgamations, not by its
tools” (Deleuze & Guattari, 1987, pp. 99-100) (see Koutsogiannis et al., 2020).

In order to consciously highlight this complex and multilayered reality, we em-
ploy the notions of scales and orders of literacy.

2.2.2  Towards a multiscalar perspective

The notion of scales is an analytic construct, which is widely used in the fields of
sociolinguistics (e.g. Blommaert, 2019; Pietikdinen, 2010) and education (e.g. Cana-
garajaha & De Costa, 2016; Hult, 2017). It also is employed in literacy studies, mainly
in global and local dimensions (Brandt & Clinton, 2002), as well as in the develop-
ment of a “transliteracies theoretical framework” (Stornaiuolo et al., 2017). Most
part of the already discussed videogames’ research, as well as the investigation of
children’s digital literacy practices that focuses on the differences between out-of-
school videogaming and schooled practices, could also be explained using the notion
of scales in that it approaches these practices from a spatio-temporal perspective.
Although this distinction has been questioned (see Bulfin & Koutsogiannis, 2012), it
remains a basic (explicit or not) assumption in literature. To avoid this clear-cut dis-
tinction and to reveal the complexity of the issue, we use the term ‘scale’ “as an
attempt to at least provide a metaphor that suggests that we have to imagine things
that are of a different order, that are hierarchically ranked and stratified” (Blom-
maert, 2010, p. 33). We believe that there should be a turn towards a conscious mul-
tiscalar perspective, utilizing and expanding, thus, the relevant sociolinguistic in-
quiry. We will discuss below this transcalar perspective by exploring the socio-his-
torical, the personal and the institutional scales that will be used in our analysis.

Beginning with the socio-historical scale, we support that in and out-of-school
literacies are related to our era and history (see Collins & Blot, 2003; Green & Cor-
mack, 2015). It is well known, for example, that L1 education has been formulated
as a school subject through the historical lens of the nation-state, of a specific socio-
economic and historical juncture, and, therefore, the school subjects “are social and
cultural domains just as any other domain” (Moje, 2017, p. 248).

The creation and development of language education under these specific his-
torical circumstances, the development of relevant theories and the power of tradi-
tion have created a common “metadiscursive regime” (Wee, 2011), according to
which school reality is approached as natural, a given reality which is used as a start-
ing point of every attempt for introducing new theories and technologies. However,
school organization in subjects and classroomes, its spatio-temporal dimensions, the
assessment principles and procedures are historical constructs. Therefore, the
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emphasis on history, our era and its characteristics, as well as the different local tra-
ditions, are embedded on what we can consider as the socio-historical scale.

This approach of current reality as deeply historical is important. It is equally im-
portant to emphasize the role of children or parents, what is often called in literature
“agency.” This emphasis on the personal scale is also essential. To avoid the ambigu-
ity of the term agency, we adopt the terms “design” (Bezemer & Kress, 2016; Kress,
2010, 2012) and “strategies” (Fairclough, 2003, 2005). Kress uses the term design to
highlight the agentive processes of meaning making. We use it here more broadly,
to reveal the agentive processes involved in designing one’s future. In this frame, we
consider all children and all family members as active designers of their future, but,
although they try to respond creatively to the new global and local reality, they draw
from different “available resources” (e.g., discourses about learning, schooling, liter-
acy). Therefore, they are not equal in the design processes. In order to give to the
notion of “design” a conscious ideological perspective, we adopt the notion of “strat-
egies”, as it is used in Critical Discourse Analysis (Fairclough, 2003, pp. 110-11, 214-
215). Following Fairclough (2005, p. 55), we believe that during periods of big
changes and crises, a space is created “for strategic interventions to signify and re-
direct the course of events (or to protect the existing ‘fix’)”.

Emphasis on school as an important institution is also crucial for two, at least,
reasons: it is an important element in families’ choices for designing the future of
their children, and it sponsors (Brandt, 1998) not only the in-school but important
part of out-of-school children’s literacy practices. Therefore, we believe that the fo-
cus on the personal level is inadequate without considering dimensions of the insti-
tutional and socio-historical scales. Our research so far (see Bulfin & Koutsogiannis,
2012; Koutsogiannis, 2011, 2015; Koutsogiannis & Adampa, 2012) has shown that
the new reality of globalization has affected to a great extent children’s literacy prac-
tices at a personal level because competition is introduced at a younger age. Families
try to cope with this new reality by developing various socialization strategies, as
well as choices for designing their children’s future.

We approach videogames, as well as the new digital reality in literacy, as part of
this complex in and out-of-school reality, which is interconnected and permeated by
diverse discourses and ideologies. We acknowledge the mobility of children/families
and institutions, not as just neutral willingness for mobility, but we try to interpret it
within this socio-historical context.

The notion of scales in its three dimensions (socio-historical, personal and insti-
tutional) is very useful because it offers the opportunity to present a more complex
perspective than the dominant in and out-of-school scale, and it gives the possibility
to capture “a horizontal image of spread, dimension, degree” of literacies and a “ver-
tical image of stratification” (Blommaert, 2019). However, this distinction is some-
times used quite generally, without clarifying the interconnection among the scale-
levels. In order to avoid this danger, we employ the notion of “orders of literacy”
(Koutsogiannis, 2015), which connects all scales in an interrelated manner. This con-
cept is based on the Foucauldian notion of “the order of discourse” (Foucault, 1984),
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as used by critical sociolinguistic traditions (Blommaert, 2019; Chouliaraki & Fair-
clough, 1999; Fairclough, 2003).

What we intend to capture with this term is “the lifewide systems of literacies
that youth traverse” (Smith et al., 2020, p. 22) and to express the potential “nor-
malcy” (Blommaert, 2019) in literacy practices. In other words, this notion is related
to “the network of literacy practices (in official, unofficial, vernacular, digital or oral
settings) a child participates...” (Koutsogiannis, 2015, p. 193). In this frame, the no-
tion of orders of literacy attempts to understand videogaming from a more holistic,
vertical and ideological perspective, as an organic (but not unique) element in the
wide spectrum of literacies children participate.

We encounter two kinds of orders of literacy, at a personal and at a social level.
The first is more idiosyncratic, and it is related with the habitus and the personality
of every child. It is obvious that the orders of literacy in which every child engages
differ. The second is more cultural, and it is based on a critical realist assumption that
the social reality is structured but changing (Bhaskar, 1989). The personal level is
depicted in ethnographic research, whereas the social level is demonstrated through
quantitative research. We consider both research methods as complementary and
we employ them in our own research.

To sum up, in order to highlight the complex contemporary reality (in and out-of-
school), we use the notion of scales. However, because there has been criticism re-
garding the use of scales, in that binary “stable, static and clear-cut distinctions” are
reinforced, we use them only as a departure point for our theoretical and methodo-
logical framework (see Blommaert, 2019). The combination with the notion of orders
of literacy, along with methodologies drawing from the tradition of Nexus Analysis
(Scollon & Scollon, 2004) contribute towards this research direction.

In this section, we have placed special emphasis on outlining a suitable theoreti-
cal frame in order to extend the existing problematic to a more holistic and complex
perspective. The main aim of the next part of the paper is to use a combination of
qualitative and quantitative data so as to index videogaming within a broader spec-
trum of socioeconomic, sociocultural, and personal dimensions.

