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MEDIA PRODUCTION FOR PROJECT-BASED
LEARNING IN BRITISH LITERARY MODERNISM
COURSE: A COLLABORATIVE CLASSROOM

Abstract: This paper deals with the possibilities offered by project-based learning in an
English literature classroom at university level in a non-English-speaking country. Describing
a project carried out in Autumn 2019, whose final result was a students’ periodical, the paper
aims to explore how the production of this type of media relates to the acquisition of liter-
ary, language, computer, and transferable skills. In achieving this aim, qualitative research was
conducted during the semester in which the project was implemented, focusing on the observa-
tion of students’ independent research, their written production in English, and participation in
team work, as well as on several group conversations and the answers provided by the students
in a survey. The obtained results indicate that projects based on the production of media in a
literature classroom can be beneficial to students’ literary skills, such as the ability to analyse,
synthesise, and employ critical thinking, as well as to their confidence in using the English lan-
guage. Additionally, the benefits of collaboration among the students in the learning process are
emphasised as one of the major conclusions of this research.

Keywords: English literature classroom, literary modernism, project-based learning,
media production, collaborative learning, students’ journal.

INTRODUCTION

For several decades traditional pedagogical approaches have been giving
way to more modern ones, which predominantly focus on enquiry- and project-
based learning. Enquiry-based learning is generally used to refer to a concept
broader than that of project-based learning. As the key principles of enquiry-
based learning state, “it enhances student learning by creating more engaging
and meaningful educational environments through a variety of learning activities”
(Blessinger, Carfora 2014: 8) — and these activities might include, among others,
field work, research project, or scenarios. At the same time, enquiry-based learn-
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ing “enhances instructor teaching by expanding their role from isolated content
specialist to collaborative instructional leader who is not just responsible for dis-
seminating information but also responsible for nurturing the development of the
whole student” (Blessinger, Carfora 2014: 8). Education that focuses on enquiry
is based on the constructivist philosophy in education, which entails production
of knowledge, meaning, and information, and also requires an investigating and

collaborating learner and a teacher who has the role of facilitator in the learning
process (Ristanovié, Stojanovi¢, Zivkovié¢ 2018: 146), and whose position shifts

from that of a subject expert towards one of a learning expert (Popovié, Ristanovi¢
2020: 287). Such a learning process seems to be appropriate for educating for
21%-century skills, among which problem solving is central (Feldt, Petersen 2020:
2). Moreover, according to the enquiry-based learning principles, education is not
just about cognitive learning, “but also about psychological and social development
since people do not exist or function in isolation of the community they live in”
(Blessinger, Carfora 2014: 9). As one of the possibilities within the larger scope of
enquiry-based learning, project-based learning additionally requires the creation of
a tangible product or outcome in this educational process of constructing meaning
and producing knowledge (Blumenfeld et al. 1991). The need for including project-
based learning in contemporary university education has not gone unnoticed, and

particular focus is put on those university programmes whose scope is to educate

future teachers. According to Ristanovié, Stojanovié, Zivkovié, such programmes

should inevitably be enriched with activities related to the development of critical

thinking and analytical competences, utilization of new media, experiential learn-
ing, development of collaborative skills, interdisciplinary approaches, and devel-
opment of the competences for continuous learning (2018: 145). To this effect
and relying on this broad framework of enquiry- and project-based learning, this

paper deals with the options and challenges of applying project-based learning in

an English literature classroom at university level in a non-English-speaking coun-
try. The paper presents an example of the project-based learning process carried

out at Alfa BK University in Belgrade, Serbia, during the last semester before the

Covid 19 pandemic gave place to different forms of online teaching and learning

(Autumn 2019), whose final product was an electronic students’ journal. Instead of
traditional lectures and practical work on literary analysis, close reading or trans-
lation of excerpts, the course in British Literary Modernism with a group of 20

final year Bachelor’s students was envisaged as a project (referred to as “ModLit”),
resulting in five issues of a students’ journal titled Mod. Lit. Additionally, the paper
also analyses the results of the survey with participating students, with a view to

addressing some features and benefits of media-informed project-based learning

in a literature classroom, with special reference to the roles played by the teacher

and students, the skills acquired during the project implementation, potentials for

students’ social development, and the description of the final product.
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LITERATURE CLASSROOM