3. METHODOLOGY

As Law (2004, p. 5) indicated “methods, their rules, and even more methods’ prac-
tices, not only describe but also help to produce the reality that they understand.”
Therefore, our methodological choices are consciously informed by our ontological-
theoretical frame we have just described. Firstly, we adopt a post-digital/post-vide-
ogaming perspective. In this frame, one of our main goals is to approach digital liter-
acy practices, and, more specifically, videogaming, in terms of a broader spectrum
of children’s practices. This is reflected both in our qualitative (ethnographic case
studies) and quantitative part of our research (survey) because we attempt to map
digital and non-digital, schooled and informal literacy practices, as well as the related
ideologies. In our survey, for example, the focus on videogaming is just on two
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questions in which children are asked: (a) whether they play videogames and (b) if
they do, to write down their three most favorite videogames. Their answers have
been coded according to the classification cited by Kirriemuir and Mcfarlane (2004),
which is based on the genres of games (e.g. sports/action/adventure games etc.),
and analysed by using diverse variables (demographic, family background, type of
school etc.) and connecting videogaming with children’s other literacy practices,
such as watching television, playing games, mobile phone practices, use of word pro-
cessing and presentation software for personal and school texts, email use, inter-
net/website visits, Facebook practices, practices related to ICT integration in school
lessons, foreign language literacies, reading books/magazines/newspapers, prac-
tices during holidays, other free-time activities. In such a frame, we aim to incorpo-
rate individual videogaming choices (personal scale), in a complex global and local
environment (socio-historical scale), in which schools and their role can be under-
stood (institutional scale). This is how we approach the social semiotic principle “the
social is prior” (Kress, 2012, 2013).

The second assumption permeating our methodological choices is the basic prin-
ciple of critical realism that the world is structured, differentiated and changing (Nor-
ris, 1999) and that science is viewed as a constant attempt to map the deep structure
of a social or physical reality, which is unknown to us. A fundamental principle in this
theory is that we can understand, and, thus, change the world, if we detect the deep
structures activated by specific events and the discourses (ideologies) drawn upon
(Bhaskar, 1989). Based on this departure point, the ethnographic part of our re-
search focuses on mapping the orders of literacy at a personal level and highlighting
the habitus, personality and mobility of children and their families. The quantitative
part of our research investigates the extent to which these individual orders of liter-
acy have a “normalcy” (Blommaert, 2019) in the researched sample at the specific
historical moment, revealing, thus, some common characteristics we have called so-
cial orders of literacy.

We also attempt to investigate the extent to which the (social) variables related
to children’s digital literacy practices alter in the course of time or tend to become
normalized at least during the last decade. For the sake of this investigation, we fol-
low what Blommaert (2015) called “the Bourdieunian methodological loop,” which
means a sequential use of qualitative—quantitative—qualitative—quantitative re-
search. In this way, our findings from the current research are crosstabulated with
findings from our previous research, which took place in 2006 and was informed by
similar theoretical and methodological principles. It comprised an extensive quanti-
tative survey (4,174 questionnaires) and qualitative investigation (23 case studies,
77 semi-structured interviews) addressing secondary school pupils, aged 14-16
(Bulfin & Koutsogiannis, 2012; Koutsogiannis, 2009, 2011; Koutsogiannis & Adampa,
2012).

More specifically, the present data on youth digital literacy practices were col-
lected as part of a broader project entitled: “Formulation of innovative methodology
for educational scenarios based on ICT and formulation of educational scenarios for



10 D. KOUTSOGIANNIS & V. ADAMPA

Greek language learning lessons at Primary and Secondary Education.” In this five-
year project (2011-2015), selected, highly qualified language teachers from different
parts of Greece and various types of schools (state, experimental, private) collabo-
rated through online communities in order to design and develop innovative lesson
plans with ICT implementation in Modern Greek language lessons. The students par-
ticipating in our research as case studies and as respondents of the questionnaire
attended the classes of the aforementioned language teachers.

The first research phase was conducted during 2011-2012 and involved the case
studies of 33 students, 10-15 years old, focusing on their in and, mainly, out-of-
school (digital) literacy practices, following ethnographic and qualitative techniques.
The research team collected data through school and home visits, children’s diaries,
photos of their favourite objects, students’ school assignments/texts, semi-struc-
tured interviews with children and their parents, extensive field notes, as well as a
three-month social media investigation. This qualitative investigation, which con-
sisted of 33 research reports, formulated the basis for the redesign/enrichment of
the questionnaire originally used for the previous research conducted in 2006-2007.
This survey was completed by 1,185 children in 2014-2015.

Throughout our research we have not adopted positivistic research traditions
with an emphasis on representative data, checking concrete hypotheses and work-
ing in purely statistical terms. We move in the exact opposite direction, following the
spirit of recent developments in critical sociolinguistics (Blommaert, 2010, 2013;
Scollon & Scollon, 2004) that gives emphasis on the complexity and interconnection
of different parameters. In this spirit, every case study is approached from a post-
digital perspective, emphasizing the totality of children’s practices, and not only the
digital ones. In parallel, every child’s literacy practice is considered as encapsulating
a multilayered reality, which we try to capture using the theoretical framework we
have already discussed (scales, strategies, orders of literacy). In the same line we
interpret our qualitative and quantitative research data in a combined manner as a
trans-scalar “nexus of practice” (Hult, 2017; Scollon & Scollon, 2004), in which many
elements of the personal, institutional, historical, local and global are interconnected
(Koutsogiannis et al., 2020).

Emphasis is also placed on highlighting not only similarities, but also differences.
This is the reason why our research focuses on children attending different school
types and having different school experiences: state schools, attended by most chil-
dren; private schools, with high tuition fees, attended by students from high socio-
economic status (SES) families; and experimental schools, which are state schools,
but they cooperate with universities, they experiment with new curricula, teaching

material and methods, and their educational staff is highly qualified.1

1 For more information on the Greek educational system and different school types, see
https://eacea.ec.europa.eu/national-policies/eurydice/content/greece_en &
https://eacea.ec.europa.eu/national-policies/eurydice/content/organisational-variations-
and-alternative-structures-primary-education-20_en (Last access 11/2/2021).
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4. ANALYSIS

4.1 Quantitative analysis

Our data reveal that, indeed, videogames penetrate out-of-school everyday prac-
tices to a great extent as 84.4% of the students replied that they played PC, mobile,
Facebook or PlayStation games. Such a high percentage is in alignment with other
research (Anderson & Jiang, 2018; Chaudron et al., 2018; Common Sense Media,
2015; Koutsogiannis, 2011).

The crosstabs with other variables reveal that children play videogames regard-
less of their parents’ educational and professional background or their mother
tongue. There is a tendency for lower percentages in children from medium and high
SES backgrounds, however with no statistical significance. This finding has also been
the outcome of the analysis of our past data (Koutsogiannis, 2011).

Our data also show that not only videogames are popular among children. The
following table includes children’s favourite digital literacy practices. Apart from dig-
ital game play (84.4%), listening to music (83%), watching popular TV series (68.2%),
using digital environments for chat (70.3%) and social media (Facebook profile,
61.7%) are the most popular (digital) literacy practices for children, regardless of
other socio-economic variables.

Table 1: Children’s popular digital literacy practices

Website visits for downloading/listening to music (YouTube) 83%
Watching popular TV series 68.2%
Using digital environments for chat (e.g., Facebook / Skype / Viber /

Hangouts etc.) 70.3%
Digital game play 84.4%
Using social media (Facebook profile) 61.7%

The aforementioned research findings seem to support the view that this generation
is primarily a digital generation because one of its main characteristics is the wide
use of digital media. This characteristic reflects to a great extent Generation Z (Ful-
lan, 2020) (see also, Parker & Igielnik, 2020).

However, important differences emerge when we turn our focus on out-of-
school literacy practices sponsored by schools, that is, when personal choices (per-
sonal scale) are combined with institutional practices (institutional scale). To discuss
this, we turn our attention to two widely used digital environments in Modern Greek
language teaching contexts: word processing (Word) and presentation (PowerPoint)
software. Their use is crosstabulated with four variables, which can demonstrate po-
tential differences: school type, parents’ educational and professional background
and school performance. The following table shows statistically significant differ-
ences.
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Table 2. Out-of-school use of word processing/presentation software and socio-economic

variables
Word & PowerPoint Writing out-of-school Word & PowerPoint use
competence texts and presentations (editing, inserting im-
for school subjects ages / tables / graphs,
spelling check etc.)

School type Private & Experimental  Experimental Private & Experimental
Parents’ University education University education University education
educational background
Parents’ profession High status High status High status
Students’ Excellent? Excellent Excellent

school performance*

*p <.001 only for state schools (agency — activation of the ‘good student identity’)

According to our findings discussed so far, some children’s out-of-school literacies
belong to a more informal scale, in which they widely use digital media and play vid-
eogames to a great extent, regardless of socio-economic variables. We could there-
fore claim that there is a strong part in their orders of literacy related to vernacular
digital literacies. Digital games belong to this category (Table 1).

However, a large part of children’s out-of-school practices is colonized (Fair-
clough, 2003), by schooled discourses, and, as competition addresses younger ages,
such discourses will become even more pervasive (Koutsogiannis, 2009). In these
school-oriented practices, a different set of literacies develops, which are not ho-
mogenous across all children. In Table 2 it is clearly indicated that social stratification
(family SES background) appears to be quite important in children’s school-type dig-
ital literacy practices (competence and use of Word and PowerPoint), in that children
from more advantageous social groups seem to be more competent/skillful and use
such digital environments more extensively. Moreover, the out-of-school use of
word processing and presentation software is also closely associated with parental
design through school choice (experimental/private). Another important variable is
school performance, because students with excellent performance appear to ‘invest’
more on the use of such digital environments for schooled literacies. It is noteworthy
that especially state school students with excellent grades seem to activate their
‘good student identity’ through the wide use of such digital environments. As Selwyn
et al. (2017, pp. 153) remarked: “We certainly came across many academically en-
gaged students who were using digital technologies to ‘get on’ with what was being
demanded of them by education authorities. This involved using devices and

2 According to the grading system used in the Greek education system, grades ranging from
18,5 to 20 are characterized as ‘excellent’. For Greek pupils’/students’ assessment, see:
https://eacea.ec.europa.eu/national-policies/eurydice/content/assessment-general-lower-
secondary-education-16_ro (Last access 15/5/2021).
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applications to complete school work, get good grades and move onwards through
the system.”

These school-type literacies are quite different from the ones related with infor-
mal practices, which involve the majority of children, irrespective of other social var-
iables (except for gender). Therefore, it becomes evident that, if we abandon analy-
sis based solely on spatial scales (in & out-of-school), and approach school and out-
of-school time as a continuum ruled by specific values, then we discover that the
out-of-school scale is not unified but differently structured, depending on the type
of resources drawn upon by families and children for the design of their future (see
Bulfin & Koutsogiannis, 2012; Koutsogiannis, 2015). In our qualitative analysis, we
will discuss that the resources drawn upon are socially dependent, in that children
and parents of different socio-economic backgrounds seem to employ different
available resources.

This finding undermines one of the basic arguments used for the educational use
of videogames and expands how we should approach children’s literate identities.
On the one hand, the orders of literacy of some children share many common char-
acteristics around certain types of practices. On the other hand, they begin to have
differences in practices which are more valued in the school ‘market’ (used in its
Bourdieunian perspective).

4.1.1 Videogaming and gendered identities

Our quantitative research confirms the findings of international research (e.g. Carr,
2005; Thorhauge & Gregersen, 2019), according to which there are significant gen-
dered differences in game play. More specifically, in our quantitative data more boys
than girls play games, irrespective of other (socio-economic and cultural) variables.
Moreover, as can be seen in Table 3, there are gender differences in videogame play,
without statistically significant within-group (girls-boys) variation, and regardless of
type of school, performance and SES background:

Table 3. Gendered preferences in videogame play (grouping)

Girls Boys
Videogames -action (e.g. Mario) -role-playing (e.g. World of Warcraft)
categories -puzzle (e.g. candy crush) -sports (e.g. Pro Evolution Soccer,
-simulation (e.g. sims) Fifa)
-casual (e.g. fashion/beauty: -shooting (e.g. call of duty)
stardoll, patty) -strategy (e.g. age of empire, civilisa-
-websites with many games (e.g. tion)
1001 games)

-school-type (riddles, crossword
puzzles, anagrams, kidipedia etc.)

Our data show that girls and boys have different preferred game genres, and, con-
sequently, different types of gaming experience: girls prefer to play more casual,
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simulation and puzzle games, having a relatively private experience, whereas boys
tend to play sports, role-playing, shooting and strategy games, all of which are asso-
ciated with a more social, collaborative and competitive style of play. In general, in
our longitudinal study, digital game play has been a daily dominant practice for boys,
which strongly connects them with their social network of male peers (at home or
through internet café visits).

Apart from different gaming experiences, there are specific gendered identity
performances around digital games: on the one hand, girls prefer to play casual
games related to fashion, beauty, cooking, caring/nurturing, that is, pertaining to the
domestic sphere and lifestyle culture. Boys, on the other hand, tend to play sports
and fighting/shooting games, indexing particular gendered identities and sociocul-
tural practices: “masculine figures, action, and combat featured centrally in boys’
playground games” (Willett et al., 2013 as cited in Pallitt & Walton, 2015, p. 109).

Interestingly, there are strong affinities between girls’ and boys’ game prefer-
ences and their out-of-school print and digital literacy practices, as it is indicated in
Table 4:

Table 4. Girls’ and boys’ out-of-school print and digital literacy practices

Girls Boys

Out-of-school time a walk to the market, magazines for ~ magazines for cars, motorcycles, dig-
fashion, beauty and celebrity news, ital games/technology, sports news-
reading literature papers, digital game play, internet

café visits, reading politics, science
books & comics

Television Greek series/shows sports programmes
Internet websites related to: websites related to:
-celebrities -videogames
-TV series -sports
-school subjects (encyclopedias, -politics (e.g. newspapers, blogs etc.)

Digital School etc.)
-music (YouTube)

Facebook Pages/groups for: Pages/groups for:
- fashion -game play
- relationship issues -sports
-technology
-humour

As Carr (2005) aptly remarked: “It is not difficult to generate data that will indicate
that gendered tastes exist, but it is short-sighted to divorce such preferences from
the various practices that form them [emphasis added]” (p. 479). In our data (Table
4), girls’ game play and other literacy practices (magazines, internet, TV shows etc.)
are aligned with the globalized pop/celebrity culture and consumerism, whereas
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boys’ videogaming and other literacy practices (newspapers, websites, Facebook
groups etc.) correspond to specific performances of masculinity.

Following a post-digital perspective, it becomes evident from Table 4 that there
are actually two different social orders of literacy based on two different ways of
conceptualizing and performing gender, which are not solely related to videogaming
but to gender construction in contemporary times. Gender issues in game play seem
to be quite complex since they are also defined to a certain extent within specific
national and cultural contexts (see Inchley et al., 2016). There should be a more sys-
tematic inquiry into the gendered play preferences/differences and identity work,
but it is beyond the scope of this paper to discuss gendered dimensions of game play
and other literacy practices, as well as gender norms in Greece, in further detail.

4.2 Qualitative analysis

As previously mentioned in the methodology section, we have focused on the inves-
tigation of the literacy practices of 33 children (11-15 years old). Due to space limi-
tations, in the following table we provide an overview of six (6) indicative case stud-
ies (3 girls and 3 boys). We have selected to discuss indicative case studies, in the
sense that they are representative in terms of gender (3 girls and 3 boys), as well as
from a nexus analytic perspective (discussed in the methodology section). Their out-
of-school literacy practices are grouped, due to methodological reasons, in two
broad categories: print-based and digital literacies, the latter being further subdi-
vided in school and entertainment digital literacies (games, TV shows, internet and
social media).
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Table 5. Overview of indicative case studies (3 girls and 3 boys)

Case studies

Out-of-school
(print-based)
literacies

Out-of-school
digital literacies

Remarks

Entertainment
Practices

Games

TV shows Internet & social media

School
practices

Anthi

11 years old, 5" grade,
state primary school in a
rural area in Northern
Greece, diligent student,
father-taxi driver
mother-farmer

-children’s literature
-Patty magazine

-English lessons at a pri-
vate language school (2"
year-Al* level)
-basketball & track sports

-websites with many games
(dod.gr, friv, 1001 games)

- school-type (riddles, cross-
word puzzles, anagrams, scrab-
ble type, etc.)