Implementation of projects in a literature classroom corresponds to the ap-
proach literary pedagogy refers to as ‘student-centred theories’ (as opposed to sub-
ject-centred and teacher-centred theories) or “active learning” in which students
are “active doers and participants” (Showalter 2003: 35-36). In her book Teaching
literature, Elaine Showalter acknowledges that the process of teaching literature is
usually irreducible to one single theory and instead eclectic (2003: 37-38). Eclec-
ticism also allows for the frequent use of media in any literature classroom, where
they have proved to be a valuable teaching tool in the form of any adequately se-
lected audio-visual material, and possibly its translation (Herrero, Vanderschelden
2019), film adaptations of literary works (Mellit 2021; Nidhi 2023), or images
(El Mouden 2008; Birdsell 2017), all of which can help students’ appreciation
and understanding of literary works and their themes. Documentaries, music, and
newspapers are also used to enhance students’ understanding of literature and de-
velop the following skills, which are considered important in the process of teach-
ing/learning literature: the ability to recognize differences in language use, reading
figurative language and distinguishing between literal and metaphorical meaning,
seeking out further knowledge, detecting the underlying cultural assumptions, us-
ing literary models as cultural references, relating works to one another and syn-
thesising ideas, close reading, thinking creatively about problems, creating original
imaginative or critical texts, making connections between literary works and one’s
life, working and learning with others, and defending one’s critical judgement
(Showalter 2003: 26-27). Additionally, using media can also be helpful as regards
the development of students’ language skills. Since literary language is often per-
ceived (especially by the student/reader with a different mother tongue) as too
difficult and distant from the language in everyday use, teachers can resort to films,
shows, images, periodicals, podcasts, comic books, or music related to the liter-
ary works in question to “reduce” their distance from the student/reader. Students
mostly benefit from this approach by improving their receptive language skills, i.e.
listening and reading, which can be used as a starting point for further improve-
ment of productive skills. These thoughts motivated the idea behind the “ModLit”
project, raising the question: Can the production of media in a literary classroom
be more conducive to both literary skills, such as synthesising ideas, thinking crea-
tively, or working with others, and productive English language skills? The project
required some independent writing and a lot of conversation among the students,
whereby the form of the final product was immediately suggested. The choice of a
literary journal as the final product of the project found additional justification in
the significance that literary periodicals — such as Rhythm (1911-1913), The Crite-
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rion (1922-1939) or Poetry (since 1912)!' — had for the construction of modernist
topics and development of literary modernism (Marks 2004). One of the premises
this project was based on was a continuity established between the present times
and modernity in the form of disseminating knowledge about literary modernism
in the same form in which numerous works of modernist literature were born.

In addition to the final tangible product as a distinctive feature of project-
based learning, another important characteristic of this educational approach was
singled out as relevant to the “ModLit” project. It was collaboration, which implied
that joint effort and contribution from all participants were required for success-
ful implementation. The importance of collaborative learning has been stressed
by numerous authors (Oxford 1997; Nunan 1992; Dillenbourg 1999; Aragjo,
Figueiredo, Lago 2023), to the effect that it “entails students working together to
achieve common learning goals” (Nunan 1992: 3). Project-based learning requires

“learners [to be] involved actively in the learning process and they achieve their
goals through social interactions and the sharing of knowledge and understand-
ing” (Kokotsaki et al. 2016: 1-2). Such involvement inevitably stresses affective,
ethical, and aesthetic dimensions of the project (Wrigley 2007), in addition to the
cognitive challenges, thereby creating the learning environment more favourable
for students’ engagement and commitment. Reading as a crucial component of any
literature classroom is not, after all, a solitary activity, but one that calls for an ex-
change of opinions and sharing perspectives with other people, and therefore also
leads towards successful socialising.

PROJECT DESCRIPTION

The “ModLit” project was based on the following characteristics of success-
ful projects in education:

1. Centrality — the project is not peripheral but central to the course and its
teaching goals;

2. Driving questions — the project is focused on those questions and prob-
lems that can motivate learners towards exploring central issues and concepts of
the field or discipline and reaching significant intellectual goals;

3. Constructive investigations — the research undertaken within the project
involves the construction of new and transformation of the existing knowledge, as
well as acquiring new skills and understandings;

4. Autonomy — learners assume the leading role instead of the teacher, so
their freedom as well as responsibility is much greater than in the traditional class-

! A valuable collection of digitalised modernist periodicals can be found at https://modjourn.
org/, with some guidance as to their use for teaching purposes.
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room; they are required to make their own choices that contribute to the final
project;

5. Realism — the project is experienced as an authentic and realistic endeav-
our, not solely tied to the classroom but also relevant in a broader context (Thomas
2000).

The “ModLit” project was central to the course in British Literary Modern-
ism as it covered the entire syllabus® and occupied the major part of the weekly
lectures. It was based on several subsequent driving questions which served as the
basis for students’ exploration, and their general knowledge of English and literary
theory was used to generate further knowledge of various aspects of journal man-
agement and publication of periodicals. Autonomy, including both freedom and
responsibility, was ensured by assigning appropriate roles to all students, which
also allowed for the realistic features of the project which effectively transformed
the entire classroom into an editorial department.