-casual (fashion, dance, beauty,
e.g. Barbie, Patty)

-various popular
Greek and foreign TV
series (Patty, CSl etc.)

-missed episodes of her favourite TV pro-
grammes (especially Patty)

-information on Patty’s protagonists, songs
etc.

-Patty’s protagonist’s songs on YouTube
-sporadic information on basketball news,
players etc.

-chat with her friends / co-players at dod.gr

-word processing and
presentation software for
school assignments
-internet search for infor-
mation retrieval

continuities among her
media and literacy prac-
tices, being based on her
personal interest in the
TV show Patty

Anna

17 years old,

9th grade (immigrant from
Georgia, almost 1,5 year in
Greece),

state intercultural school
in a big city of Northern
Greece,

mother-elderly care/house
cleaner

-Cosmopolitan magazine in
order to practise Greek
-hapkido (martial arts)

-simulation (farmerama) (Rus-
sian fb)

-watching Greek TV
shows (as another
means of Greek lan-
guage learning)

-Georgian TV series and films on YouTube
-Skype, Facebook and a Russian social media
environment (friends and relatives in Georgia
and Greek language practice through her
classmates’ Fb posts)

- gendered digital texts in Georgian (‘mainly
for girls’)

-supplementary teach-
ing/learning material (in digi-
tal form) for school assign-
ments (copy-paste)

-use of google translate
(Georgian <> Greek)

practices (mainly enter-
tainment/vernacular
ones) related to her bi-
lingual background
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Elpida

14 years old, 8" grade, ex-
perimental junior high
school of a town in South-
ern Greece, very diligent
student,

mother-owner of private
kindergarten
father-emergency medical
technician

-museum visits and thea-
tre in Athens

- adolescent literature &
detective stories

-piano lessons

-tennis and volleyball
-English lessons at a pri-
vate language school (C2
level) and German (private
lessons, B1 level)
-Sunday newspapers
(mainly literary supple-
ments)

-simulation (good game
farmer, guitar hero)

-action [Super Mario, Crash
Bandicoot / Hidden Chronicles
(fb)]

-puzzle [fruit ninja (fb)]
-sports games (football, tennis,
volleyball)

-websites with many games
(e.g. friv.com, games.gr, dod
games) (simulation and casual
games)

-popular Greek TV se-
ries, detective TV se-
ries and films (e.g.
Harry Potter, The Is-
land, etc.) based on
books

-missed episodes of TV series and information
on their protagonists

-information on piano virtuosos and music
scores

-songs and lyrics from YouTube

-information on volleyball news, teams, play-
ers, events etc.

-email (Yahoo) to cousins abroad and teachers
for school assignments

- Yahoo portal for information on current af-
fairs

-specialized websites (e.g.
Portal for the Greek Lan-
guage), online dictionaries
and corpora, as well as soft-
ware for multimedia posters
(glogster), for language les-
sons and relevant assign-
ments (influenced to a great
extent by her language
teacher’s practices)

-word processing and
presentation software for
school assignments

-use of Word for school’s
book club, as well as for per-
sonal texts (creative writing
— novel for an adolescent)
and song lyrics

-predominant ‘diligent
student identity’ (see
also influence by her
language teacher’s prac-
tices)

- continuities among her
media and literacy prac-
tices, being based on her
love of music

Stefanos

10 years old

5th grade, state primary
school in a big city in Cen-
tral Greece
parents-self-employed
(home goods store)

-English lessons at a pri-
vate language school

-strategy (lkariam, warfare
1944, and others in websites,
such as 1001 games)

- car racing (Gran Turismo 5),
football (Pro Evolution Soccer)
and shooting games (Call of
Duty) (playstation)

-popular Greek TV se-
ries, films (comedies,
children’s TV series),
documentaries

-children’s films and funny videos

-msn for communication (local network of
classmates)

-website construction but no further develop-
ment due to lack of support

-digital game play (mainly strategy games)
-skype (older player from a strategy game)

-word processing (upon
mother’s encouragement for
essay writing) and presenta-
tion software for personal
texts / presentations
-experimentation with Pow-
erPoint (Maths notes and a
presentation on planets)
-information retrieval (Wik-
ipedia — self-discovery)

-agency - creation of
website, experimenta-
tion with PowerPoint
(and with PC in general)
-strategy games in align-
ment with the child’s
personality (mature, or-
ganizing spirit)
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Petros

15 years old, 9t grade,
state junior high school in
arural area in Northern
Greece, used to be a dili-
gent student (grades de-
clining due to adolescence
and out-of-school inter-
ests); mother-nurse (mili-
tary officer), father-farmer

-sports newspapers and
magazines

-English (private lessons)
-football

-role-playing [League of Leg-
ends (LoL), with global network
of friends, & Shakes & Fidget]

- football (Pro Evolution Soc-
cer), wrestling (Smackdown),
and racing games (Need for
Speed) (playstation)

-sports programmes,
popular Greek TV se-
ries, films

-films

-Greek pop music (YouTube)

-sports news (e.g. gazzetta.gr), playstation
games, and prices for guitars and sports shoes
(ebay)

-skype (other LoL players)

-internet cafés to play games with friends
(mainly LoL) and listen to music (YouTube)

-word processing and
presentation software for
school assignments
-information retrieval (Wik-
ipedia)

mainly entertainment
practices related to his
out-of-school interests,
that is, football and vide-
ogames

Leonidas

13,5 years old, 8t grade,
private junior high school
in a big city in Central
Greece, diligent student
mother-lawyer

father —civil engineer
(working in Brussels)

-IT magazines

-fiction in English
-adventure and detective
novels

-Arabic (private lessons -
language of the Koran)
(upon 1%t grade teacher’s
encouragement who no-
ticed Leonidas’s aptitude
for foreign languages)
-basketball

-cinema with friends (ad-
venture/action films)

-role-playing [League of Leg-
ends (LoL) with local (class-
mates) and global network of
friends]

-in the past, World of Warcraft
(role-playing)/ has stopped be-
cause he had reached a high
level and couldn’t stay up late
at night

- football (with his father in the
past), shooting (Call of Duty)
(playstation)

-adventure films, de-
tective TV series and
comedies

-YouTube clips on videogames

-rock/metal music (YouTube)

-sports events (live streaming)

-skype (father, who works abroad, and close
friends)

-school library visits and use
of its rich collection for as-
signments

-English (B2 level) (see CLIL,
private school’s emphasis on
English across most subjects)
and French (A2 level) at
school (interactive white-
boards)

-word processing and
presentation software for
school assignments (in Eng-
lish as well)

-occasionally email and fb
(group school assignments)
-internet search for infor-
mation retrieval with a criti-
cal approach (issues of web-
site reliability and remixing
of online sources for school
assignments)

-school website (CMS) visits
(announcements, student re-
sources etc.)

-literacy practices influ-
enced by school prac-
tices and its related em-
phasis on English (see
also aptitude for foreign
languages)

- continuities among
games (role-playing,
shooting), films on TV
and cinema (adventure
/action/detective), and
literature (adventure
and detective novels)
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The findings from the analysis of qualitative data—included in the table above—fur-
ther support and develop the findings emanating from our quantitative research.
More specifically, all 6 children under investigation as case studies play videogames.
Some children play various and different games (e.g. Anthi) and other play fewer
games (e.g. Anna). This finding is in alignment with the results of our survey and with
relevant international research.