The “ModLit” project was conceived based on a scenario which was ex-
plained in the introductory lecture and which covered the remaining 14 weeks
of the course. The scenario envisaged that the product of the course, instead of
written tests, would be a monthly newsletter/journal in five issues, a potentially
ongoing electronic edition entirely managed by students. Following teacher’s sug-
gestions and students’ preferences, the following roles were assigned:

1. Graphic editor: the person in charge of the overall design of each issue
(colour scheme, fonts to be used, distribution of texts and images, selection of im-
ages from personal archives or freely available databases);

2. Technical editor: the editor in charge of the accuracy of information,
proofreading all texts to ensure their compliance with standard English, and pla-
giarism check;

3. Communications editor: the editor entrusted with maintaining contact
with those students prevented from attending classes regularly and informing them
about all the steps and developments within the project;

4. Content editor, a rotating role: the editor entrusted with ensuring that
all articles corresponded to the topic determined for each issue. Course teachers
(professor and teaching assistant) also acted as content editors, each in one of the
five issues.

2 The reading list authorised by the syllabus included the following titles: James Joyce, Dub-
liners; Virginia Woolf, Mrs Dalloway; Joseph Conrad, Heart of Darkness; George Bernard Shaw,
Pygmalion; George Orwell, Animal Farm; Agatha Christie, Murder on the Orient Express; Graham
Greene, The Third Man; T. S. Eliot, “The Waste Land”; D. H. Lawrence, “The Odour of Chrysanthe-
mums”; Elizabeth Bowen, “The Demon Lover”, as well as selected poems by William Butler Yeats
and Wilfred Owen.
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Each editor had two assistants and everyone, editors included, wrote articles.
The role of Editor-in-Chief was assigned to the teacher (professor). Traditional
lectures were turned into staff meetings, with the Editor-in-Chief taking minutes
and subsequently forwarding them to all participants. Each meeting started with
an overview of the tasks and duties from the previous week, with editors giving
reports on their respective teams’ work, moving onto a discussion about different
aspects of the project (which also included more specific discussions about indi-
vidual authors and literary works, introduced to serve as guidelines and provide
some inspiration for students’ autonomous research), and ending with a distribu-
tion of tasks and assignments for the following week.

The following topics were determined in the introductory lecture:

1. October 2019: Modern Poetry. While the syllabus focused on poems by
W. B. Yeats and war poets, the topic for the first issue was left entirely open for
students to explore, with merely some guidelines as to general themes and styles
of modernist poetry.

2. November 2019: Literary Cities. The intention of this issue was to ex-
plore how different modernist authors perceived the surrounding and developing
urban space.

3. December 2019: Waste Lands. Content editor for this issue was the
teaching assistant, who worked with the students on T. S. Eliot’s “The Waste Land”
for five weeks, carrying out a subproject in its own right, during which students’
responses to 30 questions related to their experience of reading the poem were
collected, systematised, and transformed into journal articles.

4. January 2020: Modern Society. The intention of this issue was to explore
depictions of society and burning issues of modernity in various works of literary
modernism.

5. February 2020: Thoughts on the Novel. Content editor for this issue was
the course professor. The issue was based on yet another subproject: namely, the
students were invited to take part in a guided discussion similar to an audio pod-
cast or radio show, focused on the topics recurring in the novels from the reading
list. The discussion was recorded and served as the basis for all the articles in the
fifth issue.

Template for the journal was prepared in advance (based on one of the tem-
plates offered by MS Word) and presented in the introductory lecture, containing
the following sections (alongside five to seven articles per issue):

1. Editorial, featured on the front page and written by the content editor;

2. Mark Their Words, containing quotes by modernist authors selected as
favourite or most appropriate for each respective issue;
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3. Writer(s) of the Month, featured on the front page next to the Editorial.
This section presented the student-journalist who invested the most effort in the
issue (with a photograph and a biographical note) as well as one of the modern-
ist writers featured in the issue — both were selected consensually by all project
participants.

In addition to motivating students to explore British literary modernism, the
project had several other purposes. First, it was to provide the students with some
makeshift work experience in journalism. Second, the product was to be used as
course teaching material in subsequent years. Finally, it was supposed to motivate
and promote extracurricular creative activities of the students.

PROJECT RESULTS

All issues were distributed via social media such as Facebook, while the third
and the fifth issue were also uploaded on academia.edu.’ As regards modern po-
etry, the topic assigned for the first issue, only the articles on William Butler Yeats
remained within the scope of the syllabus. Students’ research expanded this scope
with a set of articles inspired by a poem by David Herbert Lawrence (“Snake”),
which included writings on Lawrence’s life and the nature of fear. Additionally, in-
stead of focusing on Wilfred Owen, they chose to present war poetry with Rupert
Brooke (World War I) and Alun Lewis (World War II) — the latter author being
introduced for the first time in this course on British Literary Modernism. The
second issue, thematically focused on literary cities, featured — not surprisingly

— pieces on Virginia Woolf, James Joyce, and Elizabeth Bowen. Somewhat surpris-
ingly, Elizabeth Bowen was chosen as the favourite modernist author, one of the
reasons being — as stated on the front page — that “her work translated into Serbian
is scarce”. Instead of choosing a quote from Bowen’s stories, The Dubliners, or
Mrs Dalloway for the Mark Their Words section, content editors decided to insert
Constantine Cavafy’s famous poem “The City”, which related quite successfully to
the topic and the literary period and expression. The third issue, focused on “The
Waste Land”, was somewhat longer. In addition to students’ responses to “The
Waste Land”, it also contained more articles — on T. S. Eliot’s essays “Tradition
and the Individual Talent” and “Ulysses, Order and Myth” as well as on Buddhism,
tarot cards, and methods of teaching “The Waste Land”. It was further enriched
with the interview with a former student who in March 2019 produced a play

3 The third issue (on The Waste Land) can be read at https://www.academia.edu/41349107/
Issue 3 Behind the Waste Land December 2019 ?fbclid=IwAR2VPsnvuR7re6WcNLMxV{
KdJQaErU8znQQVIPWO0aq68 UCnAP41z0Ke8p0, while the fifth one (featuring discussions on
modernist novels) is available at https://www.academia.edu/41975190/Issue 5 Views on Mod-
ernist Novels February 2020.
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based on “The Waste Land”, and performed it at the university with several fellow
students. Interviewing her served the purpose of facilitating communication on
what Eliot’s poem means to young people nowadays.

The fourth issue, thematically focused on modern society, featured articles
gathered into three groups: the rights of women, working classes, and everyday life.
Guided by the Editor-in-Chief’s advice, our writers produced pieces on Pygmalion
and D. H. Lawrence’s “The Odour of Chrysanthemums”, but also (unexpectedly)
included Idris Davies as an exemplary proletarian writer. Finally, 15 out of 20
students, in two groups, participated in the final discussion about the novels. The
notes from and recordings of these conversations served as the basis for all the
articles in the fifth issue, which identified and classified some common topics in
modernist literature. The fifth issue also featured brief personal stories of eight
student journalists, with the aim of ensuring that each student was presented with
a photo and a couple of sentences at least once in the five issues.

Final conversations with the students, during which teacher talking time
was in fact reduced to a minimum, proved they possessed some of the skills ac-
quired in a literature classroom (Showalter 2003: 26—27). The students managed
to provide detailed analyses of the structure, themes, and characters of the novels
they had read,* as well as to synthesise their insights comparing different modernist
works and relating these works to their own experience and beliefs. Following is a
small illustrative segment which starts with character analysis (Rollo Martins from
The Third Man) and an attempt to place this analysis in a broader context:

Student 1:1 also maybe feel, due to that bullying, [...] I feel like Martins estimat-
ed and valued Lime more than he should [...] he realises that actually this friend that
he thought of as a hero, as someone he could even look up to as a sort of this idol,
was actually someone who didn’t deserve any of that praise [...] But, I feel like that
also happens sometimes when we are in a bad place. I feel like if there is one per-
son who can help us, I think that because of that one deed, we sort of overestimate
what... how they actually are, which can lead to a lot of conflicts later down the road.

The conversation continues with another student’s expression of critical
judgement of Anna Schmidt:

Student 2: [...] But with Anna, his girlfriend, it’s not like that. She told him, like,
just because you know more about something, someone, that doesn’t change them...
like, she still loves him and everything, even though she said, she knows that he is
like a criminal [...] And she actually warned him when they tried to capture him.

Teacher 1: So who do you think is right in this situation? Martins or Ana?

Student 2: Martins, of course.

* Students were asked to talk about only those novels that they had read. One of them asked if
they could have this “book club” every year. This offers some food for thought for potential projects
in the future since the importance of literature circles to collaborative language learning has already
been noticed by researchers (Bedel 2016).
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Student 3: But I love this when she says, like [reading] “there are always so many
things one doesn’t know about the person, even a person one loves good things bad
things we have to leave plenty of room for that” and that’s really true.

Propped by Teacher 2’s question, the students go on to list the elements of
the story that reinforce tension. One of the elements they single out is the inclu-
sion of numerous characters, and the students focus on how it gets them involved
in the story:

Student 4: When I read the book, I saw that at some point, when Martins came
to the apartment of this German, Mr Kurtz, and when he saw that he doesn’t have a
wig, but he has hair [...] At this point I got a little bit confused, but not in a negative
sense, in a positive sense, because then I had to do my personal investigation over
Martins’s investigation, and authors sometimes include some characters who will
draw your attention, keep your attention, but they will do nothing in the end [...]