This table also confirms that boys play different games than girls. This finding
appears throughout our longitudinal study of children’s literacy practices. However,
our qualitative research shows that this disparity is not always clear-cut. There are,
for example, girls such as Elpida, who play ‘boyish’, sports games. This game prefer-
ence is related to what Gee might have called strong sports Discourse (Gee, 2015),
because she plays volleyball and tennis. This aspect of her identity affects the kind
of orders of literacy in which she engages, part of which include digital literacy prac-
tices around sports (e.g., searching information on volleyball news, teams, players,
events). It is interesting to note that, in our data, some primary school girls due to
their extracurricular sports activities develop a strong set of literacies related to
sports because they engage in videogaming and other literacy practices revolving
around sports (e.g., websites for teams, sports news/events, scores etc.), however
with a permeating lifestyle element (e.g., searching information about male foot-
ball/basketball players with a celebrity status, such as Beckham, Ronaldo).

Qualitative research also shows that certain practices are “truncated” (Blom-
maert, 2010), that is, although they exist in a specific field, they are not necessarily
present in other fields. This means that it is not taken for granted that a child engag-
ing in sports activities will actually develop literacy practices revolving around sports.
Anthi, for example, plays basketball and does track sports as free time activities with-
out developing relevant literacy practices. The same applies to foreign languages.
While many children learn German out-of-school (e.g. Elpida), they do not neces-
sarily participate in literacy practices related to German language. On the contrary,
English is widely used, especially by students attending private schools, which is con-
nected with the schools’ teaching practices (e.g. Leonidas). Such teaching practices
can only be understood in the context of the global role of English in contemporary
times.

Therefore, it is quite interesting that the children’s orders of literacy are not
evenly distributed across all fields. In certain cases, the literacy practices developed
focus on one of the fields depicted in Table 5. In other cases they permeate many
fields (e.g. sports and music in Elpida’s case). What is of importance is to detect in
which cases there are continuities and the formation of a strong network of literacies
within a child’s orders of literacy (or not). For example, in the cases of Elpida and
Leonidas—children with a more privileged socio-economic background—it becomes
evident that an important part of their literacy practices relates to highly valued lit-
eracies by parents, school, and Greek society: multilingualism (i.e., Leonidas’s apti-
tude and his school’s emphasis on English across the school curriculum), reading lit-
erature (such as adolescent literature, fiction), functional ICT integration in school
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subjects (i.e., the school’s role is important in both cases). The two children’s orders
of literacy are quite different from the rest, and, if our quantitative data is taken into
consideration, it seems that these two cases are indicative of a larger category of
children attending experimental and private schools, who share common character-
istics in their school-based literacy practices.

Let us have a closer look at Elpida’s case study. There is a strong network of (dig-
ital) schooled literacies in her orders of literacy, also depicted in the school-type or-
ganization of her free time activities (projection of a diligent student identity). Being
an experimental school student offers her the opportunity to engage in a wide range
of literacy practices, digital and print (see also her language teacher’s role through
the use of digital environments for L1 teaching, students’ participation in a book club
etc.). Apart from her schooled literacies, she also engages in entertainment literacy
practices, offline and online, mainly related to music and sports.

On the other hand, if we focus on the other children’s literacy practices (Anna,
Petros), we conclude that their out-of-school orders of literacy include a strong net-
work of informal literacies but also a truncated part pertaining to their schooled lit-
eracies, because they are not adequately developed by the present state school cul-
ture and their families’ strategies. Following a post-videogaming perspective, ac-
cording to which videogames are incorporated in the present complex historical
juncture, it becomes obvious that videogames constitute an important part of the
students’ everyday literacies, but the other differences prove remarkably persistent.
Such differences are hardly discussed or investigated despite their importance for
schools and L1 teaching.

We could say that a trans-scalar perspective helps demonstrate that there is not
discontinuity but continuity between in and out-of-school children’s practices. Ac-
cording to our data, we could make the following distinctions: there are two types
of continuity, out-of-school oriented and in-school oriented.

In the first case, our investigation has shown that all children use digital media
out of school for their school assignments. However, there are differences in the type
and range of digital media use for schooled literacy practices. These differences are
detected in the ways each school conceptualizes digital literacy. One of the main
practices colonizing children’s out-of-school time is writing presentations and
searching the internet for information. This is mainly the case for state schools, and
it has a ritualistic character, just like book-based exercises (see Anthi, Petros). Many
of these practices are the outcome of L1 Greek language teaching. Our data lead to
the conclusion that the ways of conceptualizing digital language teaching formulate
to a great extent the children’s out-of-school experiences. This means that the em-
phasis should not only be placed on children’s informal literacies and their incorpo-
ration in school practices but also on the kind of practices (that should be) developed
in school and language teaching in order to use children’s out-of-school time crea-
tively. The Greek (state) school’s emphasis on ICT integration simply for whole-class
projection of information, for drill and practice, for internet search without any guid-
ance and filtering of data, as well as for basic IT skills, has a significant contribution
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to the formation of specific orders of literacy and literate experiences. In cases where
school and teachers’ initiatives are more dynamic (e.g. Elpida), things are quite dif-
ferent.

Therefore, while all children play videogames and the differences are mainly gen-
dered ones, our analysis—which approaches videogaming in terms of the whole
spectrum of children’s practices—shows that there are deeper differences con-
nected with various school practices and parents’ strategies, affecting children’s in
and out-of-school time.

In the second case, a distinction can be made between a visible school-oriented
and an invisible school-oriented continuity. In our longitudinal research, we have not
detected any educational use of videogames, which means that their integration in
school practices is quite marginal and that there are no, to our knowledge, visible
school-oriented cases of continuity. In general, research on videogaming from a lit-
eracies perspective in a Greek context is rather limited (see Kiourti, 2018).

To the contrary, the invisible school-oriented strategy is most common, and it is
mainly developed by families of a more privileged socioeconomic background. The
case studies of Elpida and Leonidas are indicative. Elpida’s out-of-school (print-
based) (museum visits and theatre in Athens, language learning at a higher level,
reading literature) literacies are as highly valued as school-type literacies or they are
acknowledged as being typical of more privileged social strata in the Greek context
(e.g. piano lessons and tennis). These practices complement schooled ones, which
have a functional digital literacy orientation (e.g., specialized Greek Language web-
sites, creating multimodal texts (posters), using word processing for creative writing
etc.). Leonidas’s out-of-school (print-based) literacies are also as highly valued as
school-type practices: reading fiction in English (see his school’s role), going to the
cinema, multilingualism (Arabic private lessons). Our longitudinal research indicates
that there is a clear strategy in the designs of these families, i.e. to construct a har-
monious synchronization between the activities sponsored by parents and by school.

The aforementioned examples are indicative and demonstrate that there is an
invisible continuity between out-of-school and in-school practices, which is also evi-
dent in the analysis of our quantitative data (Table 2). It seems that literacies are not
simply many, digital or multimodal. It appears that the in-school and out-of-school
scales are much more complicated, and that personal choices (personal scale) are
quite different as to how school (institutional scale) and socio-economic reality (so-
cio-historical scale) are conceptualized. We have concluded from our research that
all families and children, consciously or not, develop strategies, and an important
part of these strategies is the acquisition of schooled literacies, as they are ap-
proached by the formal educational system. This type of literacies, bounded by the
school curriculum, are essential for all parents. There is also another type of schooled
literacies, that we could call “enriched schooled literacies”. In the Greek context,
they are literacies developed by certain private and experimental schools in third
space contexts (e.g. after-school clubs). They are usually digitally oriented practices
(e.g. robotics, STEM etc.). The development of such literacies is primarily the main
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aim of high SES families, who prefer either private (if there is adequate economic
capital) or experimental schools. It becomes obvious, then, that “different literacies
have different currency on the ‘literacy market’” (Scollon & De Saint-Georges, 2011),
and that it is not possible for all social strata to acknowledge and act upon such dif-
ferences.