Student 3: Yeah, it was a connection. Because when he goes to Mr. Koch and,
he saw something, what did he see? And then you have, like, different versions, and,
you know, like everyone says something different... and then you have to deduce.
[...]

Student 4: And because of all these people, when I read it, I thought... it might
be a little bit stupid. .. but that they could, the author, or somebody of us could write
the story from the point of view of each of them, and then we have to collect all this
and make the real story.

The conversation continues with comparisons of the novels (Mrs Dalloway
and Heart of Darkness) and reflections on their cultural and social contexts:

Student 2: 1 feel like through all of these books, what I noticed at least, is that
all female characters are put sort of to a different standard... the male characters,
no matter if they’re good, if they’re bad, if they’re interesting or not, they always
seem to have... some depth, but female characters... in the sense of always having
to either be followers to the male characters to kind of add to their idea and to their
story. [...] Especially maybe in Mrs Dalloway 1 feel like the women they even talk
about that they’re always put to this standard of marrying of having kids of always
doing something traditional, whilst men even though they do something like that, for
example, Peter, I feel that their opinions and their thoughts are very different and
their necessities are very different than female characters, for example, and this is
how I feel like even though Peter is supposed to be like, sort of this male company
to Clarissa I feel like he’s probably the main character in the whole thing. [...]

Teacher I: Can you compare Kurtz to any of the characters from the other
novels?

Student 3: Maybe Harry Lime.

Teacher 1: In what terms?

Student 3: Because Harry Lime had this high opinion of himself that he will
never get caught and even though he was doing some bad things he would explain
it all to Rollo Martins, like, but everyone’s doing bad things. [...] he had no... had
no remorse.
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SURVEY IMPLICATIONS

Upon the completion of the project at the end of the semester, a brief quali-
tative survey was conducted anonymously with a view to collecting descriptions of
students’ experiences of the project. Some of the questions contained quantitative
elements, namely, the students were asked to rate their experiences on the 1 to
5 scale, which merely served to purpose of helping them systematise and assess
their thoughts within a familiar scalar framework. Ten participants assessed and
described some of the aspects of project work, answering the following questions.

1. Has work on the journal improved your regular communication with fel-
lows students? Seven answers were affirmative, two negative, and one both. One
negative answer was followed with the comment “we fought <3” thus showing a
degree of involvement in the process despite the negative experience of commu-
nication.

2. Which was easier: pair and team work, or individual work? Was your at-
titude about pair and team work changed by your work on the journal? Only one
answer was in favour of individual work, but half of the participants had had their
opinion on team work changed — including the one who favoured individual work.

3. Were you forced to make concessions or compromise during your work
on the journal? If so, how comfortable did you feel about it? Seven answers were
affirmative, and on the 1 to 5 scale, participants were moderately (un)comfortable
about it (3.1 being the average). Answers to the following question largely trace
the cause of this.

4. Describe the most difficult situation during your work on the journal as re-
gards communication with others and team work: “The most difficult situation was
that everyone wanted an easy topic for that issue”; “Having to correct plagiarism
although it was not my job, correcting grammar mistakes although I told the ones
who were in charge of that to correct them”; “Probably the difference in opinions,
creativity-wise”;“Different opinions; both persons are right, and you can’t choose
which one to pick”.

These answers are illustrative inasmuch as they focus on disagreements re-
garding the subject matter and specific requirements of the project, indicating also
that participants took the creative approach and actively discussed each step of the
work they did together. Other answers pointed out organisational problems, un-
necessary exaggeration of minor problematic issues, and the lack of responsibility
some participants showed. Greatly important is the answer that shows plagiarism
awareness and sensitivity.

5.0n a 1 to 5 scale, how difficult did you find coping with: deadlines | re-
search | writing | communication | plagiarism avoidance | language accuracy | deci-
sion making | work with MS Office? The most difficult on average was plagiarism
avoidance (3.6), followed by communication (3.4) — as was obvious from their
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answers to the previous question — and decision making (3), which implies that in
addition to plagiarism avoidance, management of transferable skills was the most
difficult part of the project. Dealing with deadlines was moderately difficult (2.5)
as well as language accuracy (2.9). It seems that the least difficult aspects were
those most closely related to the subject matter, i.e. literary works — research (2.2)
and writing (2.1) — as well as those related to computer skills (2.3). This brings us
to the next question.

6. Is there anything that you could not do on your computer before working
on the journal and now are quite capable of performing? If so, please state what.
Not surprisingly, most of the answers were negative, but three showed that there
were still some benefits to the development of computer skills to be derived from
this project: “Checking if an image is copyrighted or not”; “Maybe something
about graphic editing, precisely photos. It was hard to find suitable photos for
some parts of the issue”; “When I was graphic editor, Stefan helped me. I've learnt
a lot of things and options, etc.”.

While the first two answers again indicate plagiarism awareness raising, the
third one also points out the importance of collaboration and willingness to help
in achieving the common goal. The question related to language skills also yielded
some interesting answers.

7. Did your confidence about using English improve during your work on
the journal? State if there is any specific area of the language where you feel more
confident. While all the answers were affirmative, two participants stressed the
improvement of vocabulary, and two of speaking and writing skills. One answer
in particular, “Just freer to say my opinion”, speaks of the benefits of producing a
thing such as a journal to the development of productive skills, and so does the fol-
lowing answer: “I am more confident with my language, now I can speak and write
without being nervous”. Finally, the participants were asked to evaluate potential
benefits to the development of other skills.

8. Do you think any new skills you may have acquired will be of use in your
Sfuture studies/career? If so, please state what skills. Most of the answers referred to
transferable skills, organisation, and “Communication with a number of people —
useful in the future in all fields”, “To make a team and give them tasks”.

Another major group of answers focused again on language or computer
skills: “Graphic editing and proofreading, because it helped me develop my use of
formal language and editing term papers”, “Language accuracy — it takes a long
time to reach a level of self-confidence and accuracy”.

Analysing the answers leads towards the conclusion that the students found
the project involving, possibly because during its implementation they had the op-
portunity to link literary language and content with some real-life issues. It might
be argued that the project allowed them to work on the development of different
skills and the strengthening of their confidence as well as communication with
others. It would certainly be beneficial to research purposes to repeat the project
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in the same or similar form in the future and analyse whether the experience of
participants would change, and if so, in what respect. Additionally, it would be
interesting to compare the results of this small-scale project with other similar
endeavours. However, most of the recent research of project-based learning in the
language and literature classroom is focused on language, whereby literature is
usually used as a tool to incite students’ critical thinking and creativity and, conse-
quently, improve their language skills. One such example can be found in Aragjo,
Figueiredo, Lago (2023), who analyse the use of fairy tales in a rather traditional
Brazilian English language classroom during the Covid 19 pandemic. The authors
reach the conclusion that collaboration and interaction had a positive effect on
the students’ motivation and significantly improved their ability to use new tech-
nologies. Their research is carried out in the context of secondary education, as
most of the similar research is. An example from Serbia can be found in Zivkovié,
Parezanovié, Panajotovi¢ (2023), where the authors analyse the implementation of
a collaborative interdisciplinary project based on Shakespeare’s Romeo and Juliet
in the Serbian language and literature classroom in a Belgrade high school. The au-
thors conclude that the students showed readiness to take on the role of researchers
as well as various other roles, stressing the importance of group and team work in
the process, hence also collaboration among the students and different teachers. At
university level, particularly within the English studies programmes, language and
literature are usually separate subjects. While literary texts are sometimes included
in the language classroom, specific research into the project based learning meth-
odology of the literature classroom seems scarce and requires further attention,
consideration, and exploration.

CONCLUSION

The described scenario, implemented in a tertiary-level English literature
classroom in a country where English is learnt as a foreign language, along with
the complementary product (five issues of a journal produced by students) and the
brief survey, hopefully testifies to several positive aspects of project-based learn-
ing in the described context. First, it seems that the production of media-related
material is conducive to the improvement of productive language skills, or at least
has beneficial effects on students’ confidence about writing and speaking in Eng-
lish. As regards the primary subject of the course, which in this case was British
modernist literature, conversations with the students participating in the project
proved that they had gained insight into the structure, themes, and characters of
the literary works they read. Additionally, their selection of topics for each issue
of the journal showed an innovative approach — saying that the project questioned
the canon would certainly be an exaggeration, but students’ independent research
definitely did open space for some new authors in the course syllabus. A firmly
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established project-based method can, therefore, help in overcoming one of the
greatest challenges of teaching a foreign literature course: the demanding features
of both literary language and the content of literary works, since students can
— provided that they and the teacher assume adequate roles — work through the lit-
erary works at their own pace and, most importantly, relying on peer support. Col-
laboration can probably be singled out as the most positive aspect of this project.
While there were some conflict situations and disappointments, they inevitably had
to be settled, which made the project participants talk things over in an attempt to
find a satisfactory solution. As one of them remarked in the survey, “My attitude
to people is [now] better”. In addition to language and literary research skills, or
computer skills, such transferable skills are probably the most valuable asset this
project yielded as they might be helpful in various real-life scenarios in the future.
Collaboration turned out to be crucial to the project, which was attempted and
soon discontinued in the following semester (Spring 2020) with the shift to online
learning. The lack of opportunities to spend offline time together and communi-
cate directly made collaboration among students more difficult and material harder
to process and produce. Four years after the lockdown caused by the pandemic,
the greatest challenge to the success of such a project would probably come from
Al tools such as ChatGPT. While it would perhaps be possible to overcome this
challenge, it would require the introduction of a different approach, new roles, and
a focus on new skills.