It is interesting to note that literature around digital games extensively proposes
their integration as part of enriched schooled literacies. The question posed is quite
obvious: will the addition of another element to enriched schooled literacies change
the present complicated reality and for whom?

5. CONCLUSIONS AND DISCUSSION

Most of the literature related to the use of video games in education is videogaming-
centered. This has led so far to a deep understanding of their pedagogic potentials
and, above all, to their interconnection with contemporary developments in textual
and semiotic issues, which is very crucial for language teaching.

However, we have argued in the present text, through the analysis of qualitative
and quantitative data, that a shift towards a critical post-videogaming perspective is
necessary, in the sense that videogames are not the only one new element in our
time but one of the many different elements in the present historical juncture, and
that our main aim was to focus on highlighting indicative aspects of this complexity.
To achieve these aims, we have adopted concepts from the field of critical sociolin-
guistics, such as scales and strategies, and we have coined the notion of ‘orders of
literacy’.

Some of our findings are aligned with international research. Indeed, videogam-
ing is an organic part of children's out-of-school practices, and the differences seem
to be related only to gender because girls play different games and to a lesser extent
than boys. However, the analysis of our data through a trans-scalar perspective re-
vealed some interesting new findings.

The first is related to the fact that videogaming is part of a wider set of practices
in which most children participate. Therefore, they develop a strong part of their
out-of-school orders of literacy that are mainly, but not exclusively, connected to
specific digital environments. However, treating children's free time activities not as
unified and neutral but as penetrated by power ideologies, such as school-sponsored
literacy practices or parenting strategies in the process of designing their children's
future, reveals important differences.

Our analysis reveals that, while their informal digital practices, including gaming,
are indexes, to a great extent, of a rather homogenous youthful world, their digital
practices ‘sponsored’ (Brandt, 1998; Smith et al., 2020) by schools are quite differ-
ent, contributing to the construction of unequal orders of literacy. Interestingly, such
differences seem to reproduce and expand the inequalities already known by the
literature related to print literacies (e.g. Heath, 1983; Lareau, 2003). The focus on
gender from the same perspective also highlights similar concerns. It turns out that
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the differences are not just related to videogaming but they are part of discourses
on how gender is performed in the Greek society.

These findings challenge the predominant argument, according to which chil-
dren’s out-of- school funds of knowledge are identified with videogaming. Our anal-
ysis has shown that children come to school with a common fund of knowledge only
in certain aspects of their orders of literacy, but with significant differences in what
the literacy market considers as powerful literacies, such as school-type literacies.
According to our research, the partial focus on a part of children's knowledge fund,
in what is called "gaming capital" (Consalvo, 2007), carries the great risk of hiding
the nuanced aspects of social differences and inequalities.

A second finding is related to children’s different out-of-school literacy practices
sponsored by schools. Our data indicate that schools constantly offer opportunities
for literacy practices in children's “free time”, and that these opportunities vary
greatly from school to school and, obviously, among teachers. In this case, too, the
most privileged social groups seem to have many advantages, since they have the
possibility to use certain strategies and implement their designs in terms of school
choice for their children. In other words, it seems to be confirmed once again that
“classrooms and schools in contemporary societies embody a common historical
contradiction: they promise equality of opportunity, but they help to replicate exist-
ing inequalities” (Collins, 2012, p. 209).

In such a reality, the introduction of videogames in schools is not easy and it will
not solve many of the existing problems. The fact that it is not easy is indicated by
research itself, because most attempts are not incorporated into the core curricu-
lum. Hanghgj et. al (2018, p. 775), for example, underlined that, although “digital
games have become a key medium in the education field, [...] the combined social
and curricular promises of gaming have hereto not been studied in the context of
classroom inclusion interventions”. Therefore, it is not accidental that many research
projects take place in “third place contexts” (De Paula et al., 2018; Martin & Steinku-
ehler, 2010; Steinkuehler & King, 2009, p. 57; Stufft et al., 2016), in which the use of
videogames is quite safer. If we consider the Greek educational structures and tra-
ditions, it will be easier for the most privileged schools (private, experimental), that
already seek an enriched approach to their language courses, to incorporate vide-
ogaming, possibly in third place contexts.

All these findings lead us to our concluding remark. The transfer of the research
lens from a perspective that considers the existing teaching reality as given, that has
to be enriched through the use of digital games, to the one that understands school
and school subjects as “social and cultural domains” (Moje, 2017, p. 248) has major
consequences. This historical perspective (see Elf et al., 2020) turns the focus to the
historicity of our time and to how it is possible to react on it. In this case, emphasis
has, inter alia, to be placed on highlighting the characteristics of our time which are,
among other things, “closely associated with the sort of subjectivity reinforced by
modern society”, a “subjectivity preferred by the market”, a subjectivity with deeply
different social, conceptual and ethical considerations and requirements to those of
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'worker' or 'citizen' (Kress, 2010, p. 20). This perspective suggests that "nothing hap-
pens [hence videogaming and schooling] in a social and political vacuum" (Scollon &
Scollon, 2004, p. viii).

Therefore, such an ontological turn requires the transition from the focus on the
educational use of videogaming to more open and consciously political questions,
such as: what kind of changes must be designed in the present school, for what kind
of future and why? What kind of changes have to be designed in language teaching,
for what kind of citizen and why? To what extent and what aspects of the present
economic, social, cultural and technological reality have to be taken into account for
this discussion?

Edugamification will, of course, play an important role in the yet-to-be thought
of these designs, but not the exclusive one.

REFERENCES

Abrams, S.S. (2012). Video gaming and interconnected meanings: Nuanced learning beyond the screen.
International Review of Contemporary Learning Research, 1, 1-7.

Abrams, S.S. (2015a). Integrating virtual and traditional learning in 6-12 classrooms: A layered literacies
approach to multimodal meaning making. Routledge.

Abrams, S.S. (2015b). Videogames and literacies: Historical threads and contemporary practices. In J.
Rowsell & K. Pahl (Eds.), The Routledge handbook of literacy studies (pp. 354-368). Routledge.

Anderson, M. & Jiang, J. (2018). Teens, Social Media & Technology 2018. Pew Research Centre.

Apperley, T., & Walsh, C. (2012). What digital games and literacy have in common: a heuristic for under-
standing pupils' gaming literacy. Literacy, 46(3), 115-122.

Bacalja, A. (2018). What critical literacy has to offer the study of video games. Australian Journal of Lan-
guage and Literacy, 3(41), 144-154.

Bacalja, A. (2020). “It’s got that power over you”: Negotiating Projective Identities in the English Class-
room. Game Studies: The International Journal of Computer Game Research, 20(2),
http://gamestudies.org/2002/articles/bacalja

Beavis, C. (2014). Games as text, games as action. Video games in the English classroom. Journal of Ado-
lescent & Adult Literacy, 57(6), 433—-439. https://doi.org/10.1002/jaal.275

Beavis, C., Prestige, S., & O'Mara, J. (2017). Games as text and games as action: English, literacy and digital
games. In C. Beavis, M. Dezuanni, & J. O' Mara (Eds.), Serious play: literacy, learning and digital games
(pp.135-150). Routledge.

Bezemer, J. & Kress, G. (2016). Multimodality, learning and communication: a social semiotic frame.
Routledge.

Bhaskar, R. (1989). Reclaiming reality: A Critical introduction to contemporary philosophy. Verso.

Bjgrgen, A. M., & Erstad, O. (2015). The connected child: tracing digital literacy from school to leisure.
Pedagogies: An International journal, 10(2), 113-127.
https://doi.org/10.1080/1554480x.2014.977290

Blommaert, J. (2005). Discourse: A critical introduction. Cambridge University Press.