REFERENCES

Araujo, Figueiredo, Lago (2023): E. R. de Aratjo, F. J. Q. de Figueiredo, N. Lago,
Literature and collaboration in the English language classroom in pandemic times, Signoti-
ca, 35, Goiania: Universidade Federal de Goids, 1-28, doi: 10.5216/sig.v35.74776.

Bedel (2016): O. Bedel, Collaborative learning through literature circles in EFL,
European journal of language and literature studies, 2/3, UK: European Centre for Re-
search Training and Development, 96-99.

Birdsell (2017): B. J. Birdsell, The role of images in ELT (English Language
Teaching) textbooks: A case for visual metaphors, Journal of liberal arts development and
practices, 1, Hirosaki: Hirosaki University, 9-18.

Blessinger, Carfora (2014): P. Blessinger, J. Carfora (Eds.), Enquiry-based learn-
ing for the arts, humanities and social sciences, Bingley: Emerald Publishing Limited.

Blumenfeld et al. (1991): P. C. Blumenfeld, E. Soloway, R. W. Marx, J. S. Krajcik,
M. Guzdial, A. Palincsar, Motivating project-based learning: Sustaining the doing, sup-
porting the learning, Educational psychologist, 26, London: Taylor & Francis, 369-398.

Dillenbourg (1999): P. Dillenbourg (Ed.), Collaborative learning: Cognitive and
computational approaches, Oxford: Elsevier.

El Mouden (2008): M. El Mouden, The uses of images in the study and teaching of
literature, Munich: GRIN Verlag.

245


https://doi.org/10.5216/sig.v35.74776

Parezanovi¢ T.,Media production for project-basedlearning....; Y3JAHHUIIA; 2024, X X1/2; ctp. 233-247

Feldt, Petersen (2020): J. E. Feldt, E. B. Petersen, Inquiry-based learning in
the Humanities: Moving from topics to problems using the “Humanities imagination”,
Arts and humanities in higher education, 20/2, Los Angeles: Sage Publications, doi:
10.1177/1474022220910368.

Helle, Tynjild, Olkinoura (2006): L. Helle, P. Tynjil4, E. Olkinuora, Project-based
learning in post-secondary education — theory, practice and rubber sling shots, Higher edu-
cation, 51, Berlin: Springer, 287-314.

Herrero, Vanderschelden (2019): C. Herrero, 1. Vanderschelden (Eds.), Using film
and media in the language classroom: Reflections on research-led teaching, Bristol: Multi-
lingual Matters.

Kokotsaki, Menzies, Wiggins (2016): D. Kokotsaki, V. Menzies, A. Wiggins, Pro-
ject-based learning: A review of the literature, Improving schools, 19/3, Los Angeles: Sage
Publications, 1-11.

Marks (2004): P. Marks, Making the new: Literary periodicals and the construction
of Modernism, Precursors & aftermaths: Literature in English, 1914—1945, 2/1, Fort Hays:
Fort Hays State University, 24-39.

Mellit (2021): D. Mellit, The effects of film adaptations on the engagement of
English as a Foreign Language students with English literary texts: The attitude of teachers
and students, Journal of studies in language, culture, and society, 4/2, Bejaia: University
Abderrahmane Mira of Béjaia, 65-77.

Nidhi (2023): A. S. Nidhi, Literature through the cinematic lens: Film adaptations
as a teaching strategy, Fortell, 45, Delhi: Aakar Books International, 79-89.

Nunan (1992): D. Nunan (Ed.), Collaborative language learning and teaching,
Cambridge: Cambridge University Press.

Oxford (1997): R. L. Oxford, Cooperative learning, collaborative learning, and in-
teraction: Three communicative strands in the language classroom, The Modern Language
Journal, 81/4, Hoboken, New Jersey: Wiley-Blackwell, 443-456.

Popovi¢, Ristanovi¢ (2020): D. Popovi¢, D. Ristanovi¢, Potencijali projektne
nastave za razvijanje medupredmetnih kompetencija, Uzdanica, XVII/2, Jagodina: Fakul-
tet pedagoskih nauka, 281-294, doi: 10.18485/uzdanica.2020.17.2.19.

Ristanovié, Stojanovic, Zivkovié (2018): D. P. Ristanovié, B. J. Stojanovié,
P. 7. Zivkovié, Teorijski aspekti inoviranja univerzitetskog obrazovanja primenom pro-
jektnog modela nastave, Uzdanica, XV/1, Jagodina: Fakultet pedagoskih nauka, 137-151.

Showalter (2003): E. Showalter, Teaching literature, Malden: Blackwell Publishing.

Thomas (2000): J. W. Thomas, A review of research on project-based learning, San
Rafael: The Autodesk Foundation. Retrieved in August 2023 from https://tecfa.unige.ch/
proj/eteach-net/Thomas_researchreview_PBL.pdf.