Blommaert, J. (2010). The sociolinguistics of globalization. Cambridge University Press.

Blommaert, J. (2013). Ethnography, superdiversity and linguistic landscapes: Chronicles of complexity (Vol.
18). Multilingual Matters.

Blommaert, J. (2015). Commentary: Superdiversity old and new. Language & Communication, 44, 82—88.
https://doi.org/10.1016/j.langcom.2015.01.003

Blommaert, J. (2019). Sociolinguistic scales in retrospect. Tilburg Papers in Cultural Studies 225, 1-7.
https://www.academia.edu/39687860/Sociolinguistic_scales_in_retrospect

Blommaert, J. (2020). Political discourse in post-digital societies. Trabalhos em Linguistica Aplicada, 59(1),
390-403.



VIDEOGAMES AND (LANGUAGE) EDUCATION 25

Brandt, D. (1998). Sponsors of literacy. College Composition and Communication, 49(2), 165-185.

Brandt, D. & Clinton, K. (2002). The limits of the local: Expanding perspectives on literacy as social practice,
Journal of Literacy Research, 34(3), 337-356.

Buckingham, D. (2007). Youth, identity, and digital media. MIT Press.

Bulfin, S. & Koutsogiannis, D. (2012). New literacies as multiply placed practices: Expanding perspectives
on young people’s literacies across home and school. Language and Education, 26(4), 331-346.
https://doi.org/10.1080/09500782.2012.691515

Burn, A. (2016). Liber Ludens: Games, play and learning. In A. Andrews, C. Haythornthwaite, J. Fransman,
and Kazmer, M. (Eds.), The Sage handbook of e-learning research, (2nd edition), (pp.128-151). Sage.
https://doi.org/10.4135/9781473955011.n7

Burnett, C. (2013). Investigating pupils’ interactions around digital texts: a spatial perspective on the
‘classroom-ness’of digital literacy practices in schools. Educational Review, 66(2), 192-209.
https://doi.org/10.1080/00131911.2013.768959

Burnett, C. & Merchant, G. (2014). Points of view: Reconceptualising literacies through an exploration of
adult and child interactions in a virtual world. Journal of Research in Reading, 37(1), 36-50.
https://doi.org/10.1111/jrir.12006

Canagarajaha, S. & De Costa, P. (2016). Introduction: Scales analysis, and its uses and prospects in educa-
tional linguistics. Educational Linguistics, 34, 1-10. https://doi.org/10.1016/j.linged.2015.09.001

Carr, D. (2005). Contexts, gaming pleasures, and gendered preferences. Simulation & Gaming, 36(4), 464-
482.

Chantraine, P. (1984). Dictionnaire étymologique de la langue grecque: Histoire des mots. (Vol.2). Klinck-
sieck.

Chaudron S., Di Gioia R., Gemo M. (2018). Young children (0-8) and digital technology, a qualitative study
across Europe. JRC Science for Policy Report. https://doi.org/10.2760/294383

Chouliaraki, L. (1995). Regulative practices and heteroglossia in one institutional setting: the case of a
“progressivist” English classroom (Unpublished PhD thesis). University of Lancaster.

Chouliaraki, L. & Fairclough, N. (1999). Discourse in late modernity. Rethinking critical discourse analysis.
Edinburgh University Press.

Collins, J. & Blot, R. (2003). Literacy and literacies: texts, power, and identity. Cambridge University Press.

Collins, J. (2012). Migration, sociolinguistic scale, and educational reproduction. Anthropology & Educa-
tion Quarterly, 43(2), 192-213.

Common Sense Media. (2015). The common sense census: Media use by tweens and teens. British Colum-
bia Teachers' Federation.

Consalvo, M. (2007). Cheating: Gaining advantage in videogames. MIT Press.

De Paula, B., Burn, A., Noss, R. & Valente, J. (2018). Playing Beowulf: bridging computational thinking, arts
and literature through game-making. International Journal of Child-Computer Interaction, 16, 39-46.
https://doi.org/10.1016/j.ijcci.2017.11.003

Deleuze, G. & Guattari, F. (1987). A thousand plateaus: capitalism and schizophrenia. University of Min-
nesota Press.

EIf, N., Bulfin, S., & Koutsogiannis, D. (2020). The ongoing technocultural production of L1: Current prac-
tices and future prospects. In B. Green, & P.-O. Erixon (Eds.), Rethinking L1 education in the global era
(pp. 209-234). Springer.

Euridice (2020). National Education Systems, Greece. https://eacea.ec.europa.eu/national-policies/eu-
rydice/content/greece_en https://eacea.ec.europa.eu/national-policies/eurydice/content/organisa-
tional-variations-and-alternative-structures-primary-education-20_en & https://eacea.ec.eu-
ropa.eu/national-policies/eurydice/content/assessment-general-lower-secondary-education-16_ro

Fairclough, N. (2003). Analysing discourse: textual analysis for social research. Routledge.

Fairclough, N. (2005). Critical Discourse Analysis in the transdisciplinary research. In R. Wodak & P. Chilton
(Eds.), A new agenda in (critical) discourse analysis (pp. 53-70). Benjamins.

Foucault, M. (1984). The order of discourse: inaugural lecture at the college de France. In M. Shapiro (Ed.),
Language and politics (pp.108-138). Blackwell.

Fullan, M. (2020). The battle of the century: Catastrophe versus evolutionary nirvana. Australian Educa-
tion Leader, 42(1), 8-10.



26 D. KOUTSOGIANNIS & V. ADAMPA

Fuller, S. & Jandri¢, P. (2019). The postdigital human: making the history of the future. Postdigital Science
and Education, 1(1), 190-217. https://doi.org/10.1007/s42438-018-0003-x

Gee, J. P. (2003). What video games have to teach us about literacy and learning. Palgrave Macmillan.

Gee, J. P. (2011). An introduction to discourse analysis: theory and method, 3™ ed. Routledge.

Gee, J. P. (2015). Literacy and education. Routledge.

Gilje, @., & Silseth, K. (2019). Unpacking FIFA play as text and action in literacy practices in and out of
school. Learning, Media and Technology, 44(2), 180-192.
https://doi.org/10.1080/17439884.2018.1563105

Green, B. & Cormack, Ph. (2015). Historical inquiry in literacy education: Calling on Clio. In J. Rowsell & K.
Pahl (Eds.). The Routledge handbook of literacy studies (pp. 85-204). Routledge.

Hanghgj, T. (2017). ‘Read this or die!” Including at-risk students through game-related literacy practices.
Proceedings of the 7th European Conference on Games-Based Learning, pp. 219-226.

Hanghgj, T., Lieberoth, A. & Misfeldt, M. (2018). Can cooperative video games encourage social and mo-
tivational inclusion of at-risk students? British Journal of Educational Technology, 49(4), 775-799.
https://doi.org/10.1111/bjet.12642

Hanghgj, T., Lutzen, P. H., & Geer, S. L. (2020). Positioning students as game journalists: Transforming
everyday experiences into professional discourse. Nordic Journal of Literacy Research, 6(1), 67-85.
https://doi.org/10.23865/njlr.v6.1991

Heath, S. (1983). Ways with words. Cambridge University Press.

Hult, F.M. (2017). Nexus analysis as scalar ethnography for educational linguistics. In M. Martin-Jones &
D. Martin (Eds.), Researching multilingualism: Critical and ethnographic perspectives (pp. 89-104).
Routledge.