Wrigley (2007): T. Wrigley, Projects, stories and challenges: More open architec-
tures for school learning, In: S. Bell, S. Harkness, G. White (Eds.), Storyline past, present
and future, Glasgow: University of Strathclyde, 166—181.

Zivkovi¢, Parezanovié, Panajotovi¢ (2023): M. Z. Zivkovié, T. V. Parezanovié, A.
D Panajotovi¢, Nasa Sekspirijada: Drama Romeo i Julija u kontekstu projektne nastave,
Reci: Casopis za jezik, knjizevnost i kulturu, 16, Beograd: Alfa BK Univerzitet, 136149,
doi: 10.5937/reci2316136Z.

246


https://doi.org/10.1177/1474022220910368
https://doi.org/10.1177/1474022220910368
https://doi.org/10.18485/uzdanica.2020.17.2.19
https://tecfa.unige.ch/proj/eteach-net/Thomas_researchreview_PBL.pdf
https://tecfa.unige.ch/proj/eteach-net/Thomas_researchreview_PBL.pdf
https://doi.org/10.5937/reci2316136Z

Parezanovi¢ T., Media production for project-basedlearning....; Y3JAHHIIA; 2024, X X1/2; ctp. 233-247

Tujana B. [lape3anosuh

Anda BK YHusepsurer
daxyJrer 3a cTpaHe je3uKe

ITPOJEKTHA HACTABA KIbM’KEBHOCTHN BPUTAHCKOI
MOJEPHU3MA 3ACHOBAHA HA ITPOU3BO b MEINICKOI"
CAIPKAJA: CAPAJHNYKO OKPY’KEIGE YV YUMOHNIIN

Pe3ume: OBaj pas ce daBu MoryhHocTHMa Koje Mpyska IpHMMeHa MPojeKTHe HacTa-
BE€ Y YHMBEP3UTETCKO] HACTABU EHIJIECKE KEbMKEBHOCTH, Y 3€MJbH y KOjO] €HIVIECKH HHje
MaTepu je3uk. Kpos ormuc mpojekTa crpoBeieHOT TOKOM 3UMcKor cemectpa 2019. roau-
He, YMjU je KOHAYHU MPOU3BOJ OWja CTYJEHTCKA CepujcKa MmyOJuKaiuja (4aconuc), pas
MMa 32 LB J1a ICTPAXKU OJHOC OBAKBE MIPOM3BOAHE ME/IN]CKOT ca/ipXkaja peMa ycBajamy
KIbMKEBHUX, Je3NUKUX, pAauyHAPCKUX U MPEHOCUBUX BellTHHA. MiMajyhu oBaj 1iusb y BULY,
TOKOM CeMecTpa y KOjeM je TPOjeKTHa HacTaBa MPHMEHheHa CIIPOBE/ICHO j€ KBAIUTATUBHO
HCTpaKMBame, Koje ce (POKyCHpao Ha MOCMATPambe CaMOCTAIHOT UCTPAKUBAYKOL paja
CTyJeHaTa, IbMXOBY NIMCaHY MTPOJYKIIM]jy Ha EHITIECKOM je3UKY U yuelnhe y THMCKOM pajy,
Ka0 M Ha HEKOJIMKO TPYITHUX Pa3roBOpa M OATOBOPE KOj€ Cy CTYACHTH JATN y YIUTHHKY.
HodujeHu pe3yaTaTy yKasyjy Ha TO Jia POjEeKTH 3aCHOBAHU HA TPOU3BOIHU MEIH]jCKOT
cajpikaja y OKBHPY HACTaBE KHMKEBHOCTM MOTY MMAaTH TO3WTHBHOI YTHIAja Ha KHbH-
JKeBHE BEITUHE CTY/IeHATa, Kao INTO Cy CIIOCOOHOCT aHAIN3e, CUHTE3e U IPUMEHe KpH-
THYKOT Pa3MHUIIUbama, K0 ¥ HA IbUXOBO CaMOIOY3/1ahe NPUIMKOM YIOTpede eHIJIECKOT
jesuka. OcuM Tora, Kao jefjaH o/l HajBaKHHUjUX 3aKJbyyaKka OBOT HCTPaKMBAIba U3Baja ce
TIpeHOCT capajibe Mehy cTyieHTIMa y Mpoliecy yuera, OAHOCHO CTBapama CapagHUIKoOr
OKpYXeHa y yINOHHIIH.

Krmyune peuu: HacTaBa €HIVIECKE KHIbMAKEBHOCTH, KEUKEBHOCT MOJEpPHU3MA, IIPO-
JEKTHa HacTaBa, IPOU3BOAA MEJHM]CKOT Cajipikaja, CapaJHUYKO yuere, CTYAeHTCKU Ya-
COIHC.
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