Inchley, J., Currie, D., Young, T., Samdal, O., Torsheim,T. Augustson, L., Mathison, F., Aleman-Diaz, A., Mol-
cho, M., Weber, M. & Barnekow, V. (2016). Health behaviour in school-aged children (hbsc) study:
international report from the 2013/2014 survey. Growing up unequal: Gender and socioeconomic
differences in young people’s health and well-being. Health Policy for Children and Adolescents, (7).
WHO Regional Office for Europe. Copenhagen, Denmark. https://www.euro.who.int/__data/as-
sets/pdf_file/0003/303438/HSBC-No.7-Growing-up-unequal-Full-Report.pdf

Jensen, S. H. (2017). Gaming as an English language learning resource among young children in Denmark.
CALICO Journal, 34(1), 1-19.

Kiourti, E. (2018). (De)connecting literacies: from the internet videogame “Counter-strike: global offen-
sive” to the classroom. PhD Thesis. University of Cyprus, Faculty of Social Sciences and Education.
Kirriemuir, J. & A. Mcfarlane (2004). Literature review in games and learning. A NESTA Futurelab Research

report - report 8 <hal-00190453>

Knox, J. (2019). What does the ‘postdigital’ mean for education? Three critical perspectives on the digital,
with implications for educational research and practice. Postdigital Science and Education, 1(1), 357-
370. https://doi.org/10.1007/s42438-019-00045-y

Koutsogiannis, D. (2009). Discourses in researching children’s digital literacy practices: Reviewing the
‘home/school mismatch hypothesis’. In D. Koutsogiannis & M. Arapopoulou (Eds.), Literacy, new tech-
nologies and education: Aspects of the local and global (pp. 207-230). Zitis.

Koutsogiannis, D. (2011). Adolescents’ digital literacy practices and identities. Centre for the Greek Lan-
guage. [In Greek].

Koutsogiannis, D. (2015). Translocalization in digital writing, orders of literacy, and schooled literacy. In S.
Bulfin, N. Johnson & C. Bigum (Eds.), Critical perspectives on technology and education (pp. 183-202).
Palgrave Macmillan.

Koutsogiannis, D. & Adampa, V. (2012). Girls, identities and agency in adolescents’ digital literacy prac-
tices. Journal of Writing Research, 3(3), 217-247.
http://www.jowr.org/articles/vol3_3/JoWR_2012_vol3_nr3_Koutsogiannis_and_Adampa.pdf

Koutsogiannis, D., Papantoniou, E., Zagka, E., Matos, A., Nezi, M. & Polkas, L. (2020). Human and non-
human elements in a ‘big’ conference on distance learning during the Corona Virus pandemic in
Greece. Digital Culture and Education https://www.digitalcultureandeducation.com/reflections-on-
covid19/distance-learning

Kress, G. (2003). Literacy in the new media age. Routledge.

Kress, G. (2010). Multimodality: A social semiotic approach to contemporary communication. Routledge.



VIDEOGAMES AND (LANGUAGE) EDUCATION 27

K

Kress, G. (2012). Thinking about the notion of “cross-cultural” from a social semiotic perspective. Lan-
guage and Intercultural Communication, 12 (4), 369-385.

Kress, G. (2013). Recognizing learning: a perspective from a social semiotic theory of multimodality. In I.
de Saint-Georges & J. Weber (Eds.), Multilingualism and multimodality: current challenges for educa-
tional studies (pp. 119-132). Sense Publishers.

Lareau, A. (2003). Unequal childhoods: class, race, and family life. University of California Press.

Law, J. (2004). After method: Mess in social science research. Routledge.

Leander, K. M., & Lovvorn, J. F. (2006). Literacy networks: Following the circulation of texts, bodies, and
objects in the schooling and online gaming of one youth. Cognition and Instruction, 24(3), 291-340.
https://doi.org/10.1207/s1532690xci2403_1

Lenters, K., & McTavish, M. (2013). Student planners in school and out of school: who is managing whom?
Literacy, 47(2), 79-87. https://doi.org/10.1111/j.1741-4369.2012.00679.x

Marlatt, R. (2018). Literary analysis using Minecraft: An Asian American youth crafts her literacy identity.
Journal of Adolescent & Adult Literacy, 62(1), 55—66. https://doi.org/10.1002/jaal.747

Martin, C. & Steinkuehler, C. (2010). Collective information literacy in massively multiplayer online games.
Elearning and Digital Media, 7(4), 355-365. https://doi.org/10.2304/elea.2010.7.4.355

Moje, E. B. (2017). Theory and research on literacy as a tool for navigating everyday and school discourses.
In S. Wortham, D. Kim, & S. May (Eds.), Discourse and education (pp. 239-252). Springer.
https://doi.org/10.1007/978-3-319-02243-7_25

New London Group (1996). A pedagogy of multiliteracies: designing social futures. Harvard Educational
Review, 66, 60-92.

Norris, Ch. (1999). Interview with Roy Bhaskar. The Philosophers’ Magazine 8. http://www.criticalreal-
ism.com/archive/rbhaskar_rbi.html.

Pallitt, N. & Walton, M. (2015). The scripted sandbox: children’s gameplay and ludic gendering. In S. Bulfin,
N. Johnson, & C. Bigum (Eds.), Critical perspectives on technology and education (pp. 105-125). Pal-
grave Macmillan.

Parker, K. & Igielnik, R. (2020, May 14). On the cusp of adulthood and facing an uncertain future: what we
know about Gen Z so far. Pew Research Center. https://www.pewsocialtrends.org/essay/on-the-
cusp-of-adulthood-and-facing-an-uncertain-future-what-we-know-about-gen-z-so-far/

Pietikdinen, S. (2010). Sémi language mobility: Scales and discourses of multilingualism in a polycentric
environment. International Journal of the Sociology of Language, 202, 79-101.

Scollon, R. & Scollon, S.W. (2004). Nexus analysis: discourse and the emerging internet. Routledge.

Scollon, S. & De Saint-Georges, I. (2011). Mediated discourse analysis. In J. P. Gee & M. Handford (Eds.),
The Routledge handbook of discourse analysis (pp. 66-78). Routledge.

Selwyn, N., Nemorin, S., Bulfin, S. & Johnson, N. (2017). Everyday schooling in the digital age. Routledge.

Silcock, M., Payne, D. & Hocking, C. (2016). Within children’s technological play: findings from a critical
discourse analysis. Children & Society, 30, 85-95.

Smith, A., West, A. J. & McCarthey, S. J. (2020). Literacies across sponsorscapes: mobilizing notions of
literacy sponsorship. Literacy, 54(2), 22-30.

Steinkuehler, C. (2007). Massive multiplayer online gaming as a constellation of literacy practices. E-Learn-
ing, 4(3), 297-318.

Steinkuehler, C. & King, E. (2009). Digital literacies for the disengaged: creating after school contexts to
support boys’ game-based literacy skills. On the horizon, 17, 47-59.
https://doi.org/10.1108/10748120910936144

Stornaiuolo, A., Smith, A. & Phillips, N.C. (2017). Developing a transliteracies framework for a connected
world. Journal of Literacy Research, 49(1), 68-91.

Stufft, C. J., Abrams, S.S., & Gerber, H.R. (2016). Critical thinking and layered understandings: book clubs,
videogames, and adolescent learning. The Alan Review, 96-102.

Thorhauge, A. M. & Gregersen, A. (2019). Individual pastime or focused social interaction: Gendered gam-
ing practices among Danish youth. New Media & Society, 21(7), 1444-1464.
https://doi.org/10.1177/1461444818823546

Wee, L. (2011). Metadiscursive convergence in the Singlish debate. Language and Communication, 31(1),
75-85.



28 D. KOUTSOGIANNIS & V. ADAMPA

Williamson, B. (2009). Computer games, schools and young people. A report for educators on using games
for learning. NESTA FutureLab. https://www.nfer.ac.uk/publications/FUTL27/FUTL27.pdf

Zaidan, S. (2019). Videogames as education. In Hobbs, R., Mihailidis, P. (Eds). The International Encyclo-
pedia of media literacy (pp. 1-6). Wiley & Sons.